
Swiss Education 

Report | 2010

Sw
is

s 
Ed

uc
at

io
n 

Re
po

rt
 |  

20
10

The Swiss Education Report 2010 contains facts and 
figures based on statistics, research and official data 
for the entire Swiss educational system from 
elementary school to adult education. It gives the 
relevant backgrounds and contexts, describes the 
institutional characteristics of each level of education, 
and evaluates educational system performance 
on the basis of three criteria: effectiveness, efficiency 
and equity.
This evidence-based information is intended to 
support educational authorities and educational 
policymakers in their decision-making processes and 
enhance the public debate on the Swiss educational 
system.

The Swiss Coordination Centre for Research in 
Education was commissioned by the Confederation 
and the cantons to write this report.

Schweizerische Koordinationsstelle  
für Bildungsforschung

Centre suisse de coordination pour  
la recherche en éducation

Centro svizzero di coordinamento  
della ricerca educativa

Swiss Coordination Centre for  
Research in Education



Swiss Education Report | 2010



SC2011052302 (www.swissclimate.ch)

Aarau, 2011
skbf | csre  Swiss Coordination Centre for Research in Education
Entfelderstrasse 61, 5000 Aarau, Switzerland
www.skbf-csre.ch

Project director: Stefan C. Wolter
Project coordinators: Miriam Kull, Stefanie Hof
Authors: Luzia Annen, Maria A. Cattaneo, Stefan Denzler, Andrea Diem, 
Silvia Grossenbacher, Stefanie Hof, Miriam Kull, Urs Vögeli-Mantovani, Stefan C. Wolter
English version: Randall Jones; Interpreters’ and Translators’ Association, Zurich; Heather Murray
Proof reading: Walter Bauhofer
Organisation: Noemi Hof, SKBF, Andrea Jossen, SKBF

Art concept: belle vue – Sandra Walti, Aarau
Layout, text, figures: Peter Meyer, SKBF; Sandra Walti, Aarau
Photos: Siggi Bucher, Zurich
Printing: Südostschweiz Print, Chur
Paper: Lessebo smooth white FSC
Print run: 1,500 copies
isbn 978-3-905684-11-7

 



Table of contents

 5 Foreword by those commissioning the report

 9 Introduction

 13 Management  summary

 23 Definitions

 37 Context

 53 Compulsory education

 65 Pre-school and primary school education

 89 Lower-secondary education

 111 Upper-secondary education

 121 Baccalaureate schools

 141 Vocational education and training (VET)

 163 Upper-secondary specialised schools

 171 Tertiary-level education

 185 Universities

 207 Universities of applied sciences (UAS)

 225 Universities of teacher education (UTE)

 243 Tertiary-level B professional education and training (PET)

 253 Continuing education and training (CET)

 269 Cumulative effects

 293 Bibliography

 305 Annex





Foreword by those 
commissioning 
the report



skbf | csre  Swiss Coordination Centre for Research in Education

6    Foreword by those commissioning  the report

Constitutional mandate

Under the terms of Article 61a, paragraphs 1 and 2, of the Swiss Federal Con-
stitution and within the responsibilities that have been assigned to each of 
them, the Swiss Confederation and the cantons have a joint obligation to 
ensure a high degree of quality and permeability within the Swiss education 
system as a whole. At the same time, however, both levels of government 
are required to coordinate their efforts and to strengthen the cooperation 
that exists between them. The education monitoring process in Switzerland, 
jointly initiated and run by the Confederation and the cantons, constitutes 
an important tool enabling them to fulfil this mandate.

Education monitoring is understood as a systematic and long-term pro-
cess, the purpose of which is to enable the gathering, compilation and evalu-
ation of a comprehensive range of scientifically-verified information relating 
to the Swiss education system and the context within which it operates.

The Swiss Education Report 2010 constitutes a key component of this 
process. In the first instance, it is intended for the public authorities respon-
sible for the management of the education system. By providing a descrip-
tion that takes full account of the multi-layered nature of the Swiss educa-
tion system, this report sets out to create a basis, backed by relevant data, 
for any policy decisions that need to be taken. To this end, it draws on the 
knowledge of researchers, statisticians and education administrators. At the 
same time, the report is also intended for all the key players involved in the 
education system, as well as for the public at large.

Assessing the Swiss Education Report constitutes part of the education 
monitoring process and serves to draw up proposals for evidence-based 
management of the education system, providing a basis on which to pre-
pare education policy decisions and education planning.

Management of education monitoring in Switzerland

The Confederation and the cantons jointly manage the education monitoring 
process on an equal footing. At federal level, those responsible are the Head 
of the Federal Department of Economic Affairs (FDEA) and the Head of the 
Federal Department of Home Affairs (FDHA), while, at cantonal level, it is the 
Swiss Conference of Cantonal Ministers of Education (EDK) who are in charge.  

At the administrative level, a  Process Steering Committee has been put 
in place, which similarly takes in the Confederation and the cantons. The de-
partments represented at federal level are the Federal Office for Professional 
Education and Technology (OPET), the State Secretariat for Education and 
Research (SER) and the Federal Statistical Office (FSO) while, at cantonal 
level, it is the General Secretariat of the Swiss Conference of Cantonal Minis-
ters of Education (EDK) and two cantonal representatives who are involved.
The Process Steering Committee commissioned the Swiss Coordination 
Centre for Research in Education (SKBF/SCCRE), run jointly by the Con-
federation and the cantons, to draw up the Swiss Education Report 2010. 
The SKBF’s duties include not only documenting research performance in 
Switzerland but also conducting an independent analysis of the state of re-
search into current issues relating to education and representing Swiss edu-
cational research in international bodies. The report that you now see before 
you has been compiled by SCCRE on its own responsibility.



7

Swiss Education Report | 2010

Foreword by those commissioning  the report   

Education monitoring as a process

The precursor to the Swiss Education Report 2010 was published by the 
SCCRE in 2006 in the form of a pilot report. The findings obtained during 
the assessment of this report were subsequently used to shape the education 
monitoring process (  Figure 1 ). This monitoring process provides a basis 
on which to formulate a data-based strategy for the further development of 
Switzerland’s education system which is duly coordinated by the Confedera-
tion and the cantons. The present Swiss Education Report 2010 is embedded 
in this process, in the same way as all subsequent four-yearly reports will be. 
The assessment of this report will generate proposals for the strategic plan-
ning of the Swiss education system.

1 The education monitoring process in Switzerland

Product 
Swiss Education Report ����

SCCRE

Analysis

�. Gathering feedback from:
– Federal agencies
– Education agencies
– Rectors’ conferences
– Teachers’ associations
– Specialised agencies
etc.
�. Impact of report findings

Process management

Proposals

Work programme

A. Fill information gaps
B. Fill data gaps
C. Draw parallels with reports
    from other countries
D. Coordinate ouputs and processes
    of various participants and 
    disseminate findings

Process management

Product 
Swiss Education Report ����

SCCRE

 Inclusion in the Federal Council Dispatch on 
 the Promotion of Education, Research and 
 Innovation (Confederation) and in EDK’s 
 Programme of Activities (Cantons)

Strategic planning by authorities
– Conclusions for the strategy
– Issues to be covered in the next Swiss Education Report

Strategic planning

Process monitoring and information

Swiss 

Education Report

 

Swiss 

Education Report

 

Alongside this, a work programme is to be compiled which will ensure that 
the data and information base can be systematically improved in cases where 
insufficient knowledge is available or where there are still gaps in the avail-
able knowledge. The education monitoring programme currently takes in 
four focal points:

– Filling in identified information gaps with the aid of education research
– Enhancing the database and filling in data gaps in education statistics, in 

the structural and development data on the education system and also 
in the field of performance measurement

– Looking for synergies with reports published by other countries and in-
ternational organisations

– Coordinating the outputs and processes at federal and cantonal level, and 
ensuring dissemination of the results.

The results of this programme will be reflected in future education reports.
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Analysis of the Swiss Education Report 2010

The drafting of education reports to produce knowledge about the educa-
tion system has become a firmly established international practice in recent 
years. National education reports are published at regular intervals; they are 
commissioned by governments and intended for the public at large. Educa-
tion reports provide an analytical overview of the national education sys-
tem and thus differ from educational statistical yearbooks. Education re-
ports are now produced in countries that include Austria, Canada, France, 
Germany, Nether lands, United Kingdom and the USA. In the same way as 
the Swiss Education Report, all these reports are intended to provide con-
tinuously collected, data-supported information on the general conditions, 
milestones, results and yield of educational processes for use in educational 
policy-making and by the public at large.

The Swiss Education Report 2010 will be systematically analysed at various 
levels and from a number of different viewpoints within the education mon-
itoring process. It is intended that education administrators, (higher) educa-
tion authorities, educational researchers, universities of teacher education, 
teachers, professional organisations and other interested parties will be in-
cluded in the assessment process. The general institutional framework must 
also be subjected to a process of continual benchmarking against the current 
situation in order to ensure that the relevant objectives have been reached in 
the most efficient manner possible. The findings of the analysis will be used 
by the competent policymaking authorities to lay down objectives, develop 
strategies and implement measures at the strategic planning level.
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Following the pilot publication entitled Swiss Education Report 2006, the 
present report now constitutes the first Swiss Education Report proper. The 
pilot publication was evaluated by two international groups of assessors 
from Germany and Canada, and, in 2007, various hearings were conducted 
with representatives of all the different levels within the Swiss education 
system. The information gathered in this way, together with the extensive 
feedback obtained on the pilot report, such as in reactions to lectures and 
articles by SKBF staff members, formed the basis for the conceptual consid-
erations adopted for the present report. This can be summed up in the fol-
lowing seven points:

The general structure of the pilot report – based on education level and edu-
cation type – has been retained. This has the advantage that information on 
an individual education type is all located together, rather than being spread 
throughout the report, thus enabling the reader to obtain a concise overview 
of the individual education types.

A structure based on education levels and education types also has a number 
of drawbacks, however, in addition to the advantages it offers. Two meas-
ures have thus been adopted in this report in an attempt to eliminate these 
drawbacks as far as possible. First of all, information that relates not just to 
one specific type of education but to several types ought to be presented in a 
single location in comparative form. This applies particularly in cases where 
several types of education are offered at the same educational level, such as 
the conventional universities, the universities of applied sciences and the 
universities of teacher education. For this reason, an introductory chapter 
has been included for each of the first three levels of the education system 
(compulsory education, upper-secondary level and tertiary level) setting out 
comparative information for the entire education level that follows. Second-
ly, structuring the report according to education types makes it impossible to 
present impacts on education that are not normally generated by education 
at a specific level but rather by the cumulative effects of education over an en-
tire educational career. To counter this drawback – which was the subject of 
justified criticism – a new chapter has been included in the education report 
dealing with the cumulative effects of education. This then covers primarily 
the impact of education on other factors, such as income or health, referred 
to as the «outcomes» of education. The analyses in the chapter in question 
are based chiefly on research work, since an analysis of statistical information 
alone would not generally suffice, given the difficulty encountered in estab-
lishing the individual causes and effects that are involved. Research results 
of this type, however, based on a suitable methodological approach, are few 
and far between, which is why recourse has been had to the full spectrum 
of international education research. Research results that are not based on 
Switzerland are only presented if it can be assumed that the results are ap-
plicable in an identical or similar manner to Switzerland as well.

In this report, too, it proved impossible to comply with the wish to have 
educational paths through all the different education levels presented on 
the basis of statistical data, due to the lack of suitable data. The bulk of the 
data and research work is thus still based on cross-sectional studies, which 
provide only limited insight into the longer-term effects that skills gained 
at one level of education have on subsequent academic and/or professional 
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achievements. Transitions from one education level to the next, however, 
play a particularly important role for all three assessment criteria selected for 
the education report, namely effectiveness, efficiency and, above all, equity. 
These transitions are thus described on the basis of the available data and re-
search analyses for the education type just completed by the student, since 
this generally offers a significant basis on which to assess the performance 
of the education level in question.

As already mentioned, the Swiss education system is here again assessed 
on the basis of the three criteria of effectiveness, efficiency and equity. The 
majority of those who assessed the pilot publication felt that this was a suc-
cessful approach, since the three perspectives allow statistical data, educa-
tion administration data and education research findings to be presented 
in such a way as to provide meaningful information for strategic planning 
purposes. The information relating to effectiveness, efficiency and equity is 
supplemented by information on the context and the institutions associ-
ated with the different education types. Information on the context is im-
portant in order to obtain a fair picture of the education performance of a 
specific type or level of education, while information on the institutions is 
necessary for highlighting and understanding the differences between the 
individual cantons, given that responsibility for the Swiss education system 
is shared between the Confederation and the cantons. The consistent inter-
nal structure of the individual chapters on the education levels and types 
makes it easier to draw comparisons between them. Despite this, it has still 
not proved possible (as in the pilot report of 2006) to achieve a consistent-
ly-structured description of all the education types. The chapters relating 
to upper-secondary specialised schools and tertiary-level B professional 
edu cation and training (PET) are structured differently, because there is not 
enough information available on these two education types to permit mean-
ingful assessments for all three criteria. This is due both to the scarcity of 
statistical data and research data and to the considerable heterogeneity of 
these two education types.

There are three potential dimensions to a comparison that can be used to 
monitor educational performance: firstly, a comparison over time, second-
ly, a comparison between institutions and cantons within Switzerland and, 
thirdly, a comparison of Switzerland with other countries. Not all situations 
within the education system are presented so as to permit all three dimen-
sions of comparison. This is because the education report is intended primar-
ily to generate insights that can be used for strategic planning purposes, and 
this is more important than giving an exhaustive description of the Swiss 
education system. Hence, after analysing the available information from all 
three comparison dimensions, only the information that can actually be used 
for strategic planning purposes is presented in this report. Due to the lack of 
space, the authors do not explain why certain comparisons, though perfectly 
feasible, have neither been presented nor carried out. For the comparison 
of cantons and educational institutions (e.g. universities), the order was se-
lected in such a way as to produce insights for strategic planning. Only rarely 
was an attempt made to establish a ranking list of institutions or cantons, 
since a specific order would in many cases not permit a qualitative assess-
ment of educational performance. Generally speaking, whenever lists were 
needed for purely descriptive purposes, cantons were presented in the order 
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in which they appear in the Swiss Federal Constitution. For comparisons 
of Switzerland with other countries, the four main neighbouring countries 
(Austria, France, Germany and Italy) were always included in the compari-
son, where such information was available, together with a selection of other 
countries considered to be of special interest to the matter on hand. Once 
again, since the aim is primarily to serve strategic planning interests rather 
than to provide a full description of the Swiss education system, the coun-
tries selected are not the same for all the different comparisons.

Even though the Swiss Education Report 2010 is around one hundred pages 
longer than the pilot publication, all the information and diagrams still rep-
resent a strict and careful selection from amongst the full range of informa-
tion that could have been included. The decisive factors for inclusion were 
not only the relevance of the information for answering education-policy 
questions but also the need to establish a clear distinction between our re-
port and other information vehicles. Wherever possible, the authors tried to 
avoid placing too much emphasis on purely descriptive statistical data. This 
was done for two main reasons: such data quickly become outdated, and the 
latest data can already be very easily obtained from Switzerland’s Federal Sta-
tistical Office (FSO) or from international organisations such as the OECD. 
The authors also deliberately refrained from providing an extensive overview 
of the current state of research for each education issue, since the education 
research community already produces and publishes such overviews. The 
Swiss Education Report 2010 nevertheless sets out to provide comprehen-
sive and up-to-date bibliographical references to existing research work and 
summaries. In this way, interested readers will be readily able to find the 
relevant literature.

The pilot publication contained conclusions with regard to education re-
porting, but did not contain a definitive assessment of the Swiss education 
system itself. This present report likewise deliberately refrains from making 
a further assessment of the reporting and monitoring process or a summary 
assessment of the quality of the Swiss education system. This is and remains 
the remit of education policy-makers and education administrators. The task 
of this report is to present available information, data and research findings 
in a way that enables those responsible for strategic planning to carry out 
their work. All in all, the Swiss Education Report 2010 contains information 
and data on several hundred education issues. As such, it already provides a 
powerful summary of the available knowledge considered essential for iden-
tifying and devising responses to key education policy issues. Despite this, 
and in a bid to optimise its readability, the report contains a management 
summary for readers wishing to gain a rapid overview. It must, however, 
be pointed out that reading the management summary is no substitute for 
reading the entire report.

Those who have read the pilot publication will undoubtedly notice that a 
great deal of time and energy has gone into the layout. We trust that this 
has considerably enhanced the appeal and the readability of the report and 
will make studying the report both an informative and enjoyable experience!
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Compulsory education

In coming years, education planners will be faced with the major challenge 
of striking a balance between the constitutional mandate to harmonise the 
compulsory education sector and the need to adapt compulsory education 
to local conditions. All education policy measures are aimed at providing a 
coherent education system that guarantees permeability, accessibility be-
tween the different levels of education, and quality, for both compulsory and 
subsequent education. In a state organised along federal lines, these multiple 
considerations place stringent requirements on the coordinating bodies and 
institutions that deal not only with structural aspects but also with initia-
tives affecting the content of education (curriculum development, language 
instruction, quality improvement, etc.).

The most significant education policy challenges in the harmonisation 
of structures within the Swiss education system relate to the question of 
entry into pre-school and primary school, namely, the age at which com-
pulsory education should start and how the school entry phase should be 
configured. Although the HarmoS Agreement provides for the duration of 
pre-school to be standardised and for pre-school to be made compulsory, it 
does not stipulate how the school entry stage is to be configured. A number 
of variants are possible, ranging from the conventional kindergarten to one 
of two types of integrated model for the first stage. This latter option, which 
has been tested in several German-speaking cantons in Switzerland, is in-
tended to ensure that the transition from pre-school to primary school is 
more closely adapted to the individual development of each child. 

The starting age for compulsory education has not only been the sub-
ject of political debate, it has also been the focus of intensive research for a 
number of years. Two particular issues are particularly prominent in this re-
gard. On the one hand, it has been argued on the basis of the latest findings in 
developmental psychology and research into the human brain that it would 
be desirable from the point of view of skills acquisition if the early years of 
childhood, which seem to be particularly fertile when it comes to acquiring 
skills, were not permitted to pass by unused. While considerable documen-
tary evidence exists with regard to the acquisition of skills in the early years, 
it would appear, in the further course of their education, that children who 
started school at a younger age frequently do not gain any benefit whatso-
ever, or that any such benefit is only small. It is not, however, clear just how 
far the structures, curricula and expectations of subsequent school levels 
are responsible for this. It has also been demonstrated that children whose 
home environment is less conducive to learning will be at less of a disadvan-
tage if they are able to enrol in pre-school education at an earlier age, thereby 
lengthening the duration of their pre-school attendance. This would make it 
possible to reduce the heterogeneity in learning performance that is already 
measurable when children start school in Switzerland. The better starting 
conditions upon entering school would hopefully help prevent problems 
at a later stage in the child’s study path. This option is currently unavailable 
to many children in Switzerland due to the limited availability of affordable 
places for children below the age of four. Moreover, pre-schools in some 
German-speaking cantons of Switzerland generally last for only one year, 
and there is a lack of comprehensive school-based day-care facilities. Both 
these factors probably place less fortunate children at a disadvantage. Finally, 
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international research into the economics of education has shown that the 
years «gained» as a result of starting school at an earlier age translate into a 
monetary gain for both society and the individuals themselves (extending 
their working lives), which would be difficult to match by any other educa-
tional measures.

At primary school level, the average number of teaching hours delivered 
in the various cantons still differs substantially. The impact of these differ-
ences on academic achievement in the individual cantons has not, however, 
been documented as yet. A comparison of the number of compulsory teach-
ing hours for specific subjects in the curricula for children aged between 9 
and 11 or 12 also shows that, in Switzerland, less time is currently spent on 
tuition in the school’s language of instruction than in neighbouring coun-
tries. A greater amount of time is, however, devoted to teaching foreign lan-
guages. It is not possible to determine whether this additional attention to 
foreign languages results in a greater mastery of foreign languages, since no 
applicable international comparative studies on the teaching of foreign lan-
guages have been carried out to date.

The decline in the number of students at primary school due to demo-
graphic factors is now affecting lower-secondary education as well. With 
just a few exceptions (Geneva, Zug, Zurich), all the cantons, and especially 
those located in rural areas, are being forced to discontinue classes or even 
shut down schools. Many cantons are attempting to prevent this or combine 
it with structural or educational reforms. Declining student numbers rep-
resent a special challenge for the multiplicity of structures in lower-second-
ary education in the different cantons, since school systems based on ability 
grouping are the ones that suffer first when student numbers become too 
low. Because these differentiated types of systems are well accepted among 
the populace, it should not be the case that pupils are allocated to differ-
ent lower secondary level paths on the basis of maintaining school numbers 
rather than on the basis of entry requirements for the various ability-based 
programmes. The move towards more cooperative and integrated models 
could provide a solution in this respect.

At present, with the OECD’s regular competence measurements, the only 
point in a school career for which reliable comparative academic achieve-
ment data are available is for students who are just leaving compulsory edu-
cation (PISA). Switzerland was unable to improve its international ranking 
for the reading literacy of 15-year-olds between 2000 and 2006. More tell-
ing than Switzerland’s static position in the middle range of the countries 
tested is the fact that Switzerland was unable to reduce the proportion of 
students who scored at the lowest skill levels. Approximately 15% of stu-
dents coming out of lower-secondary education barely achieve the lowest 
skill level measured in the PISA survey. The effects of such an unsatisfactory 
compulsory school education manifest themselves in the fact that, by the 
age of 21, around one-third of these students have still not obtained a post-
compulsory qualification, while this is true of less than 5% of the students 
who scored highest on the PISA test.

Switzerland spends a great deal of money on compulsory education 
compared with other countries. At the same time, however, there are major 
differences in the amount invested in education by the individual cantons. 
Although the data are not fully comparable, since the cantons do not use 
the same costing model, it is clear that almost 50% of this expenditure dif-
ferential can be explained by the financial strength of the cantons. In other 
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words, the «wealthier» cantons have to spend more on their education in-
puts because the relative cost level is higher in all other areas too. This is also 
seen in an international comparison, where the differences in gross domestic 
product also account for roughly half the variation in expenditure on educa-
tion. Whether or not the portion of expenditure that cannot be ascribed to 
different cost levels brings added-value to the education sector cannot (yet) 
be determined on the basis of current research.

Upper-secondary level education

At present, just under 90% of students who have completed compulsory 
education in Switzerland go on to successfully obtain an upper-secondary 
level qualification. This latter qualification, however, is a key requirement for 
a student’s future educational and job career, and the rate of just under 90% 
is still quite a long way off the target of 95% which has been set for 2015 in 
education-policy terms. A more detailed examination of upper-secondary 
graduation numbers shows that, although the gender gap to the detriment 
of females has steadily narrowed over the past few years, female students 
still achieve fewer upper-secondary level qualifications, even though they 
are not at an academic disadvantage compared with males at the end of their 
lower-secondary education. This target graduation rate of 95% is, however, 
achieved by male and female students who were born in Switzerland and 
have thus completed their entire education in Switzerland, irrespective of 
their nationality. This would suggest that more intensive efforts need to be 
made to ensure that students not born in Switzerland who, in some cases, 
have only completed a couple of years of their education in Switzerland, ac-
quire an upper-secondary level qualification. This task poses a challenge for 
both education and integration policy. 

Seventy percent of all students coming out of compulsory education en-
rol in a VET (vocational education and training) school and 30% in a school 
providing a general education, with these shares remaining relatively con-
stant. Of this first proportion, a more or less constant 90% enrol in a dual-
track VET programme. 

Since the apprenticeship crisis in the mid-1990s, the situation in the VET 
sector has improved considerably, both in terms of the number of appren-
ticeships available and the way in which VET programmes are able to adapt 
to social and economic needs. This is highlighted by three different factors: 
first of all, more than three-quarters of all students who enrol in a dual-track 
VET programme consistently state that they are following the apprentice-
ship of their choice. In other words, the dual-track VET programmes provide 
a clear majority of VET students with the training they wish to receive. This 
particular fact is all the more remarkable, since a frequent assumption made 
outside of Switzerland is that only general education and entirely school-
based models allow individual students to complete the upper-secondary 
level programme of their choice. A second factor indicating the healthy state 
of the VET sector is the introduction of a new two-year VET programme 
leading to the Federal VET Certificate. An increasing number of training 
companies are taking part in these two-year programmes. Unlike the previ-
ous two-year apprenticeship model, which did not lead to any formal quali-
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fications, students completing a certified two-year VET programme obtain 
a qualification that enables them to continue their training at a higher level 
within the VET sector. Even though it is still too early to draw a definitive 
conclusion regarding these certified two-year VET programmes, the initial 
experience seems to indicate that dropout rates among students enrolled in 
certified two-year VET programmes are lower than expected. The third indi-
cation of the healthy state of the VET sector is the steadily increasing number 
of VET students who obtain the Federal Vocational Baccalaureate (FVB). The 
popularity of the Federal Vocational Baccalaureate shows that the VET sec-
tor is able to offer opportunities for further development to even the most 
gifted learners and that VET programmes are in considerable demand. What 
is unclear, however, is why the number of male Federal Vocational Baccalau-
reate holders enrolling in a Swiss university of applied sciences has declined 
sharply. The economic growth of past years may partly explain this, since 
Federal Vocational Baccalaureate holders would have a greater incentive to 
enter the job market rather than take their education and training to a higher 
level. A partial answer to this question will doubtless emerge over the next 
few years, as we observe the subsequent paths taken by Federal Vocational 
Baccalaureate holders.

The proportion of students obtaining the Baccalaureate has stabilised at 
around 20% since the start of the current decade. There has been a fierce de-
bate in Swiss education and social policy circles regarding the ideal propor-
tion of Baccalaureate holders. However, rather than questioning the average 
proportion of Baccalaureate holders within Switzerland as a whole, greater 
attention should actually be paid to the significant variation in the average 
proportion of Baccalaureate holders in the individual cantons. In 2008, the 
proportion of Baccalaureate holders reported by individual cantons ranged 
from 14.0% to 29.3%. The academic achievement of students just leaving 
compulsory education (PISA) does not provide any explanation for these 
differences if, indeed, these same performance segments go to the upper-
secondary-level selective schools in all the cantons. In addition, according 
to the results of the EVAMAR II assessment of the academic achievement 
of Baccalaureate holders, it can no longer be maintained that the Baccalaure-
ate automatically equates to the same level of academic achievement every-
where, regardless of initial aptitude at enrolment. Not entirely surprisingly, 
the EVAMAR II measurements showed differences in performance at the 
time of taking the Baccalaureate which correlated negatively with the pro-
portion of Baccalaureate holders in an individual canton. The fact that ad-
mission to Baccalaureate schools is based less on actual aptitudes than on 
education policy considerations is all the more disturbing when it is con-
sidered that Switzerland is among the few industrialised countries which 
grants Baccalaureate holders virtually unrestricted admission to universities 
and the different university programmes.

Alongside Baccalaureate schools, there are around 60 upper-secondary 
specialised schools that provide students with general education options, 
and, over the past five years, nearly 5% of all students coming out of com-
pulsory education have enrolled in these schools. As of 2010, 14 out of 22 
cantons have offered students the possibility of obtaining a Specialised Bac-
calaureate in their specialisation. Only one of the 22 cantons offers Special-
ised Baccalaureates in all six of the available specialisations.
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Tertiary level

The tertiary level of the Swiss education system offers a broad spectrum of 
alternative fields of study that encompass a wide range of subject areas and 
different types of institutions. Those who have completed VET courses at 
upper secondary level may enrol directly in a university of applied sciences 
or tertiary-level B professional education and training. Federal Vocational 
Baccalaureate holders who take the university aptitude test, may also enrol 
in a conventional university. The option for VET graduates to continue their 
education at both tertiary-levels A and B explains why Switzerland ranks 
in the middle in international comparisons of the total number of tertia-
ry-level qualifications, despite its relatively low proportion of «academics». 
Inter national comparisons ought, in fact, to be based on the total number 
of tertiary-level qualifications, since each country defines its tertiary-level 
education and institutions differently. Some countries, for instance, include 
two-year tertiary-level A qualifications in their calculations. 

Around 90% of all holders of the Baccalaureate continue their studies at a 
tertiary-level A institution. Around three-quarters of these students enrol in 
a conventional university or one of the Swiss Federal Institutes of Technolo-
gy. When considering the relatively low percentage of Baccalaureate holders 
and the limited access to conventional universities, we should also consider 
the quality of the education provided by the Switzerland’s conventional uni-
versities. Switzerland has the advantage of being able to channel its strongest 
academic achievers towards conventional universities. In many other coun-
tries, universities are required to educate students from a broad spectrum of 
aptitudes. This channelling of students is another reason why Switzerland’s 
big conventional universities are considered among the world’s most elite 
universities while, even in the USA, which has the largest number of elite 
universities, the majority of university students are enrolled at universities 
that never appear in international ranking lists. In Switzerland, over 70% of 
students at conventional universities study at one of the top 200 universi-
ties in the Shanghai Ranking, while in the USA or Germany, just under 20% 
of university students do so.

It is widely known that the annual costs per student differ substantial-
ly, depending upon the subject area (between CHF 9,690 and CHF 39,970). 
While part of the difference in annual costs per student can be attributed 
to the different types of equipment and infrastructure required for specific 
fields of study, it is worth noting that a large portion of the cost difference is 
also due to the dissimilar staff-student ratios. The fields of study can be di-
vided into two groups: those involving intensive supervision and high costs 
(such as pharmacology and the exact sciences) and those with less intensive 
supervision and low costs (such as law or economics). Although it is not pos-
sible to determine the efficiency or lack of efficiency of a given field of study 
purely on the basis of the staff-student ratio, it is difficult to justify such dif-
ferences. They indicate either sub-critical staff-student ratios in some fields 
of study, or significant potential for savings in others.

Universities of applied sciences (UAS) not only offer VET graduates the 
possibility of pursuing tertiary-level A studies, they also reflect a persist-
ent social distinction in the choices of upper-secondary level education and 
training in Switzerland. While the majority of young people whose parents 
hold academic qualifications also attend Baccalaureate schools and later enrol 
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in a conventional-university degree programme, young people whose par-
ents do not hold academic qualifications are more likely to enrol in a degree 
programme at a university of applied sciences. In other words, universities 
of applied sciences contribute to upward social mobility to a much greater 
extent than is observed in countries with predominantly conventional uni-
versities. Since graduates from universities of applied sciences do not suffer 
any disadvantages in terms of job market prospects compared with conven-
tional-university graduates, the option of universities of applied sciences 
studies contributes to a high degree of intergenerational mobility from an 
economic perspective as well.

That having been said, students enrolling at the universities of applied 
sciences are an extremely heterogeneous group. Although an apprentice-
ship and the Federal Vocational Baccalaureate count as the standard entrance 
qualifications, just under 40% of entrants to universities of applied sciences 
in 2008 actually held these specific qualifications. In traditional fields of 
study that were previously offered by Switzerland’s former engineering col-
leges and former business administration colleges, the Federal Vocational 
Baccalaureate is the main prerequisite for admission. By contrast, up to 90% 
of the students at the universities of applied sciences enrolled in new fields 
of study, such as music, health care or social care, are admitted on the basis 
of other qualifications – frequently the Baccalaureate.

The number of Baccalaureate holders who choose to enrol in a univer-
sity of applied sciences degree programme is approximately the same as the 
number of Baccalaureate holders who choose to enrol in a degree programme 
at a university of teacher education (UTE) – the third and newest type of 
university in Switzerland. Baccalaureate holders, however, only account for 
around two-thirds of the students at the universities of teacher education, 
with the remaining students admitted on the basis of a different qualification 
– increasingly the Specialised Baccalaureate issued by specialised schools. De-
spite having such a broad student recruitment base and decentralised cam-
puses in geographic terms, it currently has to be assumed that all the univer-
sities of teacher education taken together are not training sufficient numbers 
of new teachers to meet the long-term needs. Although the increased num-
bers of teachers taking retirement (for demographic reasons) will partially 
be offset by the decline in student numbers, the number of teacher-educa-
tion students required to fill future teaching vacancies also needs to be high 
enough to compensate for those who drop out of their course, do not enter 
teaching at the end of their course, or drop out of teaching. A greater number 
of students overall at the universities of teacher education, would perhaps 
also alleviate the current problem of having to operate these universities 
with very low student numbers. In expanding the universities of teacher 
education – assuming that this is possible at all – it would also be necessary 
to resolve the present situation in which the quality and effectiveness of 
teacher training is not monitored on the basis of standardised output cri-
teria. No truly research-based statements can be made at present regarding 
the attainment of objectives in teacher education or regarding the correla-
tion between teacher education and its effectiveness in terms of teaching.

Very little research and statistics are available for tertiary-level B profes-
sional education and training (PET). This is in stark contrast with the high 
number of tertiary-level B qualifications issued each year. One reason for 
this may be the extremely varied nature of PET programmes and qualifi-
cations. Another reason may be the fact that only colleges of professional 
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education and training base their degree programmes on a standardised set 
of pre-determined performance requirements, while the attendance of pre-
paratory courses for Switzerland’s two national professional examinations, 
the Federal PET Diploma Examination and the Advanced Federal PET Di-
ploma Examination is recommended but not mandatory. Since the Swiss 
Education Report 2006, two studies have significantly improved the avail-
ability of information on the funding and costs of tertiary-level B PET pro-
grammes. These studies show that students at professional education and 
training colleges are not required to pay considerably higher tuition fees than 
those at the universities. Tuition costs at professional education and training 
colleges are not significantly higher than the semester tuition fees charged 
by the most expensive conventional universities and universities of applied 
sciences. As far as preparation for the Federal PET Diploma Examination 
and the Advanced Federal PET Diploma Examination is concerned, the costs 
that the students have to pay depend to a decisive extent on whether they 
decide to attend a preparatory course or not. The preparatory courses, which 
generally last from one to three semesters, cost students CHF 8,000 to CHF 
10,000 on average. There are also opportunity costs, such as loss of income 
(which are only partially reimbursed by the employer). These costs also have 
to be borne by university students, however, and do not therefore put PET 
students at any disadvantage.

Continuing education and training

Private costs are also incurred by individuals pursuing continuing education 
and training activities which do not lead to formal qualifications. As with 
professional education and training programmes, employers fund around 
50% of their employees’ continuing education and training costs. The rest 
of the CHF 5.3 billion spent on continuing education and training each year 
is funded by the continuing education and training students themselves. 
Employers tend to bear a much lower burden of continuing education and 
training costs for female employees. This gender disparity is only explained 
to a small extent by factors such as a difference in the percentage of full-
time employment, hierarchical position, and educational background, and 
thus points to the inequality of men and women in this field. Apart from 
the gender aspect, an additional education policy concern is the fact that 
participation rates in continuing education and training programmes and 
courses vary according to a person’s level of formal education and training. 
Rather than compensating for differences in the level of formal education 
and training among specific groups within the population, the continuing 
education and training sector is actually exacerbating the problem. Unlike 
in other countries, the major differences in continuing education and train-
ing participation rates in Switzerland are not so much a matter of who holds 
tertiary-level qualifications and who holds upper-secondary level ones but 
are due virtually entirely to the very low participation rate of individuals 
who lack post-compulsory education qualifications.

By and large, Switzerland has a dynamic and flexible continuing educa-
tion and training sector, with high participation rates on average. As with 
the professional education and training sector, however, it is the wide range 
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of different continuing education and training qualifications, providers and 
contents that probably accounts for the lack of empirically-based, generalis-
able statements on the effectiveness and efficiency of continuing education 
measures. It could also be argued that a lack of such information is compre-
hensible and justifiable, given that this particular sector of the Swiss educa-
tion system is still largely organised and funded privately. It would, howev-
er, be a bigger problem if the state were to respond to the education policy 
recommendations that it play a more significant regulatory and funding role 
in the continuing education and training sector.





Definitions
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Effectiveness

Effectiveness is a measure of the efficacy of an action or measure in terms 
of achieving a specific objective. In contrast to efficiency, effectiveness only 
measures the extent to which the objective is achieved and does not take into 
account the outlay required to do this.

Types of objectives

In the education sector, as in other sectors, a system, institution or an in-
dividual measure is deemed to be effective if it achieves the set objectives. 
The problem in measuring effectiveness in the education sector stems from 
the complexity of the objectives being pursued, which (unlike the majority 
of corporate objectives) are difficult to precisely define and operationalise.
Broadly speaking, the potential objectives of educational measures or insti-
tutions can be subdivided into three categories:

(1) When it comes to quantitative outputs, the absolute number of students 
at a given level of education and the qualifications obtained can be defined as 
objectives. The participation of the population in education is also a poten-
tial quantitative objective, in the form of qualification rates or percentages 
of the population attaining a specific level of education. At outcome level, 
quantitative impacts on the job market can constitute objectives of educa-
tion, such as low unemployment or a high participation level of the popula-
tion in gainful employment.

(2) Alongside these quantitative output parameters, the qualitative perform-
ance and impacts of the educational institutions also constitute an objective, 
given that imparting competencies is their prime task. In addition to special-
ist competencies (academic achievements) this can also include overarching, 
social and other competencies. At outcome level, qualitative impacts such 
as satisfaction, quality of life and similar factors can count as objectives, i.e. 
the potential finalities of the educational process.

(3) Alongside outputs and outcomes, which are seen at the end of the educa-
tional process or reflect its impact, it is also possible to define equity within 
the process as an objective. (  Equity, page 31).

Establishing objectives

Objectives for educational institutions or for the education system as a 
whole can be established at institutional level or at a local, regional, national 
or international level (see USR, 2005). With the publication of the new Inter-
cantonal Agreement on Harmonisation of Compulsory Education, known 
as the HarmoS Agreement, the cantons have, for the first time, set out joint, 
overarching objectives for compulsory education. These incorporate un-
derlying principles relating to the acquisition of knowledge and skills, the 
development of a cultural identity and the encouragement of responsible 
behaviour towards others and the environment. The Swiss Conference of 

Educational outputs are the direct results 

of the education process: on the one 

hand, qualifications and percentages of 

students achieving them and, on the 

other hand, students’ competencies and 

skills at the end of their education and 

training. Outcomes refer to the medium- 

to long-term effects of education on other 

factors of social and economic relevance.
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Cantonal Ministers of Education (EDK) is also developing national educa-
tional standards within the context of the HarmoS Agreement, which will 
be monitored by means of regular testing at the end of Years 2, 6 and 9. At 
tertiary level, education is currently assessed primarily on the basis of objec-
tives defined in a performance mandate, which the institutions are required 
to achieve within the framework of an overall budget. Finally, the objectives 
for vocational and professional education and training in Switzerland are 
specified in the Federal Vocational and Professional Education and Train-
ing Act . The problem at all levels of the Swiss education system is that the 
objectives are neither explicitly stated nor set out in a hierarchical structure. 
Since, in a complex system like education, a large number of objectives are 
generally pursued at one and the same time, a relative (political) weighting 
of the individual objectives is not only essential for assessing the effective-
ness of the education system but would also provide the players with a key 
source of information for the necessary action and for strategic planning. In 
the absence of this information, it is impossible to determine whether it is 
better to maximise the attainment of one objective, jeopardising the attain-
ment of others, or whether it is better to accept a lower-level attainment of 
objectives (and hence a lower effectiveness) for certain sub-objectives if this 
permits a higher degree of attainment for other sub-objectives.

Before an agreed package of objectives can be specified for an education 
system as a whole or for individual levels within the system, it is neces-
sary to identify the various connections (interactions and interdependen-
cies) that exist between the individual objectives. The multiple objectives of 
the education provided may well be independent, complementary, or con-
flicting. Objectives are deemed to be complementary if their achievement 
enables the achievement of other objectives. If it is assumed, for instance, 
that socially well-integrated, contented and interested students also display 
a high level of academic achievement in the conventional school subjects 
and, in turn, that a high level of academic achievement promotes contented 
and well-integrated students, then it is possible to get by with measuring 
just one of these factors. Since the two effects and objectives are comple-
mentary, if one of the sub-objectives is attained to a high level, then the 
other sub-objective will automatically have been attained too.

In addition to complementary objectives, it is also possible for objectives 
to conflict with one another, leading to a dilemma between objectives. Hence, 
the objective of maximising the number of students with university qualifi-
cations may compete with the objective of providing a high quality of educa-
tion. Aiming to achieve a high number of graduates without the appropriate 
measurement of quality runs the risk of the effectiveness in achieving one 
objective undermining the effectiveness in achieving the qualitative aspect 
of education. In such a case, the overall outcome would not be a positive one.

Defining and measuring competencies

One important function of education is to enable students to acquire sub-
ject-specific and social skills. If we wish to measure the extent to which 
these objectives have been achieved, however, it is important to consider 
two questions: What skills are important? And how should these be oper-
ationalised? The Swiss-led OECD project known as DeSeCo – «Definition 
and Selection of Competencies» – made a key contribution to answering 
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the first question by attempting to identify the core skills required for per-
sonal, social and economic well-being (Rychen & Hersh Salganik, 2003). By 
defining three categories of core skills (interacting within heterogeneous 
groups, acting independently and interactive use of aids and tools), the De-
SeCo project set out a framework concept for the measurement of competen-
cies, thus making a substantial contribution to achieving a better definition 
of the objectives in the education system and establishing the hierarchy of 
these objectives. The DeSeCo project also resulted in a greater awareness of 
the fact that skills should not be regarded as objectives in themselves but 
should always be described in terms of their impact on specific outcomes. 
This is because, at system level, it is generally the desired outcomes that are 
specified (e.g. social integration, lower unemployment) and not the compe-
tences that are necessary for this.

Since (core) skills were very broadly defined in the DeSeCo project, it be-
came more difficult to determine how skills should be measured in practice. 
As a result, empirical skill assessments (e.g. the «Programme for Inter national 
Student Assessment», PISA) permit the highly elaborate measurement of 
competencies, but only for a very limited number of competencies. Only if 
the measured competencies are deemed to be complementary to the non-
measured ones is it possible to justify not measuring relevant competencies.
In this regard, PISA and DeSeCo illustrate the fact that, when measuring 
skills, there is still a conflict of objectives between achieving as comprehen-
sive a definition of competencies as possible and finding a simple means of 
operationalising these competencies. This applies not only to the compulsory 
education sector but also, and perhaps to an even greater extent, to post-com-
pulsory education and training. One reason for the lack of skills measurement 
in upper-secondary and tertiary-level education to date is doubtless the 
breadth of education and training on offer and the types of skills imparted. 
Nevertheless, international endeavours are underway in both vocational and 
professional education and training (see e.g. Winther & Achtenhagen, 2009) 
and tertiary level A (as part of the OECD’s AHELO1 project, for example) to 
introduce skills testing in post-compulsory education as well.

Effectiveness sections in this report

For the reasons outlined above, it was not possible to refer to an existing, 
definitive set of objectives for the effectiveness sections in this report. At 
each individual level, therefore, we have attempted to define a number of 
key objectives on the basis of official, educational administration documents, 
on the one hand, and the research literature, on the other. In order to avoid 
falling into the trap of ultimately commenting only on objectives for which 
measurement data are available, reasons are set out in the text as to why im-
portant objectives cannot (currently) be measured and hence assessed. We 
also suggest the steps required for these objectives to be measured and as-
sessed in future. This marks an attempt to compensate, in the text sections, 
for the inevitable focus on measurable parameters seen in the graphs and 
statistical charts in this report.

1 AHELO = International Assessment of Higher Education Learning Outcomes; see 

www.oecd.org/edu/ahelo
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Efficiency

Efficiency refers to the degree of effectiveness and the suitability of measures 
in relation to specified objectives. More concretely, efficiency is an indicator 
of the ratio of input to output in a system.

In general, efficiency is not an official objective of the education system. 
It is thus not mentioned in most education policy or administrative docu-
ments. So why has efficiency been included as a criterion in the Swiss Edu-
cation Report? When allocating resources or introducing incentives to the 
education system, the prime question asked by education policymakers and 
researchers is whether the resources or incentives in question will make any 
contribution to the attainment of the specified objectives (  Effectiveness, 
page 24 ). Just because resources are used effectively does not in any way mean 
that they are being used efficiently as well. Efficiency is of prime importance 
in the education sector for two reasons. First of all, even in education, it is 
essential for objectives to be achieved with the lowest possible input. Since 
resources are limited, they must always be used sparingly. This is not because 
the aim is to achieve profit in the education sector, as in a business, but be-
cause the resources channelled into education (time and money) could also 
be used to satisfy other social or individual needs. If students can acquire 
the mathematical or language skills specified in the curriculum with fewer 
lessons, then sufficient time will be available for tuition in music or sports 
as well. At the same time, it also makes sense to maximise the output per 
resource unit, since the return will then have a positive effect on other out-
comes for society and the individual. If the education system is able to pro-
duce more competent students for a given amount of resources, then the 
resultant gain in competence will have a positive impact on other areas, such 
as health-related behaviour, social behaviour and many other areas besides 
(   Chapter Cumula tive effects, page 269 ).

Definition of concepts

A distinction is drawn between different concepts of efficiency in the litera-
ture, all of which are significant for the education sector (for the concepts 
see, for example, Grin, 2001; Wössmann and Schütz, 2006, also provide an 
overview of the literature).

The correlation between inputs and the specific outputs of the educa-
tion system (e.g. competencies) is referred to as internal efficiency, while 
the influence that education has on other social or individual objectives (e.g. 
economic growth) is referred to as external efficiency.

If the real inputs are used to calculate efficiency, then this is referred to as 
technical efficiency, and if the inputs are expressed in monetary terms (i.e. 
have a price put on them), then this is referred to as economic efficiency. The 
performance of the education system is not achieved with just a single input, 
and the combination of inputs (such as teaching staff and teaching materials) 
is not rigidly defined but can be varied. This means that allocation efficiency 

– or achieving the most efficient combination of inputs – is also extremely 
important. All these forms of efficiency are of interest in the Swiss Educa-
tion Report, since they all play a key role in assessing the performance of the 
Swiss education system.
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Problems in determining internal efficiency

A major problem encountered when measuring efficiency within the edu-
cation system is the fact that no unequivocal theoretical concept has been 
devised to determine how resources (inputs) in the education process af-
fect outputs (the imparting of skills) (for more details, see Vignoles, Levacic, 
Walker et al., 2000). As no such conceptual framework exists, it is not pos-
sible to calculate a theoretical maximum efficiency. This means that the 
efficiency of the education system can only be assessed over time or by com-
paring different education units (systems or institutions). These compari-
sons will yield information about the relative efficiency of a specific edu-
cation system or education provider (e.g. a school). With this information, 
statements can be made on the direction in which efficiency is moving over 
time and on how far an education system differs from the most efficient ed-
ucation system at present (even if an even more efficient system would be 
possible in theoretical terms). With an approach of this type, it immediately 
becomes clear that the quality of efficiency assessment hinges on whether 
both inputs and outputs can be surveyed in a sufficiently standardised form 
to ensure full comparability, both over time and between the individual pro-
viders, without any limitations. The difficulty here becomes apparent when 
it is considered that, in order to compare the efficiency of resource deploy-
ment over time, it also has to be possible to compare the outputs over time. 
If the student’s skills are defined as the output, then, in practical terms, the 
skills determined on the basis of a variety of test questions must remain 
comparable over prolonged periods of time.

Finally, it must also be borne in mind that any comparison of input-out-
put relationships will only be meaningful or useful for the purpose of policy-
making if the general conditions in which education is provided are com-
parable (the same holds true, of course, for the assessment of the criteria 
of effectiveness and equity). Specifically, this means that school A has only 
achieved a higher student performance than school B for the same resources 
if it has also managed to do this under the same framework conditions as 
school B. In other words, for school A to be genuinely more efficient than 
school B, it would need to be capable of achieving an even greater level of 
efficiency in its use of resources than school B in a setting comparable to 
school B and with the latter’s students and parents. To permit a comparison 
of this type, the output of schools A and B will generally need to be rendered 
«equivalent» through elaborate statistical processes.

External efficiency and causality

Statistically speaking, a great many objectives that serve the interests of in-
dividuals in education and also society as a whole (e.g. health, happiness or 
a democratically functioning state) correlate positively with the level of edu-
cation of individuals or society as a whole. If efficiency considerations are to 
be transposed to objectives that are to be attained through education (out-
comes), it is necessary to appreciate that the mere existence of a positive cor-
relation between level of education and outcome does not necessarily mean 
that the outcome was actually caused by education. One potential reason for 
a limited or totally lacking causal relationship can be the time span between 
education and outcome. If individuals who receive a good education actu-
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ally live longer, so much time will have passed between the provision of that 
education and the age reached by the individuals concerned that proving the 
existence of a direct correlation between education and life expectancy will 
be extremely difficult. Problems of interpretation can also arise when fac-
tors which have a positive influence upon the outcome (in this case, a high 
life expectancy) also enable these same individuals to remain in education 
and training for longer. In such cases, there may very well be a positive cor-
relation between the increase in life expectancy and the level of education 
achieved, but there will be no causal relationship, or only a minor one. Such 
considerations are important for efficiency, since, if the causal relationship 
between education and outcome (and the same also applies for education 
system outputs) is overestimated, the efficiency of resource use will also be 
overestimated.

Finally, education can also affect desirable outcomes indirectly (such as 
through earned income). If people on higher incomes can afford to pay for 
better healthcare and therefore remain in better health, there will be a posi-
tive correlation between their health and their level of education, since more 
highly educated individuals earn more on average. In this case, the level of 
education would have an indirect effect on life expectancy. As far as exter-
nal efficiency is concerned, the question this prompts would therefore be: is 
education definitely the most efficient means of improving health or could 
perhaps the same effect be achieved more efficiently by means of social trans-
fers to the needy?

The significance of technical efficiency

The distinction between technical and economic efficiency is important for 
education policy when it comes to deciding where to intervene in the educa-
tion system in order to increase efficiency. To analyse the technical efficiency 
of mathematics teaching, for example, it would be necessary to establish 
whether the students’ level of mathematical skills would be attained with 
the same number of mathematics lessons in all schools. To calculate eco-
nomic efficiency, the real input quantity (in this case, the number of les-
sons) would be multiplied by the price (the salaries of teaching staff ) before 
performing the analysis described above. In this example, it is clear that the 
ranking of the most efficient schools or education systems is not always the 
same for technical and economic efficiency.

If schools that achieve the highest skills in mathematics with a given 
number of mathematics lessons (and therefore achieve the highest techni-
cal efficiency) also pay the highest salaries to their teaching staff, then these 
schools will not necessarily achieve the highest economic efficiency. Details 
of technical efficiency are thus also important, because they enable us to 
determine which teaching staff, schools or education systems use the most 
efficient teaching methods and teaching programmes. Economic efficiency 
must also be taken into account when deciding whether the real inputs pro-
vide good value for money.

Distinguishing between economic and technical efficiency is also impor-
tant for assessing efficiency trends over time. Empirical research has shown 
that a major portion of the declining efficiency of a system can be attributed 
to a rise in input costs with a stagnating output (see, for example, Hanushek 
& Rivkin, 1997). This means that, even if the number of teaching hours, teach-
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ing materials or infrastructure used – and hence the technical efficiency – re-
mained constant, the economic efficiency would actually decline, due to the 
increase in the real cost of those inputs. The distinction between economic 
and technical efficiency is especially important in the case of Switzerland. 
Viewing economic efficiency in isolation could lead to misinterpretations, 
since input costs not only vary over time, but also vary considerably from 
one canton to another.

Inputs must be combined

All things considered, efficiency is not solely a matter of comparing the 
quantity and cost of inputs to output. It is also a matter of finding the right 
combination of inputs. Achieving an efficient mix of inputs (such as teaching 
staff and teaching materials), i.e. the allocation efficiency, is just as important 
as the individual inputs and their impact in isolation. To illustrate this point, 
let us consider a hypothetical situation where an education authority needs 
to decide whether to allocate additional resources to reducing class size (i.e. 
hiring more teachers), or to purchasing technical aids, such as new learning 
software. The available funds may well be allocated more efficiently if they 
are used to purchase learning software, even though the cost of each of the 
inputs (teaching staff and learning software) is exactly the same. It is thus 
the combination of inputs that plays a decisive role and not the quantity. It 
is not an easy matter to compare the efficiency of schools or systems that not 
only operate on the basis of different quantities of inputs but also use dif-
ferent combinations of inputs. In technical terms, however, analyses of this 
type can still be carried out, employing the appropriate methods (see, for 
example, Sheldon, 1995). An additional factor making the analysis of alloca-
tion efficiency more difficult is the potential interaction of individual inputs, 
which is often not well enough known. It thus goes without saying that the 
effectiveness of deploying learning software will depend to a decisive extent 
on how well the teachers in a school have been trained in the use of this aid. 
If there are no teachers, or only a few teachers with the appropriate training, 
then even large-scale deployment of learning software in the classroom will 
be of little use. In other cases, the interaction between individual inputs may 
well be less obvious.

Efficiency is also a matter of perspective

Efficiency considerations can be applied at the macro, meso and micro levels 
within the education system. On the macro level, the full range of inputs can 
be related to the overall output of the education system. At the meso level, 
this correlation can be established for individual entities (e.g. schools) while 
at micro level, it is the efficiency of individual teaching staff or students that 
is considered. Efficiency considerations from the viewpoint of the individual 
stakeholders within the education system are also possible.

Society itself has to decide whether the resources used within the educa-
tion system, measured against the objectives that have been specified from 
a particular perspective, could not be put to better use elsewhere. Schools 
and teaching staff have a duty to use the resources at their disposal in the 
most efficient manner and the most efficient combination possible in order 
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to ensure student success in the classroom. And the students themselves also 
consider the efficiency factor within education. Although students have no 
control over the main factors of education production (quality of teaching 
staff, learning resources etc.), they do have to consider, on a daily basis, how 
they can use their time and other resources most efficiently. Most efficiency 
analyses either fail to include the behaviour of students at all, or only include 
it in a rudimentary fashion – even though the students are co-producers in 
the education «production process».

Averages and marginal analyses

A final problem associated with efficiency assessment is that empirical an-
alyses of relationships between input and output generally compare aver   -
ages. The difference between two averages does not always show how out-
put would change if the input were to be increased by one unit with all 
other parameters remaining equal (marginal analysis). If a school that de-
livers twice the number of mathematics lessons than the average at all the 
other schools also enables its students to acquire mathematical skills that are 
more than twice as advanced as those achieved by the other schools, thus 
not only deploying the additional number of lessons in an effective manner, 
but also with a greater efficiency, then we cannot automatically conclude that 
a subsequent doubling of the number of lessons delivered by this efficient 
school would once again give rise to a similar doubling of the skill levels at-
tained. When making inputs, it has to be assumed that these will generate 
a decreasing additional return (marginal return). For this reason, increasing 
the inputs often gives rise to a drop in average efficiency, even if student 
output increases as a result. No firm pronouncements can be made on this 
issue, despite the fact that it is of crucial importance in terms of education 
policy, since relatively few controlled experiments have been conducted on 
the efficiency of an educational measure with the specific aim of acquiring 
knowledge for strategic planning purposes.

Due to these difficulties in determining and calculating efficiency, it is 
only possible to make more general pronouncements as to the efficiency of 
the system or of individual education providers in the Education Report. In 
situations where it is completely impossible to make any sort of efficiency 
assessment, we shall nevertheless endeavour to give an approximation of the 
degree of efficiency of the Swiss education system by taking data and analy-
ses relating to the material and monetary inputs to the individual education 
levels and education types.

Equity

For the purpose of this Education Report, the concept of equity refers to 
equality of opportunity. The internationally used term of equity is given 
precedence over equality of opportunity not least because this latter term 
has gained many different connotations – not all of which are positive – after 
years of drawn-out ideological debate in the education and social policy fields. 
In order to limit the rather broad scope of interpretation associated with the 
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term equity, the definitions included in the OECD study entitled «Equity 
in Education» (Coradi Vellacott & Wolter, 2005b) will be used for the pur-
pose of  this report: «Educational equity refers to an educational and learning 
environment in which individuals can consider options and make choices 
throughout their lives based on their abilities and talents, not on the basis 
of stereotypes, biased expectations or discrimination. The achievement of 
educational equity enables females and males of all races and ethnic back-
grounds to develop skills needed to be productive, empowered citizens. It 
opens economic and social opportunities regardless of gender, race, ethnic-
ity or social status.»

It is possible to distinguish between two different dimensions of equity 
(OECD, 2007b). The first of these encompasses the aspect of fairness: per-
sonal and social attributes should not stand in the way of academic achieve-
ment. The second dimension relates to inclusion: minimum educational 
standards must be guaranteed for everyone.

Equity represents an important policy objective for the education system, 
which is why there is near unanimity that the abilities and talents of students 
must determine their academic achievement. When it comes to how these 
different abilities and talents are to be nurtured, however, a range of differ-
ent viewpoints prevail:

In accordance with the principle of meritocracy (equality of access or 
equality of opportunity), equity is achieved if formal equality is guaranteed 
and access to further education is granted on the basis of academic achieve-
ment. The equality of treatment approach, by contrast, specifies that every-
one is entitled to receive the same education and be given the same oppor-
tunities for learning, irrespective of their individual achievement, and hence 
the selection of students on the basis of academic achievement is to be avoid-
ed. The concept of equality of achievement, in turn, requires special attention 
to be given to individuals with socially-conditioned weaknesses to ensure 
that they can gain the essential basic skills. Finally, the approach of equal-
ity of social actualisation requires highly individualised teaching, enabling 
everyone to develop his or her own specific abilities (see Demeuse, Crahay 
& Monseur, 2001).

Measuring equity

The most important indicator for measuring equity is probably the distri-
bution of social groups across the various levels and types of education and 
training.2 Unequal distributions between social groups do not necessarily 
mean that the equity principle has been infringed upon, since these can fun-
damentally be based on entirely rational decisions, therefore being free of 
stereotypes, biased expectations and discrimination. Depending on the in-
terpretation of the equity principle, inequalities within individual types of 
education do not violate the equity principle if they can be explained on the 
basis of inequality of achievement. By contrast, inequality of opportunity 
between students with identical academic achievement is a strong indicator 

2 Factors that may indeed constitute violations of the equity principle include differences 

in job market opportunities based on the level and type of education achieved (e.g. risk of 

unemployment, earning potential, etc.) as well as individual achievement within the relevant 

levels and types of education.
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that the equity principle is being violated – irrespective of what is regarded 
as fair in each case.

Effectiveness, efficiency and equity

If equity is laid down as an objective of the education system, then the 
achievement of this objective is a measure of system effectiveness. An ef-
fective system will thus be characterised by a high degree of equity among 
other things. On this point, the question arises as to whether the objective of 
increasing average academic achievement and the objective of reducing the 
impact of social factors on academic achievement are conflicting objectives 
or whether they can be reconciled with one another. International research 
publications show that it is certainly possible to achieve a high degree of 
equity in conjunction with a high degree of academic achievement (see the 
summary in Wössmann, 2008b).

The issue of efficiency can also be related to the objective of equity. In 
order to assess whether the objective of equity is being approached in an 
efficient manner, however, it would be necessary to conduct differentiated 
analyses in order to measure the correlation between input and output (in 
this case, equity). Apart from the fact that this is a complex task, an addi-
tional problem is the lack of a clear definition of the concept of fairness that 
underlies equity and hence of the measures that must therefore be given pri-
ority. Even after the equity objective has been achieved, internal efficiency 
cannot be readily determined (  Efficiency, page 27).

Equity should not, however, be understood solely as an objective for the 
education system. Equity can also be a prerequisite for the efficient achieve-
ment of other objectives, such as social cohesion or economic growth 
(  Chapter Cumula tive effects, page 269 ).

Equity as a multi-dimensional issue

For the purpose of this report, equity will be analysed from the standpoint of 
three distinct social criteria: social origin, migration background and gender.3  
While distinguishing between genders within social groups is fairly straight-
forward, differentiation is more difficult for the other two categories on ac-
count of the lack of separation efficiency. If we set out to apply social origin 
as a criterion, we first need to «artificially» subdivide this category into two 
or more disadvantaged or privileged groups. This is usually done on the basis 
of professional status, the highest educational qualification obtained and/or 
the income of the parents or of the father or mother. Delimitation problems 
also arise when attempting to determine the existence of a migration back-
ground, and once again there is no clear consensus as to what constitutes a 
migration background: in general, nationality (Swiss citizen or non-Swiss 
citizen) or place of birth (Switzerland or abroad) is applied as a criterion. In 
some cases, these criteria are applied to the students, while in others they 
are applied to the parents.

3 For more detailed information, see Coradi Vellacott & Wolter (2005b).

Educational disparities refer to differ-

ences between the education received 

by different social groups and are the 

result of both primary and secondary 

effects (see Boudon, 1974). The primary 

effect refers to the socialisation conditions 

in the parental home which can lead to a 

difference in academic performance in 

identical institutional (school) conditions. 

The secondary effects relate to socialisation 

conditions that influence the choice of an 

educational pathway for a given level of 

performance.
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A large number of people also suffer from multiple disadvantages (e.g. low 
socio-economic status and a migration background). This creates problems 
when researching the causes, since it is frequently impossible to separate 
the various influences from one another for analytical purposes. It is also 
difficult to estimate what additional problems will be encountered by those 
concerned as a result of being multiply disadvantaged.

Focal points of equity

Problems relating to a lack of equity can occur at various points of an edu-
cational path (   Figure 2 ). While transitions from one level of education to 
another have proved to be especially critical, there can also be violations of 
equity within an individual education level.

In analysing equity within the education system, it would seem logical to 
observe this from a lifetime perspective. In some cases, the place where an 
equity problem is diagnosed is not actually the place where the problem was 
originally caused. This is because a violation of the equity principle generally 
affects subsequent education levels and because anticipated future discrimi-
nation can influence early educational decisions.  

Overall, the absence of longitudinal or cohort data within the Swiss edu-
cation system severely limits the validity of any statements on the cause and 
effect relationships governing equity within a particular level of education 
and on outcomes in any subsequent level of education. The creation of stu-
dent identifiers in educational statistics will, however, bring about an im-
provement in this regard over the long term.

The reasons for the equity principle being violated are to be found at dif-
ferent levels. First of all, institutional factors can give rise to equity problems. 
This category includes insufficient pre-school and school-based childcare 
facilities, early selection within the compulsory school sector and the use 
of non performance-related criteria to determine grades or assign students 
to particular levels of education. 

The diagram below depicts the points at 

which a lack of equity is most apparent. 

All previous research literature has 

identified these as particularly critical 

points along the educational path. The 

absence of symbols does not necessarily 

mean that there are no equity problems; 

it could merely point to a lack of 

research.

2 Points at which a lack of equity is most apparent and the cause and effect relationships
Information: Coradi Vellacott & Wolter 2005a

Females/Males

Pre-school Primary level Lower-secondary Upper-secondary Job marketTertiary level Continuing
education and training

Individuals from a
migration background

Socio-economically
disadvantaged

 Access to education levels and programmes
 Academic achievement
 Employment opportunities and earnings
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Secondly, economic factors can also have an influence on inequitable edu-
cational decisions (the cost of attending a Baccalaureate school/university, 
private tutoring etc.). 

Thirdly, social and cultural factors may shape an individual’s educational 
path. These could include stereotypical expectations which subsequently af-
fect the choice of profession, grades or the self-confidence of the individual 
in question. 

Fourthly and finally, motivational factors must also be considered. Dif-
ferences in the educational aspirations of parents may give rise to unequal 
educational decisions. 

In view of the current state of data and research, it is not possible to ad-
dress all the aspects of equity mentioned here in every chapter. If certain 
correlations are not drawn or if the situation of specific social groups is not 
considered, then this does not necessarily mean that there are no problems 
associated with them. 





Context
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Demographics

Education systems are strongly influenced by demographic trends. Cyclical 
fluctuations in the number of students can easily be handled by adjusting 
class sizes but where there are longer-term demographic changes in a specific 
direction, class size adjustment is only possible to a limited extent and also 
does not constitute a sensible option.

Demographic trend

The Swiss population has more than doubled from 3.3 million (1900) to 7.7 
million (2008) since the start of the 20th century. Population development 
is influenced by three factors: life expectancy, fertility rate (excess of births 
over deaths) and migration (net migration).

Over the past few decades, human life expectancy has risen steadily. Based 
on the medium-growth demographic scenario established by the Swiss Fed-
eral Statistical Office (FSO), it is likely that human life expectancy will rise 
still further. This is illustrated by the fact that, in 1987, the predicted average 
life expectancy in Switzerland was 74 years for men and 81 years for women. 
By 2007, these figures had risen to 79 years for men and 84 for women. By 
2050, it is predicted that the average life expectancy for the Swiss population 
will be 85 years for men and 90 years for women.

The average number of children born to each woman fell dramatically be-
tween 1960 and 2005 (  Figure 3 ). Whereas, in 1960, women gave birth to 
an average of 2.4  Figure 3 the baby-boom generation), this figure had fallen 
to 1.4 children by 2005. This means that over a 50-year time span, women in 
Switzerland have given birth to one child fewer than before on average. The 
birth rate of 1.4 children per woman is slightly lower than the OECD aver-
age of 1.6 children per woman. It must be assumed that the fertility rate will 
stabilise at this level (FSO, 2006a). This shift can be explained by changes 
in the economic, political and social context in Switzerland. The change in 
the role of women in society and a less prevalent belief that having more 
children will secure one’s existence, especially in old age, are most likely 
the main reasons for this. Up until the mid-1980s, the excess of births over 
deaths was the main driver of population growth (  Figure 4 ), reinforced by 
the Federal Administration’s migration pol Figure 19  mainly promoted im-
migration from high-birth-rate countries. It would not have been possible, 
however, for the persistent decline in the birth rate in Switzerland to be off-
set by increases in life expectancy. This is the reason why, for over twenty 
years now, net migration has been the main driver of population growth 
in Switzerland (   Migration, page 40 ). In 2006, for example, net migration 
accounted for around three quarters of population growth. According to 
the medium-growth scenario established by the Federal Statistical Office 
for long-term population growth, however, this driving force will actual-
ly lose its impetus, and hence the population of Switzerland will undergo 
much slower growth in the long term.

3 Birth rates in Switzerland and the 

OECD, 1960–2005
Average number of children per woman aged 15 

to 49

Data: OECD
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The Federal Statistical Office (FSO) has 

calculated three basic scenarios for 

population development in Switzerland.

The medium growth scenario, which 

serves as the reference scenario, contin-

ues the developments observed over the 

past few years and includes current 

trends. The high and low-growth 

scenarios are based on a combination of 

assumptions favouring additional 

population growth or doing little to 

encourage it, respectively. 
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4  Population trend
Forecasts for 2010–2050, according to the medium growth scenario established by the Swiss Federal 
Statistical Office per 1000 inhabitants
Data: FSO
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Age structure

Increased life expectancy, a falling birth rate and new migration flows are 
all giving rise to changes in the age structure of the population as well. As 
recently as 50 years ago, the age structure was pyramid-shaped, with a rela-
tively high number of young people at the bottom and a small number of 
elderly people at the top. Nowadays, however, the age structure of the Swiss 
population is onion-shaped (   Figure 5 ).

The excess of births over deaths repre-

sents the difference between the number 

of births and the number of deaths. The 

net migration is the difference between 

immigration and emigration. Individuals 

who have undergone a change in 

residency status are those who originally 

entered Switzerland on the basis of a 

short-term residence permit valid for less 

than one year and who were subsequent-

ly granted a residence permit valid for 

several years, thereby changing their 

residency status.

5 Age distribution 1980, 2007 and 2050
Outlook based on the medium scenario established by the FSO

Data: FSO
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The baby-boom generation (those born in the early 1960s) is now in its mid-
forties and is the largest age category. Children and young people only ac-
count for approximately 20% of the population. No fewer than one-sixth of 
all Swiss inhabitants belong to the 65+ age group (  Figure 5 ). In future, too, 
the number of older people is set to inc Figure 5  more dramatically. Accord-
ing to the demographic scenarios that have been drawn up, senior citizens 
will account for the largest share of the population in 2050. 

Since demand for education differs on a regional basis, and hence edu-
cational provision varies in line with demand, major regional differences in 
population development and age structure have a much greater impact on 
the education system than would be expected on the basis of the average 
change for Switzerland as a whole. The long-term trends (more older peo-
ple and fewer young people) are not moving in the same direction in all the 
Swiss cantons, and there are even substantial regional differences within a 
large number of the cantons. Certain cantons have even managed to consid-
erably reverse the trend over the past few years, with an increase or only a 
slight decline in the number of children and young people (  Figure 6 ).

The declining and ageing population thus constitutes a c Figure 6 or the 
Swiss education system, and population developments both within Swit-
zerland as a whole and in individual regions will need to be taken into 
account in planning this system. (Specific predictions with regard to indi-
vidual school levels and school types are covered in the relevant chapters.)

Migration

While migration movements are of major importance for the education 
system in that they affect the number of people requiring an education, the 
edu cation system, in turn, is also of importance to the migrants, since it con-
stitutes one of the key pathways to social integration. Not only do migrants 
have a quantitative impact on the education system, the linguistic and cul-
tural composition of the migrant flows also represents an important factor 
for the education system.

In 2008, there were 1.6 million foreign nationals (21% of the total popula-
tion) resident in Switzerland. Around one-fifth of these were born in Swit-
zerland. Approximately 85% of the foreign nationals living in Switzerland 
come from other European countries (  Figure 7 ). Over the past few years, 
there has been a substantial in Figure 7 net migration from Germany in par-
ticular, plus a continuing constant outflow of Italian and Spanish nationals 
returning to their home countries.

Swiss migration policy has also gone through a number of different stages, 
and these are manifested in the composition of Switzerland’s foreign resident 
population. In the decades that followed World War II, most migrants enter-
ing Switzerland had a below-average level of education and training qualifi-
cations. This is reflected in the figures from the 1990s when around 60% of 
working-age migrants entering Switzerland each year lacked VET qualifica-
tions and only 10% had tertiary level qualifications. A fundamental change 
has come about in this composition over the past few years. With the intro-

6 Changes in the share of 5 to 20-year-

olds in individual Swiss cantons from 

2000 to 2007
Data: FSO
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duction of freedom of movement for nationals from EU and EFTA mem

7 Foreign residents in Switzerland by nationality, 1980–2007
Data: FSO
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ber 
states, an increase has been seen in the proportion of migrants from EU 
member states (70% from EU-17/EFTA member states, including 48% from 
Switzerland’s neighbouring countries) which has been accompanied by an 
increase in the average level of qualifications held by migrants to Switzer-
land. In 2000, more than 30% of the new immigrants were holders of tertiary 
level qualifications (  Figure 8 ). Between 2005 and 2007, some 60% of new 
migrants had tertiary level qualifications – a rate that is twice as high as that 
of Swiss citizens (Sheldon, 2007). This significant difference should neverthe-
less be put into perspective, since these are comparisons between qualifica-
tions obtained in different national education systems. A healthcare worker 
qualification in Switzerland, for example, is obtained by completing an ap-
prenticeship while, in other countries, this same qualification is achieved by 
taking a university course. 

8 Education level of immigrants, 1970–2000
Educational level of resident foreign nationals aged 15 to 64 who arrived in Switzerland in the 

previous five years, but are not undergoing education or training

Data: Sheldon, 2007
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When interpreting the figures relating to «new» migrants, it is thus impor-
tant to take this factor into account. An additional fact of interest is that the 
increasing numbers of migrants with tertiary level qualifications are only re-
placing those migrants with low qualification levels. The number of migrant 
holders of vocational qualifications has remained almost constant.

If we compare the level of education of Switzerland’s foreign resident 
population (age 25 and older) by country of origin, we find considerable 
differences: over half of German, Austrian and French nationals residing in 
Switzerland are holders of a tertiary level A qualification while only 7% of 
nationals from the former Yugoslavia and Portugal hold such a qualification.

Family and living structures

The past few decades have witnessed changes in family and living struc-
tures, and these trends are likely to continue. One of the factors that also 
changes in line with these structures is the prerequisites for participation 
in the education process. Depending on the type of family they come from, 
students will be endowed with a different level of financial, cultural and so-
cial resources that may well have a decisive influence on the level of success 
they achieve in education.

Today, around 37% of the Swiss population live alone, while, among fam-
ily households, the number of single-parent households has risen slightly 
(  Figure 9 ). In 2007, 13.5% of children were living in single-parent families. 
Young people between the ages of 15 and 19 feature most prominently in 
this category, since one in six young people aged 15 to 19 only lives with one 
of his/her parents (FSO, 2008n). At the same time, it has been established 
that children living with only one parent, or children from large families, are 
particularly at risk of poverty (  Figure 10 ).

10 Poverty rate and working poor, by household type, 2006
Data: FSO
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9 Composition of family households in 

Switzerland, 1980–2007
Data: FSO
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A family household is a household made 

up of at least a nuclear family, consisting 

of a couple with or without a child or chil-

dren, a parent with a child or children, or 

an adult person living with one or both of 

his/her parents (FSO, 2009a)

The working poor are people who are 

actively employed and living in a low- 

      in come household. The cu mulative total 

of time worked by all members of the 

household is at least 36 hours per week 

(FSO, 2008n). The poverty line (basic 

needs + housing costs + health insurance 

pre miums + CHF 100 per household 

member aged 16 years or over, as defined 

by the Swiss Conference on Social 

Wel  fare) for one-parent families with two 

children was CHF 3,800 in 2005 (no 

distinction was drawn between the 

individual cantons). If, after deduction of 

social insurance contributions and taxes, 

the household income lies below the pov-

erty line, the household is deemed to be 

poor (FSO, 2009a).
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On a theoretical level, it can be argued that, in addition to the economic re-
sources of parents, the number of parents present in a family, the number of 
children in the family, the number of years between the birth of each child, 
the position of the individual child within the family and the gender of an 
individual’s siblings may have a beneficial or detrimental impact on the edu-
cation process (see, for example, Haveman & Wolfe, 1993, or Wolter & Coradi 
Vellacott, 2003, 2004).

In large families, siblings are required to share the available resources 
(monetary and non-monetary resources, such as the parents’ attention) 
and this can give rise to different educational pre-conditions from those that 
would be the case in small families. The mere fact of a family having several 
children is not necessarily a disadvantage, however, if the parents are able 
to purchase the missing resources (e.g. day-care). Research has shown that 
not having a room of one’s own can have a negative impact on academic 
achievement (see Goux & Maurin, 2005). The likelihood of a child not hav-
ing a room of his/her own increases with decreasing financial resources and 
with a larger number of siblings, highlighting the importance of a family’s 
living conditions even in a state-run, non-fee-paying education system.

The PISA results for Switzerland did not reveal any overall disadvantage 
for children from single-parent households. It has, however, been shown 
that young people who do not live with their natural parents or step-par-
ents but rather with their grandparents, relatives or other persons, tend to 
perform less well at school than other children (see Coradi Vellacott & Wol-
ter, 2002).

Change of residence

An additional point of importance for the education system is the geograph-
ical mobility of those seeking education, and, more specifically, the fact of 
families with children or young people who are attending school moving 
from one community to another. This affects student numbers in the in-
dividual communities and can therefore intensify regional fluctuations 
(  Demographics, page 38 ). The job market now requires the workforce to be 
more geographically mobile so that local job-market needs can be satisfied 
more efficiently in qualitative and quantitative terms (optimum resource 
allocation). These needs can give rise to a situation where increasing num-
bers of adults are required to be geographically mobile in order to fully ex-
ploit their labour market potential. Despite this particular change, moving 
house to a different location tends to be more of a small-scale phenomenon 
in Switzerland, and hence only a small percentage of children of compul-
sory school age are affected by relocations of this type. Only around 5% of 
children of compulsory school age moved to a different canton at least once 
during the period 1995 to 2000 (  Figure 11 ). However, the education system 
itself may very well be the reason why mobility is not higher. Differences in 
school structure and curricula from one canton to another could be obstacles 
to mobility within Switzerland. One of the factors that suggests this could 
be true is that, over the last 90 years, the number of people commuting to 
work outside the community in which they live has constantly risen, and an 
increasing number of workers are commuting over ever longer distances to 
work. In 2000, around 57.8% of all employed persons were commuters who 
worked outside the community in which they lived (FSO, 2003).

11 Mobility of young people by age 

group, 2000
Data: FSO
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uals who do not need to commute to work 

(working at home or without a fixed work 

location), individuals who commute to 

work within their own community (local 

commuters) and those who commute to a 

different community or to another country 

(cross-border commuters) (FSO, 2003).
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Young people of school age 

The role of the education system is to educate children and young people 
who, themselves, are subject to the influence of society and the parental 
home. In practice, this means that, over time, the education system has to ac-
commodate constantly changing students. In other words, not only does the 
education system exert an influence on young people, but the young peo-
ple, in turn, exert an influence on the education system. Two topics that are 
frequently at the centre of discussions in the media relate to young people’s 
behaviour (juvenile delinquency, violence at school, drug-taking, etc.) as 
well as to their motivation and attitudes towards learning. A selection of 
these topics (weight, consumption of psychoactive substances, juvenile de-
linquency and teenage pregnancy) will be examined in more detail in what 
follows. The potential positive effects that the education system can have on 
undesirable behaviour (i.e. whether education can prevent criminality, for 
example) are discussed in the Chapter Cumula tive effects, page 269 . The fol-
lowing sections discuss aspects of juvenile behaviour and the characteristics 
of young people as external framework conditions for the education system.

A general and basic problem lies in the fact that it is extremely difficult 
to trace developments in the characteristics of young people over time due 
to the lack of standardised, repeated surveys. In other words, it is difficult to 
say whether the young people of today really differ substantially from the 
young people of the past. What is more, there are very few reliable research 
results on the extent to which the behaviour or attitudes of young people 
actually affect or change the education process.

Body weight

In addition to the physical consequences of being overweight, we must not 
forget that there can also be psychosocial effects. These may manifest them-
selves in the form of poor academic achievement, social exclusion and a lack 
of self-confidence (Steffen & Oehling, 2008). Despite this, empirical research 
has demonstrated that overweight children and young people show a level of 
academic achievement similar to that of children and young people of normal 
weight (Kaestner & Grossman, 2008; Fletcher & Lehrer, 2008). In the case of 
girls, being overweight during the first four years of schooling can neverthe-
less have a negative effect on academic achievement (Datar & Sturm, 2006). 
A recent national study determined that 17% of all boys and 19% of all girls 
(aged 6 to 12) in Switzerland are overweight (Zimmermann, Gubeli, Puntener 
et al., 2004). This finding was also confirmed by monitoring student weight 
records kept by the school medical services in the cities of Basel, Bern and 
Zurich. There are clear differences in the distribution of overweight children 
across the various age groups and levels of education. For example, around 
16% of children in pre-school are overweight but this figure rises to 22% for 
primary, lower-secondary and upper-secondary education (Stamm, Acker-
mann & Frey et al., 2008).1 According to the Swiss Federal Statistical Of-

1 Two possible explanations for this were considered in the study: a) migration background: 

children of foreign origin are twice as likely to be overweight as Swiss children and b) the 
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fice, the proportion of overweight young people and young adults has risen 
only slightly over the past 15 years (   Figure 12 ). Since it was the young peo-
ple themselves who provided the weight information used for this study, it 
should be assumed that the figures are on the low side. It is also reasonable 
to assume that distortions associated with self-supplied information remain 
roughly constant over time and, on this basis, we can therefore conclude that 
the past few years have witnessed only a slight increase in the proportion of 
overweight young people and young adults.

Consumption of psychoactive substances

It must be assumed that both early access to alcohol and the frequency of 
alcohol consumption have a substantial impact on the rate of addiction and 
problem behaviour among young people (Narring, Tschumper, Inderwildi 
Bonivento, 2002).  Problem behaviour of this type can give rise to an increase 
in violence and affect the academic achievement of young people in a school 
setting as well. A substantial increase in the consumption of the majority of 
illegal psychoactive substances can be observed among Switzerland’s young 
people, but consumption of legal substances (such as cigarettes or alcohol) 
and of cannabis has fallen (Gmel, Kuntsche, Wicki et al., 2009). The most fre-
quently consumed psychoactive substance among young people is alcohol. 
Though girls continue to consume less alcohol than boys, the difference be-
tween the sexes has become less pronounced over the past few years (Nar-
ring, Tschumper, Inderwildi Bonivento, 2002, and Schmid, Graf, Delgrande 
Jordan et al., 2008). Young people enrolled in schools drink and smoke sig-
nificantly less than young people enrolled in an apprenticeship.  

13 Proportion of young boys who smoke and drink alcohol, by age, 2002
Data: Narring, Tschumper, Inderwildi Bonivento et al., 2002, and Schmid, Graf, Delgrande Jordan et al., 
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education of the parents: children whose parents hold tertiary-level A or B qualifications 

are up to four times less likely to be overweight than children whose parents lack post-com-

pulsory qualifications.
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As the trends depicted here in Figure 13  are based on data taken from two dif-
ferent studies, it is impossible to judge whether these differences are due 
to a selection effect. It is also not clear whether young people enrolled in 
an apprenticeship are the same young people who regularly smoked and 
consumed alcohol prior to commencing their apprenticeship. As far as the 
difference between school students, on the one hand, and young people in 
apprenticeship, on the other, is concerned, this could also be attributed to 
the fact that most young people in an apprenticeship earn a regular income 
and therefore have a greater amount of disposable income to spend on alco-
hol and cigarettes. The fact that the differences decrease as the young people 
become older also points in this direction.

When analysing these figures for smoking and alcohol consumption, it 
should be remembered that young people who are not enrolled in upper-
secondary education (i.e. around 10% of each cohort) were not included in 
the survey. It should therefore be assumed that the values for smoking and 
alcohol consumption will be even higher for some of these young people. 

Depending on the age and the development of the young people in ques-
tion, smoking and weekly alcohol consumption will not necessarily have a 
negative impact on school and academic achievement. The situation is quite 
different, however, for young people who take soft or hard drugs. Some 12% 
of males and 5% of females between the ages of 15 and 24 in Switzerland 
regularly consume cannabis (FSO, 2008p).

Increased cannabis consumption significantly increases the risk of not 
achieving a school-leaving qualification at all, or only achieving one at a 
lower level (Martin, Swift & Copeland, 2004). The consumption of canna-
bis triggers attention disorders, affects the ability to concentrate, reduces 
motor skills and limits short-term memory. The potential chronic effects 
include health-related consequences and also the impairment of memory 
and perception (Narring, Tschumper, Inderwildi Bonivento, 2002). Never-
theless, it is not clear whether the consumption of cannabis has a causal ef-
fect on academic achievement. According to a long-term study from New 
Zealand (Fergusson, Horwood & Beautrais, 2003), the effect is an indirect 
one, i.e. it is the social environment in which the young people grow up 
that simultaneously affects the likelihood of their taking cannabis and their 
academic achievement.2

Juvenile delinquency

Juvenile delinquency can affect the educational prospects of both victims 
and perpetrators. The victims of juvenile delinquency in particular may 
well suffer from physical or mental damage, which may manifest itself in 
an unwillingness to take part in education or in a drop in academic achieve-
ment. Juvenile delinquents are generally less motivated at school than their 
non-delinquent counterparts (see, for example Ribeaud & Eisner, 2009, or 
Moret, 2006). Thus far, no unequivocal evidence has been put forward to 
confirm whether or not juvenile delinquency affects academic achievement 
(see Moret, 2006; Wilmers, Enzmann, Schaeffer et al., 2002) and truancy (un-

2 The study provided no evidence of a reverse causal link. In other words, there was no in-

dication that poor academic achievement increased the likelihood of cannabis consumption.

14 Juvenile offence trends, 1999–2007
Juvenile offences: sentences per 1000 people 

aged between 15 and 17 within the resident 

population, punishable offences involving bodily 

harm or death, under Articles 111-136 of the Swiss 

Criminal Code.
Data: FSO
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authorised absence from school) (see Wilmers, Enzmann, Schaeffer et al., 
2002, and Stamm, Niggli, Templer et al., 2007).

Since the 1990s, crime statistics kept by the police reveal that Switzer-
land has seen a significant increase in juvenile delinquency – especially with 
regard to offences involving bodily harm or death (  Figure 14 ).

It is still unclear whether the reported increase in cases involving bodily 
harm or death corresponds to an actual increase in acts of violence and/or 
whether this is due to other factors, e.g. greater willingness on the part of 
victims to report crime (possibly resulting from greater public awareness of 
the problems associated with violence) and a greater willingness on the part 
of the police to record and investigate such offences. 

Surveys into self-reported delinquency or surveys conducted among the 
victims should enable us to determine the true extent of juvenile delinquen-
cy.3 In Switzerland, a number of surveys have been conducted (see for exam-
ple, Killias, Lucia & Lamon, 2004, or Ribeaud & Eisner, 2009). Although from 
the statistics it would often appear that juvenile delinquency is increasing 
to a much greater extent than suggested by surveys, the reasons for this are 
the subject of heated discussion among experts (see the discussion in Kil-
lias, Lucia & Lamon, 2004, or Ribeaud & Eisner, 2009, or FSO, 2007e). Hence 
no firm conclusions can be drawn as to whether juvenile delinquency has, 
in fact, increased.

Irrespective of the precise development in the juvenile delinquency situ-
ation, violence to and by young people is a reality, including in an education-
al context (bullying). A current investigation conducted in Zurich reveals 
that around 25% of juvenile crimes take place in school or on the way to and 
from school. The study also noted a continual increase in low-level forms 
of violence within an educational context. Severe forms of violence such as 
robbery, sexual violence and physical injuries, however, tend to take place 
more in a leisure setting than in the school setting (Ribeaud & Eisner, 2009).

Teenage pregnancy rate

Teenage births generally undermine the educational prospects of the young 
mothers involved, since the duties involved in caring for and raising a child 
are difficult to reconcile with studying. The fact that young mothers are 
forced to cut short their own educational path will subsequently have a nega-
tive effect on their job-market prospects, increasing the likelihood that their 
household finances will be very tight, at least during the early years of their 
child’s life. This, in turn, can also lead to a situation where the educational 
path of the children of teenage mothers is similarly undermined (see Fran-
cesconi, 2008). For this reason, teenage births are regarded in a number of 
countries as one of the most acute social problems that exist.

Despite this possible combination of negative consequences of a teenage 
birth, the causal effects are not fully understood. More recent studies have 
shown that a young mother’s educational path is not so severely shortened 
by giving birth when one considers the fact that most teenage mothers fall 
into the category of those students who would have been less likely to re-

3 It must be assumed, however, that public perception may have influenced the statements 

made in these surveys as well.

15 Teenage births – an international 

comparison, 2005
Births per 1000 women aged 15 to 19
Data: Eurostat; Martin, Hamilton, Sutton et al., 
2009
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main in education for a long time (see Ashcraft & Lang, 2006, or Fletcher 
& Wolfe, 2008). That having been said, however, education can play a role 
in reducing the likelihood of a teenage pregnancy in the first place. Studies 
examining the impact of longer periods of compulsory education on the 
likelihood of teenage pregnancy (see, for example, Black, Devereux & Sal-
vanes, 2008a) have found that remaining in education for a longer period of 
time significantly reduces the number of teenage births.

In Europe, the number of teenage births differs considerably from coun-
try to country. With an average of 3.5 births per 1000 women between the 
ages of 15 and 19, Switzerland has one of the lowest (and continually declin-
ing) rates of teenage births in Europe and by comparison with the USA. In 
Switzerland too, however, teenage mothers feature particularly prominently 
among the group of women who lack post-compulsory qualifications (FSO, 
2005a). As mentioned earlier, it is unclear which is the causal factor.

Economic factors

Growth

It is the growth in a country’s Gross Domestic Product (GDP) which pro-
vides the basic foundation of resources for that country’s development. If 
distributable income rises, it becomes easier to fund public expenditure. At 
the same time, if the economy is growing, less conflict is to be expected over 
the distribution of public expenditure. Since the education system in Swit-
zerland is publicly funded for the most part, it is clear just how important 
economic growth is for this funding.

16 Per capita GDP at 2000 prices, 1981–2007
Data: OECD

Real GDP, index 1980 = 100
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For two decades now, growth rates for the Swiss economy have been among 
the lowest in Europe and the OECD. The development in Switzerland’s GDP 
over the past 25 years can, however, be broken down into four phases. Up 
until the 1990s, Switzerland’s development ran largely in parallel to that of 
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the EU (formerly the EC) and the USA. In the 1990s, how ever, Switzerland 
experienced a period of obstinate stagnation, without any growth. This pe-
riod of stagnation meant economic growth in Switzerland fell behind the 
growth experienced in other countries. Since 2000, however, Switzerland 
has once again been able to keep pace with the growth rates in other coun-
tries (there was a downturn in the economy in 2001–2003, followed by in-
creased growth since 2004). Switzerland is still, however, lagging behind 
with a lower growth level as a result of the prolonged period of stagnation in 
the 1990s. The global economy as a whole is expected to slow down some-
what in the coming years (SECO, 2009). It is unclear whether Switzerland 
is better equipped for this new phase than other countries. If this decline 
in economic growth continues for only a short time, it will have no nega-
tive consequences on funding for the education system. If, however, there 
were to be a lengthy phase of economic weakness, then public resources 
would become limited, and expenditure on education would also come un-
der pressure.

Public expenditure

Approximately 20% of public expenditure goes on funding education (  Fig-

ure 17 ). The lion’s share of this is paid by the cantons (more than 50% of the 
expenditure).

Education competes with other areas for funding and, in particular, with 
social insurance. Today, total public expenditure on unemployment insur-
ance and disability insurance already amounts to approximately 40% of the 
total public expenditure on education and, as the economic crisis progresses, 
more funding will need to be channelled into social insurance. The resources 
available for education in future will depend on a number of factors. Gener-
ally speaking, the economic situation and therefore the state of public budg-
ets are the most important factors. The relative importance of each area of 
public expenditure will be established on the basis of political considera-
tions, and it is not clear whether the needs of the education system will 
prevail over other needs.

Factors that exert a particular influence on this distribution process 
formed the subject of a retrospective empirical study (see Grob & Wolter, 
2007). This study revealed that, at cantonal level, the proportion of foreign 
resident population, public revenue and the degree of urbanisation all have 
a positive effect on the amount spent per student, while the proportion of 
pensioners, by contrast, has an extremely negative effect on the level of edu-
cation expenditure. These results therefore lead us to the conclusion that the 
changes in preferences that accompany demographic developments (  Fig-

ure 5 ) are more likely to have a negative impact on the willingness of citizens 
to pay for public education (see Cattaneo & Wolter, 2009a; Wolter, 2009).

Structural change

Following the second structural change in the Swiss economy – the devel-
opment of the tertiary sector (services) at the expense of the second sec-
tor (industry) – a further structural change is currently taking place with-
in the Swiss  economy, where an increasing number of occupations and 

17 Public spending, in per cent, 2006
The Confederation, cantons and communities are 

collectively referred to as the public sector.

Data: FSO
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professions in the services sector now require tertiary-level qualifications. 
This has had an impact on job profiles and led to correspondingly higher 
skill requirements for employees. As a result, the job-market position of 
those who lack post-compulsory qualifications is becoming increasingly 
difficult. While, in the past, holders of lower-secondary qualifications al-
ways experienced higher unemployment rates than holders of post-com-
pulsory qualifications, their employment prospects always improved con-
siderably whenever the economy was doing well. For the past ten years 
or so, the situation has been different. The unemployment rate for hold-
ers of lower-secondary qualifications has structurally decoupled itself 
from the average unemployment rate for Switzerland as a whole. Com-
pared to previous decades, the difference between the two unemployment 
rates has practically doubled, to the detriment of the less well qualified 
(  Figure 18 ). This is an interesting observation, since most foreign nation-
als migrating to Switzerland hold tertiary level qualifications. The influx of 
foreign nationals has thus (scarcely) led to greater unemployment among 
holders of lower-secondary qualifications (  Migration, page 40 ). In other 
words, the major shift in the qualification profile of migrants has clearly re-
sponded to changing skills requirements on the Swiss job market. The cur-
rent problem, however, and the problem that will need to be solved in future 
lies in reducing what is still an excessively high number of poorly educated 
adults (   Chapter Continuing education and training (CET), page 253 ) and the 
number of young people without upper-secondary qualifications, since their 
job-market prospects are unlikely to improve significantly even in periods 
of economic prosperity.

18 Unemployment rate by education level, 2nd quarter of each year, 1996–2008
Data: FSO
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Summary

The principle of cantonal autonomy is very important to Switzerland, due to 
its federal structure and multilingualism. This same principle, however, has 
given rise to a complex educational landscape, which has developed organi-
cally over time and been adapted to local conditions. The large-scale interna-
tional educational assessments that Switzerland has taken part in (especially 
PISA) have confirmed that Switzerland is achieving relatively good results 
on the whole, especially in the fields of mathematics and sciences, but they 
have also highlighted a number of problems. What is especially striking is 
the large number of students who, having reached the end of compulsory 
education, do not possess the necessary basic skills, especially in reading. 
The PISA studies also clearly revealed that academic achievement in Swit-
zerland depends to a large extent on a student’s socio-cultural background 
(FSO/EDK, 2007). More detailed analyses of the PISA data, together with 
other studies, have also demonstrated that educational opportunities vary 
according to the type of school and are distributed differently from one re-
gion to another (Ramseier & Brühwiler, 2003; FSO/EDK, 2005; Kronig, 2007). 
Most cantons in Switzerland operate a selective and strongly segregated edu-
cation system in which the streaming mechanisms are not based solely on 
performance but also influence educational opportunities through social 
characteristics (Häfeli & Walther-Müller, 2005; Kronenberg, Besse, Lischer et 
al., 2007). As in other countries facing problems of a similar nature, solu-
tions are being sought in Switzerland to ensure that learning processes are 
configured more effectively, learning objectives made more transparent, aca-
demic achievements and skills set out more objectively and the education 
system shaped so as to permit greater integration. In addition, global net-
working, global competition and increasing mobility mean that Switzerland 
will require greater coordination of objectives at national level than in the 
past. Under the auspices of the Swiss Conference of Cantonal Ministers of 
Education (EDK), the cantons are thus pursuing a joint strategy to harmo-
nise the structures and objectives of the different educational levels through 
appropriate standards and procedures and thereby to secure and enhance the 
quality of education provided (EDK, 2008b).

Intercantonal agreements are an important tool for enabling cantons to 
work together more effectively. During the period under review, two such 
intercantonal agreements were submitted to the cantons for them to adopt, 
namely the Intercantonal Agreement on Harmonisation of Compulsory 
Education (HarmoS Agreement) and the Intercantonal Agreement on Spe-
cial Needs Education (EDK, 2007b). 

Intercantonal Agreement on Harmonisation of Compulsory 
Education (HarmoS Agreement)

The Intercantonal Agreement on Harmonisation of Compulsory Education 
(HarmoS Agreement) sets out to harmonise the core values outlined in Art. 
62 of the Federal Constitution. The age of entry into education has therefore 
been set at age 4 (the key date being 31 July). Students will attend primary 
school, including pre-school or the first learning cycle, for a total of eight 

19 Primary school and lower-secondary 
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21 Structure of pre-school, primary school and lower-secondary education and 

the proposed harmonisation, status: 2009
Data: EDK/IDES
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years and will then attend the lower-secondary level for a period of three 
years. Compulsory education will consist of a total of 11 years in future ( →  
Figure 21 ). The overarching objectives for the various study subjects will also 
be defined on a joint basis. The HarmoS Agreement obliges all the cantons 
within a given linguistic region of Switzerland to adopt the same curricula 
and to coordinate their teaching of foreign languages, while also providing 
for quality assurance through educational standards and regular monitor-
ing. It similarly proposes the provision of school-based day-care facilities 
in accordance with observed needs. Binding educational standards specify 
the objectives that must be achieved in areas such as the school’s language 
of instruction, foreign languages, mathematics and science at the end of Year 
4, Year 8 and Year 11. This has led to a paradigm shift where increased focus 
is being placed on skills.

Intercantonal Agreement on Special Needs Education

As a result of a reallocation of tasks between the Confederation and the can-
tons, the cantons now have responsibility for all the professional, legal and 
financial aspects of special schooling for children and adolescents, as well 
as for special needs measures. The special needs field thus comes under the 
remit of compulsory education, and cooperation between the cantons will 
be governed by their Intercantonal Agreement on Special Needs Education. 
In accordance with the provisions of the Equal Opportunities for the Dis-
abled Act (SR 151.3), integration measures will take precedence over separa-
tion measures. The intercantonal agreement also provides for the creation 
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of uniform terminology and for minimum process and quality standards. 
A variety of support measures, institutions and treatment programmes are 
available for students with special educational needs from birth up to age 20. 
The intercantonal agreement sets out the basic provision, which includes 
treatment programmes for the early years and peripatetic support, counsel-
ling and treatment programmes during compulsory education. Three pos-
sible compulsory education options are available for special needs students: 
attendance of the regular class with individualised support, attendance of 
special needs classes and attendance of special needs schools. If sufficient in-
dividualised support is provided within the regular classes, the cantons will 
not need to create special needs classes. There has been an increasing trend 
towards the integration of special needs students into mainstream educa-
tion over the past few years, and this is reflected in the declining number of 
students being educated in special needs classes (  Figure 22 ). The intercan-
tonal agreement will support this move. In the development of concepts 
and measures for gifted children since the 1990s, priority was given to in-
tegrative solutions right from the start. These include the individualisation 
or enrichment of tuition as well as separate advancement programmes of 
limited duration (SCCRE, 2007).

In the compulsory education sector as a whole, 44,568 students attended 
classes or schools with a special needs curriculum in the 2007/8 academic 
year. The proportion of very heterogeneous classes in this area is very high, 
averaging 67%. The possible responses to individual needs that lie outside 
the realm of special needs education include measures for slowing down or 
accelerating an individual student’s educational path, such as delaying or 
advancing his/her entry into pre-school or primary school, or repeating or 
skipping a year. Generally speaking, measures to accelerate a student’s edu-
cation are applied with caution, whereas measures to delay progression and/
or repeat a year are taken much more frequently.

While no national data are available on the integrated support of special 
needs students or other educational or therapeutic measures (support teach-
ing, therapy for those suffering from dyslexia, speech therapy, psychomotor 
support, etc.), statistics are available on special needs schools, special needs

23 Percentage of pupils repeating a year or attending a special needs class 

2007/8
Data: FSO
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classes and the percentages of students required to repeat a year. These per-
centages are high compared to other countries (Häfeli & Walther Müller, 
2005) and differ from one canton to another (  Figure 23 ). There are also vari-
ations from one linguistic region to another. The overall rate of special needs 
education and particularly of special needs classes is lower in the French-
speaking cantons and Ticino than in the rest of the country and has been 
falling since the 1990s.

Further national development priorities

Additional central development priorities put forward by the Swiss Confer-
ence of Cantonal Ministers of Education (EDK) for the period from 2008 to 
2014 include the coordination of foreign language teaching, the introduction 
of sustainable development as a subject of study, and a smoother transition 
between lower-secondary and upper-secondary education (EDK, 2008b)

In the linguistic field, the specified objectives are to develop linguis-
tic skills in the school’s local language as of a child’s entry into school, to 
develop a robust command of a second national language of Switzerland, as 
well as English, and to provide the opportunity for students to acquire skills 
in a third national language. To achieve these objectives, additional support 
is being provided to enhance the level of linguistic and teaching skills ac-
quired during teacher training. Teaching in the first foreign language (either 
a second national language of Switzerland or English) will be provided from 
the start of Year 3 at the latest, while teaching in the second foreign language 
will commence no later than in Year 5. Students whose native language is not 
the school’s language of instruction are entitled to receive support teaching 
in the school’s language of instruction, and organisational support is pro-
vided for courses in the student’s native language and culture.

The concept of sustainable development will be incorporated into the ex-
isting range of subjects and topics covered and, in addition to other interdis-
ciplinary subjects, will constitute a fixed component of curricula and teach-
ing materials, of initial training and in-service training for teaching staff, and 
also of quality development for schools (EDK, ARE, FOEN et al., 2007).

The interface between compulsory education and upper-secondary edu-
cation will be optimised in order to ensure that 95% of young people obtain 
an upper-secondary level qualification by 2015. Research will be conducted 
into the factors governing a successful transition. Occupational profiles will 
be drawn up to make the requirements for vocations requiring apprentice-
ships more transparent, and case management support will be provided for 
difficult transitions.

Since the 1990s, the cantons have been responsible for integrating infor-
mation and communication technologies (ICT) in teaching and in schools. 
From 2000 onwards, this process was intensified and received support from 
the Confederation and from private businesses within the «Public-Private 
Partnership – Schools on the Internet» (PPP-SiN) initiative, which formed 
part of a limited-term Federal Act (2002–2007). As a study conducted in 2007 
showed, this initiative has now led to almost every school being equipped 
with computers (99%, as opposed to 82% in 2001), to increased internet ac-
cess (95% of schools, as opposed to 66% in 2001) and to more intensive and 
competent use of ICT in the classroom. While most of the teachers ques-
tioned make use of ICT when preparing their lessons, one-third use it sev-

«Education for Sustainable Development

(ESD) aims at enabling individuals to 

construct an ecologically compatible, 

economically efficient and socially fair 

environment, while keeping global factors 

in mind» (definition from the Swiss 

UNESCO Commission).
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eral times a week in the classroom and one-fifth organise activities several 
times a week where students can use a computer. Approximately a quarter of 
teaching staff rate their ICT skills as either good or very good (Barras & Petko, 
2007). Alongside this Swiss study, a study conducted by the OECD (2009b) 
concluded that good ICT infrastructure is a necessary, but by no means the 
only, prerequisite for effective integration of ICT. In its 2007 strategy for ICT 
and Media, the Swiss Conference of Cantonal Ministers of Education (EDK) 
focused on driving forward the integration of ICT at all levels of education. 
This was done in order to ensure that all students at compulsory education 
level become ICT-literate (EDK, 2007c).

The Swiss Centre for Information and Communication Technologies 
in Education, which supports efforts to integrate ICT in the classroom and 
schools, was set up by the Confederation (OPET) and the cantons (EDK) in 
1998. The Swiss Conference of Cantonal Ministers of Education (EDK) has 
also been operating the Swiss education server in collaboration with the 
Confederation (OPET and SER) since 2001.

Regional developments

Within the different linguistic regions of Switzerland, the priority will be to 
ensure the introduction or drafting of uniform curricula that are compatible 
with the provisions of the HarmoS Agreement (Lehrplan 21, Plan d’études 
romand, PER).

Following an initiative of the eastern division of the Swiss Conference of 
Cantonal Ministers of Education (EDK), the German-speaking and bilingual 
cantons have launched the 4-to-8 Project to test and assess two models in-
tended to ease the transition from pre-school to primary school (combining 
two years of pre-school with the first or first two years of primary school). 
The objectives of a new first learning cycle where children learn in mixed-
aged groups for 2 to 4 years (three-year model) or 3 to 5 years ( four-year 
model) enables a flexible approach to each child’s entry into the education 
system, a smoother transition to systematic school-based learning and the 
avoidance of early selection through integrated support. Interim results of 
this initiative have been available since 2008, and the final report is expected 
to be released in 2010.

A need for action has arisen in a number of cantons as a result of the 
requirements imposed by the Intercantonal Agreement on Harmonisation 
of Compulsory Education (  Figure 21 ). A number of cantons are seizing 
this opportunity to cooperate more closely with one another. Alongside 
the French-speaking cantons, which have entered into an agreement with 
regard to the implementation of HarmoS (Convention scolaire romande), 
the four Cantons of Aargau, Basel-Stadt, Basel-Landschaft and Solothurn 
have formed the North-West Switzerland Education Area in order to further 
develop their education systems in tandem. Finally, the so-called «passe-
partout cantons» (Bern, Basel-Stadt, Basel-Landschaft, Solothurn, the Ger-
man-speaking area of the Canton of Fribourg and Upper Valais) have entered 
into an agreement to coordinate foreign language teaching and the number 
of lessons required for this.
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System control and quality development

Alongside the intercantonal agreements governing the benchmark values at 
national level and the coordination of major school development projects at 
intercantonal level or within individual linguistic regions, the most impor-
tant system-control level is that of the cantons themselves. A large number 
of cantons are in the process of producing new control and quality devel-
opment models for individual schools or for their entire education system. 
At the heart of these initiatives comes a reallocation of responsibilities and 
remits to schools and communities, and also the reform of school inspec-
torates.

24 Levels and approaches to school evaluation and school improvement
Information: SCCRE

Internal Approach External Approach

At individual 

school level

Internal school evaluation, self-

evaluation  school improvement 

and improvement of teaching

External school evaluation, evalua-

tion by third parties  recommen-

dations for improvement,  checks to 

monitor implementation

At the level of the 

cantonal school 

system

Administrative monitoring  

improvement of administrative 

activity

System evaluation  recommen-

dations for reform, checks to moni-

tor effects

Various cantons have concepts for quality assurance and quality develop-
ment. Some of these concepts include a provision for cantonal monitoring 
(EDK/IDES, 2007). One of the most important reform initiatives since the 
mid-1990s involved vesting increased responsibility and decision-making 
power in individual schools and the creation of executive boards within 
schools. This development was first implemented in the German and Ital-
ian-speaking regions of Switzerland and was not introduced in the French-
speaking part of the country until some time later (ibid.). This created the 
basis for a more goal-oriented form of management and for ensuring the 
permanent development, monitoring and further improvement of the qual-
ity of schools and the teaching provided. With this approach, quality is 
perceived in a dynamic fashion, with schools as «learning organisations» 
(Rolff, 1998), where quality pervades the interaction between teachers, the 
school culture and the shaping of tuition. The management of teaching and 
learning and responsibility for the teaching process is in the hands of the 
teaching body and the executive board. Both sides guarantee quality as-
surance through self-evaluation measures (EDK, 2008d). The supervision 
function traditionally assumed by school inspectors is undergoing a process 
of change, with the advisory and supervisory roles being separated. Local 
school authorities will primarily be responsible for carrying out superviso-
ry functions of an organisational and administrative nature. A large number 
of cantons are setting up external evaluation offices and specialist units to 
supervise their schools, which will check the attainment of quality specifi-
cations or the implementation of recommended developments at set inter-
vals. It will also be possible for the results of performance measurements or 
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assessments of the attainment of standards to be included here (in future). 
The development of external evaluation has progressed to different extents 
in the individual cantons (ARGEV, 2008) (  Table 25 ), and there are still a 
large number of questions regarding the inclusion of results from perform-
ance measurements awaiting clarification (Bähr, 2003; Husfeldt, 2007). 

25 Status regarding the development of external school evaluation in German-

speaking and multilingual cantons, 2008
Information: ARGEV,  * Multiple responses were possible

Development status

Number 

of Cantons Cantons

Statutory duty to implement external  

school evaluation in place

14 AG, AR, BE, BL, GR, LU, NW, 

OW, SG, SO, SZ, TG, ZG, ZH

Initial wave of evaluations completed* 3 GR, NW, SZ

Comprehensive evaluation now underway* 15 AG, AR, BL, BS, FL, FR, GL, 

GR, LU, NW, OW, SO, SZ, TG, 

ZH

Pilot phase* 4 BS, FR, SG, ZG

Concept phase* 7 BE, BS, SG, SH, UR, VS, ZG

Support in developing quality

Quality requirements relate to various dimensions of the educational sys-
tem (input, processes, output) and must also take account of the context 
in which they apply. Quality development must similarly be based on this 
complex, multi-dimensional nature and on context. By way of example, we 
can highlight two quality improvement measures that are under discussion 
or have already been implemented in a number of cantons: social index-based 
resource allocation and school networks as support platforms for school de-
velopment. 

Social indexing enables the different burdens on individual school dis-
tricts to be taken into account when allocating resources. Working on the 
basis of key data, such as the number of inhabitants or the number of stu-
dents of non-Swiss origin, unemployment rates, permanent settlement 
rates and the proportion of different types of dwellings (e.g. single-family 
houses), a social index is calculated and used as a factor for increasing the re-
sources allocated to a school district as a function of the burden to which it is 
exposed. A number of cantons have introduced social indexing regulations 
or are planning to do so (BE, GE, SG, TG, VD, ZH) but the basis and scope of 
calculation vary considerably. No findings are available as yet on the effects 
of resource allocation based on social indexing.

School networks provide a means of supporting development processes 
within schools and networking those involved in these processes. Over the 
past few years, school networks have been set up at cantonal, regional and 
national level, and similar processes can also be seen in neighbouring coun-
tries, as well as at the international level. Decentralisation and the demand 
for innovative approaches have given rise to a need for groupings at an in-



61

Swiss Education Report | 2010

Compulsory education  Summary 

termediate level. Networks can secure innovation strategies over the long 
term and contribute towards greater professionalism, since they pool com-
petence and disseminate it at the same time through horizontal links (Cz-
erwanski, Hameyer & Rolff, 2002). Examples of school networks in Swit-
zerland include the national network of health-promoting schools, the 
regional network «Language learning in multilingual schools» of the North 
Western division of the Swiss Conference of Cantonal Ministers of Educa-
tion, plus countless other cantonal networks: Schulen mit Zukunft in Lu-
cerne, Netzwerkschulen in Zurich, the Netzwerk Geleitete Schule in Aargau 
and the Réseau d’enseignement prioritaire Genève, etc. Empirical research 
conducted into networks of this type in Germany has shown that the indi-
viduals who take part in school networks derive considerable benefits from 
them. The principal areas addressed by such networks include exchanging 
teaching ideas, providing motivation and encouragement for implementing 
innovations in one’s own teaching, offering continuing training opportu-
nities to teachers and reflecting on one’s own work at school (Czerwanski, 
Hameyer & Rolff, 2002).

Changes in the teaching profession

Changes within society (  Chapter Context, page 37 ), coupled with changes in 
education policy and school structures (see further above in the present chap-
ter), are fundamentally changing the teaching profession. Alongside teachers’ 
primary role of teaching and educating, and their duty to regularly upgrade 
their skills, teachers are increasingly being required to become actively in-
volved in instructional and school development and also to cooperate with 
colleagues in their own school, as well as with other experts. Furthermore 
new challenges for teaching staff are arising in areas such as socialisation, in-
tegration and individualised learning (EDK, 2008c). The professional role of 
teachers is therefore becoming broader and needs to be redefined. A key fac-
tor in this regard is not only determining the contents of a teacher’s work but 
also measuring their working hours. Studies conducted on teachers’ work-
loads show that Swiss teachers are subject to time burdens, particularly 
when compared with those from other countries (Landert, 2006; Trachsel, 
Ulich, Nido et al., 2008; OECD, 2008a). When considering the future of the 
teaching profession, issues such as the professional role of teachers, working 
conditions and opportunities for career development and the acquisition of 
additional qualifications will become even more important (Herzog, 2007) 
( Chapter Universities of teacher education (UTE), page 225 ).

Parental participation

An additional change that is taking place within schools relates to the role of 
parents (SCCRE, 2001). Parental participation is increasing and is no long-
er limited to exchanges between an individual teacher and the parent or 
guardian of each child. Nowadays, parental participation includes whole-
class issues, plus issues relating to the teaching body or even an entire school 
community. Parental participation is also being institutionalised to an in-
creasing degree. It has now been made compulsory by law in the Cantons of 
Zurich and Ticino. Many other cantons have also stipulated a requirement for 
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parental participation, but have delegated implementation to the communi-
ties. In other cases, parental participation has been delegated to individual 
schools and incorporated as a point to be monitored within the context of 
school evaluation. Parents can become involved in education by becoming 
parent delegates, sitting on school committees, or they can take part in par-
ent bodies (i.e. the parents’ council or parents’ forum) which work closely 
with schools (Mulle, 2009).

Attendance at private schools

In most Swiss cantons, the proportion of students who attend (non-sub-
sidised) private schools during the compulsory education stage is low. The 
figures are 2.8% for primary education and 4.8% for lower-secondary educa-
tion on average. During the ten-year period from 1997/1998 to 2007/8, the 
average proportion of students increased by 0.8% at primary level and by 
0.7% at lower-secondary level. There are, however, a number of differences 
between the individual cantons. Basel-Stadt and Geneva stand out in par-
ticular, with a share of 7.9% and 15% private pupils at primary level, respec-
tively, and Ticino at 5.4% and the Canton of Vaud at 4.1% are also higher than 
the Swiss average. These percentages have also grown more sharply in the 
Cantons of Geneva, Ticino and Vaud.

As far as lower-secondary education is concerned, the picture is similar. 
Here too, the Cantons of Basel-Stadt (12%) and Geneva (17.3%) are well above 
the Swiss average, and the Cantons of Appenzell Ausserrhoden, Zurich, Zug, 
Ticino, Thurgau and Vaud are also more than one percentage point above 
this average. In this regard, the Canton of Geneva also recorded a sharp in-
crease of 6.6% during the ten-year period between 1997/1998 and 2007/8 
(  Figure 26 ).

The high proportion and sharp increase in the number of young people 
attending private schools in the Canton of Geneva can be explained by the 
international nature of the city, the composition of its population and the 
economic upturn between 1997 and 2007. Half of the students attending 
private schools are enrolled in an international school, and 65% of those re-
ceiving a private education are foreign nationals. Twenty per cent of these 
students do not actually reside in the Canton of Geneva (SRED, 2007). In 
the Basel region, the Canton of Zurich and other prosperous areas, schools 
with a foreign curriculum (international schools) are becoming increasing-
ly popular. According to a study conducted in the city of Zurich, student 
numbers at traditional private schools with a special (reformed) educational 
approach are on the decline. There are a slightly higher number of boys at 
private schools than girls, and the proportion of foreign nationals in pri-
vate compulsory education is higher than that in the public education sector. 
According to the same source, prosperous communities in the Canton of Zu-
rich generally have a higher percentage of students attending private school 
(Stutz -Delmore & Brammertz, 2006).

26 Changes in the number of pupils  

attending private lower-secondary 

schools 1997–2007
Data: FSO

The five Cantons not included here (AI, GL, NW, 

JU and UR) did not have any students attending 

private schools.
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Context

Under the terms of the Intercantonal Agreement on Harmonisation of Com-
pulsory Education (HarmoS Agreement), which was approved by the Swiss 
Conference of Cantonal Ministers of Education (EDK), primary school edu-
cation will last eight years in future and will include pre-school education or 
the first learning cycle. This chapter takes account of this development and 
covers the entire pre-school and primary school phase. When school-based 
learning processes commence for children after their fourth birthday, each 
child has already been exposed to a few years of training, education and care 
within the family and, increasingly, outside the family too. School-based 
learning processes also take place within a social context that exerts a con-
siderable influence on them. The following section examines this preced-
ing phase and the social setting for the first phases of school-based learning.

Availability and use of day-care

The Swiss Conference of Cantonal Ministers of Education (EDK) and the 
Swiss Conference of Cantonal Ministers of Social Affairs (SODK) reached an 
agreement in 2008 on cooperation in the context of day-care facilities. This 
term encompasses day-care facilities for children and young people from 
birth up to the end of compulsory education (or, in the case of special needs 
education, up to the age of 20). The decision as to whether to use such fa-
cilities rests with the parents, and they are required to pay part of the costs. 
In acceding to the HarmoS Agreement, a canton undertakes to create day-
care facilities for children and young people within the age range covered by 
compulsory education which are both voluntary and reflect the needs that 
exist within society. Primary responsibility for the intercantonal coordina-
tion of day-care for young children (aged 0 to 4) rests with the SODK, while 
the EDK bears primary responsibility for the intercantonal coordination of 
day-care for children of compulsory education age. Day-care facilities are 
provided by public authorities, private institutions or private individuals. 
The cantons and communities are responsible for issuing permits for such 
facilities and for quality assurance (EDK/SODK, 2008).

Given that the number of working mothers has steadily increased and the 
number of single-parent families has also risen, there has been an increase in 
demand for day-care facilities, both before school and to accompany school 
(  Chapter Context, page 37 ). While the availability of day-care facilities has 
increased over the past few years, not least thanks to federal funding – since 
2003, the Confederation has helped to set up and expand day-care facili-
ties and facilities to complement school, creating around 20,0000 places 
(FSO, 2008n) – demand is still estimated to greatly outstrip supply. A further 
50,000 places are still needed, and the lack of favourably-priced day-care fa-
cilities is one of the main factors limiting the economic activity of women 
(Infras, 2005; MecoP/Infras, 2007).

Three structurally different approaches to early-years learning, day-care and 
education are to be found within Europe:
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– high expenditure, day-care and education closely integrated, state-run 
day-care facilities (e.g. Scandinavia and France)

 – moderate expenditure, focus on underprivileged children (e.g. Italy, Aus-
tria, Germany, the Netherlands, United Kingdom)

– low expenditure, free market, restrictive family policies (e.g. Ireland, 
Spain, Switzerland) (UNICEF, 2008).

The data situation regarding the use of day-care facilities is precarious. No re-
liable nationwide data are available, despite the fact that it has been requested 
for many years (EKFF, 2008). Using data obtained indirectly via the Swiss 
Labour Force Survey (SLFS), the family report published by the Federal Sta-
tistical Office in 2008 shows that day-care is used particularly for young chil-
dren, and especially for children from single-parent families (  Figure 27 ).

In the majority of cases, households wishing to avail themselves of day-care 
have to find solutions of their own. In over 60% of cases, recourse is had to 
care provided by private individuals, and especially by relatives (52%). A good 
quarter of households that place children in day-care facilities use nurseries, 
all-day pre-schools or school-based day-care (26%). A further 15% send their 
children to day-care families, while 4% send their children to care facilities 
over lunch time and after school. The total amount of time spent in day-care 
is relatively low, amounting to 1.5 to 3 days a week on average (FSO, 2008n).

Quality of day-care facilities for the early years

As far as day-care facilities for the early years are concerned, it is not only the 
quantitative aspect that is of importance but, increasingly, the qualitative as-
pect as well (OECD, 2001, 2006b; Viernickel & Simoni, 2008; EKFF, 2008). 
Research projects, and especially broad-based longitudinal and long-term 
studies conducted in Europe and the USA, show that early childhood learn-
ing, care and education play a decisive role in the cognitive and socio-emo-
tional development of children (Räss & Wolter, 2008). They also show that 
the availability of high-quality institutional day-care facilities for underprivi-
leged children gives rise to sustainable improvements in academic achieve-
ment (Rossbach, Kluczniok & Kuger, 2008).

The fact that children in Switzerland enter education under very different 
circumstances has thrown the spotlight on the early years’ phase of educa-
tion, and it has been realised that there is a need not only for quantitative but 
also qualitative improvements here (EKFF, 2008). What would seem to be 
required, in particular, is a holistic, comprehensive education and develop-
ment concept for the early years (Fthenakis, 2003; EKFF, 2008; EKM, 2009; 
Stamm, Reinwand, Burger et al., 2009). In addition to increasing the availabil-
ity of affordable institutional day-care facilities, a more pronounced focus on 
learning is also required in day-care facilities. In urban centres, projects are 
underway to provide targeted support for underprivileged children, especial-
ly those with a migration background. One focus here is the development of 
language skills (Spielgruppen plus in Zurich, German courses for three-year-
olds in Basel, etc.). As by no means all of the children in the target group have 
access to institutional day-care facilities, projects such as these also place em-
phasis on helping parents develop the skills needed to raise and educate their 
children (one example of this being the Primano project in Bern).

27 Use of non family-based day care, 

by household-type and age of youngest 

child, 2007
Data: FSO
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28 Levels of performance achieved upon entry to pre-school, by socio-economic 

status, 2004
Data: University of Zurich, Institute for Educational Evaluation
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VI

V

IV

III

II

I

<I

SES low

SES medium

Mathematics SES high

SES low

SES medium

Vocabulary SES high

SES low

SES medium

Reading SES high

Performance levels:  < I  I  II  III  IV  V  VI   
Level I stands for a low level of performance and Level VI for a high level of performance.

Social segregation and its effects on educational opportunities

As mentioned earlier, considerable differences exist in learning prerequisites 
and competences even before children enter the pre-school phase (Moser, 
Bayer & Berweger, 2008) (  Figure 28 ).

These differences are attributable to differences in social status as well as to 
the educational background and living conditions of families. A lack of time 
or financial resources on the part of parents restricts the families’ educational, 
cultural and social resources (Ditton & Krüsken, 2006). Compared to other 
countries, Switzerland is home to a large proportion of children and par-
ents who were not born in Switzerland, do not speak the school’s language 
of instruction and are also amongst the socio-economically disadvantaged. 
The increasing social segregation that can be observed in Switzerland is giv-
ing rise to a concentration of families that are disadvantaged in this way. The 
concentration of these families in specific districts or schools can lead to class 
compositions with negative consequences for the educational development 
of precisely these disadvantaged children (Coradi Vellacott, 2007). This prob-
lem may be encountered on a local level in individual communities or mu-
nicipal districts but is more pressing in cantons with extensive metropolitan 
areas, which typically contain a high proportion of heterogeneous classes 
(  Figure 29 ).

Considering the different settings in which education is provided, pre-
school and primary school education should be designed in such a way as 
to ensure that children do not suffer multiple educational disadvantages. 
One way of doing this is to employ social indexing as a basis for resource 
allocation, as was referred to in the overview section on compulsory edu-
cation. Other approaches include programmes to increase student language 
skills in the pre-school phase (   Institutions, page 69 ) and school-based pro-
grammes such as the QUIMS project for improving the quality of multicul-

The abbreviation SES stands for socio-

economic status. In order to determine 

socio-economic status, an index was 

compiled on the basis of the formal 

educational qualifications held by parents, 

household income, the number of rooms 

per person and the number of books in 

the home (Moser, Bayer & Berweger, 

2008).

Taking into account the national and 

linguistic background of the students 

concerned, the Federal Statistical Office 

defines «very heterogeneous classes» as 

classes where at least 30% of students 

come from other cultures.

29 Proportion of very heterogeneous 

classes in primary education, 

by canton, 2007/2008
Data: FSO
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tural schools in Zurich and the Réseau d’enseignement prio ritaire (REP) in 
Geneva. An increasingly educational focus and more prevalent use of day-
care facilities are both also expected to have a corresponding positive effect 
(Bolz & Schüpbach, 2007; Larcher Klee & Grubenmann, 2008).

Student numbers and statistical trends

Student numbers in pre-school and primary school education increased up 
until the late 1990s and have been declining since then. While student num-
bers in primary schools are expected to continue decreasing until 2013, stu-
dent numbers in the pre-school phase are beginning to rise again, albeit at a 
relatively low level. Precise developments in the pre-school phase will nev-
ertheless depend on education policy decisions, and the Federal Statistic al 
Office has differentiated its forecasts accordingly (FSO, 2008b). The FSO 
first considered the «Trend» scenario where children attend pre-school for 
longer; it then considered the «Convergence I» scenario, where all children 
attend pre-school for a period of two years, as set out in the HarmoS Agree-
ment. And, finally, it considered the «Convergence II» scenario, where the 
reference date for starting school is brought forward somewhat, as is also 
provided for in the HarmoS Agreement. 

 Figures 30  and 31  are based on the «Convergence II» scenario and show the 
trend in student numbers in the pre-school and primary phase in each can-
ton. The results clearly show that in a number of cantons where most, if not 
all, of the communities provide one-year pre-school facilities, there will be 
a considerable increase in pre-school enrolment. Taking the average figures 
for Switzerland as a whole, the «Convergence II» scenario anticipates a 12% 
increase in the number of pre-school students between 2007 and 2013. Af-
ter that point, the FSO estimates that the number of pre-school students 
will remain steady until 2017. With the exception of the Cantons of Geneva, 
Vaud, Zug and Zurich, the number of primary school students is expected 
to decrease in the period between 2007 and 2017. While, in most cases, the 
decrease is likely to be less than 10%, the predictions for the Cantons of Ap-
penzell-Ausserrhoden, Glarus and Uri estimate a decline of between 15% 
and 20%.

Institutions

This sub-section outlines institutional aspects of the pre-school and pri-
mary school level of education. The aspects discussed include courses and 
objectives, associated conditions such as teaching time, class sizes, student-
teacher ratios, two major development projects that have an impact at the 
structural level (first learning cycle, foreign language learning), improving 
students’ language skills as a core task in terms of educational impact, and 
transitions between different levels. The information provided is based on 
the Swiss education server as well as on the Annual Cantonal Survey con-
ducted by the EDK’s Information and Documentation Service, taking the 
2008/2009 academic year as the reference date.

30 Change in the number of students 

attending pre-school, 2007–2017
Data: FSO
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31 Change in the number of students 

attending primary school, 2007–2017
Data: FSO
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Types of institution, participants, objectives

In Switzerland, primary school education is preceded by pre-school educa-
tion lasting at least one year (  Chapter Compulsory education, page 53 ,  Fig-

ure 21 ). Most pre-school providers are obliged to offer a two-year pre-school 
period. The Canton of Ticino provides three-year pre-school facilities. Four 
cantons, i.e. Basel-Stadt, St. Gallen, Thurgau and Zurich, have made two-
year pre-schooling compulsory as of the 2008/2009 academic year. A fur-
ther ten cantons require children to attend a pre-school facility for one year. 
In those cantons that provide for a two-year pre-school education (whether 
this be voluntary or otherwise), between 78% and 100% of children are en-
rolled in pre-school facilities. On average, children in Switzerland attend 
pre-school for a period of 1.9 years. 

In 20 cantons, primary school education lasts for six years, while in four 
Cantons (Aargau, Basel-Landschaft, Ticino and Neuchâtel), it lasts for five 
years and, in two cantons (Basel-Stadt and Vaud), four years. One of the 
purposes of the Intercantonal Agreement on Harmonisation of Compulsory 
Education (HarmoS Agreement) was to ensure that primary school educa-
tion lasts for a total of eight years in all parts of Switzerland.

While most children attend public institutions, 10% of children attend 
private schools at the pre-school level and 3% at the primary school level (   
Table 32 ). Each canton has its own separate curricula for pre-school and pri-
mary school education, which the private schools are also obliged to follow.

Pre-school supports the development of children on the basis of their in-
dividual level of development and needs. It prepares them for the transition 
to school and promotes self-reliance as well as cognitive, personal and social 
skills. Primary school supports children in the development of their intel-
lectual, creative, physical and artistic abilities. It also develops their sense of 
responsibility towards themselves, the environment, their fellow human-
beings and society as a whole.

The HarmoS Agreement has laid down the overarching objectives of 
compulsory education for the very first time, and these objectives will be 
implemented in the curricula at all levels of compulsory education with-
in the individual linguistic regions of Switzerland. For certain subjects, the 
edu cational standards set out in the HarmoS Agreement are intended as the 
minimum standard to be achieved.

In most cantons, pre-school and primary school children with special ed-
ucational needs are either taught in small special needs classes or are taught 
alongside other children but receive special support. For pre-school educa-
tion, this latter approach is adopted more frequently. Learning objectives 
and requirements are derived from the curricula, but are tailored to the in-
dividual abilities of the children involved. Special attention is paid to the 
development of basic cognitive skills as well as competences promoting self-
reliance and social integration.

Teaching time, class sizes and student-teacher ratio

The number of school weeks per year, the duration of lessons and the number 
of lessons taught per week vary considerably between the individual can-
tons. This, in turn, gives rise to major differences in the average number of 
teaching hours delivered each year (  Figure 33 ).

32 Number of students by type of 

school, 2007/08
Pre-school (Pre), Primary school (Prim)

Data: FSO

Type Pre Prim

Public 136,785 431,610

Private, subsidised 689 966

Private, not subsidised 14,225 12,560

33 Average annual number of teaching 

hours in primary education, 2008/2009
Data: EDK/IDES
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The low figures for the Cantons of Basel-Stadt and Aargau can be partially 
explained by the fact that the average is calculated on the basis of only four 
or five years of primary school and that fewer lessons are taught each week in 
the first couple of years of primary school education than in the latter years.
Indicators compiled by the OECD and in the Lehrplan 21 project conducted 
in the German-speaking part of Switzerland can be used to draw up a com-
parison of the percentage weighting and tuition hours per specialist subject 
in the German-speaking region of Switzerland and a number of neighbour-
ing countries for children aged 9 to 11/12. This analysis is based on the aver-
age annual numbers of hours taught to children aged 9 to 11/12. This particu-
lar comparison shows that Swiss primary schools spend relatively little time 
teaching the school’s language of instruction; this is offset to some extent 
through the additional time spent teaching foreign languages (  Table 34 ).

34 Distribution of teaching time across individual subject areas in German-

speaking Switzerland and in neighbouring countries
Data: Lehrplan 21, OECD

Distribution by per cent Distribution by hours

Subject area D-CH A D F D-CH A D F

School’s language of instruction 17 24 20 31 145 184 156 268

Foreign languages 14 8 10 10 120 61 78 89

Mathematics 17 16 18 18 145 122 141 159

Sciences, social sciences, humanities 20 21 21 18 171 161 164 159

Art 20 18 15 11 171 138 117 97

Physical education 10 10 11 13 85 77 86 115

Miscellaneous / Other / Rounding errors 2 3 5 17 23 40

Total 100 100 100 100 855 767 782 887

The average class size at primary school level varies from canton to canton, 
ranging from 17 to 21 students per class. The average class size for Switzer-
land as a whole is 19 students. There are somewhat bigger differences in the 
student-teacher ratios. The number of students per full-time equivalent 
teacher is between 13 and 18. In Switzerland as a whole, the average student-
teacher ratio at primary school level is 15 students per full-time equivalent 
teacher. Both class sizes and student-teacher ratios have hardly fluctuated 
over time in Switzerland. As an international comparison, both figures are 
slightly below the OECD average (  Figure 35 ).

Pilot classes for a new concept for the first learning cycle

In the cantons of Western Switzerland and Ticino, the pre-school level is 
closer to the primary school levels in terms of concept than is the case in 
the German-speaking region of Switzerland, where pre-school maintains a 

35 Class sizes and student-teacher 

ratio, Switzerland and OECD countries, 

2007
Data: OECD
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culture of its own and where the transition into primary school sometimes 
disrupts the continuity of education. The possibility of keeping children 
due to enter primary school in pre-school or placing them in special needs 
classes has given rise to a situation where the transition from pre-school to 
primary school has become relatively selective. In many cases, this means 
that children experience failure at the very start of their school-based edu-
cation. Discussions have thus been underway for some time on the restruc-
turing of this transition (EDK, 1997; EDK, 2006a). Since 2002, the cantons 
of the German-speaking region of Switzerland and the Principality of Liech-
tenstein have been working together on a project entitled «Education and 
learning in pre-school and the first years of primary school in the context 
of the EDK’s eastern division and partner cantons». The aim of this project 
is to develop a new concept for the first learning cycle and to test two mod-
els: one model comprising two years of pre-school and the first two years 
of primary school and another model comprising two years of pre-school 
and the first year of primary school. In the pilot classes, children are taught 
in mixed-age groups with a gradual transition from learning through play 
to systematic learning. Team teaching is being implemented in these pilot 
classes, with teams made up of multi-professional teachers. The pre-school 
and primary school cultures are then merged in this way, and children with 
special needs can be integrated in the class. The main objective of these two 
transitional models is to safeguard the continuity of education and enable 
every child to progress on the basis of his/her stage of development and 
learning. The transition from pre-school to primary school is to be kept flex-
ible. The project has been designed so as to ensure the development of a 
common set of educational principles for the first learning cycle (regardless 
of which model is used). The project also includes a broad-based evaluation 
(  Effectiveness, page 75 ).

The early teaching of foreign languages

Foreign-language teaching plays an important role in a multilingual coun-
try like Switzerland, and the cantons would like to tap the potential for the 
early learning of foreign languages more effectively. Both a second national 
language and English must be taught from the primary school level onwards. 
As part of their 2004 decision regarding the teaching of foreign languages, 
the cantons have agreed that foreign language teaching should commence 
no later than the start of Year 3 (Year 5, under the nomenclature introduced 
with the HarmoS Agreement) and that a second foreign language should be 
introduced from Year 5 onwards (the new Year 7). The sequence in which 
individual languages are taught will be coordinated on a regional basis.

– In Central Switzerland, the Cantons of Uri, Schwyz, Obwalden, Nid-
walden, Zug (since 2004/5) and Lucerne (since 2007/8) have introduced 
English from Year 3 onwards, while retaining the teaching of French from 
Year 5 onwards. In the Canton of Uri, Italian is an elective subject from 
Year 5 onwards, while French is taught from Year 7 onwards.

– Since the 2006/7 academic year, schools in the Canton of Zurich have 
been teaching English from Year 2 onwards, while retaining the teaching 
of French from Year 5 onwards.

– Starting in the 2008/9 academic year, the Eastern Swiss Cantons of Ap-

The purpose of foreign-language teaching 

is to enable students to become function-

ally multilingual. The methodology used 

in the teaching of foreign languages is an 

integrative one, which also incorporates 

the students’ mother tongue. Particular 

attention should also be paid to the 

mother tongue of those students with a 

migration background. Another approach 

that is increasingly being adopted is what 

is known as CLIL, or content and 

language-integrated learning.
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penzell-Ausserrhoden, Glarus, Schaffhausen and St. Gallen introduced 
English from the third year of primary school, while the Canton of Thur-
gau is following suit in 2009/10. All of these cantons have retained the 
teaching of French from Year 5 onwards. In the Canton of Appenzell-
Innerrhoden, English has been taught from Year 3 of primary school 
since 2001/2, while French has been put back to Year 7. In the Canton of 
Graubünden, the first foreign language is one of the three cantonal lan-
guages and is to be taught from Year 3 onwards (as of 2010/1). English will 
then be taught from Year 5 onwards (provisionally from 2012/3 onwards).

– In the Canton of Aargau, English has been taught from Year 3 since the 
2008/9 academic year, while French is to be brought forward from year 
6 to Year 5 as a result of the structural reforms that are taking place.

– The Cantons of Basel-Stadt, Basel-Landschaft and Solothurn have en-
tered into a cooperation agreement with the German-speaking areas of 
the Cantons of Bern, Fribourg and Valais. While children in the Cantons 
of Fribourg and Valais have been learning French from Year 3 onwards for 
some time now, this will apply to all the cantons involved starting with 
the 2011/2 academic year. The teaching of English from Year 5 onwards 
is to be introduced as of the 2013/4 academic year.

– In the cantons of Western Switzerland, German has been taught from 
Year 3 onwards for many years and between now and the 2012/3 academic 
year, the teaching of English is to be brought forward to Year 5.

– In the Canton of Ticino, foreign-language teaching has been organised as 
follows, on a staggered basis, since 2004/5: French (Years 3 to 7), German 
(Years 7 to 9) and English (Years 8 to 9).

Improving student language skills as a core task of education

Since the publication of the PISA 2000 reading literacy results, promoting 
language skills has been high on the political educational agenda. Measures 
to improve language skills have been implemented in both pre-school and 
primary school. As far as pre-school is concerned, Bertschi  Kaufmann, Gy-
ger, Käser et al. (2006) established that the following measures are deployed:

–  programmes to promote phonological awareness
–  programmes combining linguistic and cognitive skills
–  approaches that enable students to have access to written language at an 

early stage
–  measures to promote knowledge and skills of the first language
–  coordination of pre-school and out-of-school facilities 
–  the use of standard German in pre-school.

As far as the primary school sector is concerned, the cantons have imple-
mented measures based on the post-PISA 2000 action plan which are be-
ing evaluated by the EDK in 2010. Due to the diglossia situation in the 
German-speaking region of Switzerland, where the Swiss German used 
in everyday life differs substantially from the standard German taught in 
school, the issue has been raised as to which language (Swiss German or 
standard German) should be used to teach classroom subjects. The cantons 
have adopted  various commensurate resolutions in this regard (  Figure 36 ).
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36 Languages used in the classroom, German-speaking Switzerland, 2008/09
Data: EDK/IDES
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Traditionally, special language courses have been provided for children who 
are native speakers of a foreign language. These courses are provided in addi-
tion to the main classroom teaching. The conditions governing entitlement 
to such courses differ, however, with between 2 and 12 lessons per week 
being provided over a period of one or two years. At primary school lev-
el, certain cantons provide intensive courses or integration classes for new-
arrivals and organise specific support to be provided alongside mainstream 
class teaching. This ranges from one lesson per week for a period of one year 
to 10 lessons per week for two years. 

Transitions between pre-school, primary school education and 
lower-secondary education

At the transition from one stage of education to the next, teachers gener-
ally involve the parents as well as the students themselves in the decision-
making process. The criteria applied upon entry into primary school (which 
only involves a transition from pre-school in cantons where attendance at 
pre-school is compulsory) are the age of the child and/or their development 
status.

The progression of each student from one year to another is determined 
on the basis of academic achievement in all subjects or in specific subjects. 
Performance in the various subjects is described in progress reports or is 
expressed in the form of a grade. In the event of insufficient performance, 
students can be required to take specific support measures, repeat a year or 
transfer to a special needs class.

For the transition from primary to lower-secondary education, assess-
ment criteria include academic achievement in differently defined subjects, 
the amount of effort put in or, in some cases, the results of orientation tests 
or transition examinations. In cantons where lower-secondary education is 
based on performance-based grouping, the main objective is to assign stu-
dents to the performance-based group that matches their anticipated level 
of ability.
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Effectiveness

This section examines the effectiveness of the pre-school and primary school 
levels, based on a variety of inputs. Does pre-school attendance have an im-
pact on subsequent academic achievement? Does the configuration of the 
first learning cycle affect learning? Are curricular objectives being achieved? 
Is the introduction of foreign-language teaching at an earlier stage proving 
successful? Do specific special needs courses achieve what they set out to 
do? Are transition decisions being taken in the correct professional manner?

The long-term effects of attending pre-school

The PISA Assessment conducted in 2003 provided the last indication as to 
the long-term effects of attending pre-school. Young people who stated that 
they had attended pre-school for a year or longer achieved higher levels of 
proficiency in mathematics than young people who had not taken part in 
pre-school education (OECD, 2004). These findings correspond with those 
of a study conducted in Germany, which showed that students who had at-
tended pre-school were considerably more likely to be assigned to a middle 
or high performance-based group in lower-secondary education than those 
who had never attended a pre-school. The study also shows, however, that, 
for children from educationally disadvantaged backgrounds, even all-day at-
tendance at a pre-school could not entirely compensate for the lack of stimu-
lation at home (Landvoigt, Muehler & Pfeiffer, 2007).

Performance development during the pre-school level

Within the framework of the project on «Education and learning in pre-
school and the first years of primary school» already mentioned above, an as-
sessment was conducted of two alternative models designed to ease the tran-
sition from pre-school to primary school: the four-year model (i.e. two years 
of pre-school and two years of primary school) and the three-year model (i.e. 
two years of pre-school and the first year of primary school). The perform-
ance of children in the four-year and the three-year pilot classes was com-
pared with that of children in control pre-school and primary school classes 
conducted along traditional lines. As far as can be ascertained on the basis of 
the interim reports released in 2008, the experimental models turned out 
to be a success. While a considerable number of the children from the con-
trol group were assigned to preparatory classes prior to enrolment in pri-
mary school or to special needs classes in primary school, the children from 
the pilot classes did not require any segregated measures (Vogt, Zumwald 
& Urech, 2008). This means that the seamless transition aimed at had been 
achieved. In addition to a high degree of satisfaction among all those in-
volved in all three models, the evaluations revealed the different effects that 
each model had on the educational progress of the children (  Figures 37 , 38  
and 39 ).

In all areas of learning, the children in the pilot classes made either the 
same or more advanced progress than their counterparts in the control group 
at pre-school over the first two years. In the third year, the children from the 

37 Learning progress in reading by 

school type, 2004–2007
Data: Moser, Bayer & Berweger, 2008
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38 Learning progress in vocabulary by 

school type, 2004–2007
Data: Moser, Bayer & Berweger, 2008
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39 Learning progress in mathematics 

by school type, 2004–2007
Data: Moser, Bayer & Berweger, 2008
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control groups caught up with the other children in terms of their reading 
and writing aptitudes. In areas such as vocabulary and overall cognitive skills, 
as well as mathematics, children in the pilot classes performed much better. 
No differences were observed in social and emotional skills. In the various 
curriculum areas, between 64% and 90% of the children achieved skills at 
the highest levels tested (Moser, Bayer & Berweger, 2008).

Achievement of curricular objectives

Switzerland does not measure competencies at pre-school and primary level 
in the same way as the PISA measurements at secondary level, since Swit-
zerland has not so far participated in the corresponding international studies, 
such as PIRLS. Comparable data for the whole of Switzerland on the out-
come of teaching and learning processes in the primary school sector will 
probably only become available when the attainment of objectives is verified 
in conjunction with the HarmoS educational standards. Selective assess-
ments of learning outcomes are performed in individual cantons or within 
individual programmes. A number of cantons also undertake canton-wide 
comparative tests but the results of these are for internal use only and are 
not released into the public domain.

On the basis of a longitudinal study conducted in the Canton of Zurich to 
determine the skills of students during the entire period of compulsory edu-
cation, it was established that, at the end of Year 3, 88% of the children had 
achieved the set curricular objectives in German and 93% in mathe matics 
(Moser & Hollenweger, 2008). Those 12% of children whose test scores were 
only at Level 1 in German and the 7% of children whose test scores were at 
only Level 1 in mathematics had certainly made learning progress since en-
tering school, but did not attain the objectives specified in the curriculum 
(  Figure 40 ).

In the Check 5 test, which teachers in the Canton of Aargau can have their 
pupils take at the start of Year 5, all the children who took the test in the 
2008/2009 academic year reached the set curricular objectives in German, 
while 5% failed to do so in mathematics (Keller & Moser, 2008). 

In the Canton of Geneva, the success rate in the canton-wide tests in 
French in Year 2 of primary school was approximately 89%, while in Year 6 
of primary school, it was around 88% (Petrucci & Nidegger, 2008).

The figures for these tests are not mutually comparable, since their ref-
erence framework and access to the tests were different. Both tests, how-
ever, reveal that the linguistic and socio-economic background of the test 
takers had a significant impact on performance levels. While in the Cantons 
of Zurich and Geneva, class composition had a demonstrable effect on per-
formance, this was not observed in the Canton of Aargau.

Evaluations of foreign-language teaching in primary school

A number of cantons now provide foreign language teaching as of Year 3 of 
primary school, in accordance with the EDK’s concept for languages. In the 
German-speaking region of Switzerland, the results of the first set of evalu-
ations are now available (Bader & Schaer, 2005; Haenni Hoti, 2007; Husfeldt 
& Bader Lehmann, 2009). These reveal a consistently high level of acceptance 

40 Level of achievement in Year 3 in 

the Canton of Zurich: Proportion of 

students by level, 2006
Data: Moser & Hollenweger, 2008
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and motivation among both teachers and students. According to these eval-
uations, children are reaching the set curricular objectives. The studies, how-
ever, also mention the unresolved problem of different performance levels, 
which create considerable challenges for foreign language teachers, with the 
result that a number of children are either overworked or underchallenged.

It is the French-speaking cantons, including the Canton of Geneva, 
which have the most extensive experience in providing foreign-language 
teaching from an early age. In these cantons, a test was conducted to deter-
mine whether the EDK’s foreign language objectives, which are modelled 
on the Common European Framework of Reference for Languages (CEFR), 
were being achieved (Schwob, 2008). Although 84% of students had attained 
the curricular objectives in German as a foreign language by the end of pri-
mary school, the curriculum is not (yet) based on the CEFR. Two additional 
tests were conducted on the basis of future learning objectives (level A1 un-
der the CEFR). These tests revealed that only 74% and 72% of students re-
spectively achieved the required objective. According to estimates provided 
by the teachers interviewed, one of the pre-requisites that would enable the 
objectives to be reached by 2010 would be to improve the foreign language 
skills of the teachers themselves. According to their self-assessment, almost 
40% of teachers encounter difficulties in achieving the minimum level re-
quired to teach a language to others – level B2 under the CEFR (  Figure 41 ).

Several expert reports have been drawn up on one highly contentious issue 
within educational policy circles, namely whether students at primary 
school level are able to cope with learning two foreign languages. These re-
ports show that students can indeed cope with this but that specific atten-
tion needs to be paid to less able students, to differentiation, to the need to 
tailor the curriculum to the students’ age and to the children’s previous ex-
periences, as well as to the need to ensure that teachers are adequately trained 
(Brohy, 2002; Stern, 2002; Elmiger, 2006).

Empirical results from school-based experiments involving early bilin-
gual education are also available. These show that the teaching of foreign lan-
guages by immersion works, has no negative impact on the students’ skills 
in the language spoken within the school and does not undermine factual 
knowledge (Brohy, 2004; Schwob & Ducrey, 2006). In Central Switzerland, 
where a longitudinal study is being conducted on the effectiveness of foreign 
language teaching in primary schools, it was shown that the introduction of 
English language teaching in the third year of primary school does not seem 
to have had any negative consequences on the development of children’s 
reading comprehension skills in German, not even among multi lingual chil-
dren with a migration background or among less able children (Haenni Hoti 
& Werlen, 2007).

The effectiveness of programmes to improve student language skills

Only a very small number of empirical studies have been conducted into 
the effectiveness of programmes to improve students’ language skills at 
pre-school and primary school level. The positive effects of programmes 
on phonetic awareness, spelling, grammar and reading comprehension are 
well documented, both among children whose native language is the same 
as the language spoken within the school as well as among children with a 

41 Self-assessment in German, 

primary-school teachers, Geneva, 2007
Data: Schwob, 2008
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different first language. In the case of this latter group, however, promoting 
phonetic awareness is not sufficient, and additional measures such as vo-
cabulary enrichment and grammar are also needed.

Linguistic and cognitive improvement programmes must be based on the 
results of carefully conducted language skill assessments and tailored to the 
results of these; they must similarly make allowance for the needs of children 
who are acquiring the language spoken within the school for the first time. 
Early access to the written language (storytelling activities, familiarisation 
with letters and handwriting) is suitable for children growing up in homes 
with few books or for children who are native speakers of a foreign language. 
In the latter case, the promotion of the first language as part of a continuous 
teaching programme that coordinates learning in both languages has a posi-
tive effect. The consistent use of standard German in the classroom is highly 
beneficial, especially for children with little knowledge of the language spo-
ken within the school (Bertschi -Kaufmann, Gyger, Käser et al., 2006; Landert, 
2007). In addition to promoting language skills and introducing students 
to written language at the pre-school level, children also need to be given 
the opportunity not only to acquire knowledge of the language spoken in 
the school (Neumann, 2008), but also to develop basic and complex literacy 
skills (Isler & Künzli, 2008).

Enrolment in preparatory classes, repeating a year

A large number of cantons make provision for children who are suffering 
from delayed development or learning problems prior to school entry to 
attend preparatory classes (Year 1 class extended to two years). A study in-
volving children from various cantons has shown that, although transfers 
to a preparatory class can be justified in the case of a variety of developmen-
tal delays, the children are unable to make up for their learning deficit. The 
researchers therefore recommend that the additional time could be used to 
better effect by providing these children with targeted support (Michel & 
Roebers, 2008).

Another measure that is sometimes used to deal with learning difficulties 
encountered by children is having them repeat a year. The effectiveness of 
this is also doubtful, with short-term positive effects set against a declining 
positive or even negative impact on learning development and school paths. 
After just one year, the initial improvement in performance has returned to 
a level comparable with that before the student repeated a year. A possible 
alternative approach to this problem would be to provide targeted support 
to students, either in addition to their repeating a class or to accompany their 
automatic progression to the next class (Bless, Schüpbach & Bonvin, 2004; 
Daeppen, 2007).

Entry into school and the transition from primary to 
lower-secondary education

The transition from one level of education to the next can be regarded as a 
critical event in the life of an individual child, especially within a separative 
school system, and it is necessary to check whether they can cope with this. 
This has been done within the context of the Swiss Youth Survey (Schultheis, 
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Perrig- Chiello & Egger, 2008), for example. When questioned, those respon-
sible for the children stated that just over half of all children coped well or 
very well with the transition from pre-school to primary school education, 
around one-third coped moderately well, and one-seventh found the transi-
tion difficult. The criteria upon which these statements were based included 
adaptation to everyday routine at school, the development of relationships 
with teachers and becoming accustomed to homework. Individual attributes 
of the children themselves (conscientiousness and prior educational knowl-
edge), social capital based on family background (older siblings, close emo-
tional style of upbringing) and experience in learning contexts outside of the 
family and outside of school (such as nurseries, sports tuition) also favoured 
a successful transition to school life (Kriesi, Scherrer & Buchmann, 2008).

In terms of effectiveness, it is important to ensure that children are not al-
located incorrectly during the transition. The PISA assessments have, how-
ever, shown that transition decisions based on the opinions of teachers (and 
parents’ preferences) provide imprecise forecasts of academic achievement 
in lower-secondary education. Again and again, they reveal considerable 
overlaps in terms of skills across performance-based groups in lower-sec-
ondary education (  Chapter Lower-secondary education, page 89 ).

The influence of socio-economic and cultural background on the transi-
tion from primary school to lower-secondary education has been well-doc-
umented in Switzerland (Coradi Vellacott & Wolter, 2005a; SCCRE, 2006). 
Considerably less research has been conducted, however, into the structural 
factors that affect the transition process or on the effects of the transition it-
self. Various studies have pointed to the fact that transition-related opportu-
nities and risks vary on the basis of the canton in question and the structure 
of the lower secondary education level, plus the method employed for the 
transition itself (Kronig, 2007; Baeriswyl, Wandeler, Trautwein et al., 2006) 
(  Equity, page 82 ).

Efficiency/Costs 

In order to estimate the efficiency of the use of resources in pre-school and 
primary school education, the first step involves establishing how best to 
measure the effectiveness of these two levels. Relevant data must also be 
available. Even if comparable data relating to academic achievement (out-
put) were available, which is not the case (  Effectiveness, page 75 ), these data 
alone would not suffice, because academic achievement is only one of the 
effects of education processes. Other aspects, such as personality develop-
ment, socialisation and personal cultivation would then not be taken into 
account. An additional problem relates to the fact that the input is difficult 
to capture (e.g. teacher qualifications and experience, or the quality of cur-
ricula). Moreover, the available information on resource allocation is of a 
broader nature and cannot therefore be used to determine individual effects.

Keeping in mind international studies on the benefit of investing in the 
early years of education, we first present the costs of pre-school and primary 
school education and then compare these costs at both international and 
intercantonal level. We then attempt to ascertain the reasons for the differ-
ences observed. Finally, the efficiency of a number of measures is examined. 
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The benefit of investing in the early years of education

At international level, it has often been pointed out over the past few years 
that investing in the early years of education is certainly worthwhile. After 
comparing studies conducted in the United States, for instance, Temple and 
Reynolds (2007) conclude that pre-school education has a very favourable 
cost-benefit ratio, not least when compared to other measures, such as re-
ducing class sizes, having students repeat a year or introducing occupational 
integration measures. Wössmann (2008a) reaches the same conclusion for 
Europe, even though this is based on less clear-cut evidence due to fewer 
studies being available. On the basis of  recommendations made by the Eu-
ropean Expert Network on Economics of Education (EENEE), the European 
Commission has called for greater investments to be made in the early years 
of education (European Commission, 2006b).

Expenditure on pre-school and primary school education – 
an international and an intercantonal comparison

An international comparison based on the OECD indicators shows that, in 
contrast to expenditure for the tertiary A sector, Switzerland devotes little 
funding to the pre-school sector and above-average funding to the prima-
ry school sector (further details regarding the tertiary A sector  Chapter 
Universities, page 185 ). With regard to these data (  Figure 42 ) it should also 
be pointed out that the OECD data include children as young as three in 
the pre-school sector. In most Swiss cantons, however, state-run pre-school 
facilities are only open to children from the age of 4 or 5. In addition, the 
data for Switzerland only include public expenditure; private expenditure 
has not been included, and this amounts to approximately 10% of the total 
amount spent on pre-school education (  Institutions, page 69 ). Moreover, 
the amount of expenditure does not provide any indication of the effective-
ness and efficiency of this expenditure.

Both in Switzerland and in other countries, educational expenditure per 
student in the primary school sector is higher than that in the pre-school 
sector. However, the difference is greatest in Switzerland, by a large margin. 
The lack of data mentioned earlier may explain part of this difference.

The Swiss Federal Statistical Office publishes figures on annual public ex-
penditure on education (current expenditure, without investments) per stu-
dent, broken down by level of education as well as by canton (  Figure 44 ). 
The above-mentioned differences in expenditure per student for pre-school 
and primary school can probably be explained in part by differences in the 
salary and the age structure of teachers. The considerable differences in ex-
penditure between the individual cantons can also be partly explained by 
differences in salary levels, since personnel costs account for a substantial 
proportion of expenditure. These differences, in turn, can be justified in part 
by the dissimilar cost of living. An indication of this can be found in the 
positive correlation between the financial resources of the cantons and their 
expenditure on education (  Figure 43 ). Finally, part of the difference can 
be attributed to differences in the way the expenditure has been recorded.

 

42 Annual educational expenditure per 

student in relation to per capita GDP, 
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Data: OECD
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44  Public expenditure on education per student, by level of education and 

canton, 2005
Data: FSO

Current expenditure in CHF

�

�,���

�,���

�,���

��,���

��,���

��,���

����������������������������������������������������

 Pre-school
 Primary school

Trends in public expenditure on pre-school and primary school 
education

Over the past few years, public expenditure per student has increased in 
most Swiss cantons. A comparison of pre-school sector expenditure be-
tween 2003 and 2005 with primary school sector expenditure shows the 
weighting in expenditure development at each level of education (  Figure 45 ). 
Increases in expenditure are no doubt due to general inflation, on the one 
hand, and declining student numbers (Schläpfer, 2009) or the expansion of 

45  Trend in the ratio of expenditure per student, for pre-school and primary 

school education, in CHF, 2003–2005
Data: FSO
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special education classes, on the other hand. In most cantons, the increase in 
expenditure is moderate and a few cantons are even spending less on educa-
tion than before. The average figure for Switzerland set out in Figure 45  is af-
fected by a number of outliers. The line of equivalence compares the increase 
in pre-school sector expenditure in Swiss francs to the increase in primary 
school sector expenditure. The number of cantons that allocated larger sums 
to the pre-school sector than to the primary school sector is approximately 
equivalent to the number of cantons that did the opposite.

The efficiency of special needs measures

In discussions regarding whether to provide special needs education with-
in mainstream classes or create separate classes/schools, the question also 
arises as to which approach is more cost-effective. At present, no publicly 
accessible comparative studies have been conducted in Switzerland. Preuss-
Lausitz (2002) estimated that, in the context of the German education sys-
tem, including children with special needs in mainstream classes was not 
more expensive but actually more cost-effective than sending them to spe-
cial needs schools. Previous studies conducted in Switzerland came to the 
same conclusions (Zutter, 1990).

Delaying student progression through compulsory education, such as 
holding students back from entry to primary school, allocating students to 
a preparatory class or requiring students to repeat a year, has been called 
into question, since the effectiveness of such measures has been judged to 
be negative (  Effectiveness, page 75 ). And even if a measure actually brings 
about the desired effect, the efficiency of that measure is reduced by the delay 
in the student’s educational path (Tresch & Zubler, 2009).

It is thought that combining structural measures such as longer cycles 
(e.g. a three-year or four-year first learning cycle) with individually-deter-
mined deadlines for completion will lead to fewer delays in a child’s progres-
sion through compulsory education, but this assumption has not yet been 
confirmed. A study on this particular issue in the Canton of Vaud and the 
evaluation of the first learning cycle pilot classes have shown that educa-
tion institutions are much more willing to slow down a child’s educational 
progress than accelerate it (Ricciardi Joos, 2007; Vogt, Zumwald, Urech et al., 
2008).

Equity

Equity in pre-school and primary school education can be determined on 
the basis of whether children have access to education, develop adequate 
skills and are able to progress through compulsory education, irrespective 
of their gender or family background. In addition to family background (so-
cial and migration status) and gender, we also need to consider other aspects 
relating to the social context of schools or the school structure in the dif-
ferent cantons as possible factors influencing the educational opportunities 
afforded to each individual.
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Access to education

National and international studies have shown that educational and day-care 
facilities for very young children provide a number of benefits, especially 
for disadvantaged children, but only if the educational or day-care facility 
in question is of high quality and is attended for a certain period of time 
(OECD, 2006b; EDK, 2006a) (  Effectiveness, page 75 ). Since there is a nota-
ble lack of such facilities for children between the ages of 0 to 4 in Switzer-
land and, despite state subsidies, parents end up paying relatively high fees, 
it has to be assumed that socially disadvantaged children have only limited 
access to education and day-care facilities in their early years. This has been 
confirmed by an older study on the academic achievement of children with 
a migration background (Lanfranchi, 2002) and the Zurich learning status 
study upon entry into the first years of primary school (Moser, Stamm & 
Hollenweger, 2005). In addition, facilities for young children in Switzerland 
focus more on day-care and less on (compensatory) learning (EKFF, 2008; 
EKM, 2009; Stamm, Reinwand, Burger et al., 2009). Even the early years of 
education provided within the realm of special education hardly focus at all 
on social risks (Burgener Woeffray & Eisner -Binkert, 2006). This means that 
children who are brought up in a socially difficult environment, with very 
little encouragement to learn, will only be given limited support on an insti-
tutional level. It is therefore hardly surprising that, at the start of their edu-
cational path (first learning cycle, pre-school), there are already considerable 
differences in skills to the detriment of children with a low socio-economic 
status (  Context, page 66 ).

Even where pre-school attendance is voluntary, high participation rates 
show that the accessibility of pre-school is high. Very little is known, how-
ever, about precisely which children are not attending pre-school (Moser, 
Stamm & Hollenweger, 2005). It is conceivable that, given the lack of day-
care facilities, parents in full-time employment find individual solutions 
to their day-care problem and therefore do not send their children to pre-
school. In cantons and communities that do not provide multi-year pre-
school facilities, long-term attendance is denied to all those who depend 
upon (free) state-run facilities.

The provision in the HarmoS Agreement for compulsory attendance of 
pre-school in the same way as for primary school, coupled with quality as-
surance in these fields, guarantees that all children will have access to edu-
cational institutions of a comparably high quality.

Skills development

In order to be able to examine skills development independently of fam-
ily background and gender, we would first need to have data that chart the 
learning progress of students and permits a statement to be made on learn-
ing growth after controlling for entry-level abilities. Data of this type are 
largely unavailable in Switzerland, however. One exception is the assess-
ment of school-based experiments involving a new concept for the first 
learning cycle (EDK eastern division’s project «Education and learning in 
pre-school and the first years of primary school»,  Institutions, page 69 ). In 
that assessment, the performance of around 900 children was tested upon 
entry into the first learning cycle or pre-school (control group). Their per-
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formance was tested again 20 months later and 12 months after that (Moser, 
Bayer & Berweger, 2008). The study showed that in reading and mathemat-
ics, children from a privileged background displayed a higher degree of prior 
learning in the entry-level test. The test conducted 20 months later showed 
that learning progress was very similar (reading) or differed only slightly 
(mathe matics) for all the children. Finally, the test conducted 12 months later 
showed that disadvantaged children had, at best, made only minimal head-
way towards recovering lost ground (  Figures 46  and 47 ).

Analysing the data on the basis of the students’ knowledge of the lan-
guage of instruction, children who are native speakers of a foreign language 
are seen to make up for the disadvantage that affected them at entry level 
by making more substantial progress as learners. Girls come to school with 
better reading skills than boys and also make better progress. As far as math-
ematics is concerned, girls and boys commence their education with similar 
levels of skills but boys make better progress in the third year of education.

Another longitudinal study focussed on skills development in primary 
schools in the Canton of Zurich. Student skills upon admission to primary 
school were recorded in 2003 (Moser, Stamm & Hollenweger, 2005) and then 
tested again three years later. The test results showed that children from a 
disadvantaged background started their first year of primary school educa-
tion with a lower level of pre-existing skills, progressed less rapidly in their 
learning and were unable to make up for lost ground (  Figures 48  and 49 ).

Children for whom German was their second language displayed a 
somewhat slower rate of progress in reading and were still slightly behind 
after three years of primary school education. In mathematics, however, 
there were no differences. If we examine the data on the basis of gender, 
there were no differences in the first year in terms of reading. Girls, how-
ever, made more significant progress and performed better in the third year 
of primary school education. In mathematics, boys were ahead of the girls 
at the start of their schooling, but girls made faster progress and almost suc-
ceeded in catching up with the boys (Moser & Hollenweger, 2008). 

The performance measurements conducted among Year 5 students 
in the Canton of Aargau revealed a difference in performance in subjects 
such as German and mathematics in favour of children from privileged 
backgrounds and children whose first language was German. The scores 
achieved by boys in mathematics and by girls in reading were also higher 
(Keller & Moser, 2008).

An assessment of mathematics skills in Years 2 and 4 in French-speaking 
cantons and regions of other cantons revealed differences in performance 
that correlated with socio-cultural background and the language spoken at 
home. The researchers conducting the study pointed to the cumulative dis-
advantage that resulted from a low social status, foreign origin and speaking 
a foreign language (Guignard & Tièche Christinat, 2007). 

The assessment of cantonal tests conducted in Year 6 of primary school 
in the Canton of Geneva also points to the fact that lower social class and/
or a foreign language spoken at home can have a negative effect on academic 
achievement. The issue of gender was not taken into account here (Petrucci 
& Nidegger, 2008). 

In the studies conducted in Zurich and Geneva, the social composition 
of classes also played a role, while in the Canton of Aargau, no influence of 
this type was observed. 

46 Learning progress in reading (first 

learning cycle), by social origin, 
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Data: Moser, Bayer & Berweger, 2008
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Educational paths

The transition from pre-school to primary school forms the first hurdle 
where not only the stage of childhood development and aptitudes but also 
other attributes may have an influence upon a child’s educational path. Keep-
ing a child in pre-school, sending a child to a preparatory class or placing a 
child in a special needs class in primary school are initial interventions that 
will prevent a child from following a normal educational path. A study of an 
entire cohort in the Canton of Aargau revealed that 10% of children did not 
start primary school at the normal age: 1% started school earlier, while 9% 
started school later. Of the children admitted to primary school at the correct 
age, 12% had attended a preparatory class. Of the children admitted at a later 
age, 7% had attended a preparatory class, a measure that actually introduced 
a double delay into the child’s progression through compulsory education. 
The differences between boys and girls as well as between German-speaking 
children and children with a different first language were minimal in this 
regard (Tresch & Zubler, 2009). A study conducted in the Canton of Zurich 
identified similar proportions of children admitted to school at a later age, 
but also provided evidence that boys were at greater risk in this regard than 
girls (Moser, Keller & Tresch, 2003).

Even during a child’s subsequent educational path, allocation to special 
needs classes or the requirement to repeat a year are decisions that affect a 
child’s progression through compulsory education. Such measures should 
therefore be carefully considered so as not to undermine equity in students’ 
chances later on. The study in Aargau revealed that, over the course of their 
primary school education, one in three children who are native speakers of 
a foreign language, compared to only one in five children of Swiss origin 
require a longer time to complete primary school than the time officially 
specified (Tresch & Zubler, 2009). Since this study did not make allowance 
for individual characteristics such as cognitive ability, it is not possible to 
confirm whether the problem was indeed one of a lack of equity.

 
On a very general level, however, the above-average proportion of students 
of non-Swiss origin attending special needs classes and the constant steep 
increase recorded in this proportion over the last two decades of the 20th 
century still raises a number of questions (  Figure 50 ). We also need to care-
fully examine the different rates at which children of non-Swiss origin are 
allocated to special needs classes in individual Swiss cantons (  Figure 51 ).

It is recognised that the range of available special needs facilities at pre-
school and primary school levels has an impact on assigning children to 
these facilities and hence that children with the same attributes run a greater 
risk of being singled out in certain cantons than they do in others (Kronig, 
2007). It has also been possible to prove that assignment practices differ 
even at the level of individual communities (Sieber, 2006). Children with 
a migration background and low socio-economic status are thereby more 
likely to be assigned to a special needs class (Lanfranchi, 2007).

As far as repeating a year is concerned, a study has shown that in the 
French-speaking region, children with a migration background are more 
often required to repeat a year than other children of similar aptitude and 
potential. One of the reasons for this is thought to be the absence of alter-
native facilities to support children who are native speakers of a foreign 
language (Bless, Schüpbach & Bonvin, 2004).

48 Learning progress in reading 
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Data: Moser & Hollenweger, 2008
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50 Proportion of students in special needs classes and schools, by migration 

status, 1980–2007
Data: FSO
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As far as equity is concerned, the transition from primary school to lower-
secondary education marks a significant step. The selection process that 
takes place at the end of primary school has considerable repercussions. 
Overlapping academic achievement in different performance-based groups 
indicates that the decision to assign students to specific groups is not taken 
solely on the basis of academic achievement in primary school (PISA Re-
search Community in Switzerland’s German-speaking region / Principality 
of Liechtenstein, 2008).

As a rule, objective (academic achievement) data from primary school 
are used to only a limited extent when initially assigning students to specific 
performance-based groups at lower-secondary level, even though the basic 

51 Likelihood that children with a migration background will be allocated to special needs classes, compared to Swiss children, 

by canton, 2007/2008
Data: FSO
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principle applied is that the selection and assignment of students to spe-
cific performance-based groups should be determined purely on the basis of 
student aptitudes. For one thing, performance-based grouping at the start 
of lower-secondary level is preceded by many years of student assessment 
reports by primary school teachers, which may have been subject to distor-
tions based on the origin or gender of the student as well as on peer group 
effects. Trautwein and Baeriswyl (2007) were able to show that, during 
performance-based group selection at the start of lower-secondary school, 
students with equal test results in above-average-achieving primary school 
classes were judged to be performing less well than students with the same 
test results in below-average-achieving primary school classes. In addition, 
the selection process for lower-secondary school also takes in not only stu-
dent assessment reports and predictions by the teachers but also the wishes 
of parents and children, thus offering scope for possible distortions based on 
origin or gender (Ditton & Krüsken, 2006; Baeriswyl, Wandeler, Trautwein et 
al., 2006; Paulus & Blossfeld, 2007; Maaz, Neumann, Trautwein et al., 2008).

Kronig (2007) successfully demonstrated that students of average ability 
who come from privileged families and are of Swiss origin are more often 
assigned to a high-ability group at lower-secondary level than students with 
the same level of academic achievement who have a migration background 
or who come from underprivileged families (  Figure 52 ).

Earlier selection and a larger number of differentiated follow-on perform-
ance-based school types puts less-privileged students at a disadvantage (Ha-
nushek & Wössmann, 2005; Bauer & Riphahn, 2006; Wössmann, 2007). This 
represents a major problem for equality of opportunities, since the school 
type attended at lower-secondary level has a decisive impact on a student’s 
future educational opportunities at post-compulsory level (Bertschy, Cat-
taneo & Wolter, 2009).

52 Likelihood that students (of average 
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origin, 2001
Data: Kronig, 2007
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Context

Over the next few years, lower-secondary education will be affected con-
siderably by demographic changes in Switzerland. By 2017, the number 
of students in compulsory schooling is set to fall by approximately 14% 
throughout Switzerland with a decline of at least 12% in student numbers 
in lower-secondary education (  Figure 53 ). There will, however, be consid-
erable differences from one canton to another, with seven rural cantons in 
the German-speaking region experiencing a decline of over 20%, and Zu-
rich, Geneva and Zug seeing a small increase in numbers. Within the can-
tons themselves, individual regions and municipalities will additionally be 
affected to a different extent by the fall in numbers. A good many schools 
located in remote locations will see an above-average fall in numbers com-
pared to the average for the canton as a whole. This trend is not expected to 
be reversed at secondary school level until after 2017, when the increase in 
numbers forecast for the primary school level as of 2013 makes itself felt (an 
increase of around 3% by 2017; FSO, 2008b). This increase will in no way 
make up for the decline that will have taken place in the interim. The drop in 
the number of students is more than a mere cyclical fluctuation. As a result 
of the demographic shift, student numbers are set to stabilise at a lower level.

Demographic effects

The primary effect of the demographic changes is likely to be that class sizes 
will be reduced in lower-secondary education. Only after this will classes or 
schools be amalgamated or have to be closed down altogether. This means 
that financial and personnel resources will only be freed up at a subsequent 
point in time.

It still remains to be seen whether these resources will be saved, redis-
tributed within the education system or transferred from the education sec-
tor to other public sectors (this last-mentioned option being prompted by 
an ageing population and the political influence of senior citizens) (Grob & 
Wolter, 2007).

The education authorities in the individual cantons have been aware of the 
demographic changes for quite some time. A number of cantons are already 
planning and preparing appropriate measures that will enable them to effec-
tively handle the decline in student numbers. Schools in rural locations will 
face the largest declines, with student numbers dropping by one-fifth to a 
quarter by comparison with the peak figures. Since running small and very 
small schools incurs considerable expenditure in terms of infrastructure, 
many schools may actually have to be shut down. In other words, merging 
classes or reducing class sizes will not be sufficient to enable those schools 
to continue to operate. The decline in student numbers will also pose major 
challenges for the streamed model at lower-secondary level. In the lower-
secondary education sector, it is common for children to be assigned to dif-
ferent ability classes, and this makes it more difficult for classes to be merged. 
Structural changes would include lower-secondary schools based on a com-
bination of ability grouping and level grouping (cooperative model) or on a 
combination of mixed-ability groups and level grouping (integrated model) 

53 Predicted trend in student numbers 

in lower-secondary education, 

2007–2017
Data: FSO
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As far as the merging of schools is 

concerned, fears have been expressed 

that anonymity and a lack of cohesion 

and respect have become more wide-

spread in large schools and that this then 

leads to social problems and a loss of 

individual responsibility. Most of the 

studies in this area were conducted in 

English-speaking countries and all 

concluded that smaller schools encounter 

fewer social problems and achieve better 

results. These studies can only be 

transposed to the situation in Switzerland 

to a limited extent, since Swiss schools 

rarely have more than 500 students. 

Based on the criteria set out in the 

above-mentioned studies, most schools 

in Switzerland would fall into the small 

school category (Leithwood & Jantzi, 2009).
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(  Institutions, page 92 ). Another alternative would be mixed-age classes. Any 
of these options would enable a school to be kept in operation. A survey 
conducted among a number of cantons revealed that, for a number of small-
er cantons (Appenzell Ausserrhoden, Nidwalden, Obwalden, Thurgau and 
Uri), these measures have already been fully or partially implemented. In 
the Canton of St. Gallen, a discussion regarding the reform of the education 
system in response to the demographic changes began in 2008 . The discus-
sions are also addressing issues relating to teaching and learning in an effort 
to ensure that no schools will have to be shut down.

The organisational and structural changes that will be needed will gen-
erally be accompanied by measures taken within individual schools in or-
der to attempt to respond to the fluctuating and, in most cases, falling stu-
dent numbers by introducing measures of an educational, teaching and 
curriculum-related nature. Such measures include mixed-ability grouping, 
forms of cooperation between teaching staff, such as team-teaching, and 
also mixed-aged learning and mixed-ability class groups. It is hoped that 
if all these measures are implemented, it will be possible to run an entire 
secondary school with as few as 20 students. Nevertheless, options such as 
reducing the number of school sites or shifting responsibility for running 
schools from the municipality to the canton will still need to be discussed.

Increase in the number of heterogeneous classes

Within the lower-secondary education sector, the total number of very 
heterogeneous classes is unequally distributed across the different types 
of schools (  Figure 54 ). Over half of all low-ability classes in Switzerland 
since 1996/7 have been very heterogeneous. In contrast, fewer than 20% of 

54 Proportion of very heterogeneous classes and foreign students, 1990/1–2007/8

Data: FSO
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The Federal Statistical Office defines as 

«very heterogeneous classes» those in 

which at least 30% of students come from 

a different culture (based on national and 

linguistic origin).

55 The proportion of very hetero-

geneous classes and proportion of 

students who are native speakers of a 

foreign language, by canton, 2007/8
Data: FSO
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medium and high-ability classes have been very heterogeneous. The steady 
increase, of around 50%, in very heterogeneous classes cannot be attributed 
exclusively to a rise in the number of foreign students, since this figure has 
only risen by 25% over the period in question. This suggests that the concen-
tration of foreign residents in certain urban districts and agglomerations has 
continued to rise, and that it is hence increasing social segregation that has 
led to the increase in highly heterogeneous classes (  Chapter Pre-school 
and primary school education, page 65 ).

The increasing number of heterogeneous classes also masks a change 
in the countries of origin of foreign students. Over the past 15 years, the 
number of young people from the traditional EU immigration countries 
(Italy, Spain, Greece) has fallen by half, while the proportion of students 
speaking other languages from Southern Europe (including Turkey) and 
from other, predominantly Asian and African, countries has doubled.

The very heterogeneous composition of classes currently represents one 
of the most significant educational, methodological and social challenges 
that schools are required to deal with. Classes comprised of students with 
different home cultures and native languages require differentiated and in-
dividualised tuition. The schools in question also require specific support 
and additional specialist resources and funding. One example of this is the 
«Quality in Multicultural Schools» (QUIMS) project in the Canton of Zurich, 
in which resources have been allocated to 73 individual schools. The schools 
are selected on the basis of a multicultural index, which determines the pro-
portion of foreign students. In order to qualify for QUIMS funding, schools 
need to have a multicultural index in excess of 40%. A further measure em-
ployed to allow for heterogeneity is the differentiated allocation of resources 
to schools, including the social index-based allocation of resources (  Chap-
ter Compulsory education, page 53 ). What has proven relatively unsuitable is 
sending such students to different types of school based on their perform-
ance, the problem being that with lower-secondary schools the resulting ho-
mogeneous classes tend to be short-lived and do not remain homogeneous 
for long (Haefeli, Schräder -Naef & Häfeli, 1979; Moser & Rhyn, 1999).

Institutions

The objectives of lower-secondary education are to continue the students’ 
basic education and provide them with the skills needed for lifelong learn-
ing (EDK, 1995b). Lower-secondary education is also intended to prepare 
students for upper-secondary education, whether this is in the general edu-
cation or the vocational education and training (VET) sector. 

In most cantons, lower-secondary education starts at Year 7 and gener-
ally lasts for three years (as envisaged in the HarmoS Agreement). Students 
coming out of compulsory education (currently after 9 years of school at-
tendance) who do not immediately enrol in upper-secondary education have 
the option of bridge-year courses for Year 10 (  Chapter Upper-secondary 
education, page 111 ). This has the effect of extending lower-secondary educa-
tion by up to one additional year.
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Structural diversity with a gradual move towards cooperative or 
integrated models

In Switzerland, there are still many different types of lower-secondary 
school in the various cantons and even within individual cantons. If we at-
tempt to classify these according to a uniform set of criteria, then the vari-
ous types of lower-secondary school fall into one of the three models shown 
below (  Table 56 ):

– The integrated model is based on a system of non-selective classes. Stu-
dents are all placed in the same mixed-ability group and then sent to dif-
ferent level groups for various subjects on the basis of individual apti-
tudes.

– The cooperative model combines ability grouping with level grouping. 
Students are placed in two separate ability groups and are then sent to 
different level groups for foreign languages, mathematics and possibly a 
third subject on the basis of individual aptitudes.

– The streamed model is based purely on ability grouping. Students are 
separated into two, three or four ability groups and sent to entirely dif-
ferent schools with different teaching staff, curricula, teaching materials 
and range of subjects offered. 

56 Ability/level grouping models used at lower-secondary level in 26 cantons, 2009
Data: IDES and Network Lower-secondary education

Cantons that use only one model  
Total 

11

Integrated model JU, TI 2

Cooperative model ZG (plus Year 7 to 9 Baccalaureate schools) 1

Streamed model: bipartite * SG 1

Streamed model: tripartite * AG, BL, NE, FR, SO ***, VD 6

Streamed model: quadripartite * GL 1

Cantons that use more than one model **
Total 

15

Integrated and cooperative model AR, NW (NW plus Year 7 to 9 Baccalaureate schools), TG 3

Streamed and cooperative model GR (tripartite), SZ, SH (bipartite), ZH (quadripartite) 4

Streamed and integrated model AI (quadripartite), BS (tripartite), GE, VS (bipartite) 4

Integrated, cooperative and 

streamed model
BE (bi- or tripartite), LU, OW, UR (tripartite) 4

The streamed model can be found in all cantons, except for five (Appen-
zell Ausserrhoden, Jura, Nidwalden, Thurgau and Ticino). Over the past 
few years, however, the cooperative model and integrated model have es-

* When gathering information regarding the 

three models used in each canton, all of the 

lower-secondary schools (Untergymnasium, 

Bezirksschule, Sekundarschule, Weiterbildungs-

schule, Realschule, Oberschule) were considered 

except special needs schools. In the cantons of 

Basel-Stadt, Neuchâtel and Vaud, where 

lower-secondary education lasts four or five 

years, ability grouping of students does not take 

place until after the first, second or third school 

years.

** The canton leaves it up to local school 

administrators to decide which model to use at a 

given school. In most cantons (albeit only a slight 

majority), it is the streamed model that prevails 

over the two hybrid forms: i.e. ability grouping 

plus level grouping for each subject (cooperative 

model) and no ability grouping plus level 

grouping for each subject (integrated model). In 

five cantons (Bern, Graubünden, Obwalden, Uri 

and Valais), the cooperative model (or the 

integrated model) predominates.

*** Due to a not yet implemented structural 

reform approved by referendum in 2006, 

Solothurn switched from a quadripartite to a 

tripartite streamed model starting from the 

2009/10 academic year.
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tablished themselves in an increasing number of cantons as alternatives to 
the streamed model. The definitive introduction of these models was pre-
ceded by a long pilot phase and an educational policy debate of varied in-
tensity (Appenzell Ausserrhoden, Bern, Nidwalden, Obwalden, Thurgau 
and Zurich). In 2009, only 8 cantons still used the streamed model exclu-
sively, compared to the 12 cantons that were using it exclusively in 2006. This 
matches a trend that the OECD has observed for quite some time now, mov-
ing away from a pure ability grouping and separation of students in lower-
secondary education (OECD, 2007a).

Regardless of which model is used, the allocation of students to specific 
types of school and different level groups does not enable us to predict aca-
demic achievement with any real degree of accuracy, especially among stu-
dents assigned to middle-ability groups (Moser & Rhyn, 1999; Schuchart & 
Weishaupt, 2004). Additional samples were taken in several cantons within 
the context of the PISA assessment in 2006, providing yet further evidence 
of the fact that overlaps in aptitudes in the three PISA subject areas are rela-
tively broad: some of the students from the lowest level A in the Canton 
of Basel-Landschaft scored over 600 points on the PISA assessment. This 
means that they scored better than over half of the students from the highest 
level P (Moser & Angelone, 2008). While overlaps of this type cannot entirely 
be avoided, we must nevertheless assume that an excessive overlap will re-
sult in students either finding themselves overstretched or underchallenged. 
Overlaps are also entirely at odds with the educational policy assumption 
that the streamed model will create more homogeneous classes of students 
who all share similar aptitudes and are therefore easier to teach. If ability 
grouping is not based exclusively on objective criteria, however, the benefits 
of sending students to entirely separate schools will be undermined. What 
is more, the possible gains from such a model will also give rise to negative 
effects in terms of equity. This would be the case, for instance, if upper-sec-
ondary schools or even the job market (VET sector) based their decisions 
to admit, allocate and promote students on the basis of which ability group 
these students were assigned to in lower-secondary school.

One of the decisive attributes of lower-secondary education is its flexibil-
ity over time, in other words the ability of the model to respond to changes 
or re-evaluations of achievement or potential achievement. The Canton of 
Zurich examined the question as to which of the three structural models 
(streamed, integrated or cooperative) provides for a greater degree of flexibil-
ity. To determine this, researchers considered the realignment of levels that 
took place between 1999 and 2004. The results of this study showed that, 
on a quantitative level, the cooperative model provided a greater degree of 
flexibility. In other words, it is more adaptable, since it provides for greater 
flexibility in the corrective reallocation of students and actually puts this 
flexibility into practice. With the cooperative model, most adjustments that 
take place involve putting students up a year, whereas with the streamed 
model, keeping students down a year occurs more frequently (Zurich, 2003).
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New arrangement for Year 9

Almost all the cantons in the German-speaking region of Switzerland are in 
the process of planning, testing or introducing a new arrangement for Year 9, 
i.e. the year that precedes the transition from lower to upper-secondary edu-
cation. These projects are all roughly the same and pursue very similar ob-
jectives but carry different titles. They seek to provide more individualised, 
goal-oriented learning in Year 9 to prepare students more adequately for upper-
secondary education (apprenticeship, specialised school). They also seek to 
make a more effective use of Year 9, which is the last year of compulsory 
education.

Taking, for example, the Canton of Zurich, which was the first canton to 
enter the implementation phase and has introduced the new arrangement 
for the 2010/11 school year, it can be seen that orientation actually starts in 
Year 8. The first step involves having students take an assessment test to de-
termine their current state of knowledge and skills (the Stellwerk test in most 
cases). This assessment test is then followed by a discussion with parents 
and students. Both of these instruments are used to devise and implement a 
targeted programme that will develop the student’s subject-specific skills on 
the basis of his/her chosen occupation or education. By Year 9, to ensure the 
more individualised advancement of students, their interdisciplinary com-
petences will be furthered through project work and a final piece of written 
work. An additional objective is to achieve more binding and uniform rules 
for the preparatory work leading to the student’s choice of occupation. Part 
of this includes closer and earlier cooperation between the family, the school, 
occupational guidance counsellors and employers. The new arrangement re-
quires a number of different adaptations and innovations, which also affect 
the Year 9 curriculum and timetable.

Practical experience gained in the pilot schools in Zurich and in a similar 
project in Aargau was evaluated to determine the effectiveness and useful-
ness of the new arrangement. The experiences and opinions of those in-
volved in the pilot schools in Zurich were surveyed in order to establish 
the impact and benefit of the different elements of the new arrangement. In 
general, it was established that the new arrangement in Zurich was easy to 
implement, which was reflected, not least, in a high level of acceptance. The 
Abschlusszertifikat project in Aargau also met with the acceptance of most 
of those questioned.

Distribution of available teaching time between subjects

On the basis of OECD indicators and a planning forecast established dur-
ing the Lehrplan 21 project in the German-speaking region of Switzerland, 
it is now possible to compare the percentage weighting per subject in the 
German-speaking region with corresponding percentages in a number of 
neighbouring countries (  Figure 57 ). In the case of lower-secondary edu-
cation, we find that Switzerland has achieved identical or almost identical 
percentages to those of its neighbouring countries which had the relevant 
data available. The only areas in which striking differences were observed 
were in art and physical education. 
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57 Percentage distribution of teaching time across subject areas for 12- to 

14-year-olds, 2006
Data: Lehrplan 21 (Internet), OECD

Percentage distribution

Subject area Switzerland: 
German speaking 

region

Austria Germany France

School’s language of 
instruction

15 13 14 16

Foreign languages 15 11 12 12

Mathematics 15 15 14 15

Natural sciences, social 
sciences, humanities

26 25 22 26

Art 17 16 10 7

Physical education 5 10 9 11

Other 7 9 12 6

In all of the countries included in the comparative study, the lower second-
ary school’s language of instruction was allocated about the same percent-
age of teaching time, while, in Swiss primary schools, the school’s language 
of instruction received by far the lowest percentage of teaching time (  
Chapter Pre-school and primary school education, page 65 ). At both levels, 
the amount of time devoted to foreign languages is highest in Switzerland, 
at between 3% and 6% higher than in neighbouring countries.

Differences in the annual number of teaching hours

While the international comparison shows differences in the percentage of 
teaching time devoted to individual subjects, it does not provide any indi-
cation of the annual number of teaching hours devoted to a given subject. If 
we examine the annual number of teaching hours in Switzerland, we find 
substantial differences between individual cantons. While the consequences 
of these differences on a student’s learning have not yet been fully clari-
fied, these differences are nevertheless so great that, when added up across 
the entire duration of lower-secondary education, they can amount to the 
equivalent of almost an entire school year (  Figure 58 ).

The maximum difference of around 250 teaching hours per year over the 
3 to 5 school years of lower-secondary education is considerable. Comparing 
the Canton of St. Gallen (1,100 hours) with the Canton of Solothurn (903 
hours), the annual difference is just under 200 hours, for example. Roughly 
half of this is due to the fact that lessons in the Canton of St. Gallen are five 
minutes longer than those in the Canton of Solothurn (50 minutes com-
pared to 45). A further 66 hours of the difference can be explained by the fact 
that Solothurn only has 38 weeks of school as opposed to St. Gallen’s 40. Six 
out of seven cantons with 50-minute lesson slots thus feature among the six 

The annual number of teaching hours is 

determined by multiplying the duration 

of the lesson (45 or 50 minutes) by the 

average number of lessons per week 

(between 30 and 35 lessons) and then by 

the number of school weeks per year 

(between 36.5 and 40 weeks).
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cantons with the highest annual number of teaching hours. If we leave lesson 
duration (50 or 45 minutes) out of the equation, two of those six cantons are 
still in the top six places. The other four would have ranked between tenth 
and twenty-second.

In general, no information is available on the number of hours devoted to 
individual subjects in each Swiss canton. Only for mathematics – and only 
for the mandatory lessons there – have reliable data been compiled on the 
number of teaching hours over the nine-year period of compulsory educa-
tion (EDK/IDES, 2006). The total number of hours spent teaching math-
ematics during the entire period of compulsory education in most cantons 
was just under 1200 (in the German-speaking areas of the Canton of Bern 
and the Canton of Basel-Stadt) or slightly over 1500 (in the Cantons of Ap-
penzell Innerrhoden, Glarus and Ticino). In addition to this, further differ-
ences were observed between the different types of lower-secondary school 
located within the individual cantons. These differences were such that, in 
the case of lower-secondary schools operating at the lower end of the abil-
ity range, a larger number of hours were taught, while in lower-secondary 
schools operating at the higher end of the ability range, a smaller number of 
hours of were taught. Despite the compensatory measure of devoting a larger 
number of teaching hours to mathematics, students in low-ability groups 
still have generally lower mathematics skills than students in high-ability 
groups. The greatest difference in the number of teaching hours in the dif-
ferent lower-secondary school types within an individual canton is approxi-
mately 200 hours of mathematics (in the Canton of Glarus). The Cantons of 
Bern, Basel-Stadt, Schaffhausen and Thurgau provided the same number of 
hours regardless of the ability groups in question.

Effectiveness

The effectiveness of lower-secondary education can be determined on the 
basis of various criteria. The educational objectives set out in the curricu-
lum of the canton concerned are doubtless the most important criteria, since 
these objectives ought to have been achieved by the time a student com-
pletes his/her compulsory education.

In addition to the subjects that form the core curriculum, such as mathe-
matics, mother tongue and first foreign language, these objectives also include 
the development of general aptitudes such as problem-solving or political 
awareness. This means that the effectiveness or the achievement of objectives 
in lower-secondary education also needs to be assessed on the basis of multi-
ple targets in the case of output objectives. Furthermore, a successful transi-
tion from lower to upper-secondary level (whether to the general education 
or the VET sector) is another criterion used to determine the effectiveness 
of lower-secondary education. Medium and long-term outcomes, such as fu-
ture unemployment, future tertiary-level qualifications and others, should 
also be taken into account. These outcomes cannot be assessed as effectively, 
however, due to a lack of long-term data regarding individual students and, 
in some cases, they cannot be directly attributed to academic achievement 
during lower-secondary education (  Chapter Cumula tive effects, page 269 ).

58 Average annual number of teaching 

hours at lower-secondary level, 2007/8
Data: IDES
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59 International comparison of PISA reading literacy results, 2000 and 2006
Data: OECD
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The PISA project enables academic achievement to be compared on an in-
tercantonal and international level and, to a certain extent, also permits a 
comparison of academic achievement over time. In the PISA assessment 
conducted in 2006, the reading literacy of 15-year-olds in Switzerland was 
found to be just above the OECD average for the first time (FSO/EDK, 2007). 
This result was partly due to the fact that Switzerland increased its average 
score by five points and partly due to the fact that the OECD average actu-
ally went down by six points (  Figure  59 ). It is important to note, how-
ever, that the increase in the average score achieved by Switzerland (and also 
Austria or Germany) between the two PISA 2000 and 2006 assessments is 
statistically insignificant. The increases in the scores achieved by Liechten-
stein (+28 points) and Poland (+29 points) are highly significant, however, 
together with the drop in the scores achieved by France (–17 points) and Italy 
(–19 points) (OECD, 2007c).1 The comparisons are based on average scores 
in each case, with the performance of 15-year-olds in 2000 being compared 
with the performance of 15-year-olds in 2006. The PISA data do not illus-
trate individual learning progress achieved over the course of a student’s 
education. PISA studies are therefore only of limited usefulness in answering 
questions regarding the effectiveness of specific measures within the realm 
of classroom teaching.

1 A detailed overview of student scores in science, mathematics and reading can be found 

in the international PISA study for 2006 (OECD, 2007g, h), as well as in Switzerland’s na-

tional report on the same topic (FSO/EDK, 2007).
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The five benchmarks of the EU

The EU adopted five benchmarks for general and vocational education in 
the context of the Lisbon objectives established in 2003 (  Chapter Defini-
tions, page 23 ). One of those benchmarks relates directly to lower-secondary 
education and the reading skills of 15-year-olds. The proportion of 15-year-
olds with poor reading skills is to be reduced by at least 20% in 2010 in com-
parison with the proportion in 2000 (European Union, 2003). Poor reading 
performance in PISA tests is a reading literacy of level 1 or lower. Switzerland 
has only partially achieved this objective and still needs to reduce its propor-
tion by 1% (  Figure 60 ). National averages, however, partly mask significant 
regional differences, and Switzerland is no exception. What is striking in 
this regard is that the cantons with a relatively high proportion of students 
at the lowest reading skill levels in 2000 (Bern, Geneva, Zurich) managed to 
reduce their proportions in 2006, but the opposite occurred in the cantons 
that had initially had very low proportions of students in the lowest read-
ing skill levels (Fribourg, Vaud). In other words, the differences in reading 
literacy between the cantons are gradually evening out.

Other assessments of academic achievement

Very few cantons have attempted to measure academic achievement at a 
younger age than for the PISA assessment or with tests other than PISA at 
the end of compulsory education. Cantonal Year 9 assessments are more 
commonly found in the French-speaking region than in the German-speak-
ing region. Of the three ability groups in the Canton of Aargau, only students 
attending the school for the high-ability group take a final examination upon 
completion of Year 9. In the entire German-speaking region of Switzerland, 
this is the only final examination that is equivalent to the Épreuves certifi-
catives (in the Canton of Geneva and the Canton of Vaud), the Diplôme (in 
the French-speaking parts of the Canton of Fribourg) and the Épreuves de fin 
d’année (in the French-speaking parts of the Canton of Valais). These Year 9 
assessments can all be used to certify individual academic achievement and 
may form part of the admission procedure to specialised schools. The results 
of Year 9 assessments are generally only sent to the students, their parents, 
the students’ teachers and the local school administration. They are not sent 
to the school board or cantonal education authorities (IRDP, 2008). This 
means that Year 9 assessments cannot be used for the purpose of assessing 
the effectiveness of lower-secondary education. 

In Switzerland, there is, as yet, no nationwide or regional system of moni-
toring with performance tests at the end of compulsory education of the type 
referred to in the HarmoS Project (EDK, 2007a, b) or in the Convention scolaire 
romande (CIIP, 2007) for purposes of verifying that the educational standards 
have been achieved. From an international standpoint, Switzerland is in the 
same position as most OECD Member States when it comes to system moni-
toring. Only one-third (i.e. 9) of the OECD member states currently hold na-
tional examinations and collect data relating to the end of compulsory educa-
tion (OECD, 2008a).

As mentioned above, lower-secondary education pursues objectives that 
are not solely limited to academic achievement in individual subject areas. The 
aim is also to ensure that young people grow up to become responsible citizens 

60 PISA reading literacy results, 

proportion of students with low 

reading skills (Level ≤ 1)

Data: IRDP, 2002, 2005, 2008, PISA Research 
Community in German-speaking Switzerland / 
Principality of Liechtenstein, 2008

Switzerland (indicated here in yellow) has not yet 
achieved its objective of reducing the percentage 
of students with low reading levels from 17.5% 
(2000) to 14% (2009). The percentage was 
nevertheless brought down to 15% by 2006.
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(Erziehungsdirektion des Kantons Zürich, 1991; Erziehungsdirektion des Kantons 
Bern, 1995). An international study conducted in 1999 found that, when com-
pared with their counterparts in other countries, Swiss students possessed an 
average level of political awareness (Oser & Biedermann, 2003). In 2004, a test 
was conducted to determine the historical and political awareness of about 
1,500 15-year-olds from the Cantons of Aargau, Bern and Zurich. The overall 
average was somewhat mediocre at 12.2 of a maximum of 24 points. There 
were significant gender differences, with boys achieving higher scores. Signifi-
cant differences were also observed between the three types of lower-second-
ary school, with the higher ability schools achieving better results (Moser & 
Wiher, 2007). Knowledge of this type is determined by an individual’s person-
ality and family origin, by school characteristics and by classroom teaching as 
well as by the out-of-school behaviour of students. An open attitude towards 
discussion in the classroom was also identified as a school-based factor that 
exerts a positive influence on political awareness (Maiello, 2003).

Completing compulsory education more quickly or more slowly

Compulsory education in Switzerland has a total standard duration of nine 
school years. Most children complete Year 9 at the age of 15. The progression 
of individual students can be accelerated at primary school level, in particu-
lar, either because children are able to start school at an earlier age or because 
they are permitted to skip a year. The progression of individual students can 
also be delayed either because children are kept at pre-school, assigned to a 
preparatory class, or are required to repeat a school year. In cantons where 
lower-secondary schools are based on a streamed model (  Institutions, 
page 92 ), the repetition of a school year is handled in one of two ways: stu-
dents who fail to make adequate progress will either be required to repeat the 
same school year in the same ability group (stable repetition) or must repeat 
the same year in a more challenging ability group (mobile repetition); this 
latter case also applies in the case of voluntary repetition. In order to avoid 
repeating a year, students who fail to make adequate progress may be per-
mitted to continue with the next year but in a less challenging ability group. 
Students whose progression through compulsory education has been de-
layed are permitted to leave lower-secondary school after completing Year 8 
if they have spent nine years in compulsory education. In other words, these 
students are permitted to leave compulsory education without ever having 
achieved the level of knowledge and skills required in Year 9.

In the Canton of Aargau, the educational paths of approximately 5,900 stu-
dents who enrolled in primary school in 1998/9 were assessed on the basis of 
their individual data (Tresch & Zubler, 2009). Overall, almost half of the cohort 
examined (47%) deviated from the standard progression either once or twice 
during the course of their compulsory education, and this percentage does not 
include deviations resulting from delayed or early admission into school. At 
lower-secondary level, 3% of students left school after Year 8, as they had al-
ready completed nine years of education. Around 25% of the lower-secondary 
students in Aargau changed ability groups: 12% switched to a more challeng-
ing school and had to repeat a school year in order to do so; 6% switched to 
a less challenging school; 4% did not switch schools but opted for the voca-
tional orientation year or the work experience year. The remaining 3% took a 
combination of the measures referred to here. In overall terms, the measures 
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taken over the course of lower-secondary education led to a 2% increase in 
the proportion of students attending the more challenging schools, bringing 
these proportions to 38% attending schools for the middle-ability group and 
37% attending schools for the high-ability group.

By changing ability groups or repeating years in a streamed model, stu-
dents generally enhance their chances of enrolling in post-compulsory edu-
cation, although this is at the price of having to attend school for an extra 
year. Repeating years either in the same ability group (stable repetition) or in 
a more challenging ability group (mobile repetition) occur equally often in all 
parts of Switzerland. However, both options occur more frequently in lower -
secondary education than in primary education. Cantons such as Aargau, 
Schaffhausen, St. Gallen or Zurich, whose lower-secondary education is 
based exclusively or mainly on the streamed model, report an above-average 
number of students who repeat a year and switch to a more challenging abil-
ity group. Due to a lack of individual data or data assessments in other can-
tons, it is not possible to determine whether the cooperative model or the 
integrated model results in less need for students to prolong their lower-
secondary education.

Transition from lower to upper-secondary education

The question as to whether students completing their compulsory education 
possess the knowledge and skills required on the job market or for subse-
quent forms of education cannot be answered in simple terms. It is academic 
achievement that is measured first and foremost at the end of compulsory 
education, but this is not so decisive for the transition to the job market (  
Chapter Vocational education and training (VET), page 141 ). In some situations, 
social factors or the range of available apprenticeships can play an equally 
important role. Since academic achievement and the socio-economic con-
ditions of learning are frequently interlinked, it is difficult to determine the 
influences of these individual factors in isolation.

At present, 10% of all students coming out of compulsory education do 
not obtain an upper-secondary level qualification by the time they reach the 
age of 25. Between 3 and 4% experience failure upon enrolment in upper-sec-
ondary education, either failing to be accepted in the general education sector 
or failing to find a suitable apprenticeship or other follow-on solution. The 
stated educational policy objective of raising the proportion of students with 
upper-secondary level qualifications from 90 to 95% throughout Switzerland 
by 2015 (EDK, 2006b) will require optimisation of the transition from lower-
secondary education to the upper-secondary VET sector. Specific attention 
should be devoted to helping vulnerable young people to choose and be ac-
cepted in a VET programme. Based on eleven different sets of guidelines, the 
project run by the Swiss Conference of Cantonal Ministers of Education (EDK) 
entitled Nahtstelle obligatorische Schule-Sekundarstufe II (Interface between 
compulsory education and upper-secondary education) is coordinating 18 
projects designed to optimise the transition processes.

On behalf of the Nahtstelle project, Häfeli and Schellenberg (2009) ana-
lysed around 60 selected studies and projects relating to the transition from 
lower-secondary education to the world of work in Switzerland over the past 
ten years. The researchers succeeded in identifying some fifty success factors 
relating to personal and family traits, school, workplace or social environ-



skbf | csre  Swiss Coordination Centre for Research in Education

102 Efficiency/Costs  Lower-secondary education

ment that can contribute to a successful transition. Based on an analysis of 
those success factors, a large number of recommendations were made as to 
how the transition process could be optimised. Some of these recommenda-
tions included early detection of the risk of failure and careful supervision of 
young people (case management, mentoring schemes). Other recommenda-
tions included easing the transition from lower to upper-secondary levels 
and creating less challenging apprenticeship positions. As part of the Naht-
stelle project, relevant guidelines are being compiled for a variety of target 
groups.

Efficiency/Costs

Efficiency is understood as the extent to which an educational policy ob-
jective can be attained with the least amount of resources or the extent to 
which a maximum return can be achieved with the available resources (  
Chapter Definitions, page 23 ). Efficiency can be measured on the basis of real 
input (teaching hours, teaching staff, etc.) or monetary input. Since reliable 
and comparative data on real inputs are rare, the Swiss Education Report fo-
cuses primarily on funding inputs. It is clear, however, that this information 
is also only comparable to a limited extent.

Intercantonal comparison of education expenditure per student

A comparison of education expenditure in individual cantons (  Figure 61 ) 
revealed that, between 2003 and 2005, the difference between the highest 
and lowest education expenditure per student fell by a good CHF 1000 (11%). 

61 Education expenditure per student, deviations from Swiss national average, by canton, 2003 and 2005
Data: FSO
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This means that the gap between the amounts spent by individual cantons
is narrowing. Despite this, the differences are still so great (the differential 
between the most expensive canton and the cheapest canton is more than 
50% of the average cost per student throughout the whole of Switzerland) 
that it is difficult to imagine that they cannot be due to different methods 
employed for measuring expenditure. The differences can be partly ex-
plained by different price levels for the inputs in some cantons. These prices 
(especially teachers’ salaries) depend on the financial resources of the canton 
concerned, for example. If a canton has considerable financial resources, it is 
more likely to be able to pay high salaries to civil servants, and this is reflect-
ed in a higher level of expenditure per student. Figure 62  draws a correlation 
between education expenditure per student in lower-secondary education 
and the financial resources of each canton. The positive correlation coeffi-
cient of about 0.5 indicates that much of the deviation in the expenditure per 
student can be attributed to differences in input prices.

Additional factors that explain the deviations include the real level of 
the individual inputs. Cantons with identical input prices, for example, will 
naturally spend more per student if the student-teacher ratio is higher – in 
other words, if class sizes are smaller.

International comparison of education expenditure 

If we compare the average expenditure per student in Switzerland with that 
of other countries (  Figure 63 ) and correlate these expenses with Gross Do-
mestic Product (GDP), then the picture that emerges is similar to the one 
established in the intercantonal comparison. Wealthier nations have higher 
input prices (mainly with regard to salaries) and therefore spend more on 
each real input.

If we compare various OECD countries with Switzerland, it becomes 
apparent that, as Switzerland has one of the highest per capita GDPs, it also 
spends the highest amount compared to other countries. In addition to sal-
ary levels, the differences in terms of real inputs – class sizes, the number 
of lessons per student and the number of lessons per teacher – also have an 
impact. As far as Switzerland is concerned, relatively high teacher salaries, a 
large number of lessons per student and small class sizes tend to drive costs 
up, while the heavy workload for teachers reduces the overall cost somewhat.

The effects of deployed resources

A comparison of costs does not constitute a measurement of efficiency. Ef-
ficiency can only be measured if a correlation is drawn between costs and 
effects. Efficiency differences can result from two different factors. The first 
of these is if identical resources are deployed but have a dissimilar effect. In 
other words: an educational entity (school, canton or state) is more success-
ful at converting the available inputs into academic performance (output). 
The second source of efficiency differences is a different mixture of inputs, 
which can produce efficiency gains if an educational facility makes a better 
choice of inputs and achieves greater efficiency. Typical examples of a differ-
ent mix of inputs are the class sizes or, put in different terms, the number 
of full-time-equivalent teaching staff deployed in each class. The Cantons 

62 Comparison of education 

expenditure per student based on the 
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2005
Data: SFAO, FSO
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of Zurich and Solothurn, for instance, deploy approximately 1.25 full-time 
equivalent teaching staff per class, while in the Canton of Geneva the figure 
is 2 full-time equivalents (FSO, 2008h).
 
A comparatively larger deployment of resources does not automatically 
mean that resources are being used less efficiently, not even if the higher 
inputs result in lower output. It is always important to consider the over-
all context in which the output was achieved. If, for example, a municipal-
ity is allocated more resources to compensate for a so-called less favourable 
student composition and its schools still achieve a lower level of perfor-
mance than all other schools, this does not mean that the resources are being 
used inefficiently. It is impossible to know whether the academic results in 
the municipalities receiving more resources might actually have been even 
worse had they only been given the average level of resources. Inefficiencies 
will certainly occur, however, if schools with greater resources at their dis-
posal either do not know how to use these resources effectively or have no 
incentive to make effective use of these resources in practice.

One way to increase efficiency is to replace costly inputs with less costly 
inputs that have a similar, positive effect on school performance. In this re-
gard, the question frequently arises as to which tasks teachers are required to 
perform in addition to teaching. In some situations, teachers could actually 
teach more effectively if support personnel were assigned to perform the 
tasks that hinder teachers in performing their core task. On the other hand, 
some of the teachers’ duties could be performed with the same degree of 
effectiveness by other categories of personnel, but at a lower cost. Interna-
tional comparisons have shown that lower-secondary schools in Switzer-
land rarely have recourse to ancillary staff, which means that the lion’s share 
of the tasks that arise within schools are conducted by (highly-paid) teach-
ing staff (  Figure 64 ). Whether or not it would make sense or be possible to 
increase the number of ancillary staff employed in Swiss lower-secondary 
schools also depends to a decisive extent on the average size of the schools 
in question. The larger the school, the more worthwhile it is to take on an-
cillary staff. The optimum size of a school, however, depends on the socio-
cultural context in which the school operates. The more heterogeneous the 
context, the more effective it is to have smaller schools (see Picus, 2001; Pan, 
Rudo & Smith -Hansen, 2003).

64 Education expenditure in 2005 as a percentage of total expenditure
Data: OECD

Country Salaries for teaching staff Salaries for other staff Other ongoing expenditure

Switzerland 71,9 13,2 14,8

Italy 64,7 16,5 18,8

France 59,5 23,2 17,3

Austria 58,2 20,9 20,9

Finland 52,3 12,4 35,3

Sweden 50,6 17,8 31,5
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The relation of teaching hours to performance

Since it is difficult to establish correlations between monetary inputs and 
academic performance as an output for purposes of analysing efficiency, the 
obvious intermediate step is to consider the real inputs in relation to the out-
put. Figure 65  compares the number of teaching hours to student perform-
ance in the natural sciences. At the time of the PISA assessment in 2006, 
the difference between the cantons with the highest and lowest number of 
cumulative teaching hours in the natural sciences (Years 7, 8 and 9) was over 
180 hours. Even though there is a certain lack of clarity as to how the number 
of teaching hours for the natural sciences was determined (biology, chemis-
try, physics and geography were the subjects selected), there is nevertheless 
a connection (a correlation of 0.33). Cantons offering more teaching hours 
tend to have students who perform better. The clearest example of this is 
the Canton of Schaffhausen. At the same time, however, four cantons with a 
virtually identical number of teaching hours (between 316 and 325) achieved 
very different results of between 490 and 525 points (Ramseier, 2008; Mo-
ser & Angelone, 2008). This shows that one conclusion frequently drawn by 
researchers is actually correct, namely that the correlation between inputs 
and outputs is so low in reality because too many observed entities (in this 
case, the individual cantons) have an inefficient relationship between inputs 
and outputs. This can be most effectively illustrated in graphical terms by 
drawing a line between the cantons with the best input-output ratios (the 
so-called efficiency frontier). This shows that most cantons are not situated 
on the efficiency frontier, but are actually considerably below it.

A considerable amount of additional information would, however, be 
needed to assess the efficiency of increasing the number of teaching hours 
and thus draw conclusions that could be used in making education policy 
decisions. First of all, we would need to determine whether the increase in 
efficiency, i.e. the better performance in cantons with more teaching hours, 
is really caused by the duration of teaching and not by other characteristics 
of the cantonal school systems, which cannot be determined by bivariate 
analysis. In the event of additional teaching hours having a positive effect, it 
would then need to be considered that any increase in the number of teach-
ing hours in one subject is only achieved at the expense of the teaching hours 
in another subject. Such measures are therefore only justifiable if the advan-
tage gained from increasing the number of teaching hours in one subject 
outweighs the disadvantage resulting from the reduction in teaching hours 
for the other subject. This output can only be determined by measuring the 
outputs in both subjects. And the output not only needs to be measured but 
needs to be evaluated in social terms too, since, on the job market, student 
performance in one subject will not necessarily be rated equally with stu-
dent performance in a different subject. Only after all these issues have been 
clarified and considered can the resulting information be channelled into 
education policy decisions. In addition, there is the fundamental question of 
whether the benefit gained by offering additional teaching hours could not 
also be achieved more efficiently by other means. In a given situation, the use 
of different learning methods or education technologies could enable exist-
ing lesson time to be used more effectively. Measures such as those described 
here would also need to be assessed not only in terms of time efficiency but 
also from the viewpoint of economic efficiency. 

65 Comparison of the number of 

teaching hours in natural sciences 

(Years 7, 8 and 9) and student 

performance in the PISA assessment
Data: FSO/EDK, 2007
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Equity 

Equity in lower-secondary education can be assessed on the basis of several 
criteria. The prime consideration, however, is normally whether all children 
are equally able to succeed in education and develop their skills regardless of 
their gender or family background. In addition to family background (social 
and migration status) and gender, we also need to consider other aspects 
relating to the social composition of schools and classes and the range of 
available classes in each canton as possible factors that can influence the edu-
cational opportunities afforded to each individual. The PISA assessments 
have provided a substantial amount of material that enable factors such as 
equity in lower-secondary education in Switzerland and other countries to 
be well documented. 

Differences in performance by gender

In every country, girls perform significantly better in reading than boys. At 
the same time, however, boys perform better than girls in mathematics in 
22 of the 30 OECD countries. In the natural sciences, the difference between 
the genders is only slight. Only in eight countries are the results statisti-
cally significant (OECD, 2007c), with boys performing better in the natural 
sciences than girls in six countries, Switzerland included. The fact that boys 
are much more familiar with environmental issues in Switzerland is one of 
the reasons for the difference in achievement between boys and girls in the 
natural sciences (FSO/EDK, 2007).

If the results are differentiated according to the three processes in natural-
sciences competence that were tested, as shown in Figure 66, we find further 
differences in the natural sciences category. In all the OECD countries, girls 
achieved higher scores in the «Identify scientific issues» section of the test. 
The opposite holds true for «Explain phenomena scientifically», which ac-
counts for just under half the set problems in the natural sciences category. 
Here, boys obtained the best scores in all the OECD countries.

Since educational policy objectives assume that all students, irrespective 
of their gender, are able to achieve identical results in all school subjects, the 
question then arises as to whether the persistent gender-specific differences 
in performance are the result of a lack of equity. We have too little informa-
tion, however, to determine whether gender-specific differences also have 
an impact on outcomes, such as the likelihood of a student being able to at-
tend a school for a higher ability group.

Migration and language

Students with a migration background generally perform less well than 
young people of Swiss origin. The disadvantage suffered by young people 
with a migration background is especially pronounced in cases where the 
young people concerned also come from families of low socio-economic sta-
tus. In this case there is a combination of two factors that have a negative 
impact on their education (  Figure 67 ). In the case of the PISA analyses, this 
is seen in the fact that the performance scores for students with a migration 

66 Average PISA performance by 

gender and subject area, in Switzerland
Data: FSO/EDK, 2007
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background are still poorer by a statistically significant extent if the influence 
of the socio-economic background is controlled for.

The parents of 15-year-old students of Swiss origin have generally com-
pleted an average of 12.6 years of education, while the parents of second-gen-
eration immigrants have completed an average of only 10.7 years of educa-
tion (OECD, 2006c; SCCRE, 2006). The performance of non-Swiss nationals 
who were born and educated entirely in Switzerland (second generation) is 
significantly higher than that of young people who were born abroad and 
moved to Switzerland later (first generation). This means that the genera-
tion that had to make the effort to integrate suffers another significant disad-
vantage. Compared with other countries, Switzerland features among those 
countries in which there is a clear improvement in educational opportuni-
ties for second-generation immigrants as compared with first-generation 
immigrants. What this means in practical terms is that school-based educa-
tion in Switzerland is making a significant contribution to improving equity 
for migrants.

Socio-economic background and performance in the 2006 PISA 
assessment

Since the PISA assessments were first conducted in OECD member coun-
tries in 2000, the correlation between a student’s social origin and his/her 
performance has become less pronounced both in the field of reading literacy 
scores and – albeit to a lesser extent in Switzerland – in the fields of math-
ematics and natural sciences (OECD, 2007c). Performance in the natural 
sciences does not differ from the OECD average, while, for mathematics 
and reading, the socio-economic inequality in the PISA results for Switzer-
land was greater than the OECD average. Within Switzerland, there are rel-
atively large differences between individual cantons as far as the impact of 
socio-economic origin on individual performance is concerned (  Figure 68 ). 
A comparison of individual cantons reveals two interesting findings. First 
of all, in the French-speaking cantons (the left-hand half ), there is a much 
weaker correlation between social origin and performance at the average abil-
ity level, which does not differ substantially from that found for Switzer-
land as a whole. The second interesting observation is that, in the German-
speaking cantons, the greater the dependence of educational outcomes on 
social factors, the higher the average level of performance in the given canton 
is seen to be. In other words, it would appear that in the German-speaking 
cantons, at least, good results for the canton go hand in hand with greater 
social disparity in performance.

Generally speaking, the correlation between the social origin of stu-
dents and the performance achieved in the canton is less pronounced in the 
French-speaking region. The more pronounced influence of socio-economic 
background on individual performance in the German-speaking region can 
be partially, but not fully, attributed to the different composition of the mi-
grant population. If allowance is made in the calculations for whether the 
students tested speak the local language of Switzerland as their first language, 
then the pure influence of socio-economic background is reduced, especially 
in those German-speaking cantons with a high disparity in performance that 
is attributable to social factors (  Figure 69 ).
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Class composition

The 2003 PISA data for mathematics and the 2006 PISA data for natural 
sciences revealed greater disparities in performance within individual 
schools than between different schools. Here too, however, major differ-
ences were observed between the French, Italian and Romansh-speaking 
cantons and the German-speaking cantons. If we consider the fact that lower-
secondary schools in the German-speaking region segregate students by abil-
ity to a much greater extent, then it would actually be unusual for there to 
be only small differences in performance between lower-secondary schools 
which could be catering for a different ability group (  Figure 70 ). It is not 
possible to definitively state whether more homogeneous classes would pro-
vide a higher average level of performance. It must also be borne in mind 
that the PISA surveys took random samples at school level and not at class-
room level, and it is actually the composition of the class and not necessar-
ily the composition of the school that probably has an impact on student 
performance. It has to be said that small differences in performance between 
the individual schools would seem to indicate that it does not really matter 
which type of school students attend in the canton concerned (although the 
actual class might indeed have an impact). In addition to the segregation of 
students resulting from ability grouping and level grouping, in most of the 
German-speaking cantons the spatial segregation of the resident population 
might also influence the extent of the performance differential between in-
dividual schools (see Coradi Vellacott, 2007). 

70 Variation in performance between and within individual schools, 2003
Data: Faggiano, Mariotta & Origoni, 2007
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Vocational education and training (VET) and 
general education sectors

Upon completion of compulsory education, students may enrol either in 
the vocational education and training (VET) sector or the general education 
sector. The VET sector is comprised of VET schools and dual-track VET 
programmes, where students learn theory at school and do paid apprentice-
ships at host companies. This is by far the predominant form of upper-sec-
ondary education in Switzerland, since approximately 60% of all students 
coming out of compulsory education enrol in VET programmes with ap-
prenticeships (  Figure 71 ). In the general education sector, it is the Baccalau-
reate schools that predominate, followed by the upper-secondary specialised 
schools. Taken together, both types of VET programme comprised approxi-
mately 70% of all students coming out of compulsory education in 2007. In 
1990, this proportion was nearly 75%. Although the proportion of young 
people enrolling in general education programmes has increased slightly at 
the expense of the proportion enrolling in VET programmes, most young 
people nevertheless opt for the VET sector. It is this aspect that sets Switzer-
land’s education system apart from that of most other industrialised coun-
tries.

71 Number of students enrolled in upper-secondary education, by type of education
Data: FSO
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The main forms of upper-secondary education, both those in the VET sector 
(i.e. dual-track VET programmes, entirely school-based VET programmes 
and preparatory courses for the Federal Vocational Baccalaureate) and the 
general education sector (i.e. Baccalaureate schools and specialised schools) 
differ in terms of structure, organisation, qualification and student body, and 
some of these differences are considerable. For this reason, each has been 
given a chapter of its own in what follows, and no attempt will be made to 
carry out a comparative, overarching analysis. The present chapter covers 
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the interim solutions that neither form part of the period of compulsory 
education nor fall within the realm of upper-secondary education. Because 
of their quantitative significance, interim solutions constitute an important 
educational, job market and socio-political link between lower-secondary 
and upper-secondary education. 

Upper-secondary level graduation rates

If we study the job-market outcomes and social integration of individuals 
with different educational backgrounds in all the industrialised countries 
(  Chapter Cumula tive effects, page 269 ), we find that the period of compul-
sory education is no longer sufficient in itself. In order to achieve social and 
economic integration with a minimum level of difficulty, young people now 
require an upper-secondary level qualification at the very least. It is there-
fore not at all surprising that almost every country has set itself the target of 
achieving the highest possible graduation rates for upper-secondary educa-
tion as a top priority. In Switzerland, the Confederation, the cantons and 
professional organisations are working together to increase the proportion 
of upper-secondary level qualification holders to 95% by 2015.

At present, upper-secondary level graduation rates, as calculated by the 
Federal Statistical Office, are about 89%, with the female graduation rate be-
ing slightly below average (  Figure 72 ).

72 Proportion of students obtaining upper-secondary level qualifications, 

by gender, 1990–2007*
* There is no simple explanation for the fluctuations that can be seen here. However, these 
fluctuations took place in tandem with the economic cycle.
Data: FSO

Number of upper-secondary level qualification holders 
per 100 inhabitants at theoretical graduation age.

��

��

��

��

��

������������������������������������������������������������������������

 Males
 Females

The guidelines for the Nahtstelle 

(Interface) project were approved by the 

Swiss Conference of Cantonal Ministers of 

Education (EDK), by professional/industry 

organisations and also by various federal 

agencies on 27 October 2006.

The objectives of the Nahtstelle project 

are as follows: (1) Increasing the propor-

tion of students obtaining upper-second-

ary level qualifications from the current 

90% to 95% by 2015; (2) Avoiding lost time 

through students changing apprentice-

ship, changing schools or waiting a year; 

(3) Identifying and providing targeted 

support to problem students at an early 

stage (during compulsory education). This 

chapter presents the facts for all three 

topics, as we currently know them: the 

proportion of students who obtain 

upper-secondary level qualifications; 

interim solutions attended between lower 

and upper-secondary education; the 

correlation between academic perform-

ance in compulsory education and 

subsequent success in upper-secondary 

education.
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73 Proportion of adult inhabitants who lack upper-secondary level 

qualifications, by age and gender, 2007
Data: FSO
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The rate for females has nevertheless increased somewhat since the 1990s, 
when it stood at 84.9%, having risen by four percentage points, to 88.9%, 
during this decade. Over this same period, the male graduation rate has re-
mained virtually constant at about 90%. These graduation rates were calcu-
lated by comparing the estimated number of upper-secondary level quali-
fications obtained in a given year with the number of young people in the 
age bracket within which upper-secon dary qualifications are theoretically 
obtained. The fact that the exact number of upper-secondary level qualifica-
tions issued is not known probably has less of an impact on the accuracy of 
the estimate than the fact that, for a wide variety of reasons, a large number 
of young people only achieve an upper-secondary level qualification at a later 
stage. We also need to consider the fact that, although upper-secondary level 
graduation rates may well be an indicator of academic achievement over a 
given period, they do not enable us to evaluate the performance of compul-
sory education in adequately preparing students for upper-secondary educa-
tion. This is because the upper-secondary student body also includes young 
people who have not attended compulsory education in Switzerland or have 
only done so in part. No solution to this problem can be found due to the 
absence of data on individual educational paths; even adopting a different 
statistical approach would not solve this problem.

The number of upper-secondary level qualifications obtained is under-
estimated due to the fact that a number of people obtain those qualifica-
tions at a later stage in their lives, and to correct this problem we would need 
to use statistical data of a different sort. For example, it would be possible 
to calculate the number of upper-secondary level qualifications using data 
from the FSO’s Swiss Labour Force Survey (SLFS) or, alternatively, data from 
the Swiss Household Panel or the Federal Population Census, since this in-
cludes all age ranges, and thus takes in upper-secondary level qualifications 
obtained at a later stage in life. We should also consider the fact that the 
proportion of Swiss inhabitants who lack upper-secondary level qualifica-
tions is higher rather than lower among older cohorts (  Figure 73 ). On the 
one hand, there are fewer upper-secondary level qualification holders among 
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74 Proportion of adult inhabitants who lack upper-secondary level 

qualifications, 2007
All Swiss nationals residing in Switzerland and foreign nationals born in Switzerland 

Data: FSO
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older cohorts (the cohort effect) and, on the other hand, the statistics are 
still influenced to a great extent by the wave of labour migration up to the 
mid-1990s which brought mainly poorly-qualified immigrants to Switzer-
land.1  It must, however, be said that the pronounced gender difference in 
the number of upper-secondary level qualification holders has been almost 
entirely levelled out in the youngest age categories. This matches the FSO’s 
statistics on upper-secondary level graduation rates (  Figure 72 ).

 
Due to the lack of data relating to individuals, the impact of migration on 
statistics cannot be fully quantified. However, if we examine the education 
level of those individuals (both Swiss citizens and foreign nationals) who 
were born in Switzerland and who we can fairly assume spent their entire 
period of compulsory education in Switzerland, we find that the proportion 
of individuals who lack a post-compulsory qualification (especially among 
the youngest cohorts) already falls within the education policy objective set 
for 2015. However, this particular method of calculation is somewhat overly 
optimistic, since, in order to identify the correct proportion of people hold-
ing an upper-secondary level qualification, we would also need to include 
those individuals who, though not born in Switzerland, received either all 
or part of their education in Switzerland.

Generally speaking, when selecting indicators, the first thing is always to de-
termine exactly what we are attempting to assess. If we want to measure how 
well the compulsory education system of a given country prepares young 
people for obtaining an upper-secondary education as well, then we need to 
exclude both migrant workers and any other individuals who received only 

1  Immigration and emigration distort educational statistics in almost all countries, even if 

information is available regarding the education received by foreign nationals in their home 

country. Thus, for example, in countries that suffer from a significant brain drain (i.e. a high 

rate of emigration among highly-qualified citizens), the average level of education is reduced.
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part of their compulsory education in Switzerland. If, on the other hand, we 
want to determine the level of qualifications held by the resident working-
age population, then we would need to include the country’s entire popu-
lation, regardless of where they received their education or how long they 
have been living in Switzerland.

Success at upper-secondary level and achievement during 
compulsory education

TREE is a longitudinal study that has kept track of the young people who 
took the PISA assessment in 2000. This study has enabled us to establish 
a direct correlation between compulsory education and the likelihood of 
success in upper-secondary education. Of the young people who took the 
PISA assessment at the age of 15 in 2000, 16% had not yet obtained an upper-
secon dary level qualification by the time they reached the age of 21 in 2006 
(  Figure 75 ).2 If we now examine the proportion of those young people who 
have not (yet) been successful in relation to the performance they achieved 
in the PISA assessment in 2000, it becomes apparent that the likelihood of a 
young person obtaining an upper-secondary level qualification is not a mat-
ter of chance. In the case of the young people who obtained the highest skills 
level (≥ 4), only 3% lack an upper-secondary level qualification while, in the 
case of the young people who obtained the lowest skills level (≤ 1), the per-
centage is over ten times higher. The most recent TREE study (2010) will 
reveal how many of these young people still managed to obtain an upper-
secondary level qualification by the age of 25.

Generally speaking, young people who perform poorly during their com-
pulsory education are not only more likely to drop out of upper-secondary 
level education and training (such as not finishing an apprenticeship and/or 
VET programme), they are also more likely to experience difficulty in find-
ing an apprenticeship and/or VET programme to begin with. They are more 
likely to find themselves in an interim solution between lower-secondary 
and upper-secondary education. While interim solutions certainly provide 
young people with a more effective preparation for upper-secondary edu-
cation, they may also severely delay their progression towards obtaining an 
upper-secondary qualification. These interim solutions, which are neither 
part of compulsory education nor lead to an upper-secondary qualification 
will therefore be discussed in the next few paragraphs.

2 This percentage is higher than what would be expected on the basis of the FSO’s reported 

upper-secondary level graduation rates. One reason for this is the fact that only one cohort 

is being tracked. At the same time, the FSO’s reported graduation rates vary from year to 

year. More importantly, the TREE cohort completed its transition to upper-secondary edu-

cation at a time when the economy was entering a slump phase. This required many young 

people to follow a more circuitous route or wait for the desired apprenticeship vacancies. 

This, in turn, delayed their progression towards obtaining their upper-secondary level qual-

ifications. It can therefore be expected that, in the coming years, the number of people ob-

taining upper-secondary level qualifications will continue to rise, even in the case of the 

TREE cohort. However, TREE slightly underestimates the proportion of those who do not 

obtain an upper-secondary level qualification since it does not take into account the young 

people with severe mental disabilities who did not take the PISA assessment.

75 Proportion of TREE young people, 

who had not yet obtained an upper-

secondary level qualification in 2006
Data: Stalder, Meyer & Hupka-Brunner, 2008
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Interim solutions

Interim solutions provide those who have finished their compulsory school-
ing and are experiencing problems in finding general or vocational upper-
secondary education with a means of bridging the gap. At present, there is 
no standard definition throughout Switzerland for interim solutions. These 
can include additional school years to prepare young people for a specific 
vocation, pre-apprenticeships, motivation semesters, a tenth school year, 
or even language stays or au pair work abroad. Precisely in the case of these 
latter options, it is unclear whether interim solutions are intended to offset 
what has been missed in compulsory education or whether they reflect the 
fact that the young people involved are still undecided as to which form of 
upper-secondary education they wish to follow. Interim solutions are also 
often taken up by young people who would have found a path (e.g. an ap-
prenticeship) but would prefer to undergo a different type of training (  
Chapter Vocational education and training (VET), page 141 ) and thus insert an 
additional year to bridge the time until they gain admission to the training 
course of their choice.

The purpose of interim solutions is mostly to facilitate entry into the up-
per-secondary VET or general education sector. The function of the interim 
solutions can thus be summarised as follows (Meyer, 2003):

– Compensatory function: to rectify educational, linguistic or other defi-
ciencies

– Orientation function: to help the young person decide what to do after 
completing compulsory education

– Buffer function: to help the young person to obtain the type of education 
and training he/she is looking for but which is currently unavailable. The 
young person must do something meaningful while waiting.

Young people who leave the formal education system for an interim solution, 
for example, those who do not take the 10th year in education, are also no 
longer included in the official statistics, since these are unable to track all the 
available interim solutions. It is thus still difficult today to record the reasons, 
consequences, quantity and duration of interim solutions.

Interim solutions are offered by a variety of public and private providers 
(Egger, Dreher & Partner AG, 2007). In most cantons, certain interim solu-
tions (known as motivation semesters) are also offered by the unemploy-
ment insurance office on behalf of welfare offices in the municipalities and 
communities. The role of those particular schemes is clearly a compensatory 
one. Since the unemployment insurance office is actively involved here, in 
addition to the education authorities, a coordinated approach to state fund-
ing is necessary on efficiency grounds alone. Now that a system of case man-
agement has been introduced (see also OECD/CERI, 2009), young people 
are registered at a central location. This enables the various stakeholders to 
coordinate the content and timing of their activities. In addition, there is a 
whole range of courses and programmes that young people can attend vol-
untarily and at their own expense.
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Very different interim solution rates from one canton to another

In 2006, nearly 20% of all students coming out of compulsory education 
took an interim solution (based on the definition used by the FSO), amount-
ing to 17,149 individuals in all. The proportion of those completing an in-
terim solution is slightly higher among female students and particularly 
among foreign nationals, almost 36% of whom attended an interim solu-
tion (  Figure 76 ).

The proportion of students in interim solutions also varies greatly from 
canton to canton. While in the Canton of Basel-Stadt, approximately 44% 
of compulsory-school graduates completed an interim solution, this pro-
portion was as low as 5% in the Canton of Uri and approximately 7% in the 
Cantons of Appenzell Innerrhoden and Ticino.

The proportion of those who have completed their compulsory schooling 
and who are in interim solutions does not correlate with the situation on the 
job market in the canton concerned (  Figure 77 ). There must therefore be other 
reasons for the major differences in the spread of interim solutions in the in-
dividual cantons. One reason could be that the differences are a reflection not 
only of the job market but also of the interim solutions themselves; their mere 
availability may also trigger demand. In other words, if interim solutions are 
available and easily accessible, people are more likely to opt for them.

Effectiveness is largely uncharted

In 2004/5, in the Cantons of Basel-Landschaft, Bern, Vaud and Zurich, be-
tween 62% and 75% of those taking part in VET-related interim solutions 
successfully enrolled in further education, or a three or four-year apprentice-
ship associated with a corresponding VET programme, found an uncertified 
two-year apprenticeship, or enrolled in a two-year VET programme (Egger, 
Dreher & Partner AG, 2007). It is not possible to assess the effectiveness and
efficiency of the system of interim solutions, since, in order to carry out an

76 Proportion of students in interim 

solutions, by gender and nationality, 

2006
Data: FSO
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Definition used by the FSO:
Interim solutions include school-based 
programmes such as the voluntary tenth year of 
education or predominantly one-year courses 
offered by other general education schools. There 
are also courses that combine attendance at 
school with practical training, such as pre- 
apprenticeships. No data are available on 
non-school-based programmes such as language 
stays, au pair work or traineeships.

77 Interim solutions and unemployment rate among young people between the ages of 15 and 24, 2006
Data: FSO, Seco
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appropriate evaluation, it would be necessary to monitor the progression 
route that each young person would have taken had he/she not opted for an 
interim solution. Likewise, no true assessments have been conducted to com-
pare the effects of the various interim solutions themselves. The percentage 
of students who have found their own progression route is not meaningful, 
since it is not by chance that students have taken specific interim solutions.

Private and state-funded solutions

Even if most interim solutions are provided at no cost to the young people 
or their parents, opportunity-based costs are, in fact, incurred in the form 
of time. Interim solutions extend the time required for a young person to 
obtain an upper-secondary level or tertiary-level qualification. This, in turn, 
delays definitive entry to the job market. The private financial cost of an in-
terim solution thus corresponds to the loss of salary in lifelong income due 
to the delay in entering the job market. The young people involved must 
therefore ask themselves whether delaying their entry into a certified form 
of training at upper-secondary level is truly worthwhile, if such a delay can 
be avoided. The benefits resulting from an interim solution can be an in-
creased suitability for the type of training subsequently taken up and hence 
a lower risk of dropping out, a lower likelihood that the young person will 
change his/her choice of occupation, and greater chances of obtaining ter-
tiary-level qualifications. The high private cost of interim solutions could 
certainly be balanced out by potentially high returns. The lack of data or 
relevant research, however, prevents us from determining whether the de-
cisions reached by young people and their parents are always the best ones.

The federal government is also questioning the efficiency of interim solu-
tions. Measures that help young people to avoid interim solutions (e.g. guid-
ance counselling, mentoring or coaching during compulsory education) can 
generally always be justified by pointing to the high fiscal and social costs that 
are generally associated with interim solutions. In other words, it is worth-
while investing in the optimum functioning of the lower-secondary educa-
tion sector in order to avoid the less efficient measure of interim solutions.

The cost of motivation semesters

Motivation semesters are organised by the job placement offices in the in-
dividual cantons. The overall framework for these is defined by the State 
Secretariat for Economic Affairs (SECO), and they are funded by the unem-
ployment insurance system. In 2007, a total of 7,500 students took part in 
motivation semesters. Motivation semesters were introduced as a response 
to rising youth unemployment. They also take the form of job creation 
schemes for those who have completed their compulsory schooling and are 
registered as unemployed and looking for a trainee position. The unemploy-
ment insurance office pays for the provision of motivation semesters, and 
participants are entitled to a monthly salary of CHF 450. It is the payment 
of a salary that sets the motivation semesters apart from other interim solu-
tions where students do not receive any form of remuneration. While the 
youth unemployment rate has been falling over the past few years, expendi-
ture on motivation semesters has risen steadily (  Figure 78 ).

Since 2000, the cost of motivation 

semesters has tripled while the number 

of participants has not quite doubled: 

from 3,300 in 2000 to 7,500 in 2007 (   

Figure 78 ). While from 2000 to 2004, the 

rise in costs for the motivation semester 

could be explained by a rise in youth 

unemployment, this is no longer the case. 

The reason for this may be that, although 

the number of unemployed young people 

has declined, those young people who are 

currently unemployed fall into the 

difficult-cases category and therefore 

require additional resources to facilitate 

their integration.

78 Costs of motivational semesters and 

youth unemployment
Data: SECO
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Context

The expansion of upper-secondary Baccalaureate schools first got underway 
in the 1960s. In 1960, the percentage of Baccalaureate holders stood at only 
3.8%, but over the two decades that followed, this percentage nearly tripled. 
Between 1980 and 2007, the proportion then nearly doubled once again 
(   Figure 79 ), with most of that growth taking place between 1991 and 1996. 
While the initial expansion was an education policy response to technologi-
cal progress and to the corresponding change in the demand for skills, as 
the number of Baccalaureate holders increased, educational ambition also 
became a driving factor. The expansion of Baccalaureate schools (more lo-
cations, larger facilities, more teaching staff, etc.), in turn, prompted steady 
growth in the number of Baccalaureate holders.

From the 1980s onwards at the latest, more female students began obtain-
ing the Baccalaureate, which further fuelled the increase in the proportion of 
Baccalaureate holders. A turning point was reached in 1993, when the pro-
portion of female Baccalaureate holders exceeded that of male Baccalaure-
ate holders for the first time. This proportion has been increasing ever since. 
In 2007, the proportion of females stood at 59.2%. One of the main reasons 
for the increase in the number of female Baccalaureate holders from 2000 
onwards is doubtless the fact that the Baccalaureate is increasingly required 
for admission to training programmes in many «female-dominated» occu-
pations and professions. The former teacher training colleges, for instance, 
used to admit lower-secondary school graduates to their primary and lower-
secondary teacher training programmes. With training programmes for pri-
mary, lower-secondary and upper-secondary teachers now being handled 
exclusively by universities of teacher education, the Baccalaureate has be-
come the new main qualification for admission (  Chapter Universities of 
teacher education (UTE), page 225 ).

Demographic changes

In an attempt to predict the proportion of students obtaining the Baccalau-
reate between now and 2017, the Federal Statistical Office (FSO) has devised 
two scenarios in which the anticipated percentage growth differs by one per-
centage point (  Figure 79 ). The «neutral» scenario» assumes that the increase 
observed over the past few years will continue but at a slower pace and that 
21.2% of all 19-year-olds in the resident population will hold a Baccalaureate 
in 2017. The «trend» scenario» assumes that the increase observed over the 
past few years will continue for a further ten years. With this scenario, 23.2% 
of all 19-year-olds in the resident population will hold a Baccalaureate in 
2017. Precisely how far the proportion will increase over the next few years 
will also depend on how upper-secondary Baccalaureate schools respond 
to the demographic decline in overall student numbers (  Chapter Voca-
tional education and training (VET), page 141 ). If Baccalaureate schools main-
tain standards at a constant level, then the proportion is not likely to change 
all that much, even though the overall number of students will decrease. If, 
however, Baccalaureate schools wish to maintain student numbers to avoid 
having to discontinue classes or lay off teaching staff, then the proportion 
of Baccalaureate holders will rise fairly significantly.

79 Proportion of students obtaining 

the Baccalaureate, by gender, 

1980–2007, extrapolated to 2017
Data: FSO
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The proportion of students obtaining a 

Baccalaureate within each canton can be 

calculated by dividing the number of 

19-year-olds in a given canton by the 

number of Baccalaureates awarded in that 

canton.
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80 Proportion of students obtaining the Baccalaureate by canton, 1980 and 2008
Data: FSO

The average rate for the years 2006–8 was used instead of the latest available annual rate (2008). In 

some years, there were (at times major) fluctuations in the annual rate, which were due more to chance 

than to any particular trend. Using the average rate enabled us to smooth out these fluctuations.
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Differences between individual cantons

Since the 1980s, almost all the cantons have recorded a roughly proportion-
al increase in the number of Baccalaureate holders regardless of the origi-
nal number in the canton concerned (  Figure 80 ). In other words, the dif-
ferences that existed between cantons in 1980 persist thirty years later, but 
at a higher level, and, while all of the cantons recorded an increase in the 
number of Baccalaureate holders, this increase is not fundamentally due to 
those cantons that had a below-average proportion in 1980 having caught up. 
Nevertheless, some cantons (at the upper end of the band in Figure 80 ) man-
aged to achieve a much more significant rise in their rate than other cantons 
(at the lower end of the band in Figure 80 ). Thus far, no empirically verified 
explanations have been forthcoming to explain either the different growth 
rates in the proportions in the individual cantons or the different proportion 
of students obtaining the Baccalaureate today. It therefore remains unclear 
whether the different rates can be attributed to differences in demand for 
Baccalaureate school admission in the different cantons or are due to differ-
ences in the initial situation of students (differences in academic achieve-
ment in lower-secondary school) or to admission restrictions. Given the 
absence of verifiable educational policy objectives regarding the proportion 
of Baccalaureate holders, it is still impossible to assess the major differences 
that exist between the cantons.

Admission to universities

In 2008, the total proportion of students obtaining either the Baccalaureate 
or the Federal Vocational Baccalaureate, both considered ISCED 3A qualifi-
cations in Switzerland, stood at 31%. From an international perspective, the 
proportion of Baccalaureate holders is the proportion of students entitled 
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to enrol in a university. The Swiss proportion of students entitled to enrol 
in a university in 2006 was below average in international terms, since the 
average proportion within OECD countries was 60%. All of Switzerland’s 
neighbours, apart from Austria (17%), recorded higher proportions. Germa-
ny had 40% and France 51%. Only Italy recorded an above-average propor-
tion, however, at 76%. Even if it achieves the forecasted percentage of 35–38% 
in 2017, Switzerland’s proportion will still be below average.

When making such international comparisons, it is important to con-
sider the fact that Baccalaureate-type qualifications differ substantially from 
one country to another. In most countries that achieve very high propor-
tions, the Baccalaureate is the only general-education upper-secondary level 
qualification, or the only education qualification at this level at all, since VET 
alternatives are underdeveloped and unappealing. These general-education 
qualifications are categorised as Baccalaureate-type qualifications, since they 
theoretically entitle the holder to admission to university institutions. In 
practice, however, the situation in most countries is different (  Figure 81 ). 
For one thing, Switzerland is an exception in that it offers universal and 
examination-free access to universities. Moreover, the chances of success-
fully obtaining a degree at a university are not the same in all countries. In 
Switzerland, student selection has taken place prior to admission to upper-
secondary education, at the time when students enter Baccalaureate school, 
while, in other countries, selection takes place at the end of the upper -
secondary level based on a much broader cohort of students.

Institutions

With the 2003 cohort of Baccalaureate school students, the implementation 
of the Rules on the Recognition of Academic Baccalaureates 1995 (MAR 95) 
had been completed in all cantons and Baccalaureate schools. The implemen-
tation of MAR 95 meant that students were given a wider variety of options, 
thereby enabling them to have more individual educational profiles. Nine 
Baccalaureate subjects were introduced, consisting of seven compulsory sub-
jects, one freely chosen main specialism and one freely chosen secondary 
specialism. To obtain their Baccalaureate, students are also required to write 
a Baccalaureate essay on a topic of their choice. The proportion of time allo-
cated to compulsory subjects was initially set as follows: 30–40% for lan-
guages, 20–30% for mathematics and natural sciences (25–35% from 2008 
onwards), 10–20% for arts and social sciences, and 5–10% for art. The total 
time allocation for the main specialism, secondary specialism and Baccalau-
reate essay, however, was only 15–25% (Article 11 of the MAR 95 regulations). 
From the 2008/9 school year onwards, the MAR rules were partially revised 
to introduce the following changes: the natural sciences and the Baccalaure-
ate essay were upgraded; subjects such as biology, physics, chemistry, geog-
raphy and history were offered as individual subjects and awarded individual 
grades; and information technology was introduced as a secondary special-
ism. Finally, the grade awarded for the Baccalaureate essay now counts to-
wards a student passing the Baccalaureate. These partially revised MAR rules 
were designed to take into account concerns regarding the lack of emphasis 
on natural sciences and the Baccalaureate essay (Oelkers, 2008).

81 Proportion of higher education 

graduates in relation to those entitled 

to enrol in higher education, 2006
Data: OECD
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In Switzerland, the proportion of higher 

education graduates (29.8%) expressed in 

terms of the number of upper-secondary 

level graduates entitled to enrol in a 

higher education institution (26%) yields 

an overall ratio of over 100%. There are 

several reasons for this: time-related 

incongruence between the two rates; the 

difficulty in calculating the relevant rates 

with a high degree of accuracy; and the 

proportion of foreign students studying in 

Switzerland. Nevertheless, it is clear that 

Baccalaureates are much more important 

in determining admission to higher 

education institutions in Switzerland than 

in other countries, where the comparative 

ratio is generally below 50%. This means 

that, on average, only one in two in divi-

duals who obtain a qualification equi-

valent to a Swiss Baccalaureate actually 

graduates from a higher education 

institution.
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Long-term and short-term Baccalaureate schools

All in all, it takes at least 12 years of schooling at primary, lower-second-
ary and upper-secondary level to obtain a Baccalaureate, with the final four 
years being devoted to a Baccalaureate programme and with it being possible 
for the first of these four years to take place at lower-secondary level (MAR 
95, Art. 6). Here, it is important to draw a distinction between Baccalaure-
ate schools that last for six years (two years at lower-secondary level and 
four years at upper-secondary level), i.e. Langzeitgymnasien, and Baccalau-
reate schools that last for only four years (all of which take place at upper-
secondary school), i.e. Kurzzeitgymnasien. In the first type of Baccalaureate 
school, students enter upon completion of primary school. In the second 
type, students enter upon completion of Year 8 or Year 9 of lower second-
ary education.

Long-term Baccalaureate schools are not to be found in any of the cantons 
in the French, Italian, or Romansh-speaking parts of Switzerland but have 
been available in eleven German-speaking cantons for quite some time: in 
ten cantons in Central and Eastern Switzerland (Lucerne, Nidwalden, Ob-
walden, Uri, Zug and Appenzell Innerrhoden, Glarus, Graubünden, St. Gal-
len and Zurich) and also in the Canton of Solothurn (up until 2011). Three 
cantons (Nidwalden, Obwalden and Uri) provide only long-term Baccalau-
reate schools. Transfers from lower-secondary school to Year 3 of the long-
term Baccalaureate school are possible but are extremely rare. This means 
that, for students wishing to transfer from a later stage of lower-secondary 
education to a Baccalaureate school, the alternative option that is frequently 
taken up is to enrol in a short-term Baccalaureate school in a neighbouring 
canton. Without this de facto second transfer option from Year 8 of lower-
secondary education to a Baccalaureate school, the proportion of students 
obtaining the Baccalaureate would be relatively low in those cantons that 
have only long-term Baccalaureate schools. While long-term Baccalaureate 
schools are not provided in every locality in the Cantons of Zurich (24 Bac-
calaureate schools), Lucerne (9 Baccalaureate schools) and St. Gallen (8 Bac-
calaureate schools), there is nonetheless a trend towards early entry to Bac-
calaureate schools in these cantons. In the Cantons of Zurich and Solothurn, 
there have been more admissions to long-term Baccalaureate schools than 
to short-term Baccalaureate schools for some years now.  In the Cantons of 
Zug, Lucerne and Glarus, there are twice as many classes in long-term Bacca-
laureate schools as there are in short-term ones but, precisely in the Cantons 
of Lucerne and Zug, the trend is towards short-term Baccalaureate schools.

Admission to Baccalaureate schools

The criteria and procedures applied for admission to Baccalaureate schools 
differ considerably from canton to canton. In simplified terms, a distinction 
can be drawn between three types (  Figure 82 ). It is generally students from 
the highest-ability groups who are considered for admission. One exception 
to this is the Canton of Basel-Landschaft, where students from middle-abil-
ity groups with a high grade average are also considered. Admission-proced-
ure categories A and B are found in 14 cantons. With these two categories, it 
is the student’s ability group or teacher’s recommendation that determine 

In most cantons, the direct educational 

pathway from Year 1 of primary school to 

the Baccalaureate takes the specified mini-

mum of 12 years. In six cantons, however, 

this process usually takes longer (13 years 

in the Cantons of Aargau, Fribourg, Gene-

va, Ticino and Valais and 12.5 years in the 

Canton of Basel-Landschaft). The Canton 

of Ticino is the only Swiss canton where 

children enrol in primary school one year 

earlier. This means that, despite having 13 

years of education, they still obtain their 

Baccalaureate at the same age as students 

in most other Swiss cantons.
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whether he/she will be able to enrol in a Baccalaureate school. Admission-
procedure category C can be found in 12 cantons. With this category, the 
receiving Baccalaureate school also plays a part in the selection process by 
requiring students to sit an entrance examination. By applying long proba-
tionary periods or promotion intervals of differing lengths, the Baccalaur-
eate schools are also in a position to confirm or rectify transfer decisions. It 
is difficult to draw a correlation between the nature of admission procedures 
and the proportion of students who obtain the Baccalaureate, even though 
it has to be said that the cantons of Western Switzerland and the Canton of 
Ticino, which apply the Category A admission procedure, have an above-
average proportion of Baccalaureate holders. The German-speaking cantons, 
by contrast, which account for most of the cantons with a low proportion, 
apply the Category C admission procedures in most cases.

Two new initiatives are now being tried out in the admission procedures 
for Zurich (one for long-term and one for short-term Baccalaureate schools) 
and, if deemed suitable, will be introduced with the second one being the 
first initiative of its kind anywhere in Switzerland. The first initiative has 
been for all Baccalaureate schools in the Canton of Zurich to use the same 
standardised written entrance examination instead of the previous non-
standardised ones for each school. Other cantons have already introduced 
this measure. The second initiative has been for Baccalaureate schools to 
have prospective students take a cognitive skills test, which is intended to 
identify students who have the potential to attend a Baccalaureate school 
but who might fail the standardised written entrance examination for a va-
riety of reasons. The cognitive skills test was used in Switzerland for the 
first time in relation to an admission procedure in 2008 and, on that occa-
sion, approximately 7% of eligible students failed the standardised entrance 
examination but were among the top 30% on the cognitive skills test. The 
cognitive skills test therefore would have improved their chances of gaining 
admission. This group of students included an above-average proportion of 
boys. It is not possible to track the subsequent career of these candidates (to 
see whether or not they have successfully completed their probationary pe-
riod) because they were not admitted to the long-term Baccalaureate school. 
While successful completion of the probationary period (from August to 
the end of November) can actually be predicted on the basis of a high result 
in the cognitive skills test, it can be predicted much more accurately on the 
basis of academic achievement and examination grades (Moser, Keller & Zim-
mermann, 2009). Whether or not the cognitive skills test is to be included in 
admission procedures or whether it can be provided to schools as a means 
of confirming the potential of individual students will not be decided until 
after the second pilot phase has been completed.



127

Swiss Education Report | 2010

Baccalaureate schools  Institutions 

82 Three admission procedure categories for short-term Baccalaureate schools, 

simplified version (as of 2009)
Data: IDES, Research: SCCRE

Admission-procedure category EDK East BKZ NW EDK CIIP SR+TI Total

Category A: Admission based on student’s  
school mark average in lower-secondary 
school, or on promotion to Progymnasium 
level. In case of non-admission, parents can/
may demand an entrance examination.

BL
FR, JU, NE, 

TI, VD
6

Category B: Admission based on student’s 
overall school marks in lower-secondary 
school plus recommendation by teacher. In 
several cantons, in case of non-admission, 
parents can/may demand an entrance 
examination.

LU, NW, 
OW, UR, 

ZG
BE, BS GE 8

Category C: Entrance examination and/or 
overall school marks in lower-secondary 
school and/or recommendation by teacher

AI, AR,  
GL, GR,  
SG, SH,  
TG, ZH

SZ AG, SO VS 12

The range of subjects on offer also differs from canton to canton

In accordance with MAR 95, there are seven compulsory Baccalaureate sub-
jects, one freely chosen main specialism and one freely chosen secondary 
specialism. The main specialism must be selected from among the following 
subjects or groups of subjects: a) classical languages (Latin and/or Greek); b) 
a modern language (a third national language, English, Spanish or Russian); 
c) physics and applied mathematics; d) biology and chemistry; e) eco nomics 
and law; f ) philosophy/education/psychology; g) creative arts; h) music.

The cantons are responsible for determining which subjects are offered. 
Physics and applied mathematics is the only specialism offered in all cantons. 
Students in five small cantons (Appenzell Innerrhoden, Glarus, Obwalden, 
Nidwalden and Uri), each of which has only one public Baccalaureate school, 
have a very limited choice of subjects (see Ramseier, Allraum, Stalder et al., 
2004). These particular cantons generally allow students to attend a Bac-
calaureate school outside of the canton if a given specialism is not offered 
locally.

The range of available choices also varies within the individual can-
tons, however, depending on the size of the Baccalaureate school in ques-
tion. Most small schools offer a narrower range of specialisms, while larger 
schools offer a wider range of subjects. There is not a single Baccalaureate 
school in Switzerland that actually offers all 13 specialisms. A number of big 
Baccalaureate schools in four cantons (Basel-Landschaft, Geneva, Vaud and 
Zurich) offer a maximum of 12 specialisms.

Three specialism groups, namely philosophy/education/psychology, 
creative arts and music, which have only been Baccalaureate specialisms 
since the MAR 95 reform, are distributed very unequally across the cantons 
(  Figure 83 ). Philosophy/education/psychology is offered in only 49 Bac-
calaureate schools in 12 cantons, including 16 of the 21 Baccalaureate schools 
in the Canton of Bern. In the Canton of Bern, this heavy concentration of 
philosophy/education/psychology can be explained by the fact that when 

Admission-procedure categories: «simplified» 

means that admission procedure categories 

include only the main features, leaving out many 

minor details. It is often quite difficult to assign 

the various admission procedures used in each 

canton to a specific category. This can be seen in 

several cases. One example: the admission 

procedure used in the Canton of Zug, for instance, 

has been assigned to Category B, because all 

students who obtain an overall mark of 5.2 or 

higher are admitted. However, all students who 

obtain an overall mark of at least 4.8 may take an 

entrance examination. This combination of 

options would actually place the procedure under 

the Type C category. Two additional examples: the 

procedure in the Canton of Aargau has been 

placed in the Type C category, because students 

completing the Bezirksschule (which prepares for 

Baccalaureate school) are admitted if they pass 

the final examination, which counts as an 

entrance examination. In the Canton of Appenzell 

Innerrhoden, comparative and centrally-assessed 

tests are used throughout the school year, which 

places the procedure in the Type C category.
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upper-secondary teacher training colleges that used to train primary and 
lower-secondary school teachers, were phased out in favour of universities 
of teacher education, Baccalaureate schools focusing on  philosophy/edu-
cation/psychology were created as an alternative. In addition to the Canton 
of Bern, seven other cantons now offer philosophy/education/psychology 
as a compensatory measure for their discontinued teacher training schools. 
Eight cantons (Fribourg, Graubünden, Jura, St. Gallen, Schaffhausen, Solo-
thurn, Ticino and Zug), which also previously ran teacher training schools, 
did not, however, follow suit.

More than half of all Baccalaureate schools in Switzerland offer creative 
arts or music as a specialism. Only two or three small cantons do not offer 
these subjects; and, in the Canton of Ticino, these subjects are not offered 
as specialisms at all. The results of the EVAMAR II tests show that students 
taking these three subjects as their specialisms achieved comparatively poor 
scores in the school language tests and especially in the mathematics tests 
(  Effectiveness, page 128 ).

83 Cantonal distribution of schools offering philosophy/education/psychology, 

creative arts, and music at Baccalaureate schools (as of 2010)
This table does not include the six cantonal Baccalaureate schools for adults that prepare students 

for the Baccalaureate.

Data: FSO

Canton Total number
of Baccalaureate 

schools 

Philosophy, 
education, 
psychology

Creative arts Music

Zurich 24 1 11 12

Bern 21 16 11 11

Lucerne 9 4 6 6

Uri 1 0 1 1

Schwyz 5 2 3 3

Obwalden 3 1 0 0

Nidwalden 1 0 1 0

Glarus 1 0 1 1

Zug 4 0 3 3

Fribourg 4 0 3 2

Solothurn 2 0 2 2

Basel-Stadt 6 1 3 3

Basel-Landschaft 5 0 5 4

Schaffhausen 1 0 1 1

Appenzell Ausserrhoden 1 0 1 1

Appenzell Innerrhoden 1 1 0 0

St. Gallen 8 1 5 5

Graubünden 8 1 4 4

Aargau 6 6 6 5

Thurgau 4 2 2 2

Ticino 6 0 0 0

Vaud 10 9 8 5

Valais 4 2 3 2
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Canton Total number
of Baccalaureate 

schools 

Philosophy, 
education, 
psychology

Creative arts Music

Neuchâtel 3 3 3 2

Geneva 12 0 9 5

Jura 2 0 2 2

Total 151 49 93 81

Effectiveness

Assessing the effectiveness of Baccalaureate schools is easier than for oth-
er levels within the education system, since clear objectives (see MAR 95) 
have already been set out for them. The educational objective of Baccalau-
reate schools is to provide a broad-based, balanced and coherent education 
so as to prepare students for university studies and equip them to perform 
challenging tasks in society (MAR, Article 5). Within the core curriculum, 
this objective is subdivided into general objectives and learning disciplines 
or into subject and interdisciplinary skills. Curricula at cantonal or school 
level specify the content and learning objectives in greater detail. Achieving 
the Baccalaureate certifies that a student has achieved the educational objec-
tive and that he/she is eligible for admission to a course at a conventional 
university or a university of applied sciences and will be able to meet the 
demands of this course. This standard may be used as the basis for deter-
mining whether objectives have been reached and whether a Baccalaureate 
school has effectively fulfilled its mandate and for verifying this empirically. 
The fact that Swiss university institutions are obliged to recognise Bacca-
laureates issued by Swiss Baccalaureate schools as proof of eligibility for ad-
mission, however, actually makes it more difficult to identify the extent to 
which a Baccalaureate school has achieved its objective. It is thus necessary 
to be cautious when observing transition rates to university as indicators of 
an effective education at Baccalaureate school. In measuring a Baccalaureate 
school’s effectiveness it is, of course, possible to extend this measurement 
by indicators relating to success in university studies. However, as students 
progress through their degree programme, the causal proximity to Baccalau-
reate school education decreases, on the one hand, and it cannot be guaran-
teed that university institutions do not adapt themselves to the quality of 
Baccalaureate schools over time, on the other.

EVAMAR II: Gaps in suitability for further study

In the Baccalaureate year 2007, Baccalaureate school students from all over 
Switzerland were tested in their first language, mathematics and biology as 
part of the EVAMAR II project. The EVAMAR II test scores were then com-
pared with the Baccalaureate grades and the written Baccalaureate exami-
nations. The Baccalaureate essays were also examined. The main findings 
(Eberle, Gehrer, Jaggi et al., 2008) revealed substantial differences between 
individual students, classes, examinations, specialisms and schools. In the 
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three subjects tested, the best classes answered two to three times as many 
questions correctly as those that performed least well. Twenty-four percent 
of those who obtained their Baccalaureate had achieved an unsatisfactory 
grade in mathematics (Grade < 4) but 41% of students taking the Baccalau-
reate examination achieved an unsatisfactory grade in the written mathe-
matics examination, which they were able to compensate for with their 
school marks. Baccalaureate holders from cantons with a low proportion 
of Baccalaureate holders did better in the EVAMAR II test on average than 
those from cantons with a high proportion of Baccalaureate holders. Bac-
calaureate students specialising in «physics and mathematics» and «classical 
languages» achieved the highest scores while students specialising in «mu-
sic», «creative arts» and «philosophy/education/psychology» achieved the 
lowest scores. The grades achieved in the Baccalaureate examination corre-
sponded only partly to EVAMAR II test results (  Figure 84 ).

In the case of individual students, the Baccalaureate certificate and the 
grade obtained, and also additional marks, are the sole quantitative feed-
back that would seem appropriate for permitting a comparison. If grades 
are imprecise and subject to systematic inconsistencies that do not depend 
on academic achievement, yet are the sole information criteria for academic 
achievement in individual subjects, then the choice of a course of study at 
university is based on a distorted performance measure which is a function 
of the specialism taken.

Although a number of other structural parameters, such as long-term 
or short-term Baccalaureate schools, may have influenced the average 
EVAMAR II test scores, the bivariate correlations that are available do not 
permit any causal relationship to be established between these parameters 
and EVAMAR II test scores. This is due, on the one hand, to the fact that the 
cross-sectional nature of the performance measurement means that no se-
lection effects can be identified and, on the other hand, to the fact that some 
cantons only provide specific types of Baccalaureate school, which means 
that there is no variation in structural parameters. In these latter cantons, it 
is not possible to distinguish the possible underlying causes that would ex-
plain the differences in EVAMAR II test scores. In cantons with both long-
term and short-term Baccalaureate schools, we can assume that students will 
generally have been selected on the basis of their ability and allocated to one 
type of school or the other. It is therefore not clear whether the differences 
in performance can be attributed to the original selection that took place or 
to the type of school (long-term or short-term). The second reason for the 
lack of information value in respect of structural effects is that some cantons 
only offer one type of Baccalaureate school and hence, with the low number 
of cantons observed, it is impossible to tell whether one is measuring differ-
ences between individual cantons or between individual models. 

The fact that students from different classes, schools and specialisms do 
not perform equally well is to be expected, and the major fluctuations in per-
formance by those receiving an identical qualification – certifying their readi-
ness to pursue university studies – are also not a problem. The results will 
only be problematic if too many candidates achieve unsatisfactory results in 
the Baccalaureate examination in subjects that are important for successful 
studies, yet are still awarded the Baccalaureate. In order to investigate this 
point in greater depth, EVAMAR II conducted an additional sub-project to 
determine the viewpoints of the receiving university institutions.

84 Comparison of EVAMAR test scores 

and grade obtained for the 

Baccalaureate for languages and 

mathematics, by specialism, 2008
Data: Eberle, Gehrer, Jaggi et. al., 2008 

EVAMAR test result
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 Grade obtained for the Baccalaureate

 Mathematics
 Language

Main specialism
 Classical languages
 Biology/chemistry
 Physics/applied mathematics
 Music

There is a 37-point difference between the 
EVAMAR mathematics scores obtained by 
upper-secondary level students specialising in 
music and those specialising in biology/chemistry 
but only a 0.05-point difference in the mark 
obtained for the Baccalaureate. For all students in 
the various specialisms considered (including 
those not mentioned here), the mathematics 
marks and points were lower than for language. 
One exception is mathematics as a specialism, 
where mathematics is in top position in terms of 
both marks and points. For virtually the same 
point values (a difference of 6 points) for the two 
subjects tested for students specialising in 
biology/chemistry, the mark obtained differs by 
0.23.
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Approximately 140 teaching staff at universities in the German-speaking 
region of Switzerland ranked the importance of individual subjects for en-
suring success in university studies. The average importance attached to 
individual subjects is as follows: German, English, IT-user knowledge and 
mathematics. When questioned about gaps in the knowledge of incoming 
students, the most frequently mentioned aspects were knowledge of the 
first language (mastery of the language) and mathematics. As far as interdis-
ciplinary skills are concerned, the «ability to express oneself in writing», the 
«ability to think critically», and the «ability to work and learn independently» 
were the gaps most commonly referred to. The skills requirements for degree 
programmes vary substantially from one field of study to another. Gaps in 
knowledge and skills can thus constitute a hindrance and limit a student’s 
choice of study (  Equity, page 135 ).

The transition from Baccalaureate schools to university institutions

Slightly over 75% of the students who obtained their Baccalaureate in 2005 
enrolled in a Bachelor’s degree programme at a conventional university 
with in two years of obtaining their Baccalaureate (  Figure 85 ). This propor-
tion has been falling slightly for a number of years now. However, if we con-
sider the 7.7% of students who enrolled in a Bachelor’s degree programme at 
a university of teacher education and the 7.9% who enrolled in a Bachelor’s 
degree programme at a university of applied sciences, we find that roughly 
90% of all Baccalaureate holders had enrolled on a university course within 
two years of graduation (FSO, 2008i). The slight drop in enrolments at con-
ventional universities can, for the most part, be explained by the increases 
in the number of students pursuing their studies at other universities now. 
Though educational policymakers have not identified a specific percentage 
for the transition from Baccalaureate schools to all the different types of uni-
versity, a transition rate of 90% can certainly be regarded as good.

The number of male students enrolling in a university immediately af-
ter obtaining their Baccalaureate has fallen considerably, however. There are 
many reasons for this. Increasingly, military service can no longer be recon-
ciled with Bologna-style study plans from the time angle. The starting date 
for university degree programmes has been brought forward, the duration 
of Baccalaureate-school studies has been reduced and Baccalaureate exam-
inations have been rescheduled to take place in the summer instead of the 
spring, which leaves very little time between graduation and commence-
ment of university studies. According to the «Benchmarking» project carried 
out by EDK North West Switzerland, 71% of male Baccalaureate holders from 
six cantons (i.e. 58% of all Baccalaureate holders) took a gap year (NW EDK, 
2008). The reasons given for this were as follows (multiple reasons were 
possible): 48% military service, 14% traineeship, 28% travel, 20% language 
learning, 47% part-time job/earning money, 3% employment in desired oc-
cupation, 8% other (NW EDK, 2008). The lower proportion of female stu-
dents enrolling in conventional universities can be explained almost entirely 
by the fact that female students more frequently enrol in degree programmes 
leading to careers in education, health care and social work at universities of 
teacher education or universities of applied sciences.

85 Proportion of Baccalaureate holders 

who enrol in a university, 1995–2008
Data: FSO
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Efficiency/Costs

As is the case at all levels within the education system, assessing the effi-
ciency of education provided at Baccalaureate schools is a difficult undertak-
ing for a variety of reasons. There are three main problems that come into 
play. The rate of students progressing to universities could only be used as a 
measure of effectiveness if the differences that exist between individual can-
tons, Baccalaureate schools and forms of education were the causal effects 
of different investment levels. In most cases, however, this criterion cannot 
be fulfilled, since the self-selection of students into specific types of educa-
tion, and especially into Baccalaureate schools, leads to different precondi-
tions for the performance of the individual schools themselves. In addition, 
with regard to the other effectiveness criteria, it is difficult to establish ei-
ther a direct causal link or a time-based causal link with individual inputs. 
Finally, both the educational inputs and the education processes themselves 
are lacking reference values and experimental variations that would permit 
the assessment of input/output correlations. In most cases, experimental, 
as opposed to natural, changes in education inputs and processes are needed 
for assessing effectiveness, and hence efficiency too, since only experimen-
tal variations can be observed in a controlled environment which is com-
parable for all the schools and cantons being compared. Natural variations 
mostly include a range of other parameters which, while playing a decisive 
role in the assessment of effectiveness/efficiency, are different (and cannot 
be observed). Generally speaking, variations that are not due to experimen-
tal interventions can only provide information that is subject to excessively 
high limitations.

86 Deviations from average cantonal expenditure per student (2005) and deviations from the average proportion of students 

obtaining the Baccalaureate (2005–2007) 
Data: FSO
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Annual expenditure varies

Leaving aside the problems of attributing outputs to inputs and of defin-
ing the outputs, i.e. everything relating to effectiveness, we can at least ob-
serve on the input side that investment in a Baccalaureate education varies 
greatly from one canton to another (  Figure 86 ). Generally speaking, there 
was no indication that cantons with a relatively small proportion of Bacca-
laureate holders had more scope for relatively high annual expenditure per 
student. At least as far as the German-speaking region is concerned, no cor-
relation can be observed between the proportion of students obtaining the 
Baccalaureate and the annual expenditure per student. If we compare the 
German-speaking region with the French, Italian and Romansh-speaking 
regions, excluding the Cantons of Basel-Stadt and Ticino, where the propor-
tion of Baccalaureate holders is at odds with the rest of the country, then we 
find that the proportion of students obtaining the Baccalaureate in Western 
Switzerland (which is above the average rate for Switzerland as a whole) is 
associated with below-average expenditure per student.

In some cases, the difference in annual expenditure between the cantons is 
enormous. The gap that exists between the «most expensive» and the «least 
expensive» canton equates to almost 60% of the average cost of a Baccalau-
reate education. What is more, the differences occur on an annual basis. In 
other words, if we extrapolate this expenditure per student to include the en-
tire duration of Baccalaureate school studies, we nearly reach six-digit figures.

Although we may have a number of ideas as to why such differences exist, 
there is no simple explanation. A correlation drawn between high expendi-
ture and high wage levels, or vice versa, can only be confirmed in the case of 
a few cantons. Zug pays the second-highest wages, and its expenses are also 
the second-highest. Vaud, like all of the cantons of the French-speaking re-
gion, pays the lowest salaries and also spends the least. Standard class sizes 
are also unsuitable as a means of comparison, since these are only specified 
in 15 cantons. These 15 cantons include Zug, Solothurn and Thurgau (which 
apply standard class sizes of 18 and 20), which pay good to very good salaries. 
Despite this, the annual expenditure in these 15 cantons differs substantially 
and, in the case of Solothurn, is even below-average. The only variable that 
correlates in a measurable manner with expenditure is the number of les-
sons per year. Three of the four cantons with the highest expenditure (Ap-
penzell Innerrhoden, St. Gallen and Schaffhausen) also delivered the highest 
number of lessons per year: each of these three provide over 1,420 lessons 
per year. The average number of lessons for Switzerland as a whole is 1,328 
lessons per year (  Figure 87 ).

Interruptions in education as a measure of efficiency, using the 
Canton of Vaud as an example

Having a student repeat a school year or withdrawing a student from an edu-
cational institution are measures that seek to address a discrepancy between 
the student’s performance and the requirements of the educational insti-
tution he/she is attending. From an efficiency standpoint, however, these 
measures must be regarded as less than ideal decisions, since they tend to 
generate high social, taxation and individual costs. In other words, it would 

87 Cantonal expenditure on 

Baccalaureate schools (2005) and 

annual number of lessons (2008)
Data: IDES, FSO
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be more efficient to prevent such a discrepancy from arising in the first place 
by carefully selecting the students and providing the necessary support 
measures as they progress through school.

A study of the educational paths of students attending Baccalaureate 
schools in the Canton of Vaud between 1995 and 2005 is associated with 
the new regulations on student progression in this context (Stocker, 2006), 
which highlighted an interesting efficiency problem. Between 35% and 38% 
of lower-secondary students in the Canton of Vaud go on to obtain their 
upper-secondary Baccalaureate. Compared to Switzerland as a whole, this 
proportion is above-average.

If we examine the figures over a period of several years (  Figure 88 ), we 
find that the number of students who were not admitted to the following 
year and thus repeated a year was considerably higher during the first year 
of Baccalaureate school than in the two subsequent years. From the 2001/2 
academic year onwards, a change in the promotion policy was introduced, 
removing the requirement to doubly compensate for end-of-year grades be-
low 4. Although the result of this was to make progression to the next year 
simpler overall, the number of students that were not moved up to the next 
year during the first two years of Baccalaureate school did not fall after this 
(but Baccalaureate school studies did become slightly more attractive, as was 
borne out by the rise in the proportion of students obtaining the Baccalaur-
eate). By contrast, the number of students who were not promoted rose rap-
idly during the final year of Baccalaureate school. On account of the cross-
sectional data, it is not possible to say whether this was due to an increasing 
number of students being kept on to the final year who, under the previous 
regulations, would have left the class due to not being promoted, or whether 
more students who repeated a year now took the Baccalaureate. It is clear, 
however that in the final year of Baccalaureate school, a new phenomenon 
arose that seemingly did not exist in the past. Prior to 2003, almost all Bacca-
laureate school students who had not passed the Baccalaureate examination 
repeated a year (whether or not they had a chance of achieving the qualifica-
tion cannot be determined). After 2003, the number of those repeating the 
final year was significantly lower than the number of those who did not pass 
the Baccalaureate examination. The easing of the promotion rules seems to 
have created a situation where the failure rate now manifests itself primarily 
in the final year of Baccalaureate school. Moreover, there has been a signifi-
cant increase in the number of students who fail to pass the Baccalaureate 
examination on their first attempt and leave the Baccalaureate school with-
out obtaining their Baccalaureate. From an efficiency standpoint, therefore, 
the current situation is certainly less favourable than the one that existed 
prior to 2003.

Total duration of education and test scores

The Third International Mathematics and Science Study (TIMSS) project 
also analysed mathematics skills among students in the final year of Bacca-
laureate schools in Switzerland (data compiled in 1995). To establish techni-
cal efficiency, the project also examined the correlation between perform-
ance in mathematics and the number of mathematics lessons provided up 
to the time when students take the Baccalaureate examination. No differ-
ence in performance was established between cantons with different dura-

88 Proportion of students repeating a 
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Baccalaureate schools in the Canton of 

Vaud, 2000/1–2005/6
Data: Stocker, 2006
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tions of education (12, 12.5 or 13 years). However, the difference in the aver-
age number of mathematics and physics lessons from Year 10 onwards in the 
type-C programme (average of 24.9 lessons) as well as in the type A, B, D 
and E programmes (average of 13.9 lessons) certainly had an impact on aver-
age test scores (Ramseier, Keller & Moser, 1999). That having being said, it is, 
nonetheless, difficult to say that the positive correlation can be explained 
by the number of lessons, since Baccalaureate school students who perform 
better in mathematics actually elected to be on the type-C programme them-
selves.

The results of the EVAMAR II assessment show that the choice of mathe-
matics as a specialism and the fact that students will therefore receive a high-
er number of lessons in mathematics results in significantly higher average 
test scores (> 600 points) than those achieved by students whose special-
ism is classical languages or biology/chemistry, who obtain the next highest 
results. In mathematics, these students’ test scores were a good 100 points 
lower (  Figure 84 ). 

Equity

Equity in Baccalaureate schools, not only upon entry but also within the year 
group and in the transition to the tertiary sector, is a subject that requires 
closer examination. Data from both the PISA and EVAMAR II assessments 
can be used to conduct an empirical statistical analysis of equity. The pri-
mary focus is placed on inequities relating to gender or social origin.

As far as admission to Baccalaureate schools (  Institutions, page 124 ) is 
concerned, the primary and secondary effects of educational disparities are 
relevant. The former include the socio-economic and cultural background of 
students, as these have a direct impact on academic achievement. If we ana-
lyse the PISA 2006 test scores on the basis of social background, i.e. compar-
ing the background of students who attended Baccalaureate school in Year 
9 with the average social background of all lower-secondary students in the 
same canton, we find a disproportionately high number of students from 
a privileged socio-economic background enrolled in Baccalaureate schools 
in Year 9 (  Figure 89 ). In cantons that have lower-secondary preparatory 
schools for students wishing to enrol in upper-secondary Baccalaureate 
schools, there is a more balanced distribution in terms of social background 
in Year 9. The likelihood of a student from a disadvantaged social background 
attending a preparatory school in Year 9 is higher than the likelihood of such 
a student attending a Baccalaureate school. In this regard, whether there are 
preparatory schools or only Baccalaureate schools in a canton is important, 
since admission rates to preparatory schools and Baccalaureate schools are 
different: preparatory schools tend to take 30–40% of all Year 9 students, 
whereas Baccalaureate schools that begin in Year 9 tend to take only about 
20% of all Year 9 students.

The secondary effect of educational disparities can be seen from the fact 
that even if students from low socio-economic backgrounds have the same 
level of academic achievement, they are under-represented in preparatory 
schools as well as in Baccalaureate schools that start in Year 9. If, for compara-
tive purposes, we take only those students who achieved the highest PISA

Educational disparities refer to differ-

ences in education that exist between 

different social groups and are the result 

of primary and secondary effects (cf. 

Boudon, 1974). The primary effects refer 

to socialisation conditions in the parental 

home which, for the same conditions at 

school, may lead to different levels of 

academic performance. Secondary effects 

refer to socialisation conditions which, all 

academic performance levels being equal, 

will affect a student’s education choices 

later on.
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89 The social origin of students in Year 9
Data: FSO/EDK, 2007; calculations: SCCRE
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test scores (5 and 6) in 2006, we find that, despite equivalent performances 
in a given subject, a student’s social origin significantly increases or reduces 
the likelihood that he/she will attend a Baccalaureate school (  Figure 90 ). 
While 28% of students with very high PISA test scores in mathematics but 
from a disadvantaged socio-economic background attend Year 9 of a Bacca-
laureate school, the figure is more than 68% for children from socio-econom-
ically privileged families. Similar disparities can also be seen in the case of 
PISA test scores in reading and natural sciences, and these disparities are sta-
tistically significant, even taking account of other influences. This does not 
necessarily mean, however, that students from more disadvantaged socio-
economic backgrounds are suffering discrimination. The differences could be 
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the result of personal preferences, attitudes or parental expectations. Never-
theless, it is astonishing in terms of the recruitment practice of the Baccalau-
reate schools that not even half of the socially disadvantaged students who 
achieve above-average test scores attend a Baccalaureate school.

Performance and the proportion of Baccalaureate holders in each 
canton

Research on EVAMAR II test scores has shown that in those cantons where a 
high proportion of students obtain the Baccalaureate, the average EVAMAR 
II test scores in the subjects tested are significantly lower than in those can-
tons where a lower proportion of students obtain the Baccalaureate (Eber-
le, Gehrer, Jaggi et al., 2008). In other words, it would seem that it is easier 
to obtain a Baccalaureate based on modest academic performance in those 
cantons where a high proportion of students obtain the Baccalaureate. Put 
the other way round, it is not equally probable that a student with the same 
level of academic achievement will receive the Baccalaureate in all the differ-
ent cantons. Differences between the individual cantons with regard to the 
proportion of Baccalaureate holders are not therefore a result of differences 
in the academic achievement of the students in each canton. The extent to 
which students who obtain an «easier» Baccalaureate perform less well at 
tertiary level than students who obtain a «more difficult» Baccalaureate is 
impossible to determine, due to the lack of data on individual students’ edu-
cational paths.

Gender distribution in Baccalaureate schools

As far as gender distribution in Baccalaureate schools is concerned, it is 
striking that the proportion of female Baccalaureate holders is continuing 
to rise, creating an ever more pronounced gender imbalance to the detri-
ment of males. At present, the proportion of female Baccalaureate holders 
stands at approximately 22.8% and is significantly higher than the propor-
tion of male Baccalaureate holders at 15.8% (  Context, page 122 ). The gender 
imbalance becomes even more striking when considering the distribution 
across the individual specialisms in Baccalaureate schools. The new special-
isms of «philosophy, education, psychology», «creative arts» and «music» are 
female-dominated. At the same time, the EVAMAR II test scores show that 
performance in these specialisms is lower than for «male-dominated» spe-
cialisms. It is currently impossible to say whether the lower level of per-
formance in «female-dominated» specialisms can be attributed to the gender 
composition of classes or whether it is due to the profiles themselves. It is 
also equally unclear whether the lower levels of performance in individual 
specialisms will ultimately harm the students’ further academic career or the 
choice of degree programmes available to them. What is certain, however, is 
that there is considerable segregation between male and female students at 
Baccalaureate schools and this is highly likely to have an impact on students’ 
choice of degree programme.

The foregoing is mere speculation, however, since the analyses conducted 
thus far do not answer the question as to whether female students specialis-
ing in philosophy, education and psychology at Baccalaureate school obtain 

90 The socio-economic background of 

students with very high academic 

performance who attend Baccalaureate 

school in Year 9
Data: FSO/EDK, 2007; calculations: SCCRE
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worse test scores in mathematics because they have chosen philosophy, edu-
cation and psychology or whether they would have obtained the same test 
scores in mathematics had they chosen a different specialism (on the basis of 
their personal skills and aptitudes). It is also impossible to say whether the 
students consciously accepted the idea of not doing well in mathematics be-
cause they do not need mathematics for the degree course they have chosen 
at university, or whether the choice of degree course has been restricted by 
the expected poor performance in mathematics.  Finally, it is also impossi-
ble to determine whether lower test scores in mathematics ultimately lead 
to limitations at university level at all, such as through poorer study results, 
or whether the differences are too small to have an impact of this type.
 
Pronounced gender differences can also be seen when comparing EVAMAR 
II test scores, school marks and marks in the Baccalaureate examination. 
Compared to school marks, female students tend to obtain lower test scores 
(  Figure 91 ). Without in-depth analyses, it is impossible to say whether the 
differences are due to a different performance pattern during students’ time 
at school (school marks), which do not necessarily reflect performance po-
tential, or whether female students receive advantageous treatment in the 
award of marks in relation to their performance. Despite this, the differences 
between the genders do point to interesting inequity patterns.

Gender influences the choice of specialism. The assessment of the replies 
received from a survey of students taking the Baccalaureate examination in 
the subjects they intended to study at tertiary level reveals that not all choices 
of specialism have an equal influence on the field studied thereafter. What 
is more, the survey also revealed differences between the genders. Students 
who select a specialism that has been female-dominated for many years (lan-
guages) or male-dominated for many years (mathematics) are less likely to 
switch to a different subject upon entering university. Students selecting a 
specialism taken by a below-average number of students of the same sex are 
more likely to switch subjects (  Figure 92 ) (Bieri Buschor, Denzler & Keck, 
2008; FSO, 2008a).

Does the specialism determine the field of study at university level?

The significant difference in EVAMAR II test scores in mathematics, biology 
and languages among students in different specialisms raises the question 
of whether all students obtaining the Baccalaureate are equally capable of 
studying at university level. These test scores cannot, however, be regarded 
as an indicator of disadvantage. If a female student chooses to specialise in 
mathematics and natural sciences because she wants to study chemistry later 
on, she would be not be overly concerned by lower test scores in languages. 
It may even be that the lower EVAMAR II test scores are merely a reflection 
of selection processes in the individual specialisms based on individual abili-
ties, aptitudes and aspirations. This would also mean that students’ skills 
are furthered to the same extent in all the profiles, in line with their talents, 
and that performance would not have been different if they had opted for a 
different profile. Long before going to university, the students would have 
been aware of the fact that, despite having a «universal» Baccalaureate, they 
could not take all courses at a university with the same chance of success. 
This situation only becomes a problem if the different test performances for 
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different specialisms are attributable to different degrees of support in the 
individual profiles, while the students are under the impression that they 
can enrol in any field of study at university level when they have obtained 
their Baccalaureate, regardless of their specialism. In such a case, a restric-
tion on the decision as to which subject to study at university would be the 
consequence of a suboptimum process when selecting the specialism profile 
at Baccalaureate school.
 

92 Comparison of upper-secondary level specialism and choice of study in 

higher education
Data: Bieri Buschor, Denzler & Keck, 2008

Upper-secondary level specialism 

�% ��% ��% ��% ��% ��% ��% ��% ��% ��% ���%

andere
Gesundheit
Kunst
technische Wissenschaften
Mathematik und NW
Recht
Wirtschaft
Medizin und Pharmazie
Geistes- und SozialwissenschaftenMales (��)

Females (���)

Males (���)

Females (���)

Males (���)

Females (��)

Males (���)

Females (���)

Music, creative arts, philosophy, education, psychology

Economics

Mathematics and natural sciences

Languages

Choice of study in higher education:: 
 Arts and social science  Engineering
 Medicine and pharmacology  Art
 Economics  Health
 Law  Other
 Mathematics and natural sciences

Example

Among the upper-secondary level students specialising in languages, female students (N = 395; 76.1%) 

outnumber male students (N = 124; 23.9%). At higher education level, 46% of female students and 
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holds true for students enrolled in a degree programme in mathematics and the natural sciences. Of 
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students did so.





Vocational education 
and training (VET)



skbf | csre Swiss Coordination Centre for Research in Education

142 Context  Vocational education and training (VET)

Context

Unlike other sectors of the Swiss education system, upper-secondary level 
vocational education and training (VET) is strongly influenced by economic 
developments, which can affect both the profile and number of apprentice-
ships offered by training companies. At the same time, demographic factors 
also have an impact on VET programmes, leading to either an excessive or 
insufficient number of offers on the apprenticeship market. This is because 
the number of available apprenticeships depends primarily on economic de-
mand and only to a lesser extent on the number of potential apprenticeship 
applicants. Finally, VET programmes are also affected by developments in 
upper-secondary general education as well as developments at the tertiary 
level. When students coming out of the lower-secondary level feel more in-
clined to pursue a general-education-based route at upper-secondary level, 
then the number of apprenticeship applicants declines. By contrast, when 
VET programmes at tertiary-level are considered to be more attractive (e.g. 
universities of applied sciences and tertiary-level B professional education 
and training) and when permeability exists between the various types of ter-
tiary-level institutions, the number of apprenticeship applicants increases as 
does the willingness of companies to offer such apprenticeships. 

Economic structural changes

The impact of constant economic structural change on the VET sector 
needs to be understood from two different angles: how the VET sector re-
sponds when occupational fields and economic branches disappear and how 
it responds when new occupational fields and economic branches emerge. 
Whenever an occupation disappears or demand for a specific occupation de-
clines, there is usually a quick and clear drop in the number of available ap-
prenticeships for that occupation (see Schweri & Müller, 2008). This is a posi-
tive finding, since the supply-side adjustment of the apprenticeship market 
effectively reduces the number of VET students learning an occupation 
whose skills are no longer needed on the job market. Whenever new occu-
pations emerge, by contrast, the VET sector response time is slower since 
the corresponding professional organisations need to draft new VET ordi-
nances and training plans. While the response time is slower, this should 
not necessarily be viewed in a negative light. For one thing, it is difficult to 
accurately determine quantitative and qualitative needs for new economic 
branches; in addition, new occupational fields often involve new companies 
whose limited survival prospects mean it is not always advisable for them to 
commit themselves to training apprentices over a number of years (an ap-
prenticeship contract commits a company for at least two years).

Of course, the regulatory framework also has an impact on how quick-
ly adjustments can be made within the VET sector. Regardless of how one 
judges the VET sector response time in general or the response time of the 
Confederation, the cantons and the professional organisations in particular, 
it is also necessary to ask what the alternative would be. No matter how in-
complete the VET sector’s response to economic structural changes might be, 
it is unlikely that the general education sector would manage them any better.
It still remains to be seen whether there is a general misallocation of ap-
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prenticeships among economic sectors, economic branches and occupations 
(cf. SCCRE, 2006). In construction and traditional services, for instance, the 
number of available apprenticeships has almost always exceeded the number 
that would be expected on the basis of the number of jobs available. In order 
to be able to assess the consequences of this top-heavy apprenticeship/avail-
able job ratio, we would need to know more about the occupational mobility 
of VET graduates during their professional career. Until this information is 
gathered, it can be assumed that those sectors and companies train appren-
tices for which training represents the most efficient solution, and that the 
trained specialists look for work in those sectors and companies which offer 
them the best working conditions and job prospects. 

Economic fluctuations

The generally close correlation between dual-track VET programmes and the 
economic situation comes at a price in times of economic hardship. Com-
panies are usually able to (or need to, see Mühlemann, Wolter, Fuhrer et al., 
2007) recover their apprenticeship-related costs directly by having VET stu-
dents generate output over the course of their apprenticeship. These train-
ing companies, however, find this more difficult to do with a declining order 
book and are therefore less willing to offer apprenticeships if their economic 
situation no longer makes this worthwhile. Even in the roughly one-third 
of cases where companies are less concerned about achieving direct profit-
ability from apprenticeships, however, economic downturns can result in 
a lower number of apprenticeships being made available to VET students. 
In such cases, the deciding factor will be whether the training companies 
in question see a possibility of hiring VET graduates upon completion of 
their three- or four-year apprenticeship. If a prolonged economic slump is 
expected, this has a much more pronounced impact on demand for appren-
tices than if only a short cycle is expected. The negative consequences of a 
long-term economic slowdown were felt in the first half of the 1990s.

93 Apprenticeship entrants and economic situation, 1981–2007
Data: Swiss Federal Institute for Vocational Education and Training (SFIVET), based on data from 

Schweri & Müller, 2008
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Generally speaking, economic fluctuations will have less of an impact on 
the willingness of companies to offer apprenticeships if the net costs of a 
typical apprenticeship can be kept low. Empirical analysis of new appren-
ticeship contracts signed over the past twenty years shows that for every 
percentage point increase in the Swiss unemployment rate, there has been a 
corresponding 0.6% decrease in the number of new apprenticeships (Mühle-
mann, Wolter & Wüest, 2009). This means that for every percentage point in-
crease in the unemployment rate, the number of apprenticeships decreased 
by roughly 450 (  Figure 93 ). 

Demographics

In the early 1990s and in early 2000,the Swiss apprenticeship market went 
through two phases in which the number of students coming out of lower-
secondary level rose amid economic decline. This meant that the shortage 
of available apprenticeships was much greater than would normally have 
been the case had the number of students remained constant. The econ-
omic downturn experienced by Switzerland as of mid-2008 had not had an 
immediate impact on the apprenticeship market by April 2009. Since the 
number of students coming out of lower-secondary education is decreas-
ing, it is hoped that this will at least partly compensate for the decline in the 
number of available apprenticeships. However, the situation is not likely to 
improve for poorly qualified students, since a large number of companies 
prefer to do without apprentices where applicants are poorly qualified on 
account of the costs of providing an apprenticeship. 

Relationship to the general education sector

Over the past few years, the range of upper-secondary level programmes 
within the general education sector has steadily increased. This trend has 
mainly been observed at Swiss specialised schools and to a much lesser ex-
tent at the Baccalaureate schools and is expected to further reduce the quan-
titative burden on the apprenticeship market. In times of economic diffi-
culty, this relief is desirable, as it tends to reduce the number of potential 
apprenticeship applicants. However, it does create two problems. Firstly, the 
general education sector mainly draws the high and medium-ability groups 
from lower-secondary level (see SCCRE, 2006), which generally leaves train-
ing companies with those apprenticeship applicants who have a lower aver-
age performance. Training companies begin to offer fewer apprenticeships, 
and the situation of poorly-performing applicants does not really improve, 
despite a smaller number of apprenticeship applicants overall (see, for ex-
ample, Mühlemann & Wolter, 2007). The second problem is that, at upper-
secondary level, the general education sector does not make any adjustments 
what-soever in relation to demographic-related reductions in the size of co-
horts. When the number of students coming out of lower-secondary level 
in a given year decreases, the proportion of apprenticeship applicants will 
automatically fall as well (  Figure  94 ). In its demographic scenarios for 
2008–2017, the Federal Statistical Office (FSO) expects the number of stu-
dents in the VET sector to decline steadily from the peak reached in 2008. 
At the same time, it expects the number of students in the general education 

94 Impact of a 1-person increase/

decrease in the number of compulsory 

school graduates on the number of 

apprenticeship and Baccalaureate 

school entrants
Data: University of Bern, Centre for Research in 

Economics of Education
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The number of apprenticeship and Bac-

calaureate school entrants reacts in a 

very different and asymmetrical manner 

to fluctuations in the number of compul-

sory school graduates (see Wolter, 2007). 

The results of empirical analysis show 

that, for every 1-person increase in the 

number of compulsory school graduates, 

there is a corresponding 0.5-person in-

crease in the number of apprenticeship 

entrants and a 0.4-person increase in the 

number of Baccalaureate school entrants. 

Demographic growth therefore leads to a 

slightly under-proportional impact on the 

number of apprenticeship entrants and a 

slightly over-proportional impact on the 

number of Baccalaureate school entrants 

(a proportional impact would have been 

closer to the actual ratios of compulsory 

school graduates who become either 

apprenticeship entrants or Baccalaureate 

school entrants, i.e. a more elastic 

0.65-person response in the number of 

apprenticeship entrants and a 0.2-person 

response in the number of Baccalaureate 

school entrants). When the number of 

compulsory school graduates decreases, 

the under-proportional response in the 

number of apprenticeship entrants eases 

pressures on the apprenticeship market. 

By contrast, we find that the number of 



145

Swiss Education Report | 2010

Vocational education and training (VET)  Institutions 

sector at upper-secondary level to remain practically constant (Baccalaureate 
schools) or to increase (upper-secondary specialised schools) (FSO, 2008d). 
If these changes in upper-secondary level student figures reflect the needs of 
the job market, then these changes should be considered positive. However, 
if these changes are merely caused by different responses of the general edu-
cation and VET sectors to demographic fluctuations, then Swiss education 
policies need to be called into question.

Institutions

As far as the institutional management of Switzerland’s VET/PET sector is 
concerned, mention can be made of two aspects resulting partly from the 
implementation of the new federal vocational and professional education 
and training act (SR 412.10):

According to the comparative studies conducted in the VET/PET sector 
for the very first time by the Organisation for Economic Cooperation and 
Development (OECD), Switzerland’s VET/PET sector stands out in many 
respects, which will be discussed in subsequent sections of this report. The 
differences between VET structures in various countries are much greater 
than the differences between the general education sectors, which already 
display pronounced national characteristics. Since almost no VET research 
has been conducted on these issues, it is practically impossible to determine 
the impact that various VET structures have on the functioning and success 
of a given VET sector. It may perfectly well be that VET structures have grad-
ually adapted themselves to the point where they are ideally suited to the 
national context, and particularly to the job market. It may also be, however, 
that the lack of comparison has prevented national VET sectors from taking 
advantage of the many different optimisation options.

Secondly, with the enactment of the new federal vocational and profes-
sional education and training act (2002), Switzerland has improved and con-
siderably accelerated the process of system reform (OPET’s Master Plan for 
the VET sector). In addition to a general revision of VET ordinances, the 
VET sector has experienced the further development of the Federal Voca-
tional Baccalaureate, the creation of two-year VET programmes leading to 
the Federal VET Certificate and the introduction of planning instruments 
such as project subsidies (Art. 54/55 of the federal vocational and profes-
sional education and training act) as well as cantonal and branch-specific 
VET/PET funds. 

Central planning and influence of professional organisations

Switzerland’s VET/PET sector is a part of the education system that is not 
only centrally managed at the federal level, but has also long been charac-
terised by the strong institutionalised involvement of professional organisa-
tions (Bauder & Osterwalder, 2008). The overarching objective has been to 
ensure that VET and PET programmes are adapted to optimally match the 
needs of the job market. National steering by the Federal Administration 
ensures that VET and PET qualifications are standardised to the greatest pos-

Baccalaureate school entrants remains 

roughly the same, despite a decrease in 

the number of compulsory school gradu-

ates. This raises the question as to what 

admission criteria Baccalaureate schools 

use, since the figures would seem to indi-

cate that admission criteria change to ac-

commodate demographic cycles.
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sible extent. It is this standardisation that ensures the occupational mobil-
ity of VET and PET graduates whether this be geographically, or in different 
economic branches or companies. Since the VET sector is very heterogene-
ous (with over 200 different occupations), national solutions also ensure 
the best possible degree of efficiency in the preparation and implementa-
tion of VET ordinances, examinations and recognition procedures. The in-
fluence of professional organisations ensures that the content and methods 
used in VET and PET programmes match the needs of the job market as 
closely as possible, thereby ensuring the highest level of acceptance among 
employers. Although the influence of professional organisations is practical-
ly a fundamental feature of the VET/PET sector, this influence is very high 
in Switzerland compared to that in other countries. Of course, this strong 
influence of the professional organisations is one of the main reasons why 
dual-track VET programmes are generally more closely correlated to the 
needs of the job market than entirely school-based VET programmes. That
having been said, even in countries with strong dual-track VET programmes,  
the professional organisations do not have such a high level of influence as 
that found in Switzerland.

It must not be forgotten that, in addition to the Confederation, the can-
tons also play an important role in the strategic planning of the VET sector in 
Switzerland. It is the cantons that implement the VET programmes and pay

95 Influence of the social partners in the VET sector 
Data: OECD

Curriculum Work-based content Acquired competencies

Decision Counselling Decision Counselling Decision Counselling

Australia – – *** *** *** –

Austria ** *** ** *** ** ***

Belgium (Flemish) * **** * **** * ****

Czech Republic – ** – ** – ***

Denmark **** – **** – **** –

Finland *** *** – *** *** ***

France – – – **** – ****

Germany – ** *** **** – **

Hungary – **** – **** – ****

Netherlands – **** – – – ****

Norway – **** **** – – ****

Sweden – **** – **** – ****

Switzerland **** **** ****

Turkey **** – **** – **** –

USA – **** * – **** –

The symbols show the amount of impact that the social partners have on the various programmes:

 – = 0%; * = 1–25%; ** = 26–50%; *** = 51–75%; **** 76–100%
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roughly four-fifths of all public expenditure devoted to the VET sector. Re-
gional implementation by the cantons also makes it possible to adapt VET 
programmes to compulsory education (the so-called interface problem) and 
also to the other options at the upper-secondary level 

Reform of the Federal Vocational Baccalaureate

Plans are currently under way to reform the Federal Vocational Baccalaureate 
(FVB). The Federal Vocational Baccalaureate has been a success model, lead-
ing to quantitative growth over the past decade. The FVB has also certainly 
made upper-secondary level VET programmes a more appealing option for 
those completing compulsory school. At present, over 50,000 Federal VET 
Diplomas and 10,000 FVBs are issued each year (FSO: qualification statis-
tics for 2007, Internet). At present, the FVB accounts for around 38% of all 
baccalaureates issued in Switzerland (2007 figures). The Federal Vocational 
Baccalaureate differs from the Baccalaureate in many respects. It is precise-
ly these pronounced differences in the function of the two upper-second-
ary level qualifications that are at the heart of the current controversy sur-
rounding discussions on the FVB reform. While the  Baccalaureate provides 
unrestricted access to enrolment in conventional universities, the Federal 
Vocational Baccalaureate is intended to provide holders with direct access 
to universities of applied sciences (UAS). A key difference between the two 
baccalaureate types is that their profiles fulfil different purposes. While Bac-
calaureate schools allow students to choose Baccalaureate specialisms that 
match their aptitudes and preferences, the different programmes have a dif-
ferent function. They are, firstly, determined by the apprenticeship occupa-
tion, i.e. it is not generally possible to choose the type of FVB programme; 
instead, this will be specified by the apprenticeship occupation. Secondly, 
they are coordinated with the UAS degree programme that marks the logi-
cal continuation for the chosen apprenticeship occupation. This configura-
tion of the FVB (which is reflected in the curriculum for the profile) offers 
the undis puted advantage that FVB holders already have the prerequisite 
knowledge and skills needed for attending the corresponding UAS degree 
programme. The drawback to this arrangement is that the apprenticeship 
occu pation, with its associated FVB profile, governs the choice of subjects to 
be taken at tertiary level and possibly places restrictions on this (to an extent 
that cannot be determined) for those taking the FVB compared with those 
taking the Baccalaureate. It is not easy to weigh up the advantages and disad-
vantages, and much depends on the intended purpose of the FVB. The cur-
rent pattern in FVB holders’ choice of UAS degree programmes very closely 
matches the requirements of the UAS courses that take the most students 
(engineering and IT, economics and services;  Figure 96 ). Around 90% of 
UAS students in these fields are holders of an FVB that matches the curric-
ulum profile. The situation is different on UAS degree programmes where 
the proportion of students who have been admitted to the course with an 
FVB is very low, or where the corresponding FVB profile is relatively new 
(e.g. social work and health).
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96 Proportion of FVB holders whose FVB matches a corresponding UAS degree 

programme, 2007 entrants
Data: FSO
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Two-year VET programmes replace previous two-year 
apprenticeships

Certified two-year VET programmes have been introduced to replace the 
previous uncertified two-year apprenticeships. This has been done to enable 
students which have undergone an abridged vocational training to continue 
their education and training if desired. Upon completion of a two-year VET 
programme, graduates not only receive a Federal VET Certificate but also 
have the option of advanced placement in a correspondingly shortened three 
or four-year VET programme leading to a Federal VET Diploma. At present, 
two-year VET programmes have been introduced for only a limited number 
of occupations (23 occupations as of May 2009); in addition, the regional/
cantonal distribution of these programmes is very uneven. Nevertheless, 
there seems to be a clear demand for two-year VET programmes: in 2008, 
only four years after the new two-year programmes were introduced, the 
proportion of VET students enrolled in two-year VET programmes stood at 
3.5%. This proportion was already higher than the one reached for uncerti-
fied two-year apprenticeships under the previous system. Moreover, in 2008, 
6.1% of all newly signed apprenticeship contracts were in the new two-year 
VET programme (cf. FSO, 2009c).

The aim should certainly not be to encourage young people to enrol in a 
two-year VET programme if they are perfectly capable of completing a three-
year or four-year VET programme. Nevertheless, it may be more efficient to 
have young people start out with the two-year VET programme when they 
are unable to find an apprenticeship at the end of lower-secondary level or 
are very likely to drop out of a three-year or four-year VET programme. On 
the whole, the effectiveness and efficiency of two-year VET programmes re-
mains inconclusive due to the fact that such programmes have only recently 
been introduced and that there are still only a limited number of such ap-
prentices in the individual occupations. Partial assessments (see Bieri, 2007, 
2008) nevertheless show that fewer apprenticeship contracts have been bro-
ken off under two-year VET programmes than under three-year or four-year 
VET programmes. In addition, between one-fifth and one quarter of Federal 
VET Certificate holders immediately take advantage of the advanced place-
ment option in a correspondingly shortened three-year or four-year VET 
programme. It is also interesting to note that students enrolling in two-year 

97 Percentage breakdown of FVB 

holders by UAS degree programme, 

2007 entrants
Data: FSO

 Engineering, IT, chemistry and life sciences
 Architecture, construction and planning
 Economics and services
 Design, music, theatre and other arts
 Social work
 Health care
 Other UAS degree programmes, teacher   

 training excl. 

Übrige Studiengänge ohne Lehrerbildung

Gesundheit

Soziale Arbeit

Design, Musik, Theater & andere Künste

Wirtschaft & Dienstleistungen

Architektur, Bau- und Planungswesen

Technik, IT, Chemie & Life Sciences
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VET programmes do not necessarily all have the same background or so-
cial position as used to be the case for the two-year apprenticeships under 
the previous education system. Hoffmann and Kammermann (2007) and 
Kammermann, Amos, Hoffmann et al. (2009) reported that the composi-
tion of students enrolled in two-year VET programmes is markedly different 
from that of students on two-year apprenticeships, with the former having 
a lower number of students from special-needs groups at lower-secondary 
level and also fewer students with a migration background. Although the 
assumption cannot be verified in statistical terms, it is perhaps the case that 
the new bridge-year courses (  Chapter Upper-secondary education, page 
111 ) have given students who tend to be disadvantaged the time needed to 
find an apprenticeship for a three-year or four-year VET programme. This 
would explain why the expected number of such students in two-year VET 
programmes was not found.

VET/PET funds

Article 60 of the Federal Vocational and Professional Education and Training 
Act states: «At the request of the corresponding professional organisation, 
the Federal Council may declare the professional organisation’s VET/PET 
fund mandatory for all companies within that sector of the economy.» All 
the companies in a sector are then obliged to pay solidarity contributions for 
vocational training. At the end of 2008, sixteen VET/PET funds for profes-
sional organisations were declared mandatory. Some cantons also have can-
tonal VET/PET funds that are defined and structured very differently from 
one another. Whether they emanate from professional organisations or the 
cantons, these VET/PET funds are very heterogeneous and pursue differ-
ent objectives. In 2008, a survey conducted of primarily stakeholders in ex-
isting VET/PET funds (see B.S.S., 2008) showed that these funds matched 
their statutory objectives to a large extent. At the same time, however, these 
funds have high management and administration costs. The analyses con-
ducted thus far provide no indication as to whether the existence of VET/
PET funds increases the willingness of companies to offer more or better 
quality apprenticeships. Although the Confederation never stated that the 
objective of VET/PET funds was to encourage a greater willingness to of-
fer apprenticeships; this argument was prominently raised by supporters of 
cantonal VET/PET funds.

Effectiveness

The effectiveness of the VET sector must not be analysed solely on the basis 
of various aspects; it must also be assessed from the different perspectives of 
the individual stakeholders. The public sector considers effectiveness from the 
viewpoint of the system as a whole and, of course, in terms of the quality of 
education and training (provided by VET schools, for instance). The private 
sector (or more specifically, training companies) considers effectiveness of the 
VET sector in terms of how it has helped them to become more profitable and 
competitive and by comparison to alternative forms of training. Students con-
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sider effectiveness (both in absolute and relative terms) on the basis of how the 
VET sector has contributed to their personal development and growth, with 
job and income prospects forming only part of the overall picture. 

While some of these objectives correlate positively with each other (i.e. 
attaining one objective automatically improves the chances of another objec-
tive being attained), conflicts of objectives can certainly result for individual 
effectiveness objectives within this package of objectives.

Desired apprenticeship (as a measure of system effectiveness?)

Unlike general education programmes, dual-track VET programmes reflect 
the desires and aptitudes of students to a more limited extent. These VET 
programmes are mainly intended to suit the needs of training companies, 
which determine the availability of apprenticeships. Countries whose edu-
cation systems are heavily or exclusively general education-based have ar-
gued from a systemic and individual standpoint that dual-track VET pro-
grammes and their dependence on training companies unnecessarily limit 
the personal development opportunities of young people at too early a stage. 
This is one of the reasons why OPET’s apprenticeship barometer also analy-
ses the level of satisfaction of VET students with their apprenticeship. At 
first glance, it may seem surprising that, in measurements conducted over 
the past few years, the economic situation, and hence the quantitative avail-
ability of apprenticeships, has had very little impact on the level of student 
satisfaction (  Figure 98 ). Around 70% of respondents stated that they had 
found the apprenticeship that they had wanted. Around 5% stated that they 
had found a second-choice apprenticeship, and around 15% stated that enrol-
ment in a dual-track VET programme was actually their second choice since 
they would have preferred to have enrolled in a Baccalaureate or specialised 
school (general education sector) or in an entirely school-based VET pro-
gramme (VET sector). Different levels of satisfaction correlate with cultural 
familiarity with dual-track VET programmes, with the highest levels being 
found among Swiss students from the German-speaking region (cf. SCCRE, 
2006). This high level of student satisfaction overall is a good sign, especially 
in the light of the fact that the vast majority of students competing on the 
apprenticeship market managed to find an apprenticeship.

Student output during apprenticeships

In the VET sector, the effectiveness of education and training can be meas-
ured by comparing the professional skills of VET students with those of 
qualified workers. Generally speaking, the final examination at the end of 
the apprenticeship enables the objective  determination of whether train-
ing objectives have been reached. However, VET trainers can also be asked 
to give their subjective assessment of whether VET students have reached 
these training objectives. While this latter approach essentially replaces ob-
jective criteria with subjective ones, it has the advantage of enabling compar-
isons to be drawn of effectiveness across various occupations, which would 
not be possible with comparative assessments based on final apprenticeship 
examinations. 

In many cases, compulsory school gra-

duates who do not find their «desired 

apprenticeship» prefer not to take up a 

different apprenticeship but to wait a year 

before searching in the same occupation 

again. Three-quarters of the young 

people who were unable to find an 

apprenticeship in 2008 stated that they 

would try again in the same occupation a 

year later, after pursuing an interim solu-

tion for a year (see Link, 2008). If the 

chances are slim that a student will find 

his/her desired apprenticeship after wait-

ing a year, this constitutes an efficiency 

problem for both the individual and 

society. If the student’s chances are good 

(especially if the apprenticeship is a chal-

lenging one), then the decision to wait a 

year can be the right one (  Equity, page 

158 ).

98 Outcome of apprenticeship 

recruitment process by year
Survey date: 31st August for all cohorts starting 

their 1st year of apprenticeship

Data: Link Institute, various cohorts
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The comparison of apprenticeships of various durations (  Figure 99 ) con-
firms the hypothesis that VET students become more productive with each 
year of their apprenticeship (i.e. VET student productivity in per cent com-
pared to the average productivity of an already qualified worker). At the same 
time, only the pattern of progression and not the productivity in the final 
year of the apprenticeship is a function of the duration. During the final year 
of their apprenticeship (i.e. on average, and not at the end of the year), and 
irrespective of the apprenticeship duration, VET students achieve around 
three quarters of the level of productivity of qualified workers. This means 
that the decisions made thus far as to whether an apprenticeship should last 
two, three or four years are correct, since the only reason for an apprentice-
ship to last longer would be if VET students needed extra time to acquire 
the desired competencies. This also seems to indicate that the VET sector is 
efficient, since any other outcome would have meant that VET programmes 
were either inefficiently long or inefficiently short.

Successful transition to the job market after graduation

If one looks beyond competencies and considering outcomes as a measure 
of effectiveness, then successful transition to the job market can be consid-
ered as a good indicator. Holders of an upper-secondary level VET qualifica-
tion (  Chapter Cumula tive effects, page 269 ) have better job prospects than 
holders of only a lower-secondary level qualification. By better job prospects, 
we mean higher employment rates or a lower likelihood of becoming un-
employed. At the same time, holders of a VET qualification earn a higher 
income. If we consider the increased income that one may expect to achieve 
upon completion of a VET programme (i.e. return on investment in educa-
tion and training), we find that the benefits are slightly lower than with other 
forms of training. If we consider the very high levels of return on invest-
ment achieved from tertiary-level type B professional education and training 
(PET) and universities of applied sciences (UAS), it must be borne in mind 
that a portion of this return comes from the upper-secondary level VET pro-
gramme, which opens the door to tertiary-level education and subsequent 
higher-paying jobs. The option of using VET programmes as a springboard 
to tertiary-level education and training may be one reason why the Federal 
Vocational Baccalaureate has been so popular (  Efficiency/Costs, page 153 ). 
Indeed, the rising number of FVBs is not necessarily proportional to the ris-
ing proportion of students. 

Persistently low participation ratios in continuing education and training 
(CET) among VET graduates who do not obtain any higher qualifications are 
the only negative point in a generally positive picture (  Chapter Continu-
ing education and training (CET), page 253 ). While good quality and adequate 
VET programmes may partially explain why VET graduates feel less of a 
need to attend CET courses, it may nevertheless be assumed that VET pro-
grammes do not sufficiently prepare all VET students for life-long learning. 
At the same time, however, it is unclear whether these students would be 
better prepared for life-long learning had they enrolled in the general educa-
tion sector rather than in the VET sector.

99 Average productivity of VET 

students per training year and 

apprenticeship duration, 2004
Data: Mühlemann, Wolter, Fuhrer et al., 2007
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Occupational mobility

It is the very same countries that lack a VET tradition that question whether 
VET programmes ensure occupational mobility. In a working world where 
workers are very unlikely to remain in the same occupation all the way to 
retirement, the question is whether VET programmes hinder occupational 
mobility. Measured in terms of the high horizontal and vertical occupational 
mobility of those following a dual-track VET programme in Switzerland, 
there are no quantitative indications that graduates of these programmes 
have difficulties with occupational mobility. What it is not possible to 
say, however, is whether the occupational mobility is as good in qualita-
tive terms as for graduates of Swiss Baccalaureate schools and specialised 
schools. In other words, the lack of reliable data prevents us from determin-
ing whether individuals with a VET qualification suffer disadvantages in the 
case of forced occupational mobility or whether the VET qualification hin-
ders desired mobility to an excessive extent. Points of comparison are also 
lacking for an assessment of these issues, i.e. we do not have a counterfactual 
situation. In other words, even if we were able to state with certainty that 
mobile individuals suffer disadvantages in the case of forced mobility, it is 
not known whether they could have avoided these negative consequences 
if they had studied in the general education sector instead of the VET sector. 
In the short term, it can be seen (in line with expectations) that individu-
als who (have to) change occupations after obtaining their VET qualifica-
tion lose some of the competencies that are unique to their occupation and 
therefore also lose some of their income advantages (see Müller & Schweri, 
2009). That having been said, the vast majority of VET students experience 
a relatively smooth school-to-work transition thanks to the proximity of 
their training to the world of work. This is much less the case for students 
from the general education sector. The impact of VET programmes on oc-
cupational mobility as well as the consequences of such mobility have not 
yet been adequately researched to draw any reliable conclusions.

Effectiveness of the Federal Vocational Baccalaureate

Around two-thirds of all VET students prepare for the FVB examination on 
a part-time basis during their three-year or four-year VET programme. One-
third of all VET students prefer to complete their VET programme first and 
then enrol in a one-year, full-time preparatory course for the FVB examina-
tion. Unfortunately, individual data regarding the progression of studies of 
VET students are not available, which prevents us from providing a repre-
sentative picture. Isolated studies, however, have shown high dropout rates 
among VET students who attempt to prepare for their FVB during their VET 
programme (see Stocker & Bachmann Hunziker, 2008). Research needs to be 
conducted to determine whether better alignment of work-based training 
and FVB preparatory classes can reduce these dropout rates (thereby increas-
ing the effectiveness of education expenditure) or whether high dropout 
rates are the consequence of not having selected the right students for ad-
mission to the part-time FVB preparatory course. 
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Efficiency/Costs

Public VET expenditure

For the past few years, the Federal Office for Professional Education and 
Technology (OPET) has been using a calculation model developed by 
PricewaterhouseCoopers to determine cantonal costs for the VET sector 
on the basis of uniform criteria. These figures show a significant correla-
tion between the type of VET programme and associated costs. Dual-track 
VET programmes generate significantly lower public expenditure than en-
tirely school-based ones (  Figure 100 ). This is because a larger portion of 
the learning process in dual-track VET programmes takes place during ap-
prenticeships at training companies, which en ables the cantonal authori-
ties to keep their costs down. Moreover, very small cantons that lack their 
own vocational schools or send a large number of students to the vocational 
schools of other cantons, tend to have a low level of costs. This means that 
these cantons spend less in compensatory payments to host cantons than 
the host cantons themselves spend on maintaining their vocational schools. 
Frick (2008) conducted a study using data from 1990 to 2004 (i.e. based on 
non-harmonised cost calculations). This study found that cantons with a 
high proportion of health and social care occupations had higher costs. The 
study would, however, suggest that the cost data (which were not based on 
the model developed by PricewaterhouseCoopers) do not yet lend itself to 
a precise efficiency analysis. The output data also provide no indications as 
to the quality of training. In addition, the vocational school level should be 
taken as the basis for an efficiency analysis, since intracantonal comparisons 
show that the costs for VET students in the same occupation may vary con-
siderably from one vocational school to another.

Corporate VET expenditure

Dual-track VET programmes, where training companies pay most of the 
training costs, will only be appealing for companies if the benefits of appren-
ticeships outweigh the costs. One such benefit may be derived immediately 
by having VET students generate real output during their apprenticeships 
and/or in the longer run by hiring VET students after graduation. Since Swit-
zerland’s job market is not very highly regulated, the majority of companies 
(particularly SMEs) find it very important to be able to recover their training 
costs during the apprenticeship through the appropriate benefit. If this is pos-
sible, there will be a larger number of apprenticeships as companies find their 
commitment to VET programmes to be economically feasible (see Mühle-
mann, Schweri, Winkelmann et al., 2007). Regulations ensuring a high degree 
of cost efficiency can lead to a greater number of apprenticeships and do not 
have to be in contradiction to the quality of training. In Switzerland, around 
two-thirds of apprenticeships produce a net benefit for the training compa-
ny by the time they are completed, which means that, in one third of cases, 
the training companies have to gain this benefit after the apprenticeship has 
been completed. While various company-related factors determine whether 
a given apprenticeship has a positive or negative cost/benefit ratio while it 
is running, the type of occupation is the main factor (  Figure 101 ). Practi- 
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101 Net costs of apprenticeships for training companies, per VET student and 

training year, 2004
Data: Mühlemann, Wolter, Fuhrer et al., 2007
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cally all of the «most expensive» occupations fall into the four-year ap-
prenticeship category; however, not all four-year apprenticeships are cost-
intensive, as the VET programme for electricians shows. Occupations with 
negative cost/benefit ratios during the training phase tend to be of a more 
technically challenging nature and relate to industry (e.g. VET programme 
in mechanical engineering) or services (e.g. VET programme in information 
technology). With these occupations, training companies need to transfer a 
great deal of specific company-related and product-related know-how dur-
ing the apprenticeship. By the end of their apprenticeship, VET graduates 
have acquired competencies that training companies would be unable to find 
elsewhere on the job market. The costs of training that are not recovered can 
thus be saved after the apprenticeship through the savings made on recruit-
ment and work familiarisation costs.

In addition to company-related factors and the type of occupation, the state 
and the social partners introduce regulations that affect the cost efficiency 
of VET programmes, as is clearly demonstrated in a comparison between 
Germany and Switzerland (see Dionysius, Mühlemann, Pfeifer et al., 2009). 
Generally speaking, apprenticeships in Germany tend to generate net costs 
for the training companies involved, while the opposite tends to be the case 
in Switzerland. There seem to be three main factors that explain this differ-
ence (  Figure 102 ): a) the wage differential between VET students and quali-
fied workers, b) time spent at or away from the training company and c) the 

102 Net costs of apprenticeships for 

training companies, in EUR, 2000
Data: Dionysius, Mühlemann, Pfeifer et al., 2009
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output supplied by VET students at the training company. While Swiss and 
German VET students earn practically the same salaries in absolute terms, 
the difference between salaries paid to VET students and qualified workers 
is much higher in Switzerland; VET students in Switzerland spend more 
time at training companies (fewer days at vocational school, on holiday and 
on sick leave); and the most decisive difference is that VET students in Swit-
zerland generate real output at training companies whereas VET students in 
Germany tend to spend more time «practising». In 2000, which is the year 
for which this comparison can be applied, the negative cost/benefit ratio 
for German training companies did not seem to have any impact on their 
demand for VET students. This was because the highly regulated German 
job market often enables companies to indirectly recover their costs by hir-
ing VET students after the apprenticeship. At the same time, VET students 
are faced with limited occupational mobility since legislation or agreements 
between the social partners on the German job market make it more difficult 
for VET students to change employers after graduation. As a result, training 
companies hire VET graduates and pay them a salary that is slightly below 
the VET graduate’s level of productivity, thereby enabling the company to 
derive a benefit from its training activities. In Switzerland, however, simula-
tion calculations (see Wolter, Mühlemann & Schweri, 2006) have shown that 
training companies that would need to wait until after the apprenticeship is 
over before they can recover their costs are more likely to refrain from offer-
ing apprenticeships in the first place. 

Disruption of apprenticeship contracts

The disruption of apprenticeship contracts can be, but does not have to be an 
efficiency problem. In order to determine whether efficiency problems ex-
ist, we first need to know why apprenticeship contracts are terminated and 
what consequences this brings. If apprenticeship contracts are terminated 
because VET students wish to transfer to another VET programme (so that 
the requirements are more closely aligned with their personal aptitudes and 
skills), this may actually be more efficient from an individual and systemic 
standpoint. The only question that then remains is whether better occupa-
tional guidance or other measures would have en abled the VET student to 
avoid taking a diversion via the «wrong» VET programme, or if, indeed, it 
was a diversion at all.

As with other questions, we find that there is a lack of sufficient data 
that would enable us to carry out a precise analysis on the basis of empirical 
observations. Due to the absence of longitudinal data, it is not known how 
many disruptions of apprenticeship contracts in Switzerland have actual-
ly resulted in VET students dropping out of the VET programme, or have 
resulted in lost training years, which could have been avoided with better 
framework conditions.

The most recent cohort studies containing informative analyses on this 
matter have been conducted in the Canton of Geneva (see Rastoldo, Evrard 
& Amos, 2007, and Rastoldo, Amos & Davaud, 2009) and the Canton of Bern 
(Schmid & Stalder, 2008), the latter placing a clear focus on disruption of ap-
prenticeship contracts. Although there are major differences between can-
tons (which mainly have to do with the prevalence of dual-track VET pro-
grammes as well as regional job market conditions), the findings from the 
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study conducted in the Canton of Bern ought to be representative for many 
other cantons (at the very least for the German-speaking cantons). Schmid 
& Stalder (2008) note that around three-quarters of all disruptions of ap-
prenticeship contracts lead to an alternative solution at upper-secondary 
level. All in all, around one-third of the cases led to a definitive dropout. 
This discrepancy in percentages was caused by multiple apprenticeship con-
tracts being terminated for the same VET student or by the failure of a VET 
student to pass the final apprenticeship examination in their second VET 
programme. Around 5% of the transfers resulted in a more challenging ap-
prenticeship and around 22% of the transfers resulted in a less challenging 
apprenticeship. For the remaining 70% of the transfers, around half of the 
VET students remained in the same occupation but signed an apprenticeship 
contract with a different training company and half changed occupations. It 
is also interesting to note that regardless of whether the new apprenticeship 
was less challenging or more challenging, in most cases, the VET students 
remained with the same training company.

The results of the longitudinal study conducted in the Canton of Geneva 
(Rastoldo, Amos & Davaud, 2009) differ from the study conducted in the 
Canton of Bern in two noteworthy respects. First of all, the number of dis-
ruptions of apprenticeship contracts that did not lead to a new apprentice-
ship turned out to be much higher (most of the former VET students found 
an unqualified job eventually). Secondly, constant switching between a new 
apprenticeship, unemployment and employment was much more preva-
lent. Both studies show that disruptions of apprenticeship contracts must 
be interpreted in very concrete terms against the background of the local job 
market and the education system conditions.
 
The introduction of a two-year VET programme might be a more efficient 
alternative to having VET students lose training years, switch to a less de-
manding apprenticeship or drop out from a three-year or four-year VET 
programme and/or the upper-secondary level entirely. In this light, the 
observation (  Institutions, page 145 ) that the profile of students enrolled in 
two-year VET programmes was less the type of students found in two-year 
apprenticeships under the former system and more the type of students 
found in three-year or four-year VET programmes should be interpreted in 
a positive manner.

Transition from FVB to UAS degree programmes

Since the first measurement of transitions from FVB to UAS degree pro-
grammes, transition rates for males have fallen by around ten percentage 
points (1998: 72%, 2004: 63.5%). By contrast, transition rates for females, 
which started out at a very low level, have increased somewhat (1998: around 
28%, 2004: 31%). There is no clear explanation for these two trends (  Fig-

ures 103  and 104 ), and it is currently not known whether this is the result of 
efficiency problems.

The decline in the transition rate for males seems to correlate with a strong 
decline in the immediate FVB-to-UAS transition rate, which was not com-
pensated by a higher postponed FVB-to-UAS transition rate. The decline 
should be analysed on the basis of two factors, however. First of all, it would 

103 FVB-to-UAS transition rates for all 
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Data: FSO

�% ��% ��% ��% ���%

Health care

Natural sciences

Trade

Art and design

Commercial

Technical

Profile



157

Swiss Education Report | 2010

Vocational education and training (VET)  Efficiency/Costs 

appear that the decline came after 2003, at about the time when the econom-
ic situation began to improve considerably. This will have prompted many 
FVB holders to take advantage of the good job market situation to find a job 
to begin with. If this hypothesis proves valid, then we should see higher 
FVB-to-UAS transition rates again starting from 2009/10. Secondly, unlike 
transitions from the upper-secondary general education sector to conven-
tional universities, immediate FVB-to-UAS transitions are not always the 
most efficient strategy. Studies (Bonassi & Wolter, 2002) have shown that 
older students who enrol in UAS degree programmes on a part-time basis 
(taking advantage of the combination of work experience and studies) are 
able to obtain higher starting salaries than younger students who enrol in 
UAS degree programmes on a full-time basis. Low FVB-to-UAS transition 
rates would clearly be an efficiency problem in a case where the only criteria 
justifying (both public and private) FVB expenditure was students actually 
beginning (and finishing) their UAS studies. However, unlike the Baccalau-
reate, the Federal Vocational Baccalaureate can serve other purposes, such 
as preparing VET students for tertiary-level type B professional education 
and training (PET) (even though this path does not specifically require the 
FVB). Since PET programmes can only begin after students have gained a 
few years’ work experience, it is statistically difficult (without long-term 
follow-up studies) to determine exact FVB-to-PET transition rates. Thus, 
transition rates measured over a short period of time clearly cannot be used 
as a reliable efficiency indicator. 

104 Immediate FVB-to-UAS transition rate for all FVB holders from the 2003 

cohort, by gender
Data: FSO
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Equity

Gender segregation

If equity in VET programmes were equated with an even distribution of 
the genders over the different apprenticeship occupations, then not much 
would have been accomplished over the past few decades to ensure equi-
ty within the VET sector. Even though major changes have come about in

105 Distribution of female VET students in available apprenticeship occupations, 

1984 and 2007
Data: FSO; calculations: SCCRE
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106 Distribution of female VET students among apprenticeship contracts, 1984 

and 2007
Data: FSO; calculations: SCCRE
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This chart shows that, in 1984, 90% of all female 

VET students were in just over 5% of all available 

apprenticeship occupations. In 2007, this 

proportion increased to 15%. This means that only 

10% of all female VET students are spread over 

the remaining 85% of available apprenticeship 

occupations (in 2007, this included around 225 

occupations).  

This chart adds apprenticeship contracts by 
occupation from left to right, with an increasing 
proportion of female students. If the curves ran 
proportionally from left to right, then there would 
be an equal distribution of female and male VET 
students among all apprenticeship contracts. In 
1984, 50% of the apprenticeship contracts with 
the lowest proportion of female VET students 
drew only 10% of female VET students, and nearly 
35% of all apprenticeship contracts were almost 
exclusively male-dominated. Both in 1984 and 
2007, we find that 50% of all female VET students 
hold fewer than 30% of all the apprenticeship 
contracts.
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 terms of both the number of occupations as well as in the occupations them-
selves, female VET students still tend to be limited to a small spectrum of 
apprenticeship occupations (  Figure 105 ). This may have something to do 
with the fact that there are a very small number of apprenticeships (and 
therefore VET students) in many occupations. However, even if occupa-
tions are weighted according to the number of available apprenticeships (  

Figure 106 ), we find that progress towards an even distribution of the genders 
within apprenticeship occupations has been relatively modest. Perhaps the 
most significant progress would be that the number of apprenticeship occu-
pations that previously had practically no female VET students has fallen by 
about half over the past twenty-five years. At the same time, however, there 
has been very little «masculinisation» in the small number of occupations 
that have traditionally been the preserve of female VET students. 

Despite major efforts, gender segregation in apprenticeship occupations 
persists. However, this does not necessarily mean that there is an equity 
problem. Equity problems should only be suspected if the disproportion-
ate gender distribution resulted from a restricted selection process for the 
occupation taken up (i.e. if female VET students found themselves in tradi-
tionally female-dominated occupations even though they would have pre-
ferred a traditionally male-dominated or gender-balanced occupation). For 
the most part, this assumption can probably be discarded if we consider the 
large number of VET students (around 75%) (  Efficiency/Costs, page 153 ) who 
stated that they had found the apprenticeship that they had wanted, and also 
if we are able to largely exclude the problem of VET students later rationalis-
ing their choice. A recent study (see Abraham & Arpagaus, 2008) has shown 
that gender-based choices of occupation are strongly influenced by parents. 
In such cases, there may be an equity problem if VET students are «pushed» 
towards occupations that prove to be less economically advantageous as a 
function of the gender distribution in the occupation in question. While 
some female-dominated occupations may indeed be less economically ad-
vantageous than male-dominated or gender-balanced occupations, this is 
certainly not the case for the vast majority of female-dominated occupa-
tions. The above-mentioned study also shows that female VET students 
also choose female-dominated occupations even when they know that these 
occupations are less economically advantageous. The fact that this same re-
search shows that occupations pursued by both genders seem to be the more 
attractive occupations overall, since good academic performance increases 
the likelihood of a student learning in a gender-balanced occupation, is again 
not an indication of an equity problem. 

Even if it cannot be definitively proven that gender segregation – whether 
intentional or unintentional – constitutes an equity problem, the continu-
ing large numbers of almost entirely female-dominated and almost entirely 
male-dominated occupations is a situation that needs to be discussed from 
a social standpoint (and probably only to a lesser extent from a education-
policy angle).
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School-to-work transition

The equity problem encountered in the school-to-work transition actually 
originates in the transition from primary school to lower-secondary educa-
tion. As it happens, VET graduates who complete a less intellectually de-
manding apprenticeship (it is the careers advisory services that categorise 
apprenticeships on the basis of the requirements involved) are significantly 
more likely (  Figure 107 ) to find either no job after graduation or only an 
unqualified job that would not have needed the apprenticeship (with all of 
the long-term problems associated with such employment; these jobs are 
listed as inadequate employment in Figure 107 ). The influence of the type of 
VET programme on job prospects is a causal one, i.e. it does not depend 

107 Proportion of VET students holding adequate or inadequate employment 

one year after completion of their VET programme, 2005

Data: TREE; calculations: Bertschy, Cattaneo & Wolter, 2009
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only on the fact that the least performing students find themselves in the 
least demanding apprenticeship occupations (see Bertschy, Cattaneo & Wol-
ter, 2009). Since, however, the likelihood of finding oneself in a less attractive 
apprenticeship occupation depends not only on academic performance at 
lower-secondary level but also on the type (ability group) of lower-second-
ary level education pursued, the selection at lower-secondary level, which 
is not based entirely on objective performance criteria, has an impact many 
years later on the job market prospects of the young people in question. 

At this point, it can also be said that training companies could contrib-
ute more to ensuring more equal opportunities if they paid less attention to 
the ability group that apprenticeship candidates were assigned to at lower-
secondary level when recruiting and, instead, based their recruitment deci-
sions on candidates’ actual performance. Even if such a recruitment process 
were to come at a higher cost, training companies would benefit through an 
additional return, because their current practice of considering only lower-
secondary students from high or middle-ability groups has resulted in ap-
prenticeship contracts being given to VET students who do not always meet 
the performance expectations.
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The research findings may be considered positive from an equity standpoint 
because they show that VET student performance during the apprentice-
ship has a greater impact on a successful school-to-work transition than the 
VET student’s prior academic achievement at lower-secondary level. In oth-
er words, apprenticeships offer students the chance to compensate for in-
sufficient academic achievement during compulsory education by showing 
greater work-based performance over the course of their VET programme. 
Provided, of course, that they have been able to find a suitable apprentice-
ship in the first place.
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In the early 1970s, the Swiss Conference of Cantonal Ministers of Educa-
tion (EDK) became aware of the need to coordinate upper-secondary spe-
cialised school activities. At the time, upper-secondary specialised schools 
were called Diplommittelschulen (EDK, 1972). Diplommittelschulen had been 
created from a merger of upper-secondary level girls’ schools and commer-
cial schools, whose roots dated back to the 19th century in some cases. The 
EDK’s efforts to harmonise specialised schools led to the adoption of its 
«Guidelines on Recognition of Specialised School Certificates» in 1987 as well 
as to the drafting of core curricula for specialised schools in 1988 (EDK, 1989). 
Following the enactment of the new Federal Vocational and Professional 
Education and Training Act in 2004, which specifies that only tertiary-level 
institutions may award a Diplom (degree), the Diplommittelschulen were re-
named Fachmittelschulen (upper-secondary specialised schools).

Transition from mere feeder schools to schools providing a blend of 
general education and job-market training in specialised occupations

Until fairly recently, specialised schools acted as feeder schools for non-uni-
versity tertiary-level education and training (PET) in the fields of education, 
paramedicine and social care (EDK, 1989). Since such education and train-
ing programmes only accepted students as of age eighteen, these special-
ised schools bridged the gap in a meaningful manner by preparing students 
for subsequent training. After the Federal Office for Professional Education 
and Technology (OPET) was given authority over upper-secondary level 
education and training in health care, social care and art (HSA), correspond-
ing VET programmes based on the provisions of the Federal Vocational and 
Professional Education and Training Act (2004) were introduced. This es-
sentially changed the positioning of various health care, social care and art 
programmes at both upper-secondary and tertiary levels. In the French-
speaking region, most education and training in the area of health care takes 
place at universities of applied sciences while, in the German-speaking re-
gion, a number of equivalent programmes are still taught at tertiary-level 
type B professional colleges (GDK, 2006). At the same time, combined 
school/work-based VET programmes in health care and social care gave 
16-year-olds the opportunity to receive similar training at upper-secondary 
level. These developments (i.e. the extensive repositioning of HSA educa-
tion and training at tertiary level, coupled with upper-secondary level VET 
programmes for entering the HSA professions) required the revision of the 
specialised schools’ curricula. In addition to providing a strong general edu-
cation, as in the past, specialised schools now provide the training that is 
needed for specific occupations. This diversification in the subjects offered 
and in the profile of specialised schools is mainly intended to prepare stu-
dents for entry to the corresponding tertiary-level B professional education 
and training programmes. Some specialised school programmes also pre-
pare students for entry to universities of teacher education and universities 
of applied sciences. 

A clear predominance of female students in specialised schools can be ex-
plained by the fact that these schools offer training in occupations that are 
mainly female-dominated. In the 2007/08 school year, roughly three-quar-
ters of the student body were female still. In 2008, the proportion of foreign 
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109 Proportion of specialised school students at upper-secondary level, 1995–2007
Data: FSO
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nationals in specialised schools was once again slightly higher than the pro-
portion of foreign nationals in all the upper-secondary level schools taken 
together (  Figure 109 ).

 Figure 108  shows the educational background of specialised school entrants. 
In 2008, only two-thirds of specialised school entrants were compulsory 
school graduates (compared to 78% in 2004). Half of these specialised school 
entrants came from the middle and high-ability groups (around 10% fewer 
than in 2004). There was also a 10% increase in the number of students from 
specialised school/general-education schools at upper-secondary level who 
decided to interrupt their existing programme to enrol in another type of 
upper-secondary level school.

As far as the socio-economic status (SES) of the parents of specialised school 
entrants is concerned, PISA data for 2000 and 2006 show that nearly 60% 
of all specialised school students come from the middle two quartiles of 
the SES scale, which clearly sets specialised schools apart from vocational 
schools offering dual-track VET programmes. According to the PISA data 
for 2006, it is also seen that 19.7% of the parents of specialised school stu-
dents would have preferred their child to have enrolled in a Baccalaureate 
school and later attend university rather than enrol in a specialised school 
(18% of the parents of female students and 24% of the parents of male stu-
dents). Here it is important to note that the PISA data do not directly reflect 
the opinions of parents but rather the expectations that the students think 
that their parents have. Some of these hopes are fulfilled, since around 12% of 
all students who obtain an upper-secondary Specialised School Certificate, 
then switch to a Baccalaureate school.
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110 Geographical distribution of upper-secondary specialised schools, 2009
Data: www.fms-ecg.ch (June 2009); map: Swisstopo
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Sixty upper-secondary specialised schools and the programmes 
they offer

The EDK adopted new regulations on the recognition of upper-secondary 
specialised schools in 2003. This set the stage for the introduction of upper-
secondary specialised schools to replace the Diplommittelschulen by August 
2007. As of February 2009, there were sixty specialised schools (  Figure 110 ) 
offering full-time programmes lasting for three years. These schools are part 
of Switzerland’s upper-secondary level general education sector. Upper-sec-
ondary specialised schools are required to:
– provide students with an extensive general education,
– provide students with opportunities to develop social and personal 

skills,
– offer subjects relating to specific occupational fields, 
– assist students in their choice of occupation,
– prepare students for tertiary-level type B professional education and 

training (PET),
– award students an upper-secondary Specialised School Certificate and 

an upper-secondary Specialised Baccalaureate  relating to a specific oc-
cupational field or to specific courses in the non-university tertiary level 
B sector (EDK, 2003).

Upper-secondary specialised schools provide graduates with three different 
options for entering tertiary-level education: 
– Upon completion of the first three years, specialised school students will 

receive a Specialised School Certificate which entitles them to enrol in 
specific tertiary-level type B professional education and training (PET).
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– Specialised school students who go on to complete the fourth year will 
receive the Specialised Baccalaureate, which entitles them to enrol in spe-
cific courses at universities of applied sciences.

– Specialised school graduates wishing to enrol in a university of teacher 
education may do so provided that they pursue supplementary general 
education (EDK, 2003).

111 Cantons with upper-secondary specialised schools: occupational fields for 

which students can obtain a Specialised School Certificate or a Specialised 

Baccalaureate
Data: www.fms-ecg.ch (June 2011)

Example
In the Canton of Aargau, the upper-secondary specialised schools offer students the possibility of 
obtaining a Specialised School Certificate in five out of the six occupational fields listed. However, 
students can only obtain a Specialised Baccalaureate Certificate for four of these occupational fields 
starting from 2009 or 2010 (see «Total» column).

Health care and 
natural sciences

Social work Education Information and 
communication

Art and design Performing arts Total

AG 2007 / 2010 2008 / 2010 2007 / 2009 2007 / 2010 2007 5 / 4

AR 2008 / 2009 2008 / 2009 2008 3 / 2

BE 2007 2007   2007   2010 4 / 0

BL 2007 / 2008 2007 / 2008 2007 / 2008 2007 2007 / 2008 2007 / 2008 6 / 5

BS 2007 / 2008 2007 / 2008 2007 / 2008 2007 / 2008 2007 / 2008 2007 / 2008 6 / 6

FR 2008 2008 2008       3 / 0

GE 2005 / 2006 2005 / 2006 2005 2005 / 2007 2005 5 / 3

GL 2005   2005       2 / 0

GR 2006 2006 2006       3 / 0

JU 2007 2007 2007   2007 2007 5 / 0

LU 2007 2007 2007 / 2009 2008 / 2009 4 / 2

NE 2008 2008 2008     2010 4 / 0

SG 2007 / 2010 2007 / 2010 2007 2007 2007 5 / 2

SH 2008 / 2009 2008 / 2009 2008 2008 / 2009 4 / 3

SO 2007 / 2008 2007 / 2008 2007 / 2008 3 / 3

SZ 2005 2005 2005 / 2009 2005 4 / 1

TG 2007 / 2009 2007 / 2009 2007 3 / 2

TI 2007 2007         2 / 0

VD 2008 2008 2008   2008 2008 5 / 0

VS 2008 / 2010 2008 / 2009 2008 / 2009 3 / 3

ZG 2007 2007 2007 / 2009 3 / 1

ZH 2008 / 2009 2008 / 2009 2008 2008 / 2009 2008 / 2011 5 / 4

Total 22 / 11 21 / 11 19 / 8 7 / 4 8 / 3 10 / 4

Figures in black = Specialised School Certificate 
Figures in red = Specialised Baccalaureate
Highlighted in light green:  Upper-secondary specialised schools in these cantons do not offer 
students the possibility of obtaining a Specialised Baccalaureate.
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Specialised schools are thus required to provide students with a more in-
depth general education and job-market training in the following occupa-
tional fields: social work, information and communication, art and design, 
music and the performing arts, applied psychology and education. The con-
tent of job-market training is set out in the core curricula for upper-second-
ary specialised schools (EDK, 2004). There are two ways that specialised 
school graduates may enrol in universities of teacher education: 1) if they 
obtain a Specialised Baccalaureate in Education, 2) if they obtain a Specialised 
School Certificate only, but pass the university aptitude test as an alternative 
to a Specialised Baccalaureate (EDK, 1999a).

There are upper-secondary specialised schools in twenty-two Swiss cantons. 
In twelve of these cantons, specialised schools are independent institutions 
affiliated to a Baccalaureate school. Nearly all the twenty-two cantons offer 
students the possibility of obtaining a Specialised School Certificate in the 
three occupational fields of health care, social work and education, while 
fewer than half of the twenty-two cantons offer a Specialised School Certifi-
cate in the other three occupational fields. Eight cantons (i.e. Ticino and all 
the French-speaking cantons except for the Canton of Geneva and the Can-
ton of Valais) do not enable students to obtain a Specialised Baccalaureate in 
any of the six occupational fields (these Cantons are highlighted light green 
in Figure 111 ). On the opposite end of the scale, six cantons offer students the 
possibility of obtaining a Specialised Baccalaureate in (nearly) all six of the 
available occupational fields. 

In order to determine the effectiveness of upper-secondary specialised 
schools, we need to understand their educational objective: they prepare 
students for non-university, tertiary-level type B professional education and 
training (PET) and offer two different qualifications for this, the Specialised 
School Certificate and the Specialised Baccalaureate. For lack of data on edu-
cational paths, we are unable to determine whether most specialised school 
graduates go on to enrol in a non-university PET programme. All we are able 
to determine is what specialised school graduates did in the year following 
completion of the first three years of their specialised school programme 
(  Figure 112 ). The data include students who repeated a year or remained in 
the specialised school for the fourth year to take their Specialised Baccalau-
reate. 

An analysis of the effectiveness of outcomes (e.g. success on the job market) 
is equally difficult, since the number of students attending upper-secondary 
specialised schools is low. Random sampling, as is used for the FSO’s Swiss 
Labour Force Survey (SLFS), is also inadequate, since too few specialised 
school graduates are observed for drawing reliable conclusions. 

If we take the graduation rates from specialised schools as a measure of ef-
fectiveness, then we find that roughly 86% to 98% of all students obtain a 
certificate upon completion of their specialised school programme. Since 
the specialised school qualifications are not standardised, and it is impossi-
ble to verify student admission criteria for specialised schools, high gradu-
ation rates cannot automatically be taken as a measure of effectiveness. The 
reasons for the major differences in examination success rates between the 
German-speaking region and the French/Italian/Romansh-speaking re-

112 Student paths one year after 

completion of the third year of upper-

secondary specialised school, in per 

cent, 2008 
Data: FSO
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gions are also unclear (  Figure 113 ). The lack of personal data also makes it 
impossible for us to determine the extent to which examination failure re-
sults in students dropping out of the specialised school entirely or obtaining 
their upper-secondary level qualification elsewhere (e.g. another specialised 
school or a different type of upper-secondary school). 

It is also impossible for us to assess the efficiency of upper-secondary spe-
cialised schools at present, since no figures indicating the cost of specialised 
school programmes are available. Unlike at tertiary level, there is no inter-
cantonal agreement on compensatory payments between cantons in a case 
where a student from one canton enrols in a specialised school in another 
canton. There are only bilateral agreements between cantons, which – we 
assume – work on the basis of different costs. 

113 Comparison of Upper-secondary 

Specialised School Certificate success 

rates, German-speaking region vs. 

French/Italian/Romansh-speaking 

regions of Switzerland, 2000–2007 
Data: FSO
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Education at tertiary level in Switzerland takes place in the conventional 
universities and the two federal institutes of technology, the universities 
of applied sciences (UAS), the universities of teacher education (UTE) and 
tertiary level B professional education and training institutions. Courses 
of study at universities are grouped under category ISCED 5A at interna-
tional level. Tertiary level B professional education and training, i.e. col-
leges of professional education and training, and Advanced Federal pro-
fessional education and training Diplomas come under ISCED 5B and 
thus similarly belong to the tertiary level. Topics that can be allocated 
to a specific type of education are covered in the corresponding chap-
ter. This overview chapter covers those topics that cannot be allo cated 
to a specific type or for which a comparison between the different types 
would be appropriate. Information on tertiary level B professional edu ca-
tion and training is thus primarily included in the corresponding chapter 
(  Chapter Tertiary-level B professional education and training (PET), page 243 ). 

The Swiss university sector is to be newly coordinated under the terms of 
the Federal Act on Funding and Coordination of the Higher Education Sector 
(HFKG), which is based on Art. 63a of the Federal Constitution. At the end 
of May 2009, the Federal Council adopted the draft for the new HFKG and 
the associated message. Once enacted, the new HFKG will establish the prin-
ciples for federal funding and coordination activities, in keeping with the 
provisions of the Federal Constitution. The HFKG will replace all previous 
federal legislation regarding universities and universities of applied sciences, 
which should lead to considerable simplification and harmonisation of coor-
dination activities relating to the Swiss university sectors. The HFKG covers 
common objectives and introduces new national bodies such as the Swiss 
University Conference, the Rectors’ Conference of the Swiss Universities 
and the Swiss Accreditation Council with its Agency for Accreditation and 
Quality Assurance. It further covers the principles and procedures applying 
to national university-policy planning and the distribution of tasks, plus 
the principles of quality assurance. It similarly establishes the prerequisites 
for the payment of federal contributions to the conventional cantonal uni-
versities and universities of applied sciences (SER, 2004, SER/OPET, 2006). 

Comparison of the level of educational attainment within the 
Swiss population

Around 18% of working age residents (aged 25–64) in Switzerland have a 
university education (ISCED 5A) (  Figure 114 ). Compared with other coun-
tries, Switzerland is thus in a slightly below average position, since the Scan-
dinavian and English-speaking countries, in particular, have clearly higher 
percentages of up to 30%. If holders of tertiary-level B qualifications (ISCED 
5B) are included, then Switzerland remains in the mid-field in an interna-
tional comparison. When making international comparisons, however, it 
is important to consider the structure of national education systems: in 
Switzerland, for instance, many types of vocational training are conducted 
at upper-secondary level, while they are pursued at university level in other 
countries. In addition, the people who declare themselves to be in posses-
sion of university qualifications do not say how long they studied for. Two-
year programmes can be included, in the same way as programmes lasting 
five years or longer. 

In this report, emphasis is placed on three 

different types of university, which differ 

in terms of their institutional structure as 

well as in terms of the content of their 

degree programmes:  

– Conventional universities have the 

right to issue doctorates. They are run 

by the cantons or the Confederation, 

with the admission requirement being 

a Baccalaureate.

– Universities of applied sciences (UAS) 

are vocationally-oriented universities 

run by the Confederation. Admission 

is frequently based on the Federal 

Vocational Baccalaureate.

– Universities of teacher education (UTE)

are related to the UAS but organised 

and funded by the cantons. The 

admission requirement is a Bacca-

laureate.

114 Proportion of 25–64 year-olds 

holding tertiary-level qualifications, 

2007 
Selected OECD member countries

Data: OECD
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Switzerland’s tradition of tertiary-level B programmes can also be found in 
the neighbouring countries of Germany and France – a good 10% of work-
ing-age residents hold qualifications of this type. Among the younger gen-
eration, there are fewer holders of qualifications from tertiary level B pro-
fessional education and training, since the creation of the universities of 
applied sciences has led to a shift towards tertiary-level 5A qualifications 
(  Figure 115 ): the proportion of individuals in the 25–34 age bracket with a 
university education is eight percentage points higher than in the popula-
tion as a whole. This trend is likely to continue in Switzerland, and more 
and more people will hold university qualifications (student forecasts,  
Chapter Universities, page 185 , and Chapter Universities of applied sciences
(UAS), page 207 ). The same trend can be seen internationally, since, in nearly 
all OECD countries, the level of educational attainment of the younger gen-
eration is higher than that of the previous generation (  Figure 116 ). However, 
not all countries are experiencing the same level of expansion of educational 
attainment among the younger generation: while France and Spain report 
robust growth in the number of young people obtaining tertiary-level qual-
ifications, Austria and Germany report no significant differences between 
young people and the population as a whole.

Transitions to universities

Access to universities is primarily via a Baccalaureate, although different 
forms of access are widespread for the universities of applied sciences and 
universities of teacher education (  Chapter Universities of applied sciences
(UAS), page 207 , and   Chapter Universities of teacher education (UTE), page 225 ). 
Of the 26,000 or so holders of a Baccalaureate who graduated in 2004, 77% 
chose to pursue university studies, with more than 90% of Baccalaureate

117 Transitions to universities, 2004 cohort
Data: FSO
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holders continuing their education and only around 50% of Federal Voca-
tional Baccalaureate holders doing so (  Figure 117 ;  Chapter Vocational 
education and training (VET), page 141 ).

In addition to the typical paths of Baccalaureate-to-university and Feder-
al Vocational Baccalaureate-to-university of applied sciences, an additional 
path was opened up to holders of a Federal Vocational Baccalaureate wish-
ing to enrol in a conventional university: the university aptitude test (UAT). 
In addition, holders of a Baccalaureate who have acquired professional ex-
perience can similarly study at a university of applied sciences. With the 
cooperation agreement signed by the Rectors’ Conference of the Swiss 
Universities (CRUS), the Rectors’ Conference of the Swiss Universities of 
Applied Sciences (KFH) and the Swiss Conference of Rectors of Universities 
of Teacher Education (COHEP) on 5 November 2007, a further condition for 
permeability between the different university types was created. Holders 
of Bachelor’s degrees obtained from one type of university may switch to a 
different type of university for their Master’s degree. The agreement speci-
fies that additional work – corresponding to up to 60 ECTS points – may be 
required, depending on the subject and the university. Holders of a tertiary 
level B professional education and training degree may switch to a Bachelor’s 
degree course at a university of applied sciences (UAS) receiving credits for 
the competences they have already acquired. 

118 Students at conventional universities, 2008/9

Data: FSO
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In the 2008/9 academic year, a total of 172,595 students were enrolled in 
Swiss universities (excluding those in continuing education and training 
programmes), which is a good 30% more than in 2000. These three types 
of university differ substantially, not only in terms of the total size of their 
student body but also in terms of the size of the individual institutions (  

Figures 118  to 120 ). The largest university (Zurich) has more than twice the 
number of students of the universities of teacher education taken together.

Funding and responsibilities

All three types of universities are mostly publicly funded (  Figure 121 ).  Until 
the Federal Act on Funding and Coordination of the Higher Education Sector 
(HFKG) is adopted, the coordination of the different university types will be 
handled by the following national bodies: the Swiss University Conference 
(SUC), the Rectors’ Conference of the Swiss Universities (CRUS), the Rec-
tors’ Conference of the Swiss Universities of Applied Sciences (KFH), the 
Council of the Universities of Applied Sciences and the Swiss Conference 
of Rectors of Universities of Teacher Education (COHEP).

The universities are run by both the Confederation (two federal institutes 
of technology: ETHZ and EPFL) and the cantons (cantonal universities). The 
ETHZ and EPFL are funded by the Confederation, and cantonal universities 
are mainly funded by the cantons. According to the terms of an intercantonal 
agreement on cantonal universities, cantons that do not have their own uni-
versity also contribute a portion of the funding needed to cover the expenses 
of cantonal universities. In addition, they are required to pay a lump-sum 
contribution for each student from their canton who enrols in a university 
located in another canton. The Confederation also provides its own portion 
of funding for cantonal universities (SER, 2005).

Universities of applied sciences are supervised by the Confederation, 
which also pays one-third of UAS capital expenditures and operating costs. 
Federal funding to cover operating costs is tied to performance in the sense 
that it is awarded on a per-student basis and takes into account such things 
as the use of research findings in teaching and the acquisition of third-
party funding. The remaining funding comes from the cantons where the 
UAS are located as well as from the contributions from the home cantons 
of non-resident students. These latter contributions are established within 
the framework of an intercantonal agreement on the universities of applied 
sciences.

Universities of teacher education are run and almost exclusively funded 
by the cantons. Funding mainly comes from the cantons where the uni-
versities of teacher education are located. There are also intercantonal con-
tributions within the framework of the same intercantonal agreement on 
universities of applied sciences as mentioned in the previous paragraph. Fed-
eral funding is obtained only in the form of third-party funding of research 
projects conducted at universities of teacher education.

Teaching and research staff at the universities

The composition of teaching and research staff in the different university 
segments illustrates the different contexts and institutional characteristics 

121 University funding, 2007 
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of each type of tertiary-level A institution. While professors and lecturers 
account for 27% and assistants for just under three-quarters of the teaching 
staff at universities, the situation is exactly the opposite at the universities 
of applied sciences, where professors and lecturers account for 70% of the 
teaching staff. At universities of teacher education, professors and lecturers 
account for an even higher percentage, at 87% (  Figure 122 ).

This difference in composition is justified by the different contexts in which 
universities, universities of applied sciences and universities of teacher educa-
tion operate. For example, the category of «professor» has a different mean-
ing depending on the type of university being referred to. This difference 
can also be seen in the different academic qualifications that these professors 
hold (  Figure 123 ).

The different regulations governing the award of PhDs mean that assistants 
are more likely to be employed by conventional universities, since neither 
UAS nor universities of teacher education are authorised to issue PhDs and 
postdoctoral qualifications. Teaching activities at UAS and universities of 
teacher education are therefore mainly handled by the professors, whereas 
the equivalent teaching activities at universities are handled by both profes-
sors and assistants in equal measure. Data on the assistants, however, do not 
allow us to calculate a precise student-teacher ratio. This is because the cat-
egory of «assistant» also takes in a large number of people who are employed 
as full-time researchers via the Swiss National Science Foundation or with 
third-party funding, who are not involved in teaching at all (  Figure 124 ). 

Origin of professors 

The large proportion of foreign nationals among the teaching and research 
staff of universities shows the great appeal of the Swiss university sector as 
an employer. Swiss universities have a good reputation internationally and 
are equally attractive to researchers, teaching staff and students. The fact that 
Swiss universities and UAS are able to attract so many foreign nationals is 
also an indication of the appeal of the Swiss job market. The salaries paid 
by the universities here are one-and-a-half to twice as high as those paid in 
Germany, for instance (see Handel, 2005; Personalverordnungen der Kantone 
BE, GE, VD, ZH [Internet]).

The proportion of foreign nationals among the teaching and research staff 
has risen sharply in recent years (  Figure 125 ): to nearly 50% at universities 
and to about 20% at UAS.

It is interesting to note that the proportion of foreign nationals falling into 
the professor and assistant categories is equally high. Current data do not 
enable us to distinguish between those assistants who obtained their quali-
fications in Switzerland (Swiss-educated foreign nationals) and those who 
obtained them elsewhere (foreign-educated foreign nationals). We therefore 
do not know how many of the foreign nationals currently on the non-pro-
fessorial teaching staff obtained their first university qualification, or even 
their upper-secondary level qualification, in Switzerland. Moreover, the lack 
of personalised statistics prevents us from determining whether teaching 

123 Qualifications of academic staff at 
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While university statistics provide no information 

about the qualifications of their staff, the title 

«professor» is linked to an academic career (PhD 

at the very least). It is therefore a relatively easy 

matter to determine the minimum level of 

educational attainment of professors. The same 

holds true with assistants, since they usually 

need to have a Master’s degree from a university 

before they can be hired as an assistant.
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125 Proportion of foreign nationals among university staff, 2007
Data: FSO
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assistants are hired from the same country of origin as the professors they 
work for. 

In order to assess the efficiency of Switzerland’s university locations, it 
would be necessary to have knowledge of the jobs taken up by the next gen-
eration of academics educated here. We currently do not know whether the 
large number of foreign nationals working as assistants who have obtained 
their PhDs in Switzerland actually remain in Switzerland. Equally unclear 
is the extent to which public expenditure on education and research (e.g. 
for PhD programmes) provides a return on investment for Swiss economic 
and research activities, which would otherwise lead to higher expenditures 
for the recruitment of highly qualified workers from outside of Switzerland. 

The internationalisation of professorships varies according to university 
type and subject (  Figure 126 ). The renowned and internationally oriented 
Swiss Federal Institute of Technology Zurich (ETHZ) has more than 50% 
foreigners in its two largest specialist areas, while the figure at the universi-
ties of applied sciences barely exceeds 30%. At the cantonal universities, the 
subject areas of economics, the humanities and social sciences are the ones 
with a disproportionately high number of foreign teaching staff. 

The large differences between the individual fields of study show that 
salary is not the only motivating factor behind the recruitment of foreign 
nationals. There are also differences in terms of available vacancies in the 
individual disciplines. The proportion of foreigners in the natural sciences 
and engineering is also the result of a lack of local qualification holders and 
the better job market options outside the academic job sector. 

If we consider countries of origin, we find that the Swiss universities 
recruit most of their foreign nationals from neighbouring countries, with 
German nationals being by far the largest group of foreign nationals holding 
professorships (  Figures 127  and 128 ).

126 Proportion of foreign nationals 

holding professorships, 2007 

Data: FSO
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127 Proportion of foreign nationals holding professorships by country of origin: 

universities, 2007 
Data: FSO
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128 Proportion of foreign nationals holding professorships by country of origin: 

UAS, 2007 
Data: FSO
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Success on the job market 

Part of the investment in university education is borne by the students them-
selves, since they are unable to work, or can only work to a limited extent, 
during their studies and also have to pay tuition fees. Most of the investment 
is borne by the state, however, which raises the question of whether or not 
a university education is worth the money invested in it. 

In addition to personal development and the satisfaction of interests, 
there are also job market benefits to be derived from such studies. These 
benefits are not only felt by graduates. The state also benefits from greater 
participation in the job market and higher salaries, since this also increases 
tax revenues (  Chapter Cumula tive effects, page 269 ). 

Not only are holders of tertiary-level qualifications less likely to be un-
employed, they also tend to be much more active on the job market than 
holders of lower-level qualifications. Employment rates among holders of 
university qualifications one year after graduation stand at over 90% (  Fig-

ure 129 ). However, this percentage depends heavily on economic fluctuations 
and closely mirrors GDP growth.

The employment rate among holders of a university qualification one 
year after graduation is slightly lower than the corresponding employment 
rate among holders of a UAS qualification. This state of affairs may be par-
tially explained by the fact that degree programmes at conventional universi-
ties lack a job-market focus, and their students also tend to have considerably 
less professional experience than UAS students, which makes the school-
to-work transition more difficult. The slightly higher unemployment rate 
among university graduates is only a short-term one, however, relating to 
the initial move into the world of work in the first few years after gradua-
tion, since later on the difference in unemployment rates between univer-
sity and UAS graduates disappears. Holders of tertiary-level B qualifications 
have a very low unemployment rate and the highest employment rate of all 
tertiary-level qualification holders (  Chapter Tertiary-level B professional 
education and training (PET), page 243 ). 

129 Employment rates among university graduates one year after graduation 
Self-reported employment status

Data: FSO
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130 Gross annual salaries of university graduates one year after graduation, 

age-corrected, 2005 
Data: FSO

Salaries indicated here correspond to the gross annual salaries earned by 25-year-olds one year after 

graduating.
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Holders of a university qualification earn an annual salary of between CHF 
50,000 and CHF 80,000 in the first year after graduation. University and 
UAS graduates holding a degree in economics and university of teacher edu-
cation graduates earn the highest salaries, while UAS graduates holding a 
degree in design earn the lowest salaries (  Figure 130 ). As far as salaries are 
concerned, the job market hardly draws any distinction between conven-
tional university and UAS graduates, at least not in the fields of study that 
are offered by both types of institution (e.g. economics, natural sciences and 
architecture). At first glance, this is rather surprising, since university degree 
programmes generally last two to three years longer than equivalent UAS 
degree programmes. One reason for the relatively high salaries earned by 
UAS graduates is their professional experience, since UAS students tend to 
gain experience both before and often during their studies (Bonassi & Wol-
ter, 2002). This applies particularly to the «traditional» UAS fields of study 
of engineering, business and services.
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Not much is known about the long-term salary patterns of graduates from 
the different types of university, since the corresponding statistics (SLFS, 
SESS) do not make any distinction according to the type of university edu-
cation (SESS).

Social mobility 

The likelihood of a person obtaining tertiary-level A qualifications depends 
to a large extent on social background. Both in Switzerland and elsewhere in 
Europe, children of parents who hold university qualifications have much 
better chances of obtaining tertiary-level qualifications themselves.

There is no comparable information regarding holders of tertiary-level 
B qualifications. It may be presumed, however, that tertiary level B profes-
sional education and training programmes enable individuals from lower 
socioeconomic backgrounds to obtain a tertiary-level qualification. 

In order to determine equity of access to universities, we can compare 
the level of educational attainment of the parents of students with the level 
of educational attainment in the parents’ age group within the population. 
Equity would then be high if the distribution of qualification holders were 
very similar. 

Research from the Eurostudent study (HIS, 2008) led to some surprising 
conclusions: compared to other countries, Switzerland ranks at the top when 
it comes to equity. The fathers of university students are «only» 1.4 times 
more likely to have a tertiary-level qualification than the male population in 
the 40–60 age bracket (  Figure 131 ). In other European countries, and par-
ticularly Switzerland’s neighbouring countries, there is a disproportionately 
high number of students whose fathers hold tertiary-level A qualifications.

131 Social disparity at universities, 2005
Data: FSO
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The impact of social origin on equal 

access to universities is addressed in the 

chapters devoted specifically to each type 

of university. A consolidated international 

comparison is provided here because 

Switzerland’s conventional universities, 

UAS and universities of teacher education 

cannot be compared in isolation at the 

international level, since the delimitation 

is different in different countries.

Explanation

 A value of 1 means that the distribution of the 

education stratum of students, measured in 

terms of the father’s education, corresponds 

precisely to that of males in the 40–60 age group 

within the usual resident population. Values 

higher than 1 indicate overrepresentation of the 

corresponding education stratum, while values of 

below 1 signify an underrepresentation of the 

corresponding education stratum (  Figure 131 ).

Proportion of fathers of students with 

tertiary-level qualifications amongst all fathers 

of students, divided by the number of men 

(aged 40 to 60) with tertiary-level qualifications 

amongst all men aged 40 to 60.

Proportion of fathers of students without 

tertiary-level qualifications amongst all fathers 

of students, divided by the number of men 

(aged 40 to 60) without tertiary-level qualifica-

tions amongst all men aged 40 to 60
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Switzerland fares less well when students whose fathers lack tertiary-level 
qualifications (i.e. lower or average level of educational attainment) are con-
sidered. The students whose fathers lacked tertiary-level qualifications are 
under-represented in all of the countries surveyed. Switzerland only ranks 
in the middle here (  Figure 131 ). 

Leaving operationalisation considerations aside, the influence of social 
background on the likelihood of a person reaching tertiary-level A qualifi-
cations has decreased over the past thirty years (Cattaneo, Hanslin & Win-
kelmann, 2007). The strong expansion of UAS studies has very much con-
tributed to this trend. As Figure 132  clearly shows, inequality is much more 
apparent at conventional universities than at UAS: the distribution of the 
education level of the fathers of conventional university students differs 
greatly from the distribution of the education level of the corresponding 
age group within the reference population. By contrast, the distribution of 
the education level of the fathers of UAS students differs very little from 
the corresponding age group in the population. Students at conventional 
universities are more than twice as likely to have fathers with tertiary-level 
A qualifications. This finding is confirmed when we compare the education 
level of their mothers with the education level found among women of the 
resident population in the 45–64 age group.

132 Social disparities at UAS and conventional universities, 2005
Data: FSO
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When comparing measures of social 

disparity, we need to consider the impact 

of the reference group’s size: the smaller 

the reference group, the stronger the edu-

cational opportunity indicator will 

respond to unequal distributions. 

Example: in Switzerland, 37% of the males 

in the 40–64 age group hold a tertiary-

level A qualification. In Italy, the corre-

sponding percentage stands at only 11%. 

In both countries, the proportion of 

students coming from a highly educated 

stratum (i.e. fathers with tertiary-level 

qualifications) is higher than in the 

reference population (CH: 51% vs. 37%, 

I: 19% vs. 11%). Although the extent of 

overrepresentation is 14 percentage points 

in Switzerland and only 8 percentage 

points in Italy, the relative measurement 

figure for Italy is much higher, given the 

smaller size of the reference group (Italy: 

19 : 11 = 1.72; Switzerland: 51 : 37 = 1.38).
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Context

In 2008, a total of 93,410 students were enrolled in Diplom or Bachelor’s or 
Master’s degree programmes at Switzerland’s ten cantonal universities and 
two federal institutes of technology (ETHZ and EPFL). The number of stu-
dents enrolled is of central importance for the universities. Not only does 
the number of students have an impact on schedules and infrastructures, but 
it also determines the amount of funding received by cantonal universities: 
the basic federal funding is provided on a per-student basis, and cantonal 
universities also receive compensation payments from the student’s home 
canton.1 The number of students enrolling in a university depends on four 
factors: the number of people in the corresponding age group (demograph-
ics), the structure of upper-secondary level feeder schools (number of Bacca-
laureates), the general inclinations of admissible students and the competi-
tive position of a given university with respect to comparable institutions 
elsewhere (in Switzerland or abroad). The university itself thus has direct 
influence over only one of these four factors.2 

Demographics

While the population in the 20-25 age bracket has grown at an annual rate 
of about 1% over the past few years, the total number of students enrolled 
in universities has risen at a higher percentage rate (  Figure 133 ). This means 
that the universities are faced with a situation where an increasing propor-
tion of young people are interested in obtaining university qualifications. 
The Federal Statistical Office (FSO) estimates that around 4% more stu-
dents per year will enrol in universities over the next few years (FSO, 2008c). 
Based on prognoses, there should be a sharp decline in 2014: the number of 
people in the 20–25 age bracket will decrease, and it is unlikely that there will 
be a corresponding increase in general aptitudes to compensate for this. Uni-
versities will need to devise strategies to deal with this demographic change 
so as to be able to counter the reduced utilisation rate of their infrastructure 
and the decline, or shift, in student-based financial contributions.

Bologna Reform 

With the implementation of the Bologna Reform process at the start of the 
21st century, universities switched to a two-tiered qualification structure: 
after obtaining a Bachelor’s degree (about six semesters), students can con-
tinue their studies and obtain a Master’s degree after an additional 3–5 se-
mesters (  Institutions, page 188 ). At the time, the lack of experience with 
two-tiered qualification structures made it impossible to anticipate how stu-
dents would respond to the new system. Since then, around 85% of students 
have enrolled in Bologna Reform-based degree programmes (information

1 The canton where the student legally resided when he/she obtained the school-leaving 

certificate admitting him/her to university.

2 Many Swiss nationals choose their university on the basis of geographical criteria, which 

limits competition between universities (see Denzler & Wolter, 2010).

Published in 2008, the OECD’s «Higher 

Education to 2030 (Vol. 1): Demography» 

report provides a comprehensive analysis 

of future demographic influences on the 

universities (OECD, 2008b).
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133 Students at conventional universities and demographic change
Data: FSO
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on the current status of the Bologna Reform process can be found in SER/
OPET, 2008), and initial statistics on their study paths are now available. 
Nevertheless, it is still not possible to determine whether the Bologna Re-
form process has made university studies more attractive in Switzerland. 
This is because the massive increase in the number of students in 2002 and 
2003 is mainly the result of two school years taking the Baccalaureate simul-
taneously in various cantons.3

Initial FSO estimates indicate that most Bachelor’s degree holders enrol 
in a Master’s degree programme: around 87% do so immediately after gradu-
ation or after one or two years. The current data situation does not enable 
us to determine if these Bachelor-to-Master transition rates differ not only 
from one area of study to another (  Figure 134 ) but also from one university 
to another. It will take a few more years to determine whether the choice 
to continue their studies after Bachelor’s degree level is affected by the eco-
nomic situation or by the situation on the job market. The introduction of 
a two-tiered qualification structure was also intended to facilitate the mo-
bility of students between universities. So far, around 10% of the students 
enrol in a Master’s degree programme at a different university from the one 
where they obtained their Bachelor’s degree.

Student living conditions 

Study habits and the successful outcome of studies do not depend solely on 
general institutional factors; student living conditions also have an impact 

3 Cappellari and Lucifora (2008) nevertheless observed that, in Italy, the likelihood of en-

rolling in a university increased by 10% after the Bologna Reform process. Cardoso, Portelo, 

Sá et al. (2006) found the same effect in Portugal.

134 Bachelor-to-Master transition rate, 

2007 
The transition rate measures the proportion of 

students who enrolled in a Master’s degree 
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programme or within a year of so doing.
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on study duration and performance (DeSimone, 2008; HIS, 2008; Warren, 
2002). In Switzerland, 78% of university students are in gainful employment; 
half of these students state that they work «out of financial necessity» (FSO, 
2007d). Although tuition fees are relatively low (   Institutions, page 188 ), uni-
versity studies are anything but free of charge: on average, students require 
CHF 1,300 each month (  Figure 135 ) to cover their living expenses (if they 
still live with their parents).

Students receive income of around CHF 1,400 (  Figure 136 ) partly from 
their families, but only in rare cases will support from the family cover the 
full amount. Many students therefore find it an economic necessity to en-
gage in paid employment alongside their studies, and this paid employment 
covers about half of their financial needs on average. Switzerland ranks in the 
middle compared with other countries – in the Slovak Republic, for instance, 
gainful employment covers 90% of the student budget, whereas in Ireland 
it only covers 19% (HIS, 2008). 

However, the high financial requirements of Swiss students for covering 
their living expenses also show the limitations of part-time work. If other 
sources of income were lacking, then students living away from the family 
home would have to work in a 60% job during their studies (depending on 
their prior education and training and the situation on the job market) in or-
der to cover their monthly living expenses of nearly CHF 2,000. Only in very 
few cases would such a percentage be compatible with their studies. Most 
students therefore depend on money from their family or on student grants.4

It is also important to note that, according to guidelines issued by the 
Swiss Conference on Social Aid and Welfare (SKOS), single persons require a 
monthly income of CHF 960 to cover basic necessities, and this amount does 
not yet cover the costs of rent, insurance and medical care. The CHF 1,300 
or CHF 2,000 that students require each month is therefore only enough to 
cover minimal needs. 

Institutions

As mentioned earlier, studies at Swiss universities are now based on a two-
tiered Bachelor’s/Master’s degree structure. Bachelor’s degree programmes 
are intended to provide students with basic academic and methodological 
knowledge so that they can work in academic and/or research-based fields. 
Master’s degree programmes, which may be followed at a different univer-
sity and even in a different field of study, are intended to provide students 
with more in-depth expertise and a certain amount of exposure to research. 

Staff and student-teacher ratios 

Classes are taught by professors, on the one hand, and by a large number of 
other lecturers and assistants, on the other. As far as student-teacher ratios 

4 The financing required for a five-year Bachelor’s-to-Master’s degree programme is around 

CHF 120,000.

135 Monthly expenditure of 

conventional-university and UAS 

students, 2005 
Data: FSO
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Data: FSO
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137 Licentiate, Bachelor’s and Master’s students per member of teaching and 

research staff (in FTE), 2007 
Data: FSO
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are concerned, a distinction can be drawn between two main study catego-
ries: in law, economics, humanities and social sciences, there is one profes-
sor (FTE) for over 45 students; in all other fields of study, the ratio is one 
professor (FTE) for up to 30 students; and, in medicine, the ratio is even 
one professor (FTE) for only 15 students (  Figure 137 ). It is not the case, as 
one might expect, that less intensive supervision by professors is offset by a 
large number of assistants; instead, the assistants in the subject areas in the 
first group are responsible for at least three times as many  students as their 
colleagues in subject areas in the second group. Student-teacher ratios in hu-
manities and social sciences have repeatedly given rise to numerous discus-
sions. Over the past decade, this field of studies category has experienced the 
greatest increase in the number of students without any corresponding in-
crease in teaching staff. It is unclear how much of an impact student-teacher 
ratios have on study progression and success (   Efficiency/Costs, page 196 ).

Funding

The funding of cantonal universities comes from the following sources: the 
canton in which the university is located; contributions provided by other 
cantons within the framework of the intercantonal agreement on cantonal 
universities; federal funding to cover operating expenses, capital expenditure 
and projects; third-party funding, including tuition fees (Schmidt, 2008).5 
At most cantonal universities, tuition fees are between CHF 1,000 and CHF 
1,500 per year. Only the University of Lugano (USI) charges considerably 
more, at CHF 4,000 (  Figure  138 ). Since tuition fees are the same regard-
less of the field of study, student contributions to their studies vary to a very 
large extent: a student enrolled in social sciences at the University of Zurich

5 Switzerland’s two federal institutes of technology obtain funding from both the Confed-

eration (general budget allocation) and third parties (e.g. tuition fees).
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138 Annual tuition fees at conventional universities, 2007/8
Data: FSO
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pays roughly 10% of the annual costs of their studies (CHF 1,400 tuition fee 
compared to CHF 10,000 for teaching and CHF 4,000 pro-rata for research).6 
By contrast, one year of dentistry studies at this same university costs nearly 
CHF 60,000 (including CHF 35,000 for teaching), which means that den-
tistry students only contribute about 2% of the annual costs of their studies.

 
Certain English-speaking countries have adapted tuition fees to reflect the 
true cost of studies, a practice that has received attention in the Swiss me-
dia. If such a measure were to be taken in Switzerland, the impact would 
be felt quite differently depending on the field of study. Although there are 
no figures on the annual cost of medical studies, it is reasonable to assume 
that students would be required to pay over CHF 50,000 a year in order to 
cover the true costs of their studies. If, in a system that has students pay the 
full cost of studies, tuition fees were not based on the actual costs of a given 
field of study, then the result would be cross-subsidisation between fields 
of studies. And, as experience abroad has shown, such cross-subsidisation 
would require additional compensatory instruments.

Tuition fees currently account for only one-tenth of monthly per-student 
expenditure (  Context, page 186 ). If students were required to pay the full 
cost of their studies, then this would have a major impact on student fi-
nances, and if the additional cost were not compensated by a broader system 
of student grants or loans, students would need to draw considerably more 
financial resources from their families or increase their level of paid employ-
ment.7 It is very likely that demand for higher education would be affected if 
students were required to bear a greater burden of the costs of their studies 
(even though not all students would be affected in the same way). Assum-
ing that the relative salaries of qualified workers remained constant, the re-
turn on investment in education and training (calculated by comparing the 
costs of studies with the income achieved after one’s studies) would decrease 
considerably. Since young people tend to pay close attention to the finan-
cial consequences of their choice of education and training (Wolter & Weber, 

6 For a definition of pro-rata research see FSO, 2009b.

7 An extensive discussion of the various systems used to fund university education can be 

found in Barr (2004).

139 Average annual tuition fees in US$, 

2004/5 
Only public institutions

Data: OECD
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2003), a substantial increase in tuition fees would probably lead to a fall in 
demand for higher education. A survey of admissible students in Germany 
conducted by Heine, Quast and Spangenberg (2008) showed that just under 
4% of the admissible students chose not to enrol in higher education because 
tuition fees were introduced.8

In order to maintain the demand for higher education, and thus ensure that 
the number of highly qualified workers remains constant, the relative salary 
structure would need to be adjusted to take the higher tuition fees into ac-
count. In other words, holders of university qualifications should be able to 
earn considerably higher salaries than less qualified workers over the course 
of their careers than is currently the case. However, this would create income 
disparities among gainfully employed persons that would be considered so-
cially unacceptable.

Effectiveness

The effectiveness of university education can be measured on the basis of 
various criteria. Two important indicators used to assess university perform-
ance include the absolute number of graduates and the proportion of uni-
versity entrants who successfully complete their studies, but these are not 
reliable indicators for the effectiveness of the universities. Since the purpose 
of university studies is to provide students with the right skills, it certainly 
makes sense to assess the effectiveness of university teaching on the basis of 
university students’ success on the job market as well (  Chapter Tertiary-
level education, page 171 ).

Graduation rates

Around 70% of university entrants at cantonal universities and federal insti-
tutes of technology complete their studies. In humanities and social sciences, 
the graduation rate is about 60%. The graduation rate has barely changed 
over the past 20 years, despite the fact that the number of university entrants 
has increased by one-third. The graduation rate, however, cannot be taken 
as the only measure of effectiveness of a given degree programme or univer-
sity, because effectiveness depends both on the university’s adopted strategy 
and on the composition of the student body. While a low graduation rate 
can certainly be considered an indication of stringent quality criteria within 
a given degree programme, it may also be an indication that a given degree 
programme draws only low-level students or that a given university does 
not adequately guide and educate students. These problems doubtless arise 
in Switzerland in some cases, since universities are not permitted to select 
their students (for more details, see the explanations provided in the Swiss 
Education Report 2006, SCCRE, 2006). In countries where universities ap-

8 Hemelt and Marcotte (2008) estimate that a USD 100 increase in tuition fees leads to a 

corresponding 0.25% decrease in university enrolment.
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ply stringent selection procedures (e.g. in the USA), there is a strong corre-
lation between graduation rates and selection: graduation rates are high at 
renowned universities and low at less renowned ones.

Compared to other countries, German-speaking countries have lower 
enrolment rates at tertiary-level A and relatively high graduation rates. 
While over half of all 20-year-olds in Italy and the USA enrol at a university, 
graduation rates are considerably lower (  Figure 140 )

140 Graduation rates and entry rates into tertiary-level A education, 2005/6
Data: OECD

France: no data on enrolment rates
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Mobility 

One of the stated objectives of the Bologna Reform process was to facilitate 
the national and international mobility of students. The Rectors’ Conference 
of the Swiss Universities (CRUS) conducted a survey of mobility patterns 
after the Bologna Reform. According to the findings of this study, over 60% 
of the students who chose not to take advantage of the mobility option gave 
as one reason the excessive administrative procedures associated with taking 
an exchange semester (CRUS, 2009). Since no similar studies were conduct-
ed prior to the Bologna Reform, there is no way of determining whether the 
Bologna Reform led to greater or fewer administrative hurdles.

Exchanges between universities should improve the quality of education 
and research. In addition, graduates should gain skills (versatility, language 
skills) that will improve their career prospects either on the job market or 
within academia. In their study, Messer and Wolter (2007) did not find any 
indication that university graduates in Switzerland who had engaged in ex-
changes were more likely to earn higher salaries or pursue doctoral studies. 
Parey and Waldinger (2008) found that previous exchange students were 
considerably more geographically mobile. This cause and effect relationship 
was also confirmed in a Dutch study (Oosterbeek & Webbink, 2006). A com-
prehensive study of exchange students’ own perceptions as well as those of 
employers was also conducted by Bracht, Engel, Janson et al. (2006); both



193

Swiss Education Report | 2010

Universities  Effectiveness 

141 Mobility rates among university students, graduation class of 2006
Data: FSO
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university graduates and employers tended to perceive the skills of former 
exchange students as being higher. Nevertheless, this effect may also be a 
purely selective effect: the students themselves decide whether they wish 
to take part in an exchange semester. It therefore stands to reason that ex-
change students do not fall into the same category as non-exchange students, 
as shown in the study conducted by Messer and Wolter (2007).

It would seem that, even after implementation of the Bologna Reform, 
mobility depends primarily on the chosen field of studies: while there are 
very few exchange students in the pharmacology branch, nearly half of all 
students enrolled in language studies have been on an exchange semester.9

Skills and qualifications 

One of the main purposes of a university education is to provide graduates 
with skills that they will need in their future (professional) lives. It is not 
only the university qualification as a piece of paper that influences the level 
of job satisfaction and salary but rather the skills that one acquires while 
working towards the university qualification (Garcia Aracil & Van der Velden, 
2008). The FSO conducted a comprehensive study on key skills in order 
to determine whether the skills gained through university studies matched 
the actual needs of the job market. The conclusion drawn is that «university 
graduates have not only gained the necessary specialist knowledge but more 

9 An exchange semester in a region where the language concerned is spoken is normally 

compulsory in many language study programmes.
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than half of them are also satisfied with the level of interdisciplinary skills 
acquired (…)» (FSO, 2008k). It is important to note that these findings are 
based on the university graduates’ own perceptions, and so far no studies 
have been conducted to determine exactly what skills were acquired. The 
OECD’s Assessment of Higher Education Learning Outcomes (AHELO) 
project seeks to draw international comparisons between the skills of uni-
versity graduates. A corresponding feasibility study will be commissioned 
at the end of 2009.

In addition to the problem of whether the skills gained match actual 
needs, we also need to know whether university graduates find appropri-
ate employment after graduation, i.e. whether the job they find matches 
their qualifications. Figure 142  shows that most university graduates find ap-
propriate employment; only in a number of humanities and social science 
subjects are there a large number of graduates in a job not requiring a uni-
versity qualification. This «overqualification» goes hand in hand with lower 
salaries (FSO, 2008f ) as foreign studies conducted on this subject have long 
demonstrated (e.g. Di Pietro & Urwin, 2006). The proportion of university 
graduates without appropriate employment has not changed substantial-
ly in Switzerland over the past few years (FSO, 2007c). This seems to indi-
cate that the expansion of tertiary-level education has been accompanied by 
a corresponding increase in the need for academically qualified personnel;
Switzerland’s university sector and its job market seem to be well matched 
to each other. Barth and Lucifora (2006) draw similar conclusions for twelve 
EU member states.

142 Employment qualification requirements, one year after graduation, 2006
Data: FSO
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University ranking lists

Over the past few years, university ranking lists have attracted increasing at-
tention in the media and among politicians and even the universities them-
selves frequently use them to make statements on their quality. Rankings 
depend on how quality is defined, what indicators are used to measure qual-
ity, the weighting of each indicator, the methods used to measure indicators, 
and the manner in which findings are presented. Depending on the method 
used, the same institution may find itself in an entirely different position 
on various ranking lists. There is a major difference between ranking a uni-
versity on the basis of how many alumni have been awarded a Nobel Prize 
(e.g. the Shanghai Jiao Tong University’s «Academic Ranking of World Uni-
versities») and ranking a university on the basis of student-teacher ratios 
(e.g. the Times Higher Education Supplement’s «World University Rank-
ings»). Ranking lists that give 40% weight to the research output indica-
tor (i.e. Shanghai ranking list) will produce different results from ranking 
lists that give 20% weight to this same research output indicator (i.e. THES 
ranking list).10 Universities with a strong orientation towards the natural 
sciences will also tend to score higher on these ranking lists, given that the 
Shanghai ranking list, for example, focuses almost exclusively on research 
indicators from the natural sciences.

Although ranking lists tend to judge universities on the basis of the qual-
ity of research, the current research literature suggests a positive correlation 
between the quality of research and the quality of teaching. While the struc-
ture of the various ranking lists does not enable one to judge the relative 
quality of a university definitively on the basis of its ranking, the ranking 
lists do provide interesting indications of the relative effectiveness of the 
university systems in individual countries.

Most of the top-ranked universities listed in the most commonly con-
sulted Shanghai and THES ranking lists (  infobox to the right) are located 
in the USA.11 However, if we consider, as Aghion (2007) did, the proportion 
of all students who are enrolled in a top-ranked university in their country, 
we find that Switzerland is world-class. Over 50% of all Swiss students at-
tend a top-200 university (Shanghai ranking list), while only around 20% 
do in America (  Figure 143 ).12 It is important to note that this proportion 
would be even higher if only full universities were taken into consideration.13 

In this sense, Switzerland’s university sector is very effective, since a ma-
jority of students (unlike in most other countries) are able to study at a uni-
versity that provides internationally recognised research results.

10 Detailed discussion and references can be found at: www.universityrankings.ch

11 US-based universities make up half of the universities listed in the «Shanghai 200 Ranking».

12 In the THES ranking list, Switzerland only achieves a somewhat poorer score vis-à-vis 

Australia and the United Kingdom, by comparison with the Shanghai ranking  This can be 

explained by the fact that the THES ranking list is somewhat biased in favour of English-

speaking universities.

13 Universities focused on a specific field, such as the University of Saint Gallen, the Uni-

versity of Lugano, or the University of Lucerne, have no chance of achieving a high score in 

either of the two main ranking lists.

Rankings: criteria and weighting

Shanghai Jiao Tong University’s «Academic 

Ranking of World Universities» (Shanghai 

ranking list):

– Alumni with Nobel Prizes (10%)

– Staff with Nobel Prizes (20%)

– Highly cited researchers (20%)

– Papers published in «Nature» and 

«Science» 2003–2007 (20%)

– Papers indexed in SCI and SSCI 2007 

(20%)

– Per capita academic performance (on 

the indicators above) (10%)

Times Higher Education Supplement 

«World University Rankings» (THES 

ranking list):

– Peer review: review by leading scholars 

(40%)

– Reputation among recruiters (10%)

– Citations per faculty member (20%)

– Teacher-student ratio (20%)

– Number of international faculty 

members (5%)

– Number of international students (5%)
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143 Proportion of students enrolled in a top-ranked university, 2007
Data: www.universityrankings.ch, national statistics offices. Calculations: SCCRE
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Efficiency/Costs

In order to determine whether universities make efficient use of funding, we 
must first reach a consensus on an appropriate indicator to measure output 
(and hence effectiveness). Economic researchers have, in recent years, devel-
oped methods for comparing inputs with outputs for purposes of measuring 
efficiency.14 The output is generally taken to be the qualifications awarded or 
the qualifications with a specific grade (since data are available on this). These 
calculations primarily permit a comparison to be drawn between universi-
ties and are not an assessment of the general efficiency of the system. 

The statements made in this education report mainly refer to the costs of 
the university sector. They could only be employed as efficiency analyses if 
we were to assume that all institutions had the same level of effectiveness. 
This will not be the case, but since no reliable indicators are available on the 
effectiveness of the universities, the unilateral observation of the input side 
is the only type of observation possible. 

According to Figure 143 , Switzerland is the country which has the most stu-
dents at a top-ranked university (which could be used as an indicator for 
measuring effectiveness). Even though Switzerland has the highest per-stu-
dent expenditure expressed in terms of GDP (  Figure 144 ), it can be dem-
onstrated that countries with a similar level of expenditure (i.e. Canada and 
the US) provide considerably fewer places at top-ranked universities for their 
students (  Figure 145 ).

14 See, for example, Kempkes and Pohl (2006), Kraus (2006), Agasisti and Salerno (2007) 

or Johnes (2006).
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144 Per-student expenditure for tertiary-level A education in relation to 

per-capita GDP, 2005 
Data: OECD
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145 Students enrolled at top-ranked universities and annual per-student 

expenditure, 2005/7 
Data: OECD; evaluation: SCCRE

Proportion of students enrolled at top-200 universities (Shanghai ranking list), 2007
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Considerable differences in cost between universities and fields of 
study categories

The annual per-student costs of teaching vary between CHF 9,690 (for law) 
and CHF 39,970 (for agriculture and forestry)15, with considerable differ-
ences between universities for one and the same field of study. Figure 146  pro-
vides an example of the differences in cost for the natural sciences (at the 
high-cost end of the spectrum) and law (at the low-cost end of the spectrum). 

These differences in annual cost can be explained by differences in mate-
rial costs, infrastructure costs and human resources costs. The latter category 

15 The costs of teaching in medical studies do not yet form part of the FSO’s cost calcula-

tion due to problems in measuring them (university hospitals). A pilot study relevant to 

this question is currently under way.
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depends on wage levels for academic staff, on the one hand, and, of course, 
on student-teacher ratios on the other.

 Figure 147  shows that fields of study can be broken down into two groups: 
those with high annual costs and a low number of students per teacher and 
those with low annual costs and high number of students per teacher. As-
suming that student-teacher ratios have no impact on effectiveness (at least 
up to a certain point), then fields of study such as pharmacology or the ex-
act sciences would be extremely inefficient, and fields of study such as social 
sciences or law would be extremely efficient. Generally speaking, however, 
study conditions and the requirements in respect of student-teacher ratios 
and infrastructure are not comparable in all fields of study, which prevents 
us from drawing such foreshortened conclusions on the basis of available 
data. These differences do, however, raise the question of whether all fields 
of study have the same optimum student-teacher ratio. Seen from the op-
posite angle, can the same performance be achieved with a lower student-
teacher ratio or do insufficient student-teacher ratios have a negative impact 
on learning?16 Studies conducted thus far on «class size» at tertiary level have 
had mixed results. In their study of economics students, Martins and Walker 
(2006) found that the individual characteristics of students played a decisive 
role in their success rather than the learning environment. Kokkelenberg, Dil-
lon and Christ (2008), by contrast, found that students in larger-sized classes 
obtained lower scores. In their literature study, Toth and Montagna (2002) 
set out the methodological difficulties associated with measuring the effect 
of teacher-student ratios at universities, along with the results of eight dif-
ferent studies.

Student-teacher ratios are not the only factor affecting the costs and the 
impact of studies on student success. The type of teaching staff is also rel-
evant. Using assistants instead of professors to teach students is less cost-
intensive. This raises the question of whether this has an impact on the qual-
ity of studies. Carrell and West (2008) examined this issue by monitoring 
students distributed randomly across various courses. The results show two 
different effects: the academic rank and experience of professors negatively 
influence the performance (marks) of the students in elementary courses, 
while positive impacts on performance can be seen in the follow-on (more 
advanced) courses.  

Progression through studies

Expenditure and the cost of studies are not the only factors of relevance for 
estimating efficiency.  Students’ progression through their studies is also im-
portant: students who change their field of study after a few semesters have 
not only generated costs while studying the «wrong» subject, they have also 
delayed graduation: they are wasting time that they could use productively 
on the job market. If we assume (and not everyone agrees with this assump-
tion) that semesters spent studying a subject other than the one in which a 

16 The Swiss Students’ Association, for example, is calling for a reallocation of professor-

ships to the humanities and social sciences. The Federal Council Statement on Education, 

Research and Innovation for 2008–2011 calls the student-teacher ratios in some fields of 

study «precarious».

146  Cost differences between 

universities, 2007 
Annual per-student costs, normalised on the 

basis of average costs for specific disciplines (100%)

Data: FSO
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147 Student-teacher ratios and costs, 2007
Data: FSO
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qualification is gained do not contribute towards a higher productivity, then 
changing courses of study is highly inefficient.

148 Graduation rates in the subject field initially enrolled in, 1997 cohort 
Data: FSO 
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The data available in Switzerland only enable us to determine the propor-
tion of students who began their studies in one field of studies category and 
graduated in another (  Figure 148 ). A single field of studies category (such as 
humanities and social sciences) is comprised of a large number of different 
fields of study. We can only assume that changes between fields of study as 
well as within the same field of studies category occur frequently and that 
this could constitute an efficiency problem. 

Equity

Equity aspects of university education can be presented in terms of access 
to university programmes, choice of subject and transitions to PhD pro-
grammes or to the job market. While gender distributions in universities are 
very well documented, practically no studies have been conducted on the 
students with a migration background enrolled in tertiary-level education. 

Students with a migration background

A comparison of the proportion of foreign nationals at each level of the Swiss 
education system clearly shows that this proportion decreases with each 
subsequent level (  Figure 149 ). The proportion of Swiss-educated foreign 
nationals at tertiary level does not differ greatly between the conventional

149 Proportion of foreign nationals, 2001–2007
Data: FSO
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universities and the universities of applied sciences (6% at conventional uni-
versities and 6.7% at the UAS). All in all, the proportion of foreign students 
at conventional universities is 24%, but just under three-quarters of these 
obtained their school-leaving qualifications entitling them to university ad-
mission abroad (foreign-educated foreign nationals).

The drop in the number of foreigners between Baccalaureate school (13%) 
and tertiary level (6% Swiss-educated foreign nationals) is striking. This de-
crease cannot be explained on the basis of the available data. A study con-
ducted with data taken from the Federal Population Census confirmed that 
the probability of pursuing higher education generally goes hand in hand 
with naturalisation at the age of 16–20. These young people can then no lon-
ger be isolated in the universities’ student statistics. This could explain the 
significant difference in the observed proportions of foreign nationals attend-
ing Baccalaureate schools and tertiary-level A institutions.

The naturalisation hypothesis is supported by a study carried out by Mey, 
Rorato & Voll (2005) in which the frequency of studying at university is esti-
mated as a function of the parents’ nationality. The findings show that the like-
lihood of obtaining a tertiary-level qualification tends to be higher for young 
people whose parents are foreign nationals than for those with Swiss parents 
(provided that they have achieved an upper secondary-level qualification). 

Gender disparities at universities 

Considerably more research has been documented on gender differences 
than on differences between foreign and Swiss students. Gender-specific 
subject choices remain virtually unchanged. It had been hoped that, precisely 
in the technical and natural sciences fields, the requirement for graduates 
could be covered by a higher proportion of female students in these fields. 
This would not seem to have happened so far, however (Franzen, Hecken & 
Kopp, 2004; FSO, 2008m). Compared to other countries, Switzerland also 
has a considerably smaller proportion of female students studying technical 
and natural sciences subjects (  Figure 150 ).

150 Degrees in mathematics and technology, 2006 
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Data: Eurostat
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The overall gender distribution across all the various fields of study at uni-
versity is very well balanced, despite considerable differences in individual 
fields of study (  Figure 151 ). Likewise, there does not seem to be much of 
a difference between males and females for the Bachelor-to-Master transi-
tion, despite major differences from one field of studies to another. The pro-
nounced gender segregation raises the question of what mechanisms lead to 
such a gender bias in the choice of field of studies. It can only be said with 
certainty that the choice of field of studies has a major impact on job market 
prospects later on (  Chapter Tertiary-level education, page 171 ). 

151 Degrees awarded by gender, 2007 
Data: FSO
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152 Proportion of female students graduating and taking doctorates
Average number of graduations (Diplom, Licentiate) 1994–1996. Since a doctorate in medicine has a 
different value and would distort statistics, these doctoral programmes were excluded from the 
calculations.
Data: FSO/SHIS; calculations: BASS 
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The fact that roughly the same number of women and men are studying at 
the universities must not be allowed to obscure the fact that there may none-
theless be substantial problems in respect of equal opportunities when it 
comes to the choice of subject to study.

Gender disparities in doctoral programmes 

Gender disparities also become visible when the focus is placed on academ-
ic careers. With female students accounting for 36.9% of all PhD students, 
Switzerland has one of the lowest percentages in Europe (FSO, 2008m). 
Clear disparities can also be seen in field of study categories both in abso-
lute terms, i.e. in the number of students taking a PhD, and in terms of gen-
der distribution. There are fewer women than men taking a doctorate in all 
fields of study. While the proportion of female students decreases in the 
transition from upper-secondary level to university, even more women are 
«lost» from the education process with the transition to PhD programmes 
(  Figure 152 ). In fields of study with a relatively small proportion of students 
taking doctorates, but a large proportion of female students, we find that 
the proportion of female PhD students is considerably lower; this is par-
ticularly evident in humanities and social sciences. The proportion of male 
students taking a PhD in this field of studies category is twice as high as the 
proportion of female students. In most fields of study, the corresponding 
proportions are tending to even out. However, this is mainly due to the fact 
that men are less likely to take doctorates (Dubach, 2008). Although gender 
disparities can be found in the transition from Master’s degree programmes 
to PhD programmes, success rates between male and female students are 
fairly similar: 80% of male students and 75% of female students enrolling in 
at least one semester of PhD studies obtain their doctorate within ten years.

Social background 

The likelihood that a student will complete university studies depends heav-
ily on the educational background of the student’s parents (  Figure 153 ). If 
the education level of the parents did not have any influence on a student’s 
enrolment in university studies, then the distribution by education level 
between students’ parents and individuals in the 45–64 age group would 
not differ much. However, this is not the case: while only 14% of males in 
the 45–64 age group have a university degree, we find that a considerably 
higher percentage (36%) of the fathers of university students hold such a 
qualification. Young people whose fathers hold a university degree are 2.6 
times more likely to enrol in university studies than would normally be ex-
pected. Conversely, students whose fathers hold  vocational education and 
training (VET) qualifications at upper secondary level have particularly few 
prospects of enrolling in university studies – even fewer than for those with 
parents who have no post-compulsory qualifications. 

A chronological comparison also shows that there has scarcely been any 
change in respect of education opportunities as a function of social back-
ground over the past ten years (FSO, 2007a)
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153 Access to universities and educational background, 2004/5
Data: FSO
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Context

Fourteen years after the Universities of Applied Sciences Act came into effect, 
57,250 students now study at Switzerland’s seven public UAS and the private 
Kalaidos UAS.1 The UAS student body has grown steadily over the past decade 
(  Figure 154 ).2 Student numbers started to level out in 2006, and the Federal 
Statistical Office (FSO) estimates that there will not be much of a difference in 
student numbers between 2010 and 2017. The number of students enrolled in 
Bachelor’s degree programmes and the old-style Diplom degree programmes 
will follow demographic trends during this period.

154 UAS students and demographic change
Data: FSO
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UAS student numbers will nevertheless increase, because UAS Master’s de-
gree programmes were introduced in 2008 which are not included in the fore-
casts in Figure 154 . The first implementation phase of the Bologna Reform proc-
ess was completed back in 2005 when the first UAS replaced their previous 
Diplom degree programmes with Bachelor’s degree programmes. The second 
implementation phase of the Bologna Reform process began in December 
2007, when the Federal Department of Economic Affairs (FDEA) approved 
81 UAS Master’s degree programmes. These Master’s degree programmes 
serve as a complement to UAS Bachelor’s degree programmes by providing 
students with more in-depth and specialised expertise in relation to specific 
professions. Contrary to the case at the conventional universities, Bachelor’s 
degrees (allowing entry into the job market) are to remain the standard gradu-
ation qualification at the UAS.

1 2008/9 academic year, excluding students enrolled in continuing education and training 

(CET) programmes. The private Roches-Gruyère UAS launched a Bachelor’s degree pro-

gramme in international hospitality management in 2009 and is not yet included in the 

reported figures.

2 The sharp increase after the year 2000 is due to the inclusion of health care, social work 

and art.
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Sixty-seven new UAS Master’s degree programmes were introduced in au-
tumn 2008, drawing 2,082 enrolments (teacher training excluded,  Figure 155 ). 
Whether the number of students enrolled in these UAS Master’s degree pro-
grammes will increase is still unknown. The FSO has established two possible 
scenarios, the first based on an average UAS Bachelor-to-Master transfer rate 
of 28% and the other based on an average transfer rate of 37%.3 UAS Master’s 
degree programmes are therefore expected to draw between 8,000 and 12,000 
students, with UAS Bachelor-to-Master transition patterns varying sharply 
between fields of study. According to the FSO’s Swiss Graduate Survey 2005, 
around 15% of the holders of a UAS Bachelor’s degree intended to obtain an 
additional qualification (  Figure 156 ). If the new UAS Master’s degree pro-
grammes are unable to draw a new target group of students wishing to con-
tinue their studies, it is unlikely that the FSO’s anticipated UAS Bachelor-to-
Master transition rates will be reached. 

In other countries with UAS (i.e. Germany, Austria, Finland, the Nether-
lands), two-tiered study programmes have now been introduced, in most 
cases even more rapidly than in the conventional universities (Autorengrup-
pe Bildungsberichterstattung, 2008; Statistics Austria, 2008). Unfortunately, 
there is virtually no detailed information enabling us to determine the pro-
portion of UAS Bachelor’s degree holders who choose to enrol in a UAS 
Master’s degree programme.

UAS size

The consolidation process at the end of the 1990s led to a regrouping of smaller 
specialised tertiary-level B institutions into seven public UAS. The consoli-
dation process explains why Swiss UAS tend to be larger than corresponding 

156 Proportion of UAS graduates planning or already pursuing further 

qualifications, 2005
Data: FSO, Analysis: SCCRE
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157 International comparison of the size of conventional universities and UAS, 

2008
Data: researched by SCCRE. Only publicly-run universities
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UAS in other countries (  Figure 157 ) but still considerably smaller than the 
conventional universities. It must also be borne in mind that Switzerland’s 
seven public UAS are still comprised of smaller, geographically dispersed units 
that normally handle their own administrative affairs. UAS size therefore does 
not seem to have any major impact on the cost of study programmes (   Ef-
ficiency/Costs, page 216 ). This can be due to the fact that the costs are not stated 
for the individual units but only for the seven regional UAS.

Employment and income

The Bologna Reform process introduced the concept of modularisation to 
UAS degree programmes, which meant that the concept of prescribed times 
within which students were supposed to complete their course, and also 
part-time study while in work, was discontinued. The result is consider-
able flexibility in terms of both study intensity and pace. However, it is cur-
rently not possible to determine whether this has had an influence on stu-
dents’ study and employment patterns, since the last survey to gather this 
information was conducted in 2005. What can be said is that most UAS stu-
dents work alongside their studies, but 60% only work for a small number 
of hours a week (  Figure 159 ). Over half of their monthly expenditures are 
covered by allowances from their parents (  Figure  158 ). The monthly in-
come of UAS students does not differ substantially from that of students 
at conventional universities on average. This is probably due to the fact that 
the UAS student body is highly heterogeneous. Full-time students tend to 
be those enrolled in health care, social care and art programmes (normally 
holders of a Baccalaureate). Part-time students tend to be those enrolled in 
engineering, economics and services. In most cases, these students have al-
ready been trained for a specific occupation and have a considerably higher 
income from their gainful employment. Fundamentally, however, it can be 
said that, in the same way as at the conventional universities, studying at a 
UAS is, on average, only possible with the financial support of parents (or 
alternatively student grants or loans) (  Equity, page 219 ).

158 Monthly income of UAS students, 

2005
Data: FSO
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159 Gainful employment rates of UAS students, 2005
Data: FSO
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Institutions

The Bologna Reform process has had very little impact on the composition 
of newly enrolled UAS students. UAS continue to recruit their students from 
very heterogeneous backgrounds, including a large proportion of students 
with a Baccalaureate or an upper-secondary specialized school certificate. Al-
though the main path to UAS is vocational education and training (VET) in 
combination with the Federal Vocational Baccalaureate, holders of a Baccalau-
reate are also able to enrol in a UAS Bachelor’s degree programme upon com-
pletion of a traineeship. Figure 160  shows that, in UAS that have evolved out 
of former tertiary-level B engineering colleges and tertiary-level B business 
administration colleges, the Federal Vocational Baccalaureate is the predomi-
nant form of entry qualification, while in the fields of social care or the fine arts, 
there are fewer than 30% of students with a Federal Vocational Baccalaureate. 
This is despite the fact that new specific Federal Vocational Baccalaureates were 
also introduced for health and social care by way of entry qualifications. In 
addition, there are practically no upper-secondary level preparatory appren-
ticeships for applied linguistics, music or arts, which is one of the main rea-
sons why most students enrolled in these UAS Bachelor’s degree programmes 
come from the upper-secondary general education sector rather than from the 
VET sector. The opposite holds true for students enrolled in UAS Bachelor’s 
degree programmes in economics and engineering.



skbf | csre Swiss Coordination Centre for Research in Education

212 Institutions  Universities of applied sciences (UAS)

160 UAS admission by type of school-leaving qualification, 2007
Data: FSO
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Students enrolled in UAS Bachelor’s degree programmes not only differ sub-
stantially in terms of their entry qualification but also in terms of the age at 
which they begin their studies. Newly enrolled students in UAS Bachelor’s 
degree programmes in applied psychology and social work tend to be con-
siderably older than their fellow students in other fields of study. After the 
introduction of the Federal Vocational Baccalaureate and UAS Bachelor’s de-
gree, it was thought that students would begin their UAS studies at an earlier 
age. Instead, there was only a slight change in enrolment age in most UAS 
fields of study (median of around 1 year) (  Figure 161 ). The only exceptions 
were health care and social work, where enrolment ages fell substantially. 
However, this development was not necessarily the result of the restructur-
ing of education and training programmes.

Funding

As at the conventional universities, UAS students also have to pay part of the 
cost of their study programmes in the form of tuition fees. Publicly-run UAS 
charge between CHF 1,000 and CHF 2,000 per year (  Figure 162 ). Private 
UAS may charge anywhere from CHF 4,000 to over CHF 9,000.4 As with 

4 Tuition fees for the Bachelor in Business Administration at the private Kalaidos UAS busi-

ness college: CHF 9,600 per year.
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162 UAS tuition fees per semester, 2009
Data: researched by SCCRE

 
� �,��� �,��� �,��� �,��� �,��� �,���

UAS Kalaidos,
IfWI (business IT)

UAS Kalaidos,
 PHW (business)

UAS Kalaidos,
 AKAD HfB (career development)

UAS of Southern Switzerland,
SUPSI

UAS of Central Switzerland
HSLU

 UAS of Western Switzerland,
HES-SO

UAS of Eastern Switzerland,
 NTB Buchs (engineering)

UAS of Eastern Switzerland,
 HTW Chur (engineering and business)

UAS of Eastern Switzerland,
 HSR Rapperswil (engineering)

UAS of Eastern Switzerland,
 FHS St. Gallen (applied sciences)

UAS of Northwestern
Switzerland (FHNW)

UAS Bern (BFH)

UAS Zurich,
 ZHdK (art and design)

UAS Zurich,
ZHAW (applied sciences)

UAS Zurich,
 HWZ (business)

UAS Zurich,
 HSZ-T (engineering)

in CHF

university tuition fees, public UAS tuition fees cover only a small portion 
of the actual costs of a study programme. Since tuition fees within a given 
UAS do not generally vary from one field of study to another, the student 
contribution to the costs of their study programme varies considerably: stu-
dents on a UAS Bachelor’s degree programme in economics (at UAS Bern, 
for instance) will pay 8% of the costs of their studies from their own pockets, 
while design students will only pay about 3%. If tuition fees were adjusted 
to take into account the full cost of study programmes in each subject, then 
the burden on students in some subjects would be so heavy that this would 
either lead to changes in demand for the individual subjects or cross-subsi-
dising would have to be introduced (  Chapter Universities, page 185 ).

The Federal Council may grant licences to private providers to set up and 
manage a UAS, provided that the legal requirements are met. The private 
Kalaidos UAS received such a licence in 2005 and the Les Roches-Gruyère 
UAS received its licence in 2008. At present, private UAS hold a relatively 
small share of the market (only Kalaidos) and issue fewer than 2% of all UAS 
degrees, most of which are awarded in the fields of economics and services 
(  Figure 163 ). Kalaidos is a major issuer of continuing education and train-
ing (CET) qualifications, however. This could be due to the cost of the study 
courses: while a Bachelor’s degree at UAS Kalaidos is considerably more ex-
pensive than at the other UAS, there is virtually no difference in the tuition 
fees for CET qualifications at the private and public UAS.

163 Proportion of private UAS degrees 
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degrees, 2008
Data: FSO
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Effectiveness

Due to the nature of their remit, it is not possible to measure the effective-
ness of UAS solely on the basis of a few indicators. Instead, the various objec-
tives need to be taken into account. As far as CET programmes and services 
are concerned, there are very little externally available data or estimates that 
would enable an in-depth analysis of UAS performance. For this reason, and 
since this report covers the education system, what is set out below refers 
solely to UAS teaching.

Graduation rates

As with students at conventional universities, it is also possible to calcu-
late how many UAS students completed their studies within a maximum 
of five years (  Figure 164 ). This indicator is, however, subject to the same 
limitations as those mentioned in the chapter on conventional universities: 
in interpreting the data, it is important to remember that students are self-
selected in specific fields of study and at specific universities. It is also un-
clear whether students interrupt or prolong their studies because of strin-
gent quality standards or due to insufficient student-teacher ratios at the 
institution in question. Unlike at the conventional universities, entrance ex-
aminations are held for some UAS Bachelor’s degree programmes (e.g. health 
care, social care, art). Graduation rates among students who have taken an 
entrance examination are generally higher (FSO, 2005b). This seems to indi-
cate that such entrance examinations are relatively well-suited to ascertain-
ing the study disposition of potential students. Seen in this light, dropout 
rates in UAS degree programmes that do not require an entrance examina-
tion could actually be a manifestation of quality control by the UAS, in not 
permitting unsuitable students to reach graduation.

164 Proportion of students graduating within five years of admission in their 

original subject, 2002 cohort
Data: FSO
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Graduation rates have changed little over the past few years. The strong 
growth of the UAS and increased enrolment on the basis of a Federal Vo-
cational Baccalaureate seem to have had no impact on the likelihood of a 
UAS student completing their studies. The considerable differences between 
fields of study are more striking here. The reasons for these, however, can 
only be speculated on, since – apart from the entrance tests referred to above, 
which could constitute one reason – no empirical research has been con-
ducted on this.

Skills

UAS degree programmes are intended to be practically-oriented, enabling 
qualified professionals to pursue studies at university level. Mandatory 
traineeships and modularised degree programmes allow students to com-
plement their theoretical knowledge with practical experience so that they 
will have a blend of skills that matches the needs of the job market (Forrer 
& Wilhelm, 2006). The FSO study on «Key competencies of Swiss univer-
sity graduates» (FSO, 2008k) draws the conclusion that, in terms of general 
skills, UAS graduates are somewhat better equipped to handle the require-
ments of the job market than conventional-university graduates. However, 
it is reasonable to assume that the higher degree of compatibility between 
UAS programmes and employment will only be evident in the first years of 
employment. As graduates gain greater experience on the job market, their 
skills will align themselves more closely with the needs of employers. An 
indication of this is the higher wages of UAS graduates compared with con-
ventional-university graduates in the first years of work, a gap which gradu-
ally disappears over time (  Chapter Tertiary-level education, page 171 ).

165 Employment qualification requirements for UAS graduates five years after 

graduation, 2007
Data: FSO
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In the same way as graduates of conventional universities, UAS graduates 
have jobs commensurate with their education for the most part (  Figure 165 ). 
Nevertheless, five years after graduation, more UAS students (than conven-
tional-university students) end up working in a job for which no tertiary-
level A qualification is required. While this is particularly the case with UAS 
graduates holding degrees in design and art, UAS graduates holding degrees 
in economics and services may also find themselves in the same position. No 
studies have so far been conducted with this data to determine how far they 
have had to accept lower wages as a result (FSO, 2008k).

Efficiency/Costs

Looking into the question of efficiency at the UAS, we encounter the same 
problem as for conventional universities with their multiple inputs and out-
puts. As described in the section covering effectiveness, we saw that UAS 
have to offer a very wide range of services, and it is not generally possible to 
match the deployment of funds to individual objectives. No causal link can 
be established between outputs or outcomes, on the one hand, and inputs 
on the other. Moreover, there is generally no suitable measure for the qual-
ity of outputs.

Despite the modularisation of studies introduced by the Bologna Reform 
process, the duration of studies from enrolment to the first qualification (i.e. 
the old-style Diplom degree or the Bachelor’s degree) has changed very little 
for many years. The expectation that modularisation would result in a longer 
duration of studies has not matched observations thus far.

166 Average duration of studies, 2007
Data: FSO
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167 Annual teaching costs per student, 2007
Data: FSO; analysis: SCCRE
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UAS students generally finish their studies around two years before conven-
tional-university students. Since the starting salaries of UAS and university 
graduates are practically the same, the shorter duration of UAS studies may 
therefore be viewed as an indication that UAS studies are more efficient (  

Figure 166 ).

The costs of studies per student and year not only vary greatly from one field 
of study to another but also from one UAS to another (  Figure 167 ). The cost 
of studies depends on input prices (particularly salaries), material costs and, 
finally, student-teacher ratios. If we compare fields of study, we find a sig-
nificant negative correlation between the student-teacher ratio and the cost 
per student, as is to be expected (  Figure 168 ). We do not yet know the fac-
tors leading to differences in annual costs among UAS (in the same field of 
study). A few fundamental considerations are therefore needed. It is clear 
that the proportion of part-time studies can play a role in lowering costs 
to a certain extent. As a case in point, the Scuola universitaria professionale 
della Svizzera italiana (SUPSI) has lower costs in all fields of study mainly 
because there is a disproportionately high number of part-time students.5 
The assumption that economies of scale or input prices may be responsible 
for cost differences does not match observations: UAS with large student 
bodies do not have lower costs, nor are degree programmes in high-wage 
regions such as Zurich more costly.

168 Average teaching costs per student and student-teacher ratio, 2007
Data: FSO; analysis: SCCRE
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While UAS and universities have similar student-teacher ratios, the struc-
ture of the student-teacher ratios differs substantially. UAS students are 
mainly taught by professors. Apart from engineering, architecture and eco-
nomics, there are few assistants who can help UAS professors teach classes 
or conduct research. In most fields of study, the ratio of professors to assis-
tants is less than one-to-one, while at the conventional universities there 
are between 2 and 15 assistants for each professor. This is an indication of 
the different teaching approaches used by these two types of university. At 
the UAS, classes are often given in the form of seminars involving relatively 
small groups and one teacher while, at conventional universities, classes for 
many fields of study are often given in a «chalk and talk» manner in large au-
ditoriums. That having been said, student-teacher ratios do not necessarily 
reflect the actual intensity of student-teacher interaction: both conventional 
universities and UAS have staff members, particularly professors, who are 
solely responsible for conducting research and not for giving classes.

Equity

Equity at UAS may be assessed for various groups of people on the basis of 
access to studies, acquisition of knowledge and skills during their time at the 
UAS and transitions to the job market.

Access to UAS by nationality

Although the proportion of foreign nationals studying at conventional uni-
versities is higher than at the UAS, the proportion of Swiss-educated for-
eign nationals is slightly higher at the UAS than at the conventional uni-
versities (6.7% vs. 6%). If we consider foreign nationals who obtained their 

169 Proportion of graduates with a migration background, 2007

Data: FSO

�% ��% ��% ��% ��%

Ausl. Stud. mit Bildung im Ausland

Ausl. Stud. mit Bildung in der CH

Social sciences
and humanities

Engineering

Fine arts

Economics
and services

Construction

Health care

 Swiss-educated foreign nationals
 Foreign-educated foreign nationals

Swiss-educated foreign nationals: 

Foreign nationals enrolled at a university 

who obtained their school-leaving 

qualification entitling them to university 

admission (e.g. Baccalaureate) in Switzer-

land. 

Foreign-educated foreign nationals: 

Foreign nationals enrolled at a university 

who obtained their school-leaving 

qualification entitling them to university 

admission (e.g. the German Abitur) 

outside of Switzerland.



skbf | csre Swiss Coordination Centre for Research in Education

220 Equity  Universities of applied sciences (UAS)

school-leaving qualifications entitling them to university admission out-
side of Switzerland (foreign-educated foreign nationals), we find consider-
able differences between the fields of study at conventional universities and 
the UAS. Only at the UAS do we find major differences in the proportion 
of Swiss-educated foreign nationals from one field of study to another (  

Figure 169 ). In their survey of conventional-university and UAS graduates, 
Hänsli, Dürsteler and Schmid (2007) concluded that foreign nationals whose 
parents lacked tertiary-level qualifications were more likely to gain admis-
sion to a UAS Bachelor’s degree programme than Swiss nationals from a 
non-academic home. 

Socio-economic background of students

In 2005, the FSO conducted a survey to determine the social origin of stu-
dents enrolled in universities (  Figure 170 ; FSO, 2007d). If we compare Swit-
zerland to other countries, we find that, in all the countries surveyed, the 
fathers of students are more likely to have a tertiary-level qualification than 
the average male in the same age bracket in the overall population (FSO, 
2008e). The differences are rather low in the case of Switzerland, however 
(   Chapter Tertiary-level education, page 171 ). Twenty-three percent of all 
UAS students come from families where at least one parent has a tertiary-
level qualification of type 5A or 6. Among conventional-university students, 
the proportion is nearly twice as high (FSO, 2008e). The differences are quite 
clear in fields of study that are offered by both conventional universities and 
UAS. In this respect, UAS make a greater contribution to social mobility 
than the conventional universities, since they tend to allow more young peo-
ple from less educated families to obtain tertiary-level qualifications.

170 Socio-economic background of students, 2005
Data: FSO
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Paying for UAS studies

Students’ social background determines both the amount of financial sup-
port they receive as well as the structure of their income for financing their 
studies. The proportion of support received from families is lower for stu-
dents from the lower social strata, and the proportion of recipients of finan-
cial aid is higher among UAS students than among university students. This 
applies particularly to fields of study with a disproportionately high percent-
age of students from lower social strata (FSO, 2008e).

The possibility of pursuing gainful employment during one’s studies dif-
fers according to the field and type of studies (  Figure 171 ) but does not de-
pend essentially on social background when viewed over the entire tertiary 
level (i.e. taking conventional universities and UAS together) (FSO, 2008e). 
Nevertheless, UAS students rate their financial situation as less good than 
conventional-university students. Significant reductions in student grants 
or increases in tuition fees would therefore worsen the situation for socially 
disadvantaged students especially at the UAS.

171 Source of student income, 2005
Data: FSO
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Proportion of female students at UAS

Equality of opportunities in relation to gender has been much more exten-
sively documented for the education system, and especially for the tertiary 
level, than have the disadvantages suffered as a result of social or cultural 
origin. The proportion of female students has increased in nearly all UAS 
fields of study since 2004. As at the conventional universities, the gender ra-
tios still differ clearly according to the individual fields of study (  Figure 172 ).

Underrepresentation of women at UAS can be found particularly among 
highly qualified staff members even if the share of female professors, at 31%, 
is considerably higher than at the conventional universities (14.6%; in 1998 
only 7.2%). Moreover, the differences between the shares of women profes-
sors, women assistants, women researchers and women lecturers are smaller 
within UAS than within conventional universities.

172 Gender distribution of UAS students, 2008
Data: FSO
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Context

For purposes of education statistics, the universities of teacher education 
with their current 12,000 or so students (roughly 7% of all students at ter-
tiary level) count as universities of applied sciences. However, on both in-
stitutional and content grounds, and given their importance for the educa-
tion system, it is justifiable to consider this youngest sector of the university 
landscape as a university type in its own right.

Considering the central role that teachers play in the quality of educa-
tion, it is easy to see that the appropriate education of teaching staff is a 
decisive prerequisite for a successful education system (Ditton, 2000; Ter-
hart, 2001; Wössmann, 2002; Wayne & Youngs, 2003; OECD, 2005; Lipowsky, 
2006; Hanushek, 2005, 2008). The Swiss-wide transfer of teacher education 
from former upper-secondary level teacher training colleges to universities 
of teacher education occurred as recognition of this fact. With the creation 
of universities of teacher education, teacher education was to become more 
professional and be based on research findings (EDK, 1993, 1995a).

The strategic planning of teacher education is important not only from 
a qualitative but also from a quantitative point of view. As practically the 
only employer of teachers on the job market, the state, which is also vir-
tually the only supplier of teacher education, has an interest in managing 
teacher education in both quantitative and qualitative terms. Strategic plan-
ning, however, must take a series of contextual factors into account, such as 
demographic change and economic cycles.

Ensuring an adequate number of teachers

One important objective of monitoring teacher education is to ensure that 
there are an adequate number of teachers (see Lehmann, Criblez, Guldimann 
et al., 2007). Only a small amount of reliable data are, however, available for 
steering the supply side in this way. Due to the decentralised structure of 
education institutions, there are no nationwide Swiss data on the job mar-
ket situation.1 The sheer size of the teaching body means that even minor 
changes on the supply or demand side can have a major impact on the bal-
ance of the job market, thereby affecting schools and their education man-
date (OECD, 2005).

Demographics

In addition to institutional factors, the demand for teachers is mainly in-
fluenced by demographic factors, such as the composition of the teaching 
body and the number of students (   Chapter Compulsory education, page 
53 ). With all other factors remaining constant, the age structure of the teach-
ing body provides an indication of how many teachers will be needed to

1 Exceptions include actual forecasting instruments that are used in Switzerland, e.g. in the 

Canton of Geneva: Gestion prévisionnelle des enseignants (see Müller, Benninghoff & Allia-

ta, 2005) or in the Netherlands Mirror (see OECD, 2005).
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173 Teachers aged 50 and older, by region, 2003–7
Proportion of  compulsory-education teachers in Switzerland’s major regions

Data: FSO
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replace those retiring in the next few years. In Switzerland, the proportion of 
teachers over the age of fifty has increased, and is continuing to increase, in 
all the different regions of the country. The Federal Statistical Office (FSO) 
estimates that this proportion will reach 35% by 2010. The growing propor-
tion of older teaching staff will lead to an increase in staff turnover rates and 
to a corresponding increase in recruitment needs (  Figure 173 ).

Teacher recruitment also depends on the number of students and, more 
specifically, on annual changes in the number of students. Adjustments to 
student-teacher ratios take place with a time lag, however, and also at dif-
ferent speeds depending on whether an increase or a reduction is involved 
(see Grob & Wolter, 2007). The declining numbers of students (   Chapter 
Compulsory education, page 53 ) should compensate to some extent for the 
decline in the number of teachers due to retirement, especially at lower-
secondary level (FSO, 2008b). In addition, factors such as student-teach-
er ratios, the number of lessons taught, the number of teaching hours and 
whether teachers have a 100% post or less, all have an impact on demand for 
teachers (OECD, 2002; Santiago, 2004).

If these parameters are known, it is then possible to determine how many 
teachers need to be trained each year. Current data only allow us to make 
very rough estimates, however, since little information is available on how 
many teachers definitively leave the profession and when. If we base our 
estimate on past experience, with 5% of teachers definitively leaving the 
profession each year, an 85% success rate among students at universities of 
teacher education, and a 93% career entry rate (   Effectiveness, page 233 ), this 
gives an annual replacement rate, for which new teachers must be educated, 
of around 6%. In other words, over the next ten years, the universities of 
teacher education would need to train enough teachers to fill a 6% gap each 
year as eligible teachers take their retirement (  example in the right-hand 
column and  Effectiveness, page 233 ).

This training rate applies under normal conditions. If institutional changes 
also take place, such as an increase in the number of lessons or a reduction 
in classroom size, this will increase the replacement rate. Increased require-

Training ratio: The FSO estimates that the 
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teachers aged 55 and above will average 

3.2% per year over the next ten years (FSO 

2008b). An additional 2–3% per year will 
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Henneberger & Sousa-Poza, 2002; Müller, 

Benninghoff & Alliata, 2005). This 5–6% 
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174 Inappropriate recruitment at lower-secondary level, 2005/6
Data: IDES

The cantons of AR and GE do not have any inappropriate recruitment; no data are available for the 
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ments for teachers to be educated (additional teaching vacancies, continuing 
education and training, supplementary qualifications) also result if teach-
ing positions are not occupied by persons with the correct training, as is 
currently the case (  Figure 174 ), due either to pronounced fluctuations on 
the job market or to new teacher education requirements. The latter have 
been introduced in various cantons with the reform of teacher education 
(e.g. new training programmes for teachers at lower-secondary level in the 
Canton of Bern). 

Economic climate

The economic climate also has an impact on career decisions (choice of stud-
ies, choice of occupation, choice of employment) and can make it difficult to 
predict how many teachers will be needed in the future. Regardless of the 
concrete demand for teachers in the different catchment areas, economic fac-
tors such as the general economic situation, the job situation or the appeal 
of a given occupation clearly cause fluctuations in enrolment that cannot 
easily be managed. The link between new enrolments and economic fluc-
tuations can clearly be seen at the Zurich university of teacher education, for 
instance (  Figure 175 ). The economic climate not only affects the number of 
new enrolments at universities of teacher education, it also has a major im-
pact on whether currently active teachers remain in the profession. When 
the economic situation is good, more teachers leave their original profession, 
and when the situation is bad, more join it. The amount of time required for 
teacher education introduces an additional delay in the response to cyclical 
fluctuations on the job market (see Dolton, 1990, 2006; Chevalier, Dolton & 
McIntosh, 2007; Wolter & Denzler, 2004).

Timely intervention on the part of government players requires the appro-
priate monitoring, with allowance for all the relevant influencing factors. 
The actual balance between supply and demand for teaching staff can also 
be precisely determined and observed through monitoring of this type (  
Effectiveness, page 233 ).

Inappropriate recruitment refers to 

teaching vacancies filled by individuals 

who lack teaching credentials for the level 

of education in question (e.g. primary 

school teachers hired to teach students at 

lower-secondary level).

175 Student enrolment and economic 

cycle
Data: FSO
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Institutions

Concentration process

The implementation of the teacher education reform process and the crea-
tion of universities of teacher education was accompanied by major restruc-
turing and a concentration process, with more than 150 traditional institu-
tions for teacher education giving way to a good dozen newly established 
universities of teacher education. This led to a simplification and Swiss-wide 
harmonisation of teacher education structures (see Lehmann, Criblez, Guldi-
mann et al., 2007). Today, prospective teachers enrol in one of eighteen dif-
ferent institutions of teacher education at university level (COHEP, 2008). 
Nevertheless, there are still considerable differences between the individual 
universities of teacher education. Their size alone paints a heterogeneous 
picture (  Figure 176 ): the three largest ones account for half of all the stu-
dents enrolled in teacher education programmes, while the six largest ones 
have over four-fifths of upcoming teachers, and the remaining one-fifth of 
students are distributed among seven different universities of teacher edu-
cation in eleven different locations. In the very small universities of teacher 
education with fewer than 300–400 students spread out over different cam-
puses and study programmes, it is also necessary to monitor the quality, ef-
fectiveness and efficiency of the teacher education programmes.

Student mobility between the different universities of teacher education 
is currently very limited. On average, about 80% of students enrolled in a 
UTE come from the region responsible for running the university. There 
also does not seem to be any correlation between the size of universities of 
teacher education and the number of students from outside the region run-
ning the university (  Figure 177 ). UTEs that receive intercantonal funding 
(e.g. PHZ and PH FHNW) tend to draw a smaller proportion of students 
from outside their respective regions.

177 UTE student mobility, 2007
Data: FSO
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There would seem to be a balance between supply and demand for enrol-
ment in universities of teacher education. There are no shortages in teacher 
education programmes in specific fields. This means, however, that if stu-
dent demand remains constant, the only way for individual universities of 
teacher education to grow is by drawing students from other parts of Swit-
zerland. Such competition between neighbouring UTEs would only make 
sense, however, if the criterion was better quality. Otherwise, mutually at-
tempting to attract each other’s students would be inefficient.

In view of the rising demand for teaching staff in the coming years (   
Context, page 226 ), all universities of teacher education could train more pro-
spective teachers without creating an oversupply of teachers. The problem 
of smaller universities of teacher education would still remain unresolved, 
however. It is not possible to determine what would constitute the optimal 
size of a university of teacher education, since insufficient research has been 
carried out on this point. This information is important, though, and should 
be taken into account in a monitoring system. Even if effectiveness is not a 
problem at small universities of teacher education, possible inefficiencies 
cannot be ruled out. Over the past few years, universities of teacher educa-
tion have strongly expanded their research and development and continuing 
education and training activities, and the overhead costs for these activities 
will presumably be disproportionately high below a certain size of UTE.

Due to specific federal and regional characteristics, the institutional landscape 
remains relatively complex (  Table 178 ). The various universities of teacher 
education have different institutional structures: some are independent uni-
versities, others are part of training networks run by intercantonal bodies in 
some cases, and others are sub-units of universities of applied sciences.

The conventional universities have traditionally been responsible for train-
ing future upper-secondary level teachers, and only some of these study pro-
grammes have been transferred to universities of teacher education. Other 
alternatives have been found for those wishing to work as special needs edu-
cators (e.g. teacher education provided by intercantonal institutions) or as vo-
cational education and training (VET) teachers, VET trainers, Federal Voca-
tional Baccalaureate teachers, VET examiners or professional college teachers 
(Swiss Federal Institute for Vocational Education and Training).

178 Teacher education institutions

Data: COHEP 
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179 Holders of Baccalaureates enrolled in pre-school/primary school teacher 

training programmes
Data: FSO
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Heterogeneous access to universities of teacher education

According to the recognition rules issued by the Swiss Conference of Can-
tonal Ministers of Education (EDK), the Baccalaureate is the normal upper-
secondary level qualification entitling the holder to enrol in a university of 
teacher education. For prospective teachers wishing to work exclusively in 
the pre-school sector, a recognised upper-secondary specialized school cer-
tificate will suffice. However, enrolment in universities of teacher education 
is also open to those who have completed an upper-secondary specialized 
school or school-based VET programme and those with a Federal Vocational 
Baccalaureate, plus those who have completed a VET school that offers dual-
track VET programmes with several years’ professional experience, provid-
ing that they show evidence of additional general education (generally in a 
special exam, or through a Federal Vocational Baccalaureate in education  or 
the university aptitude test). The admission requirements increase with the 
level at which prospective teachers wish to work (EDK, 1999a, b).

There are relatively large differences in the prior education of students 
enrolled in individual universities of teacher education (  Figure 179 ). There 
are roughly three main profile groups. In the first group, which can be found 
primarily in UTEs situated in the western part of Switzerland, the vast ma-
jority of UTE students are holders of a Baccalaureate; in the second group, 
about 50% of UTE students are holders of a Baccalaureate, while, in the third 
group, 40% or fewer students are holders of a Baccalaureate. The current data 
situation does not enable us to draw conclusions with absolute certainty 
regarding the proportion of prospective teachers who are not holders of a 
Baccalaureate (see EDK, 2008a). As a result, it is not possible to determine 
whether UTE students without a Baccalaureate are primarily individuals 
who gained direct access to the UTEs through a Federal Vocational Bacca-
laureate in education or the university aptitude test for holders of a Federal 
Vocational Baccalaureate, or whether they were required to provide addi-
tional evidence of their performance (ability test or admission examination), 
or indeed whether they are primarily holders of a specialised school certifi-
cate, benefitting from the easier access for those wishing to teach in the pre-



skbf | csre  Swiss Coordination Centre for Research in Education

232 Institutions  Universities of teacher education (UTE)

school sector. In some of the UTEs that have a low proportion of Baccalau-
reate holders, structural factors are the reason. In the northwestern part of 
Switzerland, for example, many prospective teachers tend to be holders of 
a specialised school certificate.

The practice of applying different admission requirements for different 
courses, however, runs counter to the strategy of harmonising teaching qual-
ifications (especially if the teacher education programmes for pre-school and 
primary school education are to be merged); it also runs counter to the ef-
forts made by the UTEs to introduce Master’s degree programmes for all cat-
egories of teachers in the compulsory education sector (see COHEP, 2007).

The proportion of UTE students holding a Baccalaureate does not there-
fore enable us to draw clear conclusions, since we do not know what impact 
their prior education has on the progression of their studies at UTEs or on 
their work as teachers. The only conclusion that can be drawn is that the ob-
jective of ensuring that only holders of a Baccalaureate are entitled to enrol 
in UTEs has not yet been reached.

UTE lecturer qualifications

In order to position the universities of teacher education within Switzer-
land’s university sector, reference is regularly made to the qualifications of 
the UTE lecturers. The current composition of UTE teachers, which var-
ies tremendously from one UTE to another, is a reflection of the different 
structures of the universities of teacher education (  Figure 180 ). Some UTEs 
have hired teachers from former teacher training colleges, and these teachers 
are still in the process of upgrading their qualifications. Today, around 60% 
of all lecturers employed at UTEs are holders of a university qualification 
and, of this percentage, one-third hold a doctorate (or even a postdoctoral 
qualification). However, this proportion varies sharply from one UTE to 
another (19–32%).

If the current composition of teaching staff at UTEs is mainly the re-
sult of structural factors prevailing during the transition phase (see EDK, 
2008a), then it is reasonable to assume that the qualifications of UTE teach-
ers will fulfil the objectives of the Swiss Conference of Rectors of UTEs (i.e. 
that all UTE teaching staff should hold a university qualification) within 
the medium-term, irrespective of the right to award doctorates. The current 
practice, however, seems to indicate that individual UTEs are developing 
differently in terms of personnel, including in their criteria for the award of 
professorships.

When it comes to upgrading the qualifications of UTE teaching staff, it 
must be borne in mind that this potential is subject to pronounced limita-
tions in the field of education science, for example, given the current uni-
versity structures. Each year, 20–40 doctoral dissertations are submitted in 
the field of education science. When we compare this figure with the 2,000 
or so lecturers at UTEs who lack doctoral qualifications, we can only con-
clude that the existing university structures do not suffice. The precarious 
situation at the university faculties of education, and particularly the chronic 
underfunding, has long been common knowledge (see Criblez, 1999). The 
strategy of individual UTEs to turn to and co-fund university chairs (e.g. at 
the University of Basel or the University of Konstanz) is therefore under-
standable within this context.

180 UTE lecturer qualifications by type, 
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Effectiveness

An empirical assessment of the effectiveness of teacher education is required 
now that teacher education in Switzerland has been overhauled with the 
introduction of the UTEs and their positioning as universities. It is also im-
portant to determine whether the education system as a whole is performing 
as it should. Carrying out such an assessment is far from simple, as is already 
evident in discussions on which teacher education factors should be consid-
ered (content, didactics and methodology, structuring of teacher education, 
etc.) or what effectiveness criteria should be used: should the effectiveness 
of teacher education be measured by taking into account subject and occu-
pational expertise, the way teachers act in the classroom or through student 
performance (see Blömeke, 2004)? Should objective observation procedures 
or self-assessment be used?

The lack of harmonised terminology in researching these questions, plus 
dissimilar research methods, make it difficult to achieve consistent research 
findings. There are practically no national empirical studies on the effective-
ness of teacher education (see Blömeke, 2004; Gauthier & Melouki, 2006; 
Gehr mann, 2007). Even in the extensive US-based research publications, 
there is no general consensus on the correlation between teacher education 
and student performance; findings are inconsistent, the observed effects are 
relatively slight and it is not easy to transpose these findings to the Swiss 
context (see Anderson, 2004; Darling-Hammond, 2000; Wilson, Floden & 
Ferrini-Mundy, 2001; Cochran-Smith & Zeichner, 2006).

As far as the importance of teacher quality for student performance is 
concerned, a very large number of research publications draw a systematic 
correlation between teacher fixed effects, which remain constant over time, 
and student performance. That having been said, it is extremely difficult to 
identify relevant observable teacher traits that are responsible for student 
performance (see Wayne & Youngs, 2003; Rockoff, 2004; Rivkin, Hanushek 
& Kain, 2005; Lipowsky, 2006).

Comparisons of cohorts with newly recruited teachers show that various 
student skills, particularly cognitive skills, have decreased over the past few 
decades (see Grönqvist & Vlachos, 2009). There has been no agreement, how-
ever, as to whether or not this trend can be ascribed to a corresponding de-
crease in the quality of classroom teaching. Research findings on the mat-
ter are inconclusive. The latest studies seem to indicate that teachers do not 
have a statistically significant impact on the development of cognitive and 
social abilities among students (Grönqvist & Vlachos, 2009). Teacher quality 
cannot therefore be automatically equated with general skills or intelligence 
quotients. Moreover, it would seem that the effects differ among different 
categories of students (ability groups or background) (Rivkin, Hanushek & 
Kain, 2005; Goldhaber & Anthony, 2007; Grönqvist & Vlachos, 2009; Kukla-
Acevedo, 2009).

It would also appear that specific subject expertise is central to good class-
room teaching and subsequently stronger student performance. In math-
ematics, in particular, positive correlations were found between the subject 
expertise of teachers and the academic achievement of students (see Angrist 
& Lavy, 2001; Lipowsky, 2006). Questions have been raised as to whether 
these findings can be transposed to Switzerland, since teacher education and 

Basing themselves on Oser’s standards 

(Oser, 2001; Oser & Renold, 2005), authors 

Baer, Guldimann, Kocher et al. (2009) 

gathered self-reported and third-party 

assessments of the competencies and 

standard attainment of UTE students 

enrolled at three UTEs in Switzerland and 

Germany. Although the longitudinal data 

compiled for 37 UTE students revealed 

significant improvements in teaching 

competencies, these competencies were 

still far from the desired standard 

(measured in terms of the maximum 

points threshold). This means that UTE 

students still do not have a high enough 

level in the requisite competencies. 

Moreover, there are major differences in 

the various skill groups. While UTE 

students improved their didactical skills, 

their knowledge of subject matter did not 

improve. It is difficult to interpret the 

effectiveness of teacher training pro-

grammes because of the high degree of 

scatter in all the variables, which is also 

increasing over time (Baer, Dörr, Fraefel et 

al., 2007; Baer, Guldimann, Kocher et al., 

2009).



skbf | csre  Swiss Coordination Centre for Research in Education

234 Effectiveness  Universities of teacher education (UTE)

recruitment practices in the United States differ considerably from those in 
Switzerland. In their longitudinal study of performance data of German pri-
mary school children, Tiedemann and Billmann-Mahecha (2007) found no 
positive effects on student performance with teachers who had completed 
specialist studies in their subject. Bressoux, Kramarz and Prost (2008), who 
conducted their study using comprehensive administrative data in France, 
found positive correlations between subject expertise and student perform-
ance. They also demonstrated that a lack of teaching methodology was more 
easily compensated for by subject expertise than vice-versa.

As far as the identification of effective teaching skills is concerned, it 
would seem that individual factors play less of a role than a combination 
of cognitive and non-cognitive skills (see Kane, Rockoff & Staiger, 2008; 
Darling-Hammond, 2006; Oser, 2006; Oser, Salzmann & Heinzer, 2009). 
As mentioned earlier, this makes the task of measuring the effectiveness of 
teacher education extremely complex and difficult.

Moreover, very heterogeneous study schedules make it more difficult to 
compare institutions (see Lehmann, Criblez, Guldimann et al., 2007) and 
there are no suitable standardised instruments to measure the progressive 
acquisition of skills in teacher education programmes (Frey, 2004). Finally, 
research findings do not provide any indications as to the optimal arrange-
ments and structure, the most appropriate institutional form or the best 
duration of teacher education programmes. Determining the most effective 
teacher traits and how these traits may be developed in teacher education 
programmes therefore remain a central focus of research.

In addition to assessing teacher education effectiveness from a qualitative 
standpoint, it is also important to assess effectiveness from a systemic angle. 
Here we are interested in the relationship between the number of teacher 
qualifications issued and the size of the teaching body, i.e. UTE training ra-
tios. Monitoring the system requires indicators (e.g. graduation rates, career 
entry rates, career continuance rates) that can be measured periodically for 
purposes of optimising effectiveness (see Lehmann, Criblez, Guldimann et 
al., 2007) (  Context, page 226 ).

Graduation rates

At 85%, UTEs2 have relatively high graduation rates compared with other 
areas within the universities of applied sciences (  Figure 181 ). Conventional 
universities have a graduation rate of just under 70% on average (including 
transfers to other fields of study). Taken in isolation, it is difficult to interpret 
such an indicator. Since universities of teacher education do not select stu-
dents for admission, and students themselves select the type of university 
and field of study they desire (Denzler & Wolter, 2008, 2009b), it is not pos-
sible to draw a direct correlation between graduation rates and the type of 
institution. From a qualitative standpoint, a high graduation rate could be an 
indication that the university is very effective (i.e. reaches its objectives) or 
it could be an indication that the institution has lower quality expectations 

2 Only integrated UTEs were taken into account in this comparison; those that are not in-

tegrated nevertheless have similarly high graduation rates on average.

It is difficult to determine the impact that 

specific teacher traits have on students’ 

academic achievement. In addition to the 

problem of developing teaching compe-

tencies in a manner that makes them 

operational, such analysis needs to take 

into account a large number of contextual 

factors (both student and teacher traits). 

Teachers are not assigned to schools and 

students by chance; for this reason, 

selection errors and student outcomes 

must be compared longitudinally to the 

initiatives taken to bring added value. 

This will make it possible to establish 

effect variables that are more or less valid.
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181 UAS graduation rates, 2002 cohort
Data: FSO
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and is less selective in its training programmes. Generally speaking, fields 
of study for which there is no selection for admission should have lower 
graduation rates than more selective fields of study. This is because unsuit-
able students who are not eliminated prior to commencement of the field of 
study will need to be eliminated prior to completion.

Training ratios

The primary objective of universities of teacher education is to train a suf-
ficient number of new teachers. The annual number of qualifications should 
be sufficient to replace teachers who leave the profession. The number of 
newly trained teachers should not be disproportionately high, however, 
since it would not be efficient to train a large number of teachers over the 
years if these teachers were then unable to find available positions after grad-
uation (  Context, page 226 ).

It is not an easy matter to determine a basis against which the number 
of graduates at each UTE can be set. Too little information is available here 
(e.g. origin of prospective teachers, location where they begin their teaching 
career), which means we have to settle for relatively rough estimates.

If we compare the number of qualifications issued by the UTEs with the 
size of the teaching body in the primary catchment area (normally the can-
ton in which the UTE is located), we find a linear correlation (  Figure 182 ). 
This means that the size of the individual UTE is directly proportional to 
the size of the canton in which it is located. Generally speaking, each year 
a UTE will train 3.5% of pre-school and primary school teachers in its pri-
mary catchment area; some UTEs will tend to train a few more and others a 
few less. However, there are no UTEs that train a disproportionately higher 

182 UTE training ratios, 2006
Data: FSO
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number of teachers than the others, which would normally be the case if 
UTEs in one canton were filling a demand for teachers in other cantons.

Assuming that new teachers would need to be trained to replace the 
roughly 6–7% of teachers leaving the profession, as mentioned above (   
Context, page 226 ), the UTEs will need to train considerably more new teach-
ers to fill medium-term needs in the compulsory education sector. If UTEs 
are unable to train enough new teachers, then education institutions will 
either have to hire inadequately trained candidates (   Context, page 226 ) or 
recruit more teachers from outside Switzerland. Given the strong appeal of 
the Swiss job market, the latter is certainly a viable option (  text in the left 
column).

Career entry

With a vocationally-oriented course of study like teacher education, an im-
portant training objective is to effectively and efficiently facilitate career en-
try, and hence the entry rate into teaching must also be taken into account.

According to data from the FSO’s Swiss Graduate Survey (respondents 
contacted one year after graduation), over 90% of all graduates of Swiss uni-
versities of teacher education find teaching positions (  Figure 183 ). This re-
ported career entry rate can be rated as high compared with other findings. 
Research conducted in connection with the Erlangen study on teaching ca-
reers found that 71% of the graduates of teacher education programmes in 
Germany had found employment as teachers within three years of gradua-
tion (Abele, Dette & Hermann, 2003). Another study reported career entry 
rates of 63% (full-time employment) and 11% (part-time employment) with-
in four to six years of graduation (Lipowsky, 2003). For the Canton of Bern, 
Herzog, Herzog and Brunner (2007) reported a career entry rate of about 80%. 
About half of all graduates leave the teaching profession in the course of a 
full teaching career. Most graduates remain in the education sector, however, 
with only 10% stopping teaching entirely (Herzog, Herzog & Brunner, 2007).

Successful career entry (see Huberman, 1991; Lipowsky, 2003; Larcher 
Klee, 2005) can also be considered an indication of successful teacher educa-
tion programmes that prepare teachers to exercise their profession. Career 
entry should thus also be assessed in an impact study. Comparing different 
training concepts and programmes, it would seem that teacher education 
that brings prospective teachers in contact with realistic teaching situations 
is associated with greater effectiveness in terms of student progress later on 
(see Boyd, Grossman, Lankford et al., 2008).

183 UTE graduate fields of employment
Field of employment one year after graduation, 2005

Data: FSO, calculation: SCCRE
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In terms of efficiency, it is also important to determine whether career en-
try rates would improve if UTEs selected candidates for admission, or if the 
training programmes themselves were more selective, or, indeed, if greater 
attention was paid to candidates’ teaching aptitudes (see Bieri Buschor, Schu-
ler Braunschweig & Stirnemann Wolf, 2006; Foerster & Faust, 2006; Ettlin, 
2006).

The latest research findings show that the career entry stage for teach-
ers is not so much a self-contained phase that can be mastered through 
specific preparations but is rather the result of a series of facilitating factors 
and, more specifically, personality traits, which can only be influenced by 
training to a minor extent (see Albisser, Kirchhoff, Meier et al., 2007; Keller-
Schneider, 2007, 2008, 2009).

Income

When assessing the effectiveness of teacher education, we must also con-
sider the economic implications of education and training, which influence 
both the choice of field of study and employment. The situation on the job 
market, employment prospects, and higher/lower income potential for 
comparable professions (relative salary) are all factors that can influence a 
person’s decision to pursue a specific field of studies or career. These factors 
are taken into account by both prospective students and graduates.3

According to the FSO’s Swiss Graduates Survey, UTE graduates have a 
higher income potential than graduates from UAS and conventional uni-
versities, giving due consideration to age and extent of employment as well. 
UTE graduates earn relatively good starting salaries compared to UAS gradu-
ates (  Figure 184 ). Moreover, part-time employment is more frequent in the 
teaching profession. The higher income potential makes it easier for teachers 
to work fewer hours than a full-time post.

The higher income potential for teachers is particularly beneficial for women, 
since they face more wage and career discrimination in non-teaching profes-
sions with similar education requirements. From an economic standpoint, 
this would explain the large proportion of women enrolling in teacher edu-
cation programmes and subsequently working as teachers (Wolter, Denzler 
& Weber, 2003; Wolter & Denzler, 2003).

Efficiency/Costs

Since 2005, both UTEs and UAS have been required to use the same UAS 
standard cost accounting model in their financial reports. While this should 
essentially lead to greater transparency of costs, the quality of the data is 
not yet good enough for making detailed cost comparisons (there is still the 

3 See comprehensive research on the income elasticity of university graduates (e.g. Murnane, 

Singer, Willet et al., 1991; Vegas, Murnane & Willett, 2001; Chevalier, Dolton & McIntosh, 2007; 

an overview can be found in Denzler & Wolter, 2009a).

184 Graduate salary levels, 2007
Data: FSO, calculation: SKBF
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problem of transposing the UAS cost accounting model to UTEs). Moreo-
ver, the data do not lend themselves to impact studies, which prevents us 
from drawing conclusions regarding efficiency. The following paragraphs are 
therefore limited primarily to a description of the various costs.

The average annual cost per student enrolled at universities of teacher 
education amounted to about CHF 30,000 in 2007 (standard deviation: CHF 
4,000). Based on the latest figures, the size of a university would not seem to 
have any impact on average costs (  Figure 185 ). This means that no evidence 
of economies of scale has so far emerged at the larger UTEs.

Differences in the cost per student can be attributed inter alia to major dif-
ferences in the cost structures for the individual types of activity (teaching, 
research, continuing education and training, and provision of services) (  

Figure 187 ). However, no consistent patterns have been observed. It would 
also seem that different teacher-student ratios would explain part of the dif-
ference in costs (  Figure 186 ). Compared to other areas within the UAS, UTE 
teacher-student ratios are generally good, and such ratios would seem to 
be the most significant cost factor, also explaining the differences between 
university types as well as the fluctuations over time. Just as schools at up-
per-secondary level are relatively inflexible in responding to fluctuations in 
student numbers, so are UTEs unable to reduce their teaching staff if there 
is a short-term drop in enrolment numbers.

187 Costs per activity, 2007
Data: FSO
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Equity

The following paragraphs describe the UTEs from the standpoint of equity. 
The main question here is to determine whether various social groups are 
more/less likely to complete a course of study at a UTE. Research focuses 
specifically on such variables as gender, social origin and migration back-
ground to determine whether they exert an influence on participation rates. 
If inequities are observed, the question is then to determine why they have 
come about: are they the result of failure to adhere to the equity principle or 
is the inequitable distribution merely the result of free choice?

Gender bias in the choice of studies and «feminisation» of the 
teaching profession

As far as gender ratios among UTE students are concerned, we find level-
specific differences which are the same as those that can be seen within the 
teaching profession itself. The higher the level of education at which pro-
spective teachers wish to teach , the lower the proportion of women (  Fig-

ure 188 ). Among prospective teachers wishing to teach at the pre-school and 
primary levels, the proportion of women stands at way above 80%, while 

188 Proportion of female students at universities of teacher education by 

programme, 2007/8
Data: FSO
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among prospective teachers wishing to teach at upper-secondary level, the 
proportion of women graduates is just under 50%. These proportions have 
remained relatively stable since 2001, prompting the question as to what 
extent gender segregation depends on the level of education at which pro-
spective teachers wish to teach and is thus status-dependent (see Borkowsky, 
2001; Larcher Klee, 2002). The «feminisation» of the teaching profession, i.e. 
the increasing proportion of female teachers (see Jacobi, 1997), only becomes 
evident in long-term studies, however. Over the past twenty years, the 
proportion of women working as teachers at all school levels has increased 
(  Figure 189 ). At the lower-secondary level, the proportion has risen from 
about 20% in 1995 to just under 50% in 2005. The increasing proportion 
of female teachers, therefore, seems to be a long-term trend that is mainly 
cohort-dependent, i.e. the proportion of women increases over time from 
one cohort to the next (see Eckert, 2006).

189 Female teachers
Proportion of female teachers among total teachers

Data: FSO
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Other explanations for the increasing proportion of female teachers may be 
the expansion of education and, coupled with this, the continuous efforts 
to ensure gender equality in education. Starting in the 1980s, these efforts 
extended to higher levels within the compulsory education sector. After the 
corresponding time lag, there was then a gradual increase in the number 
of women working at lower-secondary and upper-secondary levels. At the 
same time, legal and economic factors must also be taken into account in 
explaining this phenomenon: employment conditions, part-time employ-
ment options, and equal wages for both male and female teachers compared 
to other professions on the job market. Over their entire careers, women 
who teach at all levels in Switzerland earn clearly higher salaries than women 
working in other professions with comparable qualification levels (see Wol-
ter & Denzler, 2003).

These different starting points for men and women, due primarily to the 
widespread discrimination that still persists against women in terms of both 
income and career development prospects, provide an economic explanation 
for gender bias in the choice of studies and professions.

Moreover, gender-specific factors must be taken into account in the 
choice to study at a UTE (see Denzler & Wolter, 2008, 2009b), which, be-
side practical aspects such as the desire to strike a balance between career 
and family, might also comprise more problematic gender stereotypes (see 
e.g. Scheuring & Burkhardt, 2006). The effects of gender segregation in the 
choice of studies also seem to intensify in direct proportion to the higher 
education level to which prospective teachers aspire (Schnabel & Gruehn, 
2000).4

On the whole, however, there are no indications that this development 
constitutes a violation of the equity principle. There would also not seem 
to be a correlation between the gender of teachers and student progress (see 
Blum-Brunner, 2001).

Social background of students

Both social and educational background have a direct impact on a student’s 
choice to enrol in a university of teacher education in order to become a 
pre-school/primary school or lower-secondary school teacher. Baccalaure-
ate holders wishing to study at a UTE generally come from families whose 
parents lack academic qualifications (Denzler, Fiechter & Wolter, 2005; Denz-
ler & Wolter, 2008, 2009b; Périsset Bagnoud & Ruppen, 2006).

The impact of institutional aspects (Baccalaureate profile, universities 
available locally, study duration) seems to indicate that the choice of studies 
is mainly a choice between different types of university. It is not clear, how-
ever, whether this decision depends on the person’s background or other 
factors (peers, among other things) (Denzler & Wolter, 2008, 2009b). 

4 The choice to become a teacher depends heavily on the choice of specialism listed in the 

Rules on the Recognition of Baccalaureates (MAR). Baccalaureate holders with a specialism 

in music have a considerably higher preference for the teaching profession. The choice of 

main subject studied is also strongly gender-biased (see Denzler & Wolter, 2008). According 

to data from the EU’s PISA 2006 study, there does not seem to be a gender bias among stu-

dents streamed to a high-ability group at lower-secondary level who expressed an interest 

in becoming teachers.
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The way in which students self-select their enrolment in a teacher education 
programme has a significant impact on the future composition of the teach-
ing body and therefore also on the effectiveness of the education system (  
Effectiveness, page 233 ).

Students with a migration background who enrol in universities 
of teacher education

Only a minority of students enrolled in UTEs have a migration background. 
Compared to other UAS degree programmes, the proportion of foreigners 
enrolled in teacher education programmes (whether their upper-secondary 
level qualifications were issued in Switzerland or abroad) is lower (  Fig-

ure 190 ). One reason for this may be student self-selection: foreigners who are 
entitled to enrol in a Swiss university tend to prefer enrolment at a conven-
tional university (offering greater prestige or better international mobility). 
In addition, it would seem that teacher education programmes with a heavy 
regional or national slant are less appealing to foreign-educated foreigners.5

Finally, students with a migration background have to overcome major 
hurdles at various transition points to make it through the Swiss education 
system (  Chapter Compulsory education, page 53 ,  Chapter Lower-second-
ary education, page 89 ,  Chapter Baccalaureate schools, page 121 ,  Chapter 
Universities, page 185 ). This is why the proportion of individuals with a mi-
gration background enrolled in Swiss universities is very low. Nevertheless, 
this reason is not sufficient to explain the significantly lower proportion of 
students with a migration background enrolled in universities of teacher 
education.

5 While the proportion of foreigners enrolled in UTEs is low, there is a considerably high-

er proportion of foreigners working as teachers. This may be explained by the strong appeal 

of the Swiss job market and changes to employment law (bilateral agreements between Swit-

zerland and the EU as well as equivalency procedures to recognise foreign qualifications) 

(   Effectiveness, page 233 ).

190 University graduates
by migration status, 2007

Data: FSO
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Overview

Article 26, paragraph 1 of the Federal Vocational and Professional Education 
and Training Act (SR 412.10), sets out the objectives of tertiary-level B pro-
fessional education and training (PET) as the transfer and acquisition of the 
«competencies needed to carry out a demanding occupational activity or an 
activity that involves responsibility». The Federal PET Diploma Examination 
and the Advanced Federal PET Diploma Examination test the ability of can-
didates to perform activities (either technical or management-related) which 
are subject to more stringent requirements than completed vocational edu-
cation and training (VET) at the level of the Federal VET Diploma. The Ad-
vanced Federal PET Diploma Examination establishes whether candidates 
have the ability to run a small or medium-sized enterprise independently or 
to act as experts in their field.

According to Art. 26, paragraph 2 of the Federal Vocational and Profession-
al Education and Training Act, holders of a Federal VET Diploma or those 
who have completed an upper-secondary level general education, or hold an 
equivalent qualification, may enrol in PET programmes. In other words, the 
PET sector is the only portion of the tertiary-level education sector that does 
not require a Baccalaureate/Federal Vocational Baccalaureate for regular ad-
mission. This does not mean, however, that there are no students with such 
qualifications in PET programmes. Many of the students preparing for the 
Advanced Federal PET Diploma in Corporate Auditing, for instance, already 
hold a qualification from a UAS or a conventional university.

With the enactment of the presently valid Federal Vocational and Profes-
sional Education and Training Act in 2004, PET programmes are now legally 
anchored at tertiary level alongside cantonal universities, Switzerland’s two 
federal institutes of technology (ETHZ and EPFL), the universities of applied 
sciences and the universities of teacher education. However, a clear distinc-
tion is drawn at tertiary level between (university-based) tertiary-level A 
(ISCED 5A) and tertiary-level B (ISCED 5B). PET programmes fall into the 
latter category. This is reflected in the admission requirements as well as in 
the type of programmes, the duration of the education and training and the 
titles issued (but not necessarily in the job market prospects). Tertiary-level 
B professional education and training takes in the Federal PET Diploma Ex-
amination, the Advanced Federal PET Diploma Examination (also referred 
to as the Meisterprüfung) and the PET Colleges.

Holders of PET qualifications may enrol in UAS degree programmes with out 
having to obtain a Federal Vocational Baccalaureate. On the basis of an ap-
plication procedure, candidates may also apply for recognition of the knowl-
edge and skills they have gained from PET for the award of credits towards 
the UAS Bachelor’s degree. The UAS admitting the student decides if these 
credits can be given.
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191 Overview of Switzerland’s PET sector
Data: SCCRE research
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part-time

Professional college degree.

Example: Professional 

College Degree in Nursing 

Federal PET 

Diploma Examina-

tion

Upper-secondary level 

qualification and a certain 
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experience in relevant field
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ance of prepara-

tory courses is 
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attendance of preparatory courses 

offered by education institutions, 
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Part-time Federal PET Diploma.

Example: Federal PET 
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as public and private schools

Part-time Advanced Federal PET 
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PET Diploma in Cabinet-

making, Advanced Federal 

PET Diploma in Finance

PET colleges

The Federal Department of Economic Affairs’ Ordinance on the Minimum 
Requirements for Recognition of PET College Degree Programmes and Con-
tinuing Education and Training Courses (SR 412.101.61) states the following: 
«PET college degree programmes and CET (continuing education and train-
ing) courses provide students with competencies needed to independently 
carry out technical and managerial responsibilities in their field. They are 
practical in focus and specifically develop the ability to think in a methodical 
and abstract manner, to analyse professional tasks and to apply the knowl-
edge gained in a practical way.» Apart from upper-secondary level qualifi-
cations – Federal VET Diploma obtained upon completion of a three-year 
or four-year VET programme; specialised school certificate; Baccalaureate 

– candidates wishing to enrol in a degree programme or CET course at a PET 
college may be required to demonstrate a certain amount of professional ex-
perience and undergo an aptitude test. Admission requirements are decided 
by the individual PET colleges themselves and depend on the degree pro-
gramme. The Ordinance covers the following fields: engineering; hotel, res-
taurant and catering (HORECA); business; agriculture and forestry; health 
care, social care and adult education and training; art and design; transport.

PET college degree programmes are based on national core curricula devel-
oped and issued by the PET colleges themselves in cooperation with profes-
sional organisations; the Federal Office for Professional Education and Tech-
nology (OPET) approves these core curricula at the request of the Federal 
Commission for PET colleges (EKHF).
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There are still certain unresolved issues where PET and UAS or vocational 
CET programmes overlap. Precisely in UAS post-graduate programmes (Cer-
tificate of Advanced Studies [CAS], Diploma of Advanced Studies [DAS] or 
Master of Advanced Studies [MAS]), a number of federal examinations have 
been duplicated, providing competition for these in the form of the UAS’ 
own qualifications. In some fields, there is a parallel configuration of UAS 
(especially CET programmes), PET colleges and federal professional exami-
nations with very similar final qualifications, which can lead to unconstruc-
tive competition between education and training providers and can confuse 
potential employers.

Students enrolled at PET colleges may study either full-time or part-time. 
With full-time enrolment, degree programmes last at least two years (in-
cluding traineeships). With part-time enrolment, degree programmes last 
at least three years. Part-time students are required to have at least a 50% 
job in the field matching their studies. In 2008, 4,243 federally recognised 
PET college degrees were issued, with 69% of these qualifications being 
awarded upon completion of part-time studies and 31% upon completion 
of full-time studies. HORECA, tourism and hospitality services are among 
the few branches where most students are enrolled full-time.

Most PET college programmes are geographically concentrated in four can-
tons (Zurich, Bern, St. Gallen and Aargau). These four cantons account for 
around 55% of all PET college programmes.

Given the large number of corresponding programmes, most PET degrees 
are in the field of engineering, followed by the business degrees awarded by 
the PET colleges of economics (  Figure 192 ). Around 32% of all PET college 
degrees are issued to women. As expected, the lowest proportion of female 
students can be found in engineering and the natural sciences and the high-
est proportion in services, education and health care.

192 Professional college degrees by ISCED field, 2008
Data: FSO
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The Federal Statistical Office (FSO) 

continues to draw a distinction between 

qualifications that are federally regu-

lated and those that are not. Federally 

regulated qualifications include all 

qualifications issued upon completion of 

a degree programme at a professional 

college in such fields as engineering, 

business, business IT, gastronomy, 

tourism, forestry, etc. as well as all 

qualifications issued to individuals who 

have obtained the pass mark for the 

Federal PET Diploma Examination or the 

Advanced Federal PET Diploma Examina-

tion. All other qualifications are consid-

ered as not federally regulated. The 

Confederation intends to regulate 

qualifications in the health, social care 

and art fields in the near future. This will 

effectively double the number of 

professional college degrees issued. In 

2008, the FSO reported a total of 8,050 

degrees (including 3,058 degrees in 

nursing), 1,202 CET qualifications and 

13,316 certificates in the non-federally-

regulated category (  Figures 193  and  

194 ).
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193 Non-federally-regulated PET qualifications, 2008
The five most frequently chosen ISCED fields; a total of 8,050 qualifications

Data: FSO
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194 Non-federally-regulated CET qualifications, 2008
The five most frequently chosen ISCED fields; a total of 1,020 qualifications
Data: FSO
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National professional examinations

With the enactment of the first Federal Vocational Education and Training 
Act in 1933, the Advanced Federal PET Diploma Examination (also referred 
to as the Meisterprüfung in the trades and industrial branches) was recog-
nised at the federal level. The Federal PET Diploma Examination was intro-
duced in 1963 with the enactment of the revised Federal Vocational Educa-
tion and Training Act.

Unlike PET colleges, where the entire programme is federally recognised, 
only the content and mode of execution of the Federal and Advanced Federal 
PET Diploma Examinations are federally recognised. The initiative to create 
a new national professional examination always comes from a professional 
organisation, which is responsible for establishing the content. The Federal 
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195 Top ten fields for the Federal PET Diploma, 2008
Data: FSO
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Office for Professional Education and Technology (OPET), for its part, su-
pervises examinations and approves the examination rules. Within a given 
branch, OPET approves only one Federal and one Advanced Federal PET 
Examination for each specific field. As a rule, the latter examination is more 
challenging than the former.

In order to be admitted to a national professional examination, candi-
dates must have an upper-secondary level general qualification, or the Fed-
eral VET Diploma, plus a certain number of years of relevant professional 
experience (which varies sharply from one profession to another). In 2008, 
12,468 Federal PET Diplomas were issued; 44% of these qualifications related 
to ten out of a total of 228 Federal PET Diploma professions (  Figure 195 ).

The professional organisations are responsible for holding national profes-
sional examinations at annual or six-monthly intervals. Preparatory courses 
for these examinations are not regulated. It is up to examination candidates 
to decide how they wish to prepare for these examinations. They may either 
study on their own or enrol in courses offered by professional organisations, 
private PET providers, or public PET providers. Preparation for the Federal 
PET Diploma Examination is normally done on a part-time basis. An OPET 
survey of around 500 PET providers of preparatory courses established that 
56% of all PET providers can be found in four cantons (Zurich, Bern, Vaud 
and Aargau). Around 32% of all PET providers are public institutions, 24% 
are PET centres run by professional organisations and 44% are private insti-
tutions. According to an OPET-commissioned study conducted by Price-
waterhouseCoopers (PwC), 22% of all PET students are enrolled at a public 
institution, 34% are enrolled in a subsidised preparatory course given by a 
private institution and 44% are enrolled in a non-subsidised preparatory 
course (Seiler, Muggli & Sommer, 2009).

Preparation for the Advanced Federal PET Diploma Examination can also 
be undertaken on a part-time basis. However, with a few exceptions, access 
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196 Top ten fields for the Advanced Federal PET Diploma, 2008
Data: FSO
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to this examination is only open to holders of a Federal PET Diploma or 
other tertiary-level qualification. In 2008, 2,818 Advanced Federal PET Di-
plomas were issued. Around 53% of these qualifications related to ten out 
of a total of 168 Advanced Federal PET Diploma professions (  Figure 196 ).

Whether it be in relation to the Federal or Advanced Federal PET Diploma 
Examinations or to PET college degree programmes, examination content is 
subject to regular revision to better delimit the individual training options, 
particularly vis-à-vis the CET programmes offered by the UAS. One objec-
tive is to better coordinate similar competency profiles or to consolidate ex-
isting examinations. Another objective is to harmonise the admission cri-
teria for all the Federal and Advanced Federal PET Diploma Examinations. 
This objective is set out in Art. 23 of the Federal Vocational and Professional 
Education and Training Ordinance (SR 412.101). Examples of successful re-
positioning include real estate, logistics and the timber industry.

Costs and funding

The cantons are responsible for the implementation of PET programmes. 
Based on OPET surveys, the cantons contribute around CHF 460 million 
each year to the PET sector. This amounts to about 16% of all cantonal ex-
penditure for Switzerland’s VET/PET sector. Direct federal contributions 
are only made to PET college degree programmes if the programme in ques-
tion has been developed by a national professional organisation that carries 
out its activities throughout Switzerland and if the programme does not 
already receive cantonal contributions.



skbf | csre  Swiss Coordination Centre for Research in Education

250 Costs and funding  Tertiary-level B professional education and training (PET)

With the enactment of the Federal Vocational and Professional Education 
and Training Act in 2004, the overall structure of the funding was changed 
at federal level from cost-based funding and payment to performance-based 
funding awarded per student. The Confederation provides the cantons with 
general lump-sum funding to cover cantonal VET/PET-related expenditure. 
The cantons are free to allocate this funding to VET and PET programmes as 
they see fit. Federal lump-sum funding to the cantons is based on the total 
number of students enrolled in upper-secondary level VET programmes.

While the restructuring of cantonal funding of the VET sector is practically 
complete, the same cannot be said for the PET sector. At the start of this 
chapter, we mentioned that the PET sector (i.e. the Federal PET Diploma 
Examination, the Advanced Federal PET Diploma Examination and the PET 
college degree programmes) was legally anchored within the tertiary sector 
when the presently valid Federal Vocational and Professional Education and 
Training Act came into effect, but PET sector funding has not yet been de-
finitively settled (through a national ruling).

Public funding of the PET sector varies considerably and is not subject to 
any clearly defined rules and criteria. This is due to the historical growth of 
PET programmes and structures, and particularly the development of pri-
vate PET sponsors and providers.

Financial compensation between cantons for students from one canton 
who enrol in a PET programme in another canton is handled only partly 
within the framework of an intercantonal agreement. The existing intercan-
tonal agreement of 1998 on PET colleges needs to be revised to resolve the 
issue of PET funding. Many PET colleges receive funding from private spon-
sors but still receive full or partial funding from the cantons in which they 
are located as well.

While national professional examination subsidies come exclusively from 
the Confederation, the cantons provide subsidies for preparatory courses 
for these examinations, despite the fact that such courses are voluntary and 
unregulated.

PET tuition costs vary substantially and depend on the field (e.g. engineer-
ing, HORECA, tourism, etc.), the extent of public subsidies received by the 
PET provider, and therefore the canton.

197 Cost/benefit ratios per participant from the providers’ standpoint, 2006
Data: PwC
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Tuition fees for PET college degree programmes are only about 30% higher 
than for preparatory courses for national professional examinations. This is 
despite the fact that the cost of degree programmes (CHF 49,475 over the en-
tire duration) is five to six times higher than the cost of preparatory courses 
(between CHF 8,000 and CHF 10,000 over the entire duration) (  Figure 197 ). 
The current level of differentiation between public subsidies to PET colleges 
and public subsidies to preparatory courses for national professional exami-
nations is a direct manifestation of this.

Like degree programmes at the UAS and conventional universities, consider-
able public funding is provided to cover up to 80% of the costs of full-time 
PET college degree programmes, while part-time PET college degree pro-
grammes are subsidised by around 40%. Funding patterns for preparatory 
courses for national professional examinations are similar to those seen in 
the CET sector (  Chapter Continuing education and training (CET), page 
253 ). In the PET sector, employers contribute to the cost of examinations. Over 
50% of all part-time students receive funding from their employers (who are 
able to deduct most of these expenditures from their taxes), with company 
size playing a major role in determining whether employees receive em-
ployer contributions or not (see Schärrer, Fritsch, Dubach et al., 2009). The 
risk of students changing employers after obtaining their PET qualification 
is higher for small-sized companies, which makes them less inclined to con-
tribute to the cost of PET programmes. Seventy-two per cent of PET stu-
dents who receive employer contributions receive them solely in the form 
of direct payments for tuition fees; 22% receive them in the form of paid 
time off from work as well.1 Employer contributions to the costs of PET 
programmes amount to a total of CHF 36.8 million per year, which corre-
sponds to an average contribution of about CHF 5,700 per person (Schärrer, 
Fritsch, Dubach et al., 2009).

PET graduates enjoy very good employment prospects (  Figure 198 ): hold-
ers of PET qualifications as their highest qualification are more likely to find 
employment than holders of UAS or conventional university qualifications. 
Employability is influenced by several factors: the great effectiveness of PET 
qualifications, the stringent selection of PET qualification holders, the larger 
proportion of male students in PET programmes and the higher personal 
share of tuition fees (which serves as an incentive to remain in employment). 
However, it is difficult to determine the relative weights of each of these 
factors.

1 It is important to consider the fact that UAS and conventional university students rarely 

benefit from time off from work (and hence continued payment of their salaries) for their 

studies. This is important because some analysts include missed salary (opportunity costs) 

and even the cost of living when calculating the cost of PET programmes. PET costs calcu-

lated in this manner are not then comparable with tertiary-level A costs, because these op-

portunity costs are not included in tertiary-level A cost calculations (even though they are 

also incurred).

198 Employment status by highest 

education qualification, 2007
Data: FSO
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Context

Continuing education and training: a necessity for modern 
knowledge-based societies

Continuing education and training (CET) is mainly a phenomenon of highly 
developed knowledge-based societies. Rapid technological progress, glo-
balised economies and international job markets require the steady upgrad-
ing and renewal of knowledge. Not only do people need to acquire new 
competencies, they also need to maintain them. It would seem that human 
capital, regardless of its initial education level, undergoes pronounced deg-
radation over its lifecycle (Falter, Pasche & Hertig, 2007; Weber, 2008; Jans-
sen & Backes-Gellner, 2009). The challenge of acquiring, maintaining and 
upgrading competencies is felt at the individual, corporate and social level.

Demographic changes are also necessitating a relevant CET strategy for 
all individuals in the workforce. With half of all those in gainful employ-
ment being over the age of forty and the number of young people decreasing 
(   Chapter Context, page 37 ), renewal and innovation within companies can 
no longer be based on staff turnover and recruitment on the job market. It is 
important for existing employees to undergo CET. A recent survey shows 
that two-thirds of Swiss companies feel that more CET for employees is the 
best means of facing the challenges of globalisation and demographic change 
(Swissstaffing, 2009).

The restructuring of social and economic frameworks (  Figure 199 ) has 
led to major growth in the services sector, which has changed companies and 
organisational structures and placed new demands on employee competen-
cies. As knowledge becomes an increasingly important factor, the need for 
workers with tertiary-level qualifications has increased (  Chapter Tertiary-
level education, page 171 ).

The aim is also to improve the competencies of people who lack ade-
quate basic skills such as reading and mathematics, since shortcomings in 
these areas will result in the sub-optimal use of the knowledge that is gained 
through experience as well. The latest international «Adult Literacy and Life 
Skills Survey» (ALL), which was conducted in 2003, concluded that one-
sixth of the Swiss population had only minimum reading skills. This group 
is therefore ill-equipped to handle day-to-day social and work tasks (Hertig 
& Notter, 2005).

To sum up, it can be said that CET is mainly intended to improve and 
upgrade existing competencies. Secondly, CET enables people to broaden 
and adapt their knowledge and skills to include new areas and tasks. Third-
ly, CET is intended to allow people to catch up on education and training 
they missed out on. Depending on the structure of formal education and 
the economy, the size and extent of these three factors behind CET will vary 
from country to country.1

1 In education systems where there is a strong demand for adult education allowing individuals 

to catch up on education they have missed out on (e.g. in Scandinavian and English-speaking 

countries), adults are able to take post-compulsory qualifications with relative ease and without 

excessive cost. The result, however, is that graduation rates in these countries tend to be some-

what lower and dropout rates at upper-secondary level tend to be higher (see Skans, 2007). State 

funding of this type of adult education compensates for gaps in the formal education system.

199 Number of jobs per sector, 1980–2007
Data: FSO
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200 Participation in non-formal CET by education level, 2007
Permanent resident population, 25–64 age group

Data: Eurostat, FSO
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CET systems develop dynamically and are subject to constant change. Over 
the past twenty-five years, Switzerland has developed an extensive, adapt-
able and functioning CET sector that is mainly structured along private-sec-
tor lines. CET courses geared to different segments are flexible enough to re-
spond to social and economic developments (Weber, 2001). The importance 
of CET for the economy is reflected in the high CET participation rates in 
Switzerland (  Figure 200 ). An international comparison shows that most 
highly productive countries, with economies that have moved towards the 
services sector, have high CET participation rates.

CET takes place in different contexts

Different structures and general conditions partly explain the consider-
able differences in CET participation rates in the different countries (We-
ber, 2001). Each CET system is strongly influenced by the corresponding 
education and employment system. The Swiss CET sector is thus highly 
segmented due to the various contexts in which CET takes place (Weber & 
Tremel, 2009): the vocational education and training (VET) sector, the pro-
fessional education and training (PET) sector, general education sector (e.g. 
adults catching up on their upper-secondary education, continuing educa-
tion at university), infra structure policy (e.g. CET courses for parents) and 
continuing education within companies (  Table 202 ).

Within each individual context, the structure of CET courses would 
seem to be well-matched to the corresponding requirements, thus permit-
ting relatively high participation rates on average. It is partly due to the na-
ture of the CET system itself, however, that participation depends to a great 
extent on an individual’s level of education (  Figure 201 ). The differences 
and segmentation observed elsewhere in Switzerland’s education system 
can also be found in the CET sector. Access to CET is mostly closed to indivi-

Non-formal CET: learning activities that 

take place within an established learning 

relationship, pursuing explicit learning 

objectives, but outside the formal 

education system.

201 Changes in participation in 

non-formal CET courses by education 

level, 1997–2007
Employed persons, 25–64 age group, CET courses,

excl. seminars and private courses

Data: FSO
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duals who lack at least upper-secondary level qualifications. This is probably 
one reason why unskilled workers, migrants and the unemployed pursue far 
less CET than better qualified workers (  Equity, page 265 )

On the concept of CET

Lying at the heart of the concept of lifelong learning, CET is a social and po-
litical imperative. Lifelong learning refers to all forms of learning that are 
intended to broaden knowledge and competencies over the course of one’s 
life (see European Commission, 2001; OECD, 2003). The actual term «lifelong 
learning», however, mainly refers to a political programme. In order to de-
scribe the reality of CET, more precise definitions are needed. CET activities 
may be classified according to criteria such as objective, content or extent of 
institutionalisation. The latter is the most common approach and is recom-
mended by UNESCO, the OECD and the EU. The FSO also uses this clas-
sification (see UNESCO, 1997; OECD, 2003; European Commission, 2006a; 
FSO, 2006b): formal learning takes place in organised, structured arrange-
ments and leads to formal, certified qualifications. Formal learning includes 
all programmes that are part of the national education system (incl. adults 
catching up on their education).

Non-formal learning refers to organised learning activities that take place 
outside the formal education system. Non-formal learning activities do not 
lead to formal, i.e. nationally recognised, qualifications. Most CET activities 
such as courses, seminars, lessons, and private tuition, etc. come under the 

202 Overview of non-formal CET in Switzerland
Information: Weber & Tremel, 2009

Context Objective Example Regulator Funding Provider

VET/PET sector Developing skills that com-

plement or supplement skills 

gained from upper-second-

ary level VET programmes

CET courses by PET 

providers*, management 

courses

Confederation, cantons, 

trade associations

Demand-based: 

participants, 

employers, Confed-

eration (SR 837.0)

Trade associations, 

private institutions

General education 

sector

Catching up on missed 

education, additional 

qualifications

Baccalaureate school for 

adults*, CET courses by 

PET providers*, universi-

ties

Confederation, EDK, 

cantons

Demand-based: 

participants, public 

subsidies (to provider 

or applicant)

Public institutions

Infrastructure 

policy

Addressing issues of public 

interest

CET courses for parents, 

CET courses on environ-

mental issues, CET 

courses for migrants

Special legislation, 

Confederation, cantons, 

communes

Public subsidies, 

participants

Public and private 

institutions

Companies Ensuring that company

activities are reproduced and 

developed further

Company-specific CET 

courses

Company and/or 

labour legislation

Company Company

* In the approach we have adopted, formal education leading to standard qualifications does not count as CET. Neither PET providers nor Baccalaureate schools 
for adults thus count as CET.
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non-formal category. Non-formal CET takes place either on or off work-
ing premises and is intended to complement formal education and training.

 Informal learning includes all activities intended to convey knowledge 
and skills outside an organised learning setting and relationship. This learn-
ing takes place using learning materials and media, or through observation, 
or trial and error.

Moreover, learning activities may differ in terms of the learning objec-
tive: students may wish to learn for work, for general education, or merely 
for pleasure.

The effectiveness of political programmes for implementing lifelong 
learning is generally monitored on the basis of participation rates. There are 
also other indicators that may lend themselves to international compari-
son (  Table 203 ). The corresponding participation rates depend on the type 
of learning taken into account (formal, non-formal, informal; VET/PET or 
general education), the population group considered (age, job-market sta-
tus) and the observation period (see FSO, 2006b). Even though these indi-
cators are relatively well-suited to gathering information about each type of 
learning, the results are still approximate, since we know nothing about the 
intensity, duration, intervals or quality of CET activities.

203 Comparison of CET indicators
Information: FSO, OECD

Indicator Orientation Type of education and 

training

Reference period Reference population Participation rate, 

Switzerland, 2003

SLFS (FSO): CET courses General and 
job-related

Non-formal (only courses) 12 months Resident population, 
20–74 age group

36%

SLFS (FSO): CET courses Job-related Non-formal (only courses) 12 months Working population, 
20–74 age group

33%

SLFS (FSO): CET courses, 
informal learning

General and 
job-related

Informal (lectures, IT, 
instruction, observation)

12 months Resident population, 
20–74 age group

69%

Eurostat: all forms of 
education and learning

General and 
job-related

Formal, non-formal, informal 12 months Resident population, 
25–64 age group

65%

EU structural indicator: 
lifelong learning

General and 
job-related

Formal and non-formal (incl. 
seminars)

4 weeks Resident population, 
25–64 age group

29%

OECD: non-formal, 
job-related CET

Job-related Non-formal (incl. seminars) 12 months Persons capable of gainful 
employment or gainfully 
employed persons, 
25–64 age group

41%

ALL (OECD): CET pro-
grammes and courses
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job-related

Formal and non-formal 
(courses and seminars)

12 months Resident population, 
25–64 age group

60%

ALL (OECD): informal active 
CET

General and 
job-related

Informal (lectures, exercises, 
observation, counselling, 
media, IT)

12 months Resident population, 
25–64 age group

80%
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Institutions

The different structural conditions in which CET takes place (  Context, 
page 254 ) are reflected in the complex legal status of CET institutions and also 
in the entities that run them: generally speaking, the cantons are responsi-
ble for non job-related CET, and the Confederation is responsible for job-
related CET. Only five cantons have their own cantonal act on continuing 
education and training, however; some cantons place CET and adult educa-
tion under cantonal legislation relating either to general education or more 
specifically to VET/PET. Other cantons have no legal provisions relating to 
CET at all (IDES cantonal survey, www.edk.ch/dyn/13341.php). The vast ma-
jority of CET institutions are privately run and therefore funded by the de-
mand side. The co-existence of state-run and privately-run, non-profit and 
profit-making institutions is a characteristic feature of Switzerland’s CET 
sector (Schläfli & Sgier, 2008).

With CET programmes relating to Switzerland’s VET/PET sector, compa-
nies play a significant role: they are responsible for over a quarter of all CET 
activities (  Figure 204 ). Schools and universities account for a further third. 
Over half of all non job-related CET activities are handled by private pro-
viders (private individuals, other institutions). The increasing importance 
of formal CET and job-related CET activities has led to a shift in the enti-
ties running CET over the past few decades: smaller private providers have 
gradually given way to large private or public providers, particularly at terti-
ary level (Schläfli & Sgier, 2008).

CET landscape

The different institutional situations can also be seen in a cantonal com-
parison of CET density, i.e. the ratio of CET providers to a given population 
(  Figure 205 ). While a certain gap between urban and rural cantons is in-
deed plausible, the map also reveals differences between linguistic regions: 
cantons in the French, Italian and Romansh-speaking regions (i.e. primarily

204 Providers of non-formal CET by purpose of participation

Data: FSO
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Article 64a of the new Federal Constitu-

tion now gives the Confederation 

authority to determine the basic princi-

ples of the CET sector and promote it. 

A new Federal Act on Continuing 

Education and Training is currently being 

prepared which is to establish the areas 

and criteria for the furtherance of CET.

The Cantons of Fribourg, Graubünden, 

Lucerne, Uri and Ticino all have their own 

Cantonal Act on Continuing Education 

and Training. Fourteen cantons have their 

own cantonal CET institutions, with nine 

of these providing public funding for their 

CET institutions. Eleven cantons provide 

demand-based public subsidies. CET 

courses are provided to individuals 

wishing to undergo training, to individu-

als with a disadvantaged educational 

background, to individuals lacking 

quali fications and to cantonal government 

employees.
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205 Number of eduQua-certified CET providers per 100,000 inhabitants 

by canton, 2009
Data: www.eduQua; map: Swisstopo
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the western part of Switzerland and Ticino) tend to have a higher CET den-
sity in relation to their total populations than the German-speaking cantons. 

Practically no market analyses of the CET situation have been conducted 
thus far. The CET sector is rather confusing, and there is a lack of data on CET 
providers. Even the list of eduQua-certified providers2 does not give more 
than a rough approximation. The existing data do not therefore enable us 
to assess the true CET density, since we have no information regarding the 
size of CET providers.

According to experts, there is very little competition among CET providers. 
This is because each provider tries to carve out a niche market for itself so 
that it enjoys a near monopolistic situation; for this reason, the quality and 
price of CET are scarcely affected by competition (Weber & Stämpfli, 2006, 
2009).

2 This is Switzerland’s quality label for CET institutions. Various cantons require eduQua 

certificates from CET providers wishing to qualify for public funding. The Swiss Conference 

of Cantonal Ministers of Education (EDK) recommends that cantons use the same criteria 

to assess education providers throughout Switzerland and that public funding be tied to 

eduQua certification. There are currently over 880 institutions throughout Switzerland that 

have the eduQua label.
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CET themes

Among job-related, non-formal CET courses, over 40% relate to interdis-
ciplinary themes such as management training, personality development, 
languages or IT. The remainder relate to a variety of job-related themes.

Among non job-related, non-formal CET courses, language learning is 
prominent, accounting for just under one-third of the time spent in such 
courses. Scientific subjects as well as artistic and creative activities are also 
very popular (  Figure 206 ).

206 Topics covered by non-formal CET courses, 2006
Hours completed by employed persons, 25-64 age group

Data: FSO
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(Total: �� hours)

Job-related CET
(Total: �� hours)

 Languages  Finance and sales
 Health and medicine  Personality development
 Management  Artistic and creative activities
 Information technology  Other
 Science

All in all, job-related CET courses constitute the largest group. Figure  207  

shows the total costs of non-formal CET by course content. If we consider 
the fact that IT courses are mainly job-related and that language courses are 
also partly so, then we can conclude that at least two-thirds of all expendi-
ture on CET is for job-related purposes. Hobby-based CET courses thus play 
a much less important role.

Effectiveness

Setting objectives

In order to be able to determine the effectiveness of measures in the CET sec-
tor, explicit and verifiable objectives need to be established (e.g. participation 
rates, investment levels). In the CET sector, information from various politi-
cal programmes, such as the EU’s Lisbon Objectives (  infotext below) is 
available. However, the objectives set out in these programmes are usually 
not concrete enough for use in an impact analysis.

In Switzerland, there is neither a comparable education policy programme 
nor concrete objectives. Corresponding discussions are only now taking 
place on a systematic basis for the first time within the framework of prepa-
rations for a new Federal Act on Continuing Education and Training (  In-
stitutions, page 258 ).

207 Total expenditure on non formal 

CET, 2007
Permanent resident population, age 20+, 

expenditure in CHF million

Data: FSO, calculations: University of Bern, 

Centre for Research in Economics of Education
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If the desired outcome of CET activities is to achieve Lisbon-like objectives, 
such as higher employment rates or greater competitiveness, then this al-
ready implicitly assumes a key impact hypothesis for CET which is exceed-
ingly difficult to verify in empirical terms and which has so far not led to 
any conclusive findings. 

Lisbon objectives and the Copenhagen Process

At a special meeting of the European Council held in Lisbon in the year 2000, the EU 

established the aim of becoming the most competitive and dynamic knowledge-based 

economy in the world by 2010. According to the Lisbon conclusions and the work pro-

gramme adopted in Copenhagen two years later, this aim would be reached through 

extensive modernisation of European education and training systems. The following 

common objectives were set:

–  ensuring an annual increase in per-capita contributions to human resources  

 development

–  improving the basic skills of EU citizens and the competencies of workers

–  introducing and using new information and communication technologies in  

 education

–  promoting lifelong learning

–  reducing the number of dropouts

–  creating greater transparency in qualifications

–  encouraging the mobility of students, trainees, teachers and workers 

In order to simplify the modernisation process, the EU set two quantitative objectives 

on the occasion of an interim assessment: EU member states would devote 3% of their 

GDP to R&D activities by 2010, and employment rates would be increased to 70%. So 

far, no data have been produced to indicate whether these goals have been achieved.

Benefits of CET

From a theoretical standpoint, CET brings private monetary and non-
monetary benefits to both individuals and employers, including greater 
productivity, higher salaries, greater competitiveness, improved employ-
ment prospects, greater job security, increased knowledge, personal fulfil-
ment and emancipation. At the same time, CET brings benefits to society, 
such as growth, greater tax revenues, lower unemployment, generally im-
proved competitiveness and the innovative capacity of the economy as a 
whole, greater political participation, and prevention of social risks and simi-
lar problems (Balzer, 2001; Beicht, Krekel & Walden, 2006).

It is important to conduct empirical studies of the benefits of CET partici-
pation as well as the distribution of these benefits between employers and 
workers. The results of such studies determine how much public expendi-
ture will be allocated to CET.

As far as job-related CET is concerned, several recent empirical stud-
ies show positive effects on both company productivity and worker salary 
(Groot, 1995; Ballot, Fakhfakh & Taymaz, 2002; Jenkins, Vignoles, Wolf et al., 
2003; Vignoles, Galindo-Rueda & Feinstein, 2004; Booth & Bryan, 2005; Con-
ti, 2005; Kuckulenz, 2006). In these studies, the effects of CET on salaries 
were rather low and in some cases considered not to be significant (Jürges 
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& Schneider, 2004). Moreover, the studies show that the benefits of CET for 
less qualified workers tended to be felt by companies in the form of greater 
productivity rather than by the workers themselves in the form of higher 
salaries (Kuckulenz, 2006). Findings differed from one study to another, but 
this was frequently due to the fact that the various studies used different 
methodologies to examine this complex issue.

In such studies, it is important to consider whether CET participation is 
endogenous. Many of the observed effects cannot be directly ascribed to CET 
activities. Other effects such as general skills and motivation lead to greater 
participation in CET courses. However, with or without CET, these skills 
would result in higher salaries regardless. This makes it difficult to deter-
mine whether the benefits of CET are actually the result of CET or whether 
they are merely the result of simple selection. As a consequence, it is dif-
ficult to generalise the effects of CET, since people will arguably be less in-
clined to enrol in a CET course if they are unable to derive a tangible benefit 
for themselves. It is also necessary to view in this same light the results of 
studies (see Vignoles, Galindo-Rueda & Feinstein, 2004; Pfeifer, 2008) where a 
positive impact on wages is found especially amongst participants receiving 
CET funding from their employers. Here it is reasonable to assume that em-
ployers chose the employees who would most likely benefit from employer-
funded CET. In the case of self-funded CET, it is possible that employers 
are unaware of employee participation in CET courses and therefore do not 
increase employee salaries as a result. It is equally possible, however, that 
employers do not wish to reward employees for participation in self-funded 
CET because the worker’s motivation is to find employment elsewhere. In 
such cases, the salary effect would only be felt when the worker effectively 
changed employers.

Employer-funded CET therefore depends on the supervisor’s selection of 
eligible employees or employee self-selection. This selection is always based 
on an assessment of the individual benefits on both sides. Individuals make 
a rational decision as to whether or not to take part in CET, and employ-
ers make a rational decision as to whether or not to provide the necessary 
funding.

Nevertheless, such situations can have a negative impact on prosperity 
when less qualified workers do not enrol in CET courses because of a lack of 
personal benefit (Wolter, Denzler, Evéquoz et al., 2003) and when employers 
devote less CET funding to such workers because they see too few benefits 
in the current employment relationship. If the workers in question become 
unemployed later on, then it is society that will ultimately have to foot the 
bill. In such cases, it might have been more efficient for public funding for 
CET to have been provided at an earlier stage. For such cases, greater public-
sector commitment would certainly be justified by the expected benefits to 
society (  Equity, page 265 ).

Various assessments of job-market measures conducted within the frame-
work of Switzerland’s active job market policy provide concrete empirical 
findings on the benefit of CET (see Ragni, 2007; Wolter, Denzler, Evéquoz 
et al., 2003). However, in these assessments of job-market policy measures, 
it must be borne in mind that short-term effects, such as reintegra tion in 
gainful employment as well as the long-term development of human capi-
tal through courses, are rarely taken into account. It is thus seen that CET 
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has little, or even a negative impact in the short term in respect of rapid 
reintegration in the job process or the avoidance of long-term unemploy-
ment. Studies conducted in Switzerland (see Marti & Osterwald, 2006) 
found no significant impact of CET (IT, languages, basic programmes, etc.); 
other studies even found negative impacts in the sense that CET partici-
pation lengthened the period of unemployment and in some cases caused 
so-called lock-in effects3 (see Lalive d’Epinay, Zehnder & Zweimüller, 2006; 
Egger & Lenz, 2006).

In the long-term (up to eight years), however, positive effects of CET can 
certainly be seen in the form of better employment prospects or higher in-
come (see for Germany: Lechner, Miquel & Wunsch, 2007; Lechner & Wunsch, 
2006). For Switzerland, corresponding long-term studies have not yet been 
conducted for reasons of data protection legislation (Ragni, 2007).

Efficiency/Costs

Total direct expenditure in Switzerland in non-formal CET stood at CHF 5.3 
billion in 2007 (see Messer & Wolter, 2009b). This corresponds to 1% of GDP. 
More than 40% of this expenditure was paid by CET students themselves 
and just under a third by companies (  Figure 208 ). In Germany, CET stu-
dents shouldered an even larger burden of costs: in 2002, average costs for 
job-related CET stood at EUR 700, two-thirds of which were paid by CET 
students and just under one-third by other sources (employers, public sub-
sidies, etc.) (see Beicht, Krekel & Walden, 2006).

Total costs for CET take the form of direct costs (tuition fees, equipment, 
documents, expenses, etc.) and indirect costs (mainly loss of income). Poten-
tial CET students will also weigh other costs such as lost leisure or holiday 
time, mental strain (greater workload, family burden, stress and study load) 
against the potential benefits. Based on the FSO’s Swiss Labour Force Survey 
(SLFS), an average of 52 hours were devoted to non-formal CET in Switzer-
land in 2006. Relatively large variances and differences were observed be-
tween the various groups of CET students (  Figure 209 ). 

Employees today pay somewhat more of the costs than they did twelve years 
ago; the share of CET paid entirely by employers has declined somewhat. 
That having been said, mixed funding agreements, where the burden of 
funding and time is shared by both employers and employees, have become 
more common: back in 1996, just under 14% of CET students received either 
time off from work or funding from their employers; in 2006, the propor-
tion had risen to 22% (see Messer & Wolter, 2009b). In most cases of mixed 
funding, employers pay the direct costs and employees put in the time.

3 While taking part in CET, there is less of an incentive to find a job. This effectively keeps 

the individual unemployed (lock-in effect).

208 Source of funding for non-formal 

CET, in per cent, 2007
Permanent resident population, age 20+

Data: FSO, calculations: University of Bern, 

Centre for Research in Economics of Education
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Cost-benefit considerations

The efficiency of CET expenditure can also be assessed on the basis of a sub-
jective estimate of the cost-benefit ratio. Surveys of CET students in Ger-
many have shown that the personal benefits to CET students in terms of 
better employment prospects, higher salaries or greater job security were 
often not felt to the extent that they had anticipated (Beicht, Krekel & Wal-
den, 2006). The subjective assessment of cost-benefit ratio depends on so-
cio-demographic characteristics but also on such things as the amount of 
time and money devoted to CET. The studies also show that the effects were 
consistently more positive for women, younger students, more highly quali-
fied workers and those in gainful employment. While the vast majority of 
respondents felt that the benefits of CET were at least as high as, or higher 
than the costs, 10% felt that the cost exceeded the benefits.

This finding has been corroborated by other studies that show that the 
decision to attend CET courses is a rational one (although it cannot be ex-
cluded that the surveyed decision may have been rationalised after the fact). 
Only students who see a net benefit will be willing to take part in CET. On 
the whole, it can be said that CET participation is efficient (Brunello & De 
Paola, 2009).

Nevertheless, inefficiencies may occur for various reasons. They may be the 
result of positive external effects of CET (i.e. where benefits to society are 
very high but benefits to individuals are relatively low). Such situations may 
lead to suboptimal CET participation, since individuals will not be willing 
to pay for something that does not bring direct personal benefits. This can 
happen relatively frequently in cases where an individual’s decision not to 
take part in CET will generate a social cost, i.e. costs not borne by individuals 
who do not pursue CET. Inaccurate estimates of the (long-term) benefits of 
CET may create problems when individuals who could have derived a long-
term benefit choose not to take part in CET. Surveys conducted to determine 
the reasons for not attending CET courses show that the individuals in ques-
tion tended to underestimate the potential increase in salary and greater job 
security that could have been gained (Backes-Gellner, Mure & Tuor, 2007; 
Pfeifer, 2008). Such behaviour is often found among unqualified workers 
whose activities are less affected by technological change. The individual 
therefore feels less inclined to continue learning. In the long term, however, 
it is precisely these unqualified jobs that run the risk of being phased out un-
der the effects of structural change. Unqualified workers can only increase 
their employment prospects by taking part in CET (Backes-Gellner, Mure & 
Tuor, 2007).

If CET participation rates are indeed suboptimal among less qualified work-
ers, this prompts the question as to how these rates can be increased in an 
efficient manner. Incentives such as education vouchers for this target group 
have shown a certain impact (see Messer & Wolter, 2009a). However, other 
incentives still need to be found to encourage substantially greater CET 
participation among the members of this target group (see also Oosterbeek 
& Patrinos, 2009; Expertenkommission Finanzierung Lebenslanges Lernen, 
2002).

209 Time devoted to non-formal CET 

by education level, 2006
Data: FSO
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Equity

Distribution of CET among age groups

Unlike other sectors of the education system, CET is characterised by certain 
contrasts between efficiency and equity. Unequal CET participation among 
different age groups can be explained from the standpoint of human capital 
theory. The older the student, the fewer benefits can be derived from in-
vestment in education: older students have less time to derive benefits from 
investment in education. This means that cost-benefit ratios continuously 
decline with age.4 Moreover, education is a dynamic and cumulative pro-
cess whereby skills acquired today will facilitate learning tomorrow. In other 
words, early investment in education reduces the costs of later investments 
and, when viewed over an entire lifecycle, works out to be more efficient 
than later investments (see Cunha, Heckman, Lochner et al., 2006). The em-
pirically proven observation that education expenditure decreases with age 
is therefore not necessarily a violation of the equity principle. It may merely 
be the consequence of a rational decision on the part of workers (  Figure 210 ).

Unequal CET participation by education level and income

The expected benefits of CET activities depend to a large extent on the edu-
cation level of CET students. Both workers and employers stand to gain from 
additional competencies (see Wössmann, 2008a, 2008b). Moreover, the rela-
tive costs for less educated individuals are likely to be higher due to the lower 
financial resources available and the greater mental strain. Both of these fac-
tors widen the gap in CET between those who have a high education level 
and those who do not: more highly qualified workers tend to be more suited 
to take part in CET activities, since they have more competencies and thus 
have even better employment prospects (possibility of promotion, higher 
income, etc.); in contrast, less qualified workers benefit less from CET activi-
ties and are less likely to take part, thereby reducing their chances of earning 
more and being at greater risk of becoming unemployed. Instead of balanc-
ing out social disparities, CET reinforces social inequities between low and 
highly qualified workers.

Compared to other countries, Switzerland shows major differences in CET 
participation between higher and less qualified workers (  Figure 211 ): hold-
ers of tertiary-level qualifications are three times more likely to benefit from 
CET than holders of only compulsory education qualifications. The large dis-
parity in participation exists only at the lowest education level. If we com-
pare holders of tertiary-level qualifications (ISCED 5A or 5B) with holders 
of upper-secondary level qualifications (ISCED 3A or 3B), we find that the 
situation is quite different: the gap between these two categories is no longer 

4 On the one hand, it is reasonable to expect that as people get older, they are more likely 

to focus on unemployment insurance aspects. CET increases one’s employability and offers 

a certain degree of protection against unemployment. On the other hand workers are already 

covered by unemployment insurance, the incentive to spend one’s own money on CET de-

creases with age.

210 Expenditure on CET by age group, 

2006
Data: FSO, calculations: University of Bern, 

Centre for Research in Economics of Education
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as wide (only a factor of 1.2). And compared to other countries, Switzerland 
ranks very well in terms of equity for these two groups (  Figure 212 ). Finally, 
if we exclude the lowest education level, CET participation is high in Swit-
zerland (  Figures 200  and 201 ,  Context, page 254 ).

Larger disparities exist between education and income levels when it comes 
to non-formal CET expenditure: if we consider the proportion of universi-
ty-educated persons within the total population, we find that they spend 
above average on non-formal CET, while those who have only been through 
compulsory education spend less than average (  Figure 213 ). If we consider 
income level, the disparities become even clearer: the highest income group 
spends twice as much on non-formal CET as would be expected given the 
size of this group within the total population (  Figure 214 ). This shows that 
education level and financial resources are decisive factors in the decision to 
enrol in CET courses (see Messer & Wolter, 2009a)

213 Relative expenditure on non-formal CET by education level, 2006
Data: FSO, calculations: University of Bern, Centre for Research in Economics of Education
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214 Relative expenditure on non-formal CET by income bracket, 2006
Data: FSO, calculations: University of Bern, Centre for Research in Economics of Education
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Unequal funding for CET by gender

CET participation rates for women tend to be slightly higher than for men 
(FSO, 2006b). Nevertheless, working women pay 60% of the costs of CET 
out of their own pocket while men only end up having to pay about one-
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Data: FSO, Eurostat
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third of the costs (  Figure 215 : first two columns). And if we only consider full-
time workers, we find that women still pay considerably more for CET (59%) 
than men (35%) (  Figure 215 : third and fourth columns).

If women were to base their decision to take part in CET on employer will-
ingness to pay for CET, then their CET participation rate would be consider-
ably lower than for men. Women compensate for this unequal treatment by 
employers (i.e. lesser willingness to fund CET) by paying CET costs them-
selves. The gender comparison among full-time workers shows that the un-
equal treatment of women in this respect is not really based on objective 
criteria and must therefore constitute discrimination and a violation of the 
equity principle.

215 Total expenditure on CET by gender, 

employment status and funding, 2007
Data: FSO, calculations: University of Bern, 

Centre for Research in Economics of Education
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Introduction

This chapter examines the cumulative benefits (or outcomes) that educa-
tion provides. The term «outcomes» is used when one deals with the effects 
that education has on specific aspects such as income, health or happiness. 
In other words, this chapter does not deal with the acquisition of education 
or skills per se, but rather with the impact that they have on the individual.

The word «cumulative» may be understood in two distinct ways. First of all, 
cumulative in the sense of the combined knowledge and skills that lead to 
given outcomes. In other words, unlike the previous chapters devoted to 
specific levels of education, this chapter sets out to measure the overall im-
pact that education has on outcomes and not merely the impact of education 
received at a specific education level. Analysing the cumulative effects of ed-
ucation is a worthwhile and frequently unavoidable endeavour because it is 
impossible to isolate the specific impact that knowledge and skills acquired 
at an individual education level have on given outcomes. 

Secondly (and more of an unintended interpretation), «cumulative» can 
be understood in the sense of the combination of education and a range of 
other influencing factors. Often the precise impact of education on its own 
is difficult to determine, because individuals enrolled in different types of 
education also differ in many other respects. It is frequently impossible to 
distinguish between the impact of these characteristics and the impact of 
education.

When examining impacts, a distinction is drawn between impacts that af-
fect the individual who receives the education and impacts that affect society, 
regardless of the person receiving the education. This chapter has therefore 
been subdivided into two main sub-chapters. The first covers the benefits of 
education for the individual, while the second covers the benefits of educa-
tion for society. In both cases, economic and social outcomes are considered. 
The first category can be expressed in monetary terms. The second category, 
which can also be expressed in monetary terms, mainly leads to benefits of 
a non-monetary nature.

Private benefits of education 

The private benefits of education may be understood in terms of improve-
ments to an individual’s wellbeing. Education endeavours may therefore be 
viewed as a personal investment intended to improve the life of the person 
concerned.

Employment

The economic return on education in the form of paid employment may not 
be the most important benefit of education but, since gainful employment 
forms the basis for a large number of other returns, it doubtless constitutes 

The studies presented here for the 

purpose of analysing the effects of 

education measure education differently. 

Some studies consider the number of 

school years, while others focus on the 

qualifications obtained. In the latter case, 

outcomes achieved by holders of 

upper-secondary level qualifications are 

compared with the outcomes achieved by 

holders of university qualifications. Some 

studies go one step further, drawing 

distinctions within a specific education 

level (e.g. between the general education 

and VET sectors at upper-secondary level). 

Other studies even consider the quality of 

a given educational path.
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the central element for assessing the economic benefit of education for an 
individual. Education improves a person’s employment prospects in two 
specific ways: first of all, education increases the likelihood that a person 
will indeed become economically active (  Figure 216 ). Secondly, it reduces 
the likelihood that a person will become unemployed for reasons beyond 
their control (  Figure 217 ).

The likelihood of an individual being gainfully employed is influenced posi-
tively through their level of education, from the viewpoint of both the poten-
tially employed individual themselves and their potential employers.

One possible explanation for the likelihood of being in gainful employ-
ment depending on the level of education is that individuals who have a 
relatively low level of education may not wish to work, since their potential 
wage does not make work an attractive proposition. The intensity of this ef-
fect, which has been scientifically proven, depends inter alia on a country’s 
social security system, since this indirectly sets the income threshold below 
which it is not worthwhile to work. 

A second contributory factor is that individuals with a low education 
level are more likely to become unemployed, i.e. to not be in gainful employ-
ment, against their wishes. The greater likelihood of being unemployed as a 
result of educational level is due, firstly, to the changed requirement for qual-
ifications in the wake of technological advances in industrialised societies. 
Technology and competencies complement each other and are mutually de-
pendent on one another (see Goldin & Katz, 1998,  Chapter Context, page 37 ). 
In other words, as technological advances accelerate and become more em-
bedded within an economy, the need for greater competencies increases. In 
addition, companies that need to lay off workers will usually start with those 
who have the lowest level of education, since the companies will have in-
vested least in their training. Company expenditure on continuing education 
and training (CET) serves to complement an individual’s formal education 
and training (  Chapter Continuing education and training (CET), page 253 ).

This means that companies promise themselves a higher return on their 
investment in CET if it is channelled to those who are already highly quali-
fied. Hence, greater costs will be at stake if a company lays off an employee 
with high formal qualifications rather than an employee with lower quali-
fications. There is also a risk that the decision to lay off an employee was 
wrong, in which case a new employee would need to be recruited to replace 
the one who had just been laid off. Here again, highly qualified employees 
cost more to recruit than lesser qualified ones, because they are not as easy 
to find. When the company’s order book declines, it therefore makes more 
sense to hold on to highly qualified employees and let go of the lesser quali-
fied ones to tide things over (see also Groot & Oosterbeek, 1992).

Thirdly, companies undertake more intensive searches for highly quali-
fied workers, since failing to fill high added-value positions can prove more 
costly than leaving low added-value positions vacant. In other words, highly 
qualified workers who are currently unemployed will remain unemployed 
for a shorter time on average than less qualified workers. 

Fourthly, highly qualified workers are shielded from long periods of un-
employment because they can also carry out activities that require a lower 
level of qualifications, while this is not the case the other way round. How-
ever, even highly qualified workers may find it difficult to find employment 
at times, since with a higher level of education their specialisation also in-

216 Employment rates by education 

level, 2007
Data: FSO
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creases and the number of available jobs in their field of expertise falls. If 
they are not prepared to take up less qualified work (on account of the lower 
wages), then it can happen that highly educated individuals take longer to 
find a job (see e.g. Kettunen, 1997).

Fifthly, national economies are competing with one another for jobs and, 
in the light of this competitive situation, highly qualified individuals are 
better protected against the outsourcing of jobs abroad than more poorly-
qualified workers. In other words, the reduction in headcount in favour of 
international outsourcing will affect highly qualified workers less severely 
and often at a much later stage than those with fewer qualifications.

Coupled with empirical data in this regard, all the above reasons indicate 
that the level of formal education achieved by an individual has a positive 
influence on the likelihood that he/she will be gainfully employed at all and 
able to live in a self-determined manner on income earned.

Private returns on education

Higher educational qualifications not only increase the likelihood of an indi-
vidual working at all but also increase the amount of income that he/she is 
able to generate. The impressive wage differentials (  Figure 218 ) that result 
from education are partly explained by the fact that individuals with higher 
levels of educational attainment are also more productive. At the same time, 
these wage differentials are due to the fact that the more productive jobs 
(such as those that require the use of technological equipment) are more of-
ten given to highly qualified individuals.

It is not, however, sufficient to observe the average wage differentials be-
tween individuals with different levels of education to establish the cost-
effectiveness of investment in education. There are at least two reasons why 
these differentials do not provide sufficient information. 

For one thing, wage levels are also determined by the skills developed on 
the job. Individuals of the same age may have been in education for different 
periods of time and therefore also active on the labour market for a different 
period of time, and hence the wage differential at a given age cannot only, or 
entirely, be attributed to the difference in formal education. Empirical calcu-
lations have shown that, in real terms, the productivity gains resulting from 
accumulated experience enable workers to increase their salary by 1–2% per 
year of employment (for an overview of the empirical literature published in 
Switzerland on this particular topic, see Weber & Wolter, 1999). This means 
that the income earned by a thirty-year-old employee is partly derived from 
his/her education level and partly derived from the on-the-job skills de-
veloped over the course of his/her career. For an individual who leaves the 
school system after completing just compulsory education, this second com-
ponent will form a much larger part of his/her income than would be the 
case for an individual of the same age who graduated from a university at the 
age of 25. Mincerian wage regressions (named after the American economist, 
Jacob Mincer, Mincer, 1974) were used to calculate the return on education 
investment, taking into account both the wage benefits derived from for-
mal education as well as the wage benefits derived from work experience 
and company loyalty (tenure). This, in turn, enabled us to isolate the impact 
of «just» formal education on wage differentials. Figure 219  shows the ben-

218 Relative earned income by 

education level, 2008
Data: FSO
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219 Private return in the form of additional income per year of education, 2007
Data: FSO; calculations: SCCRE 

Reference group: compulsory education
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efits derived from formal education that were calculated using the Mincer 
model. The data for these calculations were obtained from the Swiss Labour 
Force Survey (SLFS) in 2007.

Secondly, if education is to be regarded as an investment decision, it is 
important to consider the fact that such an investment will entail certain 
costs before the higher income can be generated. These costs are of two 
types. First of all, there is the direct cost of the education itself in the form 
of semester tuition fees charged by universities, plus the cost of study ma-
terials, and examination fees, etc. Since these costs are subsidised to a large 
extent in Switzerland, they are not a decisive factor.1 Secondly, prospective 
students need to consider lost income (opportunity costs) during the time 
spent undergoing education. Here the decisive factor is not just whether or 
not the higher education level will lead to a higher income than if one had 
remained at the lower education level; the prospective student also needs 
to decide whether the higher income will be enough to compensate for the 
years devoted to education where no income was earned at all. If the returns 
on education are calculated with allowance for the direct costs of education 
and the opportunity costs, employing the «cost-benefit model», then the 
long duration of education at tertiary level, in particular, (especially at uni-
versities) leads to relatively low returns (Wolter & Weber, 2005). For women, 
the gain in income from each year spent studying at university can be as low 
as 2%.

Regardless of the method used for such calculations, it is clear that formal 
education pays dividends in terms of higher income. This matches predic-
tions based on human capital theory, which holds that investment in educa-
tion reaps benefits later on in the form of increased productivity and hence 
higher salaries. An alternative explanation, however, would be that wage dif-
ferentials are the result of the selection process within the education system 
itself. More gifted individuals will tend to remain in education for longer and 

1 The significance of the direct costs of education become clear, for example, if we examine 

the situation of someone who is faced with a decision regarding whether to attend an elite 

university that is charging fees of CHF 25,000 per semester, or whether to obtain his/her 

degree at a state-run university charging fees of one-fifth of that amount.

Figure 219 shows the percentage increase in 

income that individuals with additional 

educational levels can expect to earn. In 

Switzerland, the private return on education is 

between 6% and 9% for each additional year 

spent in education. This means that a female 

who has completed an upper-secondary level 

VET programme would earn around 20% more 

(average duration of a VET programme in years x 

6.2%) than a female who did not obtain any 

further qualifications after completing compul-

sory education. A female with a university qualifi-

cation will earn around 50% more (an average of 

eight years of education x 6.5%) than a woman 

who has not obtained any further qualifications 

after completing compulsory education.
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less-gifted individuals will not obtain higher level qualifications, and hence 
the mere fact that an individual has obtained a qualification is a sign that he/
she is truly gifted and is therefore likely to be a productive employee (see 
Spence, 1973). It thus follows that employers will be more willing to pay a 
higher salary to holders of higher formal qualifications, regardless of whether 
the knowledge gained at school and university is relevant to them or not. 
While it will probably be of no consequence to an individual earning a high 
salary to know why he/she is earning a higher salary, making this particular 
distinction is essential in any attempt to assess the role played by the educa-
tion system. In the first instance (the human capital theory), the central role 
of the education system would be to transfer knowledge and skills. In the 
second instance, the central role of the education system would be to sort 
out the gifted and less gifted individuals (ability grouping used to provide a 
signal to the job market). Research findings on this issue have thus far been 
inconclusive. Based on current research, it would seem that the education 
system plays both roles simultaneously.

It has been observed that individuals become more competent the longer 
they stay in school. It has also been observed that more gifted individuals 
tend to stay in education for a longer period regardless of the education re-
ceived and are thus more likely to attain higher qualifications. These two 
observations shed light on an additional and more crucial problem when 
it comes to assessing returns on education. While more gifted individuals 
tend to hold higher qualifications, it is unclear whether they earn higher in-
come because of their higher qualifications or because they are more gifted. 
As long as we are unable to distinguish between these two possible expla-
nations, both the State and individuals wishing to obtain an education will 
find it difficult to assess the possible returns on education. While education 
certainly brings numerous benefits, individuals should not automatically as-
sume that they too will be able to increase their income to the same level if 
they do not truly possess the decisive skills. On the other hand, even if they 
happen to possess skills that are highly valued on the job market, they can 
achieve that same level of income without making the «detour» that would 
result from pursuing prolonged education or training. The State, i.e. the edu-
cation policymakers, does not know whether the benefits of education are 
indications of the effectiveness of the education system (which would be 
the case if the benefits had resulted from the skills acquired during educa-
tion and training), or whether the benefits of education have less to do with 
the effectiveness of the education system and more to do with the process 
of self-selection of more gifted individuals.

These important factors explain why, for more than 40 years now, despite 
sophisticated statistical methods and investigative approaches, researchers 
have been unable to produce conclusive findings as to the true returns on ed-
ucation. If we attempt to summarise the current state of knowledge, we may 
state that up to 50% of the benefits that have been observed to result from 
education are actually not the result of education at all, but rather the result 
of the selection of those admitted to education. In other words, the individu-
als concerned would have earned a higher income regardless of whether or 
not they had received an education.
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Health and life expectancy

One of the most important potential non-monetary benefits that a person 
can expect to gain from education is health.2 A large number of empirical 
observations have shown positive statistical correlations between a person’s 
education level and the health that he/she enjoys, lending credence and sup-
port to this assertion. The positive correlation between education and health 
has been demonstrated in various studies in a number of different countries 
over different periods of time (see e.g. Cutler & Lleras- Muney, 2008). Those 
who have received a better education live longer (  Figure 220 ), are less fre-
quently ill and provide a more upbeat assessment of their own health (to gain 
a more complete picture, see also Grossman & Kaestner, 1997).

There are a number of different channels through which education exerts a 
positive influence over the health and health behaviour of men and women:

– Educated people are more likely to have gained an understanding (such as 
an awareness of the consequences of behaviour that is detrimental to our 
health) and an ability to make decisions (e.g. desisting from unhealthy 
behaviours such as smoking) that will have a positive influence on their 
health.

– Educated people are better at remaining healthy (cf. Grossman, 1972). 
They actually have a greater awareness of when it is necessary to take 
preventative measures.

– Education increases the opportunity costs of illness. Whenever educated 
people become ill, their better lifestyle, higher income and other factors 
are placed in jeopardy. This, in turn, increases their incentive to reduce 
or avoid behaviour that is detrimental to their health.

It has been argued, quite logically, that the relationship between education 
and health is only an indirect one (see e.g. Mirowsky & Ross, 2003). Indirect 
correlations such as these may actually arise as a result of an individual’s 
income or employment. For one thing, if a higher education level gener-
ates a higher level of income and if, at the same time, a higher level of health 
mainly depends on a person’s ability to purchase services that will improve 
his/her health, then the positive correlation between education and health 
is an indirect one. Likewise, indirect correlations may also arise as a result of 
an individual’s place of work where physical or mental stress is lower. Jobs 
in such workplaces are mainly given to people who have been educated to 
a higher level.

2 Of course health is also a monetary benefit, in the sense that illness costs money that 

would otherwise be saved if the person remains healthy. This correlation with health costs 

also shows that the better health derived from a better education not only has benefits for 

individuals, but also for society, especially when part of the health care costs have to be borne 

by public funding. Individuals who pursue an education therefore provide a benefit to so-

ciety by not incurring health care costs.

220 Additional life expectancy by 

education level – males
Data: Spoerri, Zwahlen, Egger et al., 2006 
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Income levels and health

As it is almost impossible to examine the influences of income and education on health 

in isolation, a Swedish researcher (see Lindahl, 2005) used lottery winners as a type 

of natural experiment. When an individual wins a substantial amount on the lottery, 

his/her income changes as a result of external factors and not as a result of his/her 

education level. Lindahl was therefore able to examine whether positive changes to 

income also have a positive impact on health, similar to the positive effects that have 

been observed as a result of wage differentials between people with different levels of 

educational attainment. The research showed that individuals who won money in this 

way without changing their education level significantly improved their health. Lindahl 

concluded that a permanent 10% increase in income raised a person’s life expectancy 

by 5 to 8 weeks, when compared to someone with a similar education level. This points 

to a clear and direct causal link between income and health, to the extent where a 

major portion of the health differential between different education levels is due to 

the income differentials resulting from the education received. There would not then 

have to be a direct link between education and health in order to explain the positive 

correlation between the two parameters. 

The question as to whether education exerts a direct or indirect influence 
on health is particularly important in political circles. If education increases 
our income, and income improves our health, then a more focused and more 
efficient measure in the short-term (apart from other effects) would be to 
subsidise low-income households, rather than to invest in their education.

Though the statistical correlations and possible explanations for such corre-
lations seem highly convincing, the causal link between increased education 
and better health is still a long way from being proved. Indeed, it is possible 
that such a causal link does not exist or is much weaker than measured in the 
correlations, as a number of theoretical reasons and empirical observations 
would lead us to assume.

Experimental configurations designed to allow us to examine the causal 
relationship between education and health used educational reforms which 
involved an increase in the number of years of compulsory education. Re-
forms of this type can be regarded as natural experiments, since, viewed 
from a short-term perspective, they only change the length of schooling, 
and hence any change in the health of those who have remained in edu-
cation longer can be attributed to education. Thus far, however, analyses 
of this type have delivered contradictory results: Lleras -Muney (2005) and 
Arendt (2008) found a positive correlation between health and the duration 
of education while Clark and Royer (2008) and Arendt (2005) observed no 
correlation whatsoever.

Researchers seeking to ascertain the «true» return on education and 
causal links between education and health have considered the situation of 
identical twins. Any differences in health between two genetically identical 
individuals with the same social background could be explained by differ-
ences in their education. When carrying out an experiment of this type, 
Lundborg (2008) identified a causal relationship between education and 
health. As with the returns on education, however, these findings for twins 
should not be taken as the definitive truth, since research using sets of twins 

Inverse causal link: It has also been 

observed that inherited, genetically-

caused or other illnesses that occur 

during childhood may hinder one’s future 

educational path. Sick children are more 

frequently absent from classes and 

therefore find it more difficult to keep up 

with other students. This effectively 

reduces their chances of educational 

success (see e.g. Case, Fertig & Paxson, 

2005, or Ding, Lehrer & Rosenquist, 2006). 

Circumstances such as these will also give 

rise to a statistically measurable correla-

tion between education and health, the 

only difference being that, in this case, 

the causal link applies in the opposite 

direction.
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is itself affected by a number of major problems (see e.g. Bound & Solon, 1999, 
or Neumark, 1999).

To conclude, there is indeed a positive statistical correlation between a per-
son’s education level and the health enjoyed by that person. However, thus 
far there have been no unequivocal answers as to whether this correlation is 
causal in nature, and if so, in which direction. We can nevertheless assume 
that a substantial part of that correlation is direct and the remainder indirect 
(e.g. via the income generated by the individual concerned) (see also OECD, 
2006a). Since there are insufficient scientifically anchored findings on the 
precise nature of these correlations, we are unable to perform a cost-benefit 
analysis of the impact of education investment on health yields. In many 
cases, however, this would be a prerequisite for determining the suitability 
of education policy measures.

Self-contentment and happiness

If, in addition to physical and mental health, we also consider happiness3 as 
a potential benefit of education, we find the same theoretically possible cor-
relations and practical problems in measuring it as mentioned earlier.

Theoretically speaking, education is capable of having both a direct positive 
effect on our subjective feelings of happiness as well as a direct negative ef-
fect. First of all, the knowledge acquired through education may in itself be 
regarded as a benefit (just like any normal asset) and therefore enhance our 
feelings of self-contentment. Secondly, education can improve our ability to 
reflect on our own situation and on other people’s, thereby increasing the 
likelihood that we will be able to cope more effectively with life in general 
or with the twists and turns of fate. Theoretically speaking, it is also pos-
sible to imagine situations where education would have negative effects on 
our self-contentment. This would be the case, for example, of a person who 
gains a higher education level and therefore places excessive expectations on 
himself/herself or on others which are difficult to fulfil. Unlike our premise 
for health, the impact of education on happiness is not that straightforward 
from a theoretical angle either.

Leaving aside the indirect correlations through income or health, empirical 
studies have shown only a few positive correlations between education and 
happiness (cf. Blanchflower & Oswald, 2004, and Graham & Pettinato, 2000) 
and in some cases even negative correlations. Based on the questions asked 
in the «World Values Survey», it is impossible to determine, either in relation 
to Switzerland or in relation to Europe as a whole, whether there is a cor-
relation between the highest education level attained and self-contentment 
(  Figure 221 , cf. Helliwell, 2002, and Peiro, 2002). Other studies indicate that 
there does not have to be a linear relationship between education and happi-
ness, pointing to the fact that individuals with an average level of education 

3 Most studies regard self-contentment, wellbeing and happiness as synonymous with one 

another (Frey, 2008). For discussions regarding these various concepts, see also Veenhoven 

(2004).

221 Education level and happiness, 

Switzerland, 2007
Data: Values Survey Database
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displayed the highest level of contentment (see e.g. Stutzer, 2003). Empirical 
evidence for a negative correlation between education level and happiness 
can also be found, however, with better-educated people generally experi-
encing significantly lower levels of job satisfaction and happiness (see Clark 
& Oswald, 1996, and Gardner & Oswald, 2002).

Things become a little clearer if we measure the effects that factors such as 
income, physical health or mental health (which are positively influenced by 
education) have on happiness, even if the effects turn out to be very small. 
Studies that show the positive effects of income on happiness and content-
ment include Frey & Stutzer (2002), while studies such as the ones pub-
lished by Bukenya, Gebremedhin and Schaeffer (2003) and Gerdtham and 
Johannesson (2001) use data from Sweden and the USA to document the 
positive effects of health on happiness. What is also evident is the indirect 
relationship between education and happiness via unemployment. Since 
unemployment is perceived as one of the most significant negative factors 
affecting happiness (see Clark & Oswald, 1996), education, which reduces 
the risk of unemployment (  Private benefits of education, page 270 ), once 
again indirectly promotes happiness. However, this is a causal relationship 
because it is not a lack of contentment that gives rise to unemployment, but 
unemployment that gives rise to a lack of self-contentment (see Winkelmann 
& Winkelmann, 1998).

No studies could be found, by contrast, to confirm the inverse causal 
relationship between education and self-contentment, even though it also 
stands to reason that contented individuals are more likely to remain in edu-
cation.

To conclude, current studies seem to indicate that direct correlations be-
tween education and self-contentment are somewhat negligible. At the same 
time, they point to indirect correlations via factors over which education 
exerts a positive influence.

Intergenerational transfer of education

Parents can derive benefits from the education received by their children, 
and hence the possibility of offering better educational opportunities to our 
children through our own educational attainment can be seen as a private 
return on education.

From a statistical perspective, there is a relatively close correlation be-
tween the education received by parents and the one received by their chil-
dren (  Figure 222  and/or Bauer & Riphahn, 2006, highlight differences in 
intergenerational transfer rates for Swiss nationals and migrants).

The intergenerational transfer of education is not equally pronounced 
at all points in time. Using data obtained from the Swiss Household Panel, 
Cattaneo, Hanslin and Winkelmann (2007) analysed the birth cohorts from 
1964 to 1973 to determine the influence that the education level of parents 
had on their children’s educational opportunities. They found that this in-
fluence was lower than for the 1934 to 1943 birth cohorts. In other words, 
the likelihood of a child achieving a higher educational qualification than 
his/her parents has increased in Switzerland over the past few decades. The 
changes in the intensity with which education received by parents is trans-
ferred to children may well depend on the education system itself. Studies 

222 Likelihood of an academic 

education, based on education level of 

the parents, 1963–1974 cohorts
Data: Cattaneo, Hanslin & Winkelmann, 2007
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(such as Dustmann, 2004) have found that, in education systems that se-
lect children on the basis of ability at an early stage, there is a higher rate of 
intergenerational transmission of education than in education systems that 
do not select children on the basis of ability until a later stage. One possible 
reason for this may be that parents’ education and expectations will have 
a greater impact on ability grouping the earlier it takes place. This is due in 
no small measure to the fact that the true abilities of the child cannot yet be 
determined with any degree of precision at the early stages of a child’s edu-
cation. The education received by parents not only influences the length of 
time that children remain in education, it also influences whether children 
will aspire to achieve academic or vocational qualifications (see Falter, Ferro-
Luzzi & Sbergami, 2008).

Changes in the extent of the correlation between parents’ education and that 
of their children may also depend on whether the education system is cur-
rently in an expansion, contraction or stagnation phase, which would have 
an impact on higher education. When the education system is expanding (i.e. 
very many more students are seeking tertiary-level qualifications in the cur-
rent generation than in the preceding generation), the likelihood that every-
one will obtain a qualification at that level will naturally increase. At the 
same time, children will be less likely to have the same education level as 
their parents. As far as the expansion of Baccalaureate school and hence uni-
versity education is concerned, Switzerland underwent a major expansion 
phase from the 1970s to the early 1990s, in particular. Children born between 
1960 and 1980 were therefore much more likely to achieve a higher education 
level than their parents for reasons that were attributable to the education sys-
tem itself. Since the mid-1990s, however, the education system has once again 
entered a stagnation phase in this respect. The effects that this has had on the 
rate of educational transfer between parents and children are illustrated in Fig-

ure 223 , which depicts the education level of 2,000 Swiss nationals in 2007. 
Whether these nationals were between the ages of 25 and 39 or between 40 
and 64 actually had no influence whatsoever on the likelihood (just under 
40%) of them having the same education level as their father. For the younger 
generation, however, the likelihood of an individual achieving a lower edu-
cation level than his/her father increased markedly to just under 30%. For 
people born prior to 1942, however, this rate was as low as 15%.

While the extent of intergenerational transfer of education from parents 
to children is very high in Switzerland, as it is in all industrialised nations, 
the same questions raised earlier in this report can also be raised here: name-
ly, whether the influence of the parents’ education on their children’s edu-
cation is causal in nature and, if so, whether the effects are direct or indirect.

The intergenerational transfer of education (and thereby also of the earn-
ing potential and social status associated with education) may well depend 
directly on the education received by parents. This situation would apply if, 
for example, a parent looking back at his/her own education felt that educa-
tion was both beneficial and useful and then had greater expectations for the 
education of his/her children which, in turn, would further the educational 
career of these children. Precisely the influence of parental expectations on 
children’s education has been extensively documented in research literature 
which has also brought to light the fact that parental expectations are shaped 
by the education that they themselves received. It is also conceivable that 
parents who themselves spent a long period of time in education therefore 

A study carried out by Falter, Ferro-Luzzi 

and Sbergami (2008) concluded that the 

transfer of income level from one 

generation to another is slightly lower in 

Switzerland than it is in other countries. 

The authors attribute this to the fact that 

in Switzerland, vocational and profes-

sional qualifications also provide good 

economic prospects.

223 Comparison of education level of 

children and father, by age group, 2007
Data: University of Bern, Centre for Research in 

Economics of Education; calculations: SCCRE
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have a greater understanding of the educational landscape and are therefore 
in a better position to help their children to chart a course through the vari-
ous educational institutions.

Indirect channels of influence are also possible. First of all, education en-
ables one to earn a higher income and achieve a higher social status, both of 
which are factors that parents can then use to ensure that their children re-
ceive a better education. It is to be expected that indirect factors will exert 
the greatest positive influence on a child’s educational opportunities if the 
education system places less importance on objective criteria (e.g. actual or 
potential academic achievement of the children) when deciding whether a 
child may progress from one year to the next and when deciding which abil-
ity group this child should be assigned to. If indirect factors exert too great 
an influence, then this indicates a lack of equity within the education system. 
A significant influence of indirect factors has been demonstrated by research 
(  the various Equity sub-chapters in this report). 

Whether a child’s education level depends directly or indirectly on the edu-
cation received by his/her parents has little impact on the individual ben-
efit derived from one’s own educational efforts. Parents can be assured that, 
through their own investment in education, they are also positively affecting 
the education results of their own children. There is, however, also an ex-
planation for this statistically measurable intergenerational correlation with 
education which works on the basis of a non-causal relationship. 

Researchers are aware that the intergenerational transfer of education may 
also be attributed to certain genetically based characteristics inherited by 
children. Many studies have shown that there is a high degree of correlation 
between parents and children with regard to a body of skills that is inde-
pendent of education (to a limited extent, this also applies to our IQ) (see e.g. 
Black, Devereux & Salvanes, 2008b). Unlike the direct and indirect influences 
of the parents’ education on that of their children, which were mentioned 
above, a correlation attributable to inherited intelligence would mean that 
investing in our children’s education would only be worthwhile to a certain 
extent, if at all. Intelligent people will obtain higher qualifications than their 
less intelligent counterparts anyway. If intelligence is largely inherited, then 
it stands to reason that the children of intelligent people will be more likely 
to achieve higher qualifications even if their (intelligent) parents obtained 
lower qualifications for whatever reason. Researchers have been trying for 
many years to determine the extent to which the intergenerational transfer 
of education and earnings can be attributed to genetic factors. The particular 
difficulty in carrying out studies of this type lies in the fact that it is almost 
impossible to separate biological and social factors of influence.4 Innova-
tive experimental approaches have been used to investigate the correlation 
between the education level of parents and their adopted children (see e.g. 
Björklund, Lindahl & Plug, 2006; Björklund, Jäntti & Solon, 2007; Plug, 2001, 
and Sacerdote, 2007). Correlations were discovered between adopted chil-
dren and their non-biological parents as well as between biological parents 
and their children whom they had given up for adoption at birth. The find-

4 For a summary of the studies relating to the intergenerational transfer of education, see 

Holmlund, Lindahl & Plug (2008).
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ings in the first case indicate that the environment in which children grow 
up plays an important role. In other words, there is a causal relationship be-
tween the education level of both generations, with a higher education level 
of a child with respect to his/her parents also having an impact on the edu-
cation level of the next generation. The findings for the second case point to 
the fact that only part of the transfer mechanism is causal in nature and that 
another part, which cannot be definitively determined, is due to inherited 
abilities. This means that if parents with educational ability decide not to 
seek an education, this will not necessarily have negative consequences on 
the educational path of their children. Or seen from the opposite angle, not 
every educational endeavour undertaken by «less able»  parents will lead to 
greater educational success for their children.

Social benefits of education 

The main difference between the private and social benefits of education is 
that, in the first case, only the person receiving the education derives any 
benefit from that education, and, in the second case, other people (who are 
not necessarily required to obtain an education themselves) will benefit from 
the educational endeavours of that one individual. Our analysis of the overall 
benefits of education would be incomplete if we were only to consider the 
private benefits. More importantly, determining the benefits of education 
for society is crucial for deciding who is to foot the bill for education. If edu-
cation brings benefits to society, then society should reasonably pay part of 
the costs of education, since the entire community will benefit regardless of 
who receives the education. As for the private benefit, a distinction can be 
drawn between monetary benefits and non-monetary benefits, with it also 
being possible to express non-monetary benefits in financial terms.

Fiscal returns on education

The most obvious benefits to society are the greater tax revenues that indi-
viduals pay from the higher income gained from their education. The fis-
cal return on investment can be established from this. In its simple form, 
the return on investment is obtained by offsetting the State’s expenditure 
against the tax income that investment in education has generated through 
the higher salaries enjoyed by those who received the education. From a 
purely structural standpoint, three factors play a decisive role in determining 
the amount of tax benefit derived from educational expenditure. The first of 
these is state expenditure on education, the second is the relative increase in 
salary that results from the education (  Private benefits of education, page 
270 ), and the third is the level of tax rate progression. When calculated in this 
manner, tax benefits generated by men in Switzerland range from approxi-
mately 4% (for university education) to 14% (for professional education and 
training [PET]) (  Figure 224 ). For women, the fiscal return is not so high, be-
cause the tax income is much lower on account of a large number of women 
working only part-time or not working at all and the generally lower salaries 
paid to women.
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224 Fiscal return on education in Switzerland – males
Return on individual forms of education compared to the next lowest level of education

Data: Wolter & Weber, 2005
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From a structural standpoint, the State could maximise the tax revenues it re-
ceives by reducing its own education expenditure and increasing the taxation 
progression (see Weber, 2003). If we take this line of reasoning to its conclu-
sion, the structural view reveals its shortcomings, and the difficulty in calcu-
lating the «true» tax benefits becomes clear. Fiscal returns should actually only 
include that tax revenue that has a causal link with education. If the salaries of 
educated persons were high because of their natural abilities, regardless of for-
mal education, then we would not only be overestimating the private benefits 
of education but also the fiscal benefits. De la Fuente and Jimeno (2007, 2008) 
calculated the fiscal benefits for several European countries, assuming that only 
50% of the salary benefits derived from a higher education level are of a causal 
nature. By adopting this particular method of calculation, their results pro-
duced a wide range of different yields for each individual country, from →1.7% 
(Sweden) to 6.1% (Ireland). An international comparison of fiscal returns shows 
that it is primarily the education-based wage differential on the job market that 
determines whether the State is able to achieve a high fiscal return or not. 

Strictly speaking, only those returns that arise when the State pays part of 
the cost of education should be included in the calculation of the fiscal re-
turns. In other words, we need to determine which individuals would forgo 
education if the State were to cut back its education subsidies. Theoretically 
speaking, if individuals were willing to pursue their education despite hav-
ing to pay all the costs, because the private returns were so high as to make 
education worthwhile, the State would, strictly speaking, not have gener-
ated any yield through making investments itself. The significance of this 
consideration can also be seen in the high fiscal return (viewed statically) 
that the State is able to derive from expenditure on PET (  Figure 224 ). These 
yields come into being because the State pays a smaller proportion of the 
costs of PET programmes than other tertiary-level programmes, on the one 
hand, and because professional education and training generates relatively 
large increases in wages, on the other (  Figure 219 ). These latter benefits are 
so high that it can be assumed that there are very few individuals who would 
not take advantage of this private yield simply because they had to pay more 
for their education than those at a UAS or conventional university.

Since determining the «true» return on education requires an under-
standing of how demand for education responds to changes in education 
funding, it will be very difficult in future too to calculate this return even 
on an approximate basis.
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Social returns on education 

The costs to society and the benefit that society gains from education over-
all can be calculated by means of the social returns on education. The social 
returns on education in the strict sense of the term balance the total private 
and state costs of education against the total private and fiscal benefits (  

Figures 225  and 226 ). In the broadest sense of the term, returns take in not only 
the fiscal yields but also the reduced state expenditure in the social domain 
and other positive spillovers.

225 International comparison of the social benefits of education, males, 2000
Data: Blöndal, Field & Girouard, 2002

An international comparison reveals that society derives greater benefit from a tertiary-level 

education than from an upper-secondary level education in all countries except Germany and 

Denmark. In Switzerland as well, society derives a greater benefit on average from a tertiary-level 

education than from an upper-secondary level education (see Wolter & Weber, 2005).
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While it is a fairly simple matter to calculate the public expenditure and sav-
ings in the social domain (e.g. unemployment, social security transfers or 
disability insurance) and include this in the social return, other positive ef-
fects of the education received by an individual on third parties (spillover 
effects) are more difficult to calculate. Generally speaking, there are two dif-
ferent approaches used to calculate the extent of positive spillover effects and 
therefore the social return on education. The first approach measures the 
impact of education on overall economic growth (  infotext on the follow-
ing page) and compares the returns thus achieved with the private returns 
on education. As far as the overall economy is concerned, the correlation be-
tween Gross Domestic Product (GDP) and the population’s average number 
of years of education is calculated in a manner similar to the way in which 
the private returns on education are determined (see e.g. Heckman & Klenow, 
1997). If the benefit for the economy as a whole increases more sharply than 
the income of an individual investing in his/her own education, then the 
wage differential can only be attributed to spillover effects, i.e. social returns. 
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226 Private, fiscal and social returns on education – males
Benefits derived from a higher level of education compared to the next-lowest level of education 

Data: Wolter & Weber, 2005
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This is because the higher level of overall economic growth indicates that the 
economy as a whole (society) derives a greater benefit than the individual 
concerned. An analysis of this type conducted by Gundlach and Wössmann 
(2004), for example, shows that the benefits to the economy as a whole of 
one additional year spent in education could be up to 50% higher than the 
private returns on education for the individual concerned. In other words, 
individual investments in education also generate returns among those who 
do not take part in education which are virtually as high as the returns for 
the individual receiving the education. 

Effects of education quality on economic growth

The importance of education for economic growth was formalised back in the late 1980s 

as a result of major contributions made by the economists Lucas, Barro & Romer (see 

e.g. Romer, 1986) to what is known as the theory of endogenous growth. In contrast to 

the theory of exogenous growth, which particularly emphasised the accumulation of 

physical capital, endogenous growth also considered the possibility that human capital 

could similarly be capable of promoting economic growth. However, the first empiri-

cal assessments of these growth models did not provide any conclusive evidence that 

human capital really does make a key contribution to economic growth (see e.g. Barro, 

2001, or Temple, 2001). Apart from the fact that measuring errors in calculating the stock 

of human capital in a national economy explained a major portion of the different 

empirical results, one of the main reasons for the only loose link established between 

education and growth is that quantitative rather than qualitative criteria were used to 

determine the human capital within a national economy. This quantitative determina-

tion of human capital within a national economy was based on the assumption that 

the average number of years of education received by a population was representative 

of the total human capital available. Whether or not a high quality of education was 

provided during any given school year was not determined in any further detail – one 

school year was regarded as the same as any other. A simple correlation between hu-

man capital and growth rates (  Figure 227 ) shows that, measured in this way, there 

is no link between the economic growth of a country and the education level received 

by its population.
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227 Average annual growth rate and average education level in school years
Data: Hanushek & Woessmann, 2008
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228 Average annual growth rate and average education level (adjusted for 

quality factors)
The graph shows the correlation between the conditional number of school years (adjusted for 

quality factors) and the conditional growth rates in each country.

Data: Hanushek & Woessmann, 2008
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If, however, instead of calculating human capital merely on the basis of the number 

of years of education, we calculate it on the basis of the number of years of education 

and weight each of these years according to a quality index (see Hanushek & Kimko, 

2000), this then gives a clearly positive correlation between the available human capital 

within an economy and the growth of that economy (  Figure 228 ). The weighting 

factors used are test data from international academic achievement assessments tests, 

such as PISA or TIMSS, since these permit an international comparison. These studies 

have shown that half of a standard deviation in the PISA assessment (i.e. roughly 50 

points on the PISA scale) leads to a one-percentage-point increase in economic growth.

Figure 227  shows the «conditional» school-years 

and the «conditional» growth rates. «Conditional» 

means that these figures are calculated as 

deviations of the actual value from the predicted 

value. This approach was selected so that if a 

correlation is observed, this can be attributed to a 

causal link. If a correlation between the two 

figures is established, this would mean that an 

unexpected increase in human capital would 

produce a growth rate that deviates from the 

predicted value.
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The second approach used to calculate positive spillover effects of education 
considers impacts at the micro level, i.e. at the level of the individuals receiv-
ing education. This approach enables us to directly determine the channels of 
the positive spillover effects onto other people. There is one «minor» disad-
vantage, however, since this approach only ever enables us to capture a por-
tion of the spillover effects. The best-studied spillover effects to date are the 
productivity and wage effects of education on workers in the same company. 
If individual employees are well educated, this will not only boost their own 
productivity and hence their income but will also boost the productivity and 
income of the employees around them (cf. e.g. Battu, Belfield & Sloane, 2003).

A study using data from the FSO’s Swiss Earnings Structure Survey (see 
Wirz, 2008,  Figure 229 ) shows that co-workers in the same field will earn 
2% more on average if their colleagues pursue education. It is interesting to 
note that, while all workers benefit from these spillover effects, irrespective 
of their own education level, those who hold vocational education and train-
ing (VET) qualifications tend to benefit slightly more than those at other 
educational levels.5

229 Effects of education on the income of third parties, by education level, 1996
Data: Wirz, 2008
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Alongside the economic benefits to society that arise from the education re-
ceived by individual members of society, society also benefits greatly from 
education if that education enables it to avoid costs that would otherwise be 
incurred by society. One particular type of human behaviour that not only 
generates considerable monetary and non-monetary costs for victims and 
perpetrators but also for society as a whole are criminal acts, and especially 
acts that endanger life or limb of members of society. It would be logical to 
conclude that education can help prevent considerable individual suffering 
and high economic costs (see e.g. Feinstein, 2002). In this regard, various ef-
fects of education on criminal behaviour or on the nature of criminal behav-
iour are both possible and conceivable.

For one thing, education socialises young people «in a positive way». This 
is achieved by a combination of empathy, ethics and a sense of responsi-
bility. At the same time, education serves as a means of structuring young 

5 These findings match those produced by other studies. For example, a study conducted 

in Portugal found that less qualified workers earned an average of 2–3% more for every year 

of education attended by highly qualified personnel working for the same company (Martins 

& Jin, 2008).

Spillover effects refer to situations where 

the education received by one person 

increases the productivity of others within 

the company or working group.
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people’s time. In other words, the fact that they spend their time in school 
means that they have less time to devote to other, less welcome, activities. 
Finally, education not only determines the classmates that young people will 
spend their time with in school. It also determines whom they will spend 
their leisure time with.

Education has an indirect effect on criminal behaviour by opening up income 
and career prospects. The benefits that income has on the social behaviour of 
the individual are twofold. First of all, the higher income derived from edu-
cation means that the opportunity costs of socially unwelcome behaviour 
are higher. In other words, people will behave more responsibly if they have 
too much to lose by behaving irresponsibly. Secondly, income from criminal 
activities is highly uncertain, i.e. compared to the relative safety of income 
that can be gained from the time and energy devoted to education. Therefore, 
risk-averse and risk-neutral individuals will tend to invest in their education.

Statistically speaking, and as far as research is concerned, it is very dif-
ficult to establish correlations between education and crime in Switzerland. 
This is because statistics relating to criminal conduct do not generally in-
clude details of the educational background of the individuals who resort 
to crime.6  If we use census data, however, then we know which individu-
als were in prison at the time the Federal Population Census was conducted 
and we are also able to obtain details regarding the socio-demographic back-
ground of those individuals.

Based on these figures, we indeed find that the likelihood of being handed 
down a prison sentence is higher for both foreign and Swiss nationals who 
have a lower education level, even though males of foreign origin have a 
higher rate of arrest in general than males of Swiss origin. This correlation 
between education and crime is clear even when other factors, such as age, 
are taken into account. While fairly well established from a statistical stand-
point, the correlation between education and crime can be causal but is not 
necessarily so. Researchers have still not managed to find a method that is 
capable of establishing reliable causal links.7

The possible factors that would appear to indicate a correlation between edu-
cation and crime include both family upbringing and peer-group influences. 
Young people who devote more time and energy to their education gener-
ally come from more highly educated families themselves. In such cases, the 
non-violent social conduct may actually have come from family upbring-
ing rather than from the education received in school. The likelihood of an 
American high school student becoming a criminal is up to 8% lower if at 
least one of the parents holds a college degree (see Mocan & Rees, 2005). In 
other words, at least part of the criminality differential is attributable to the 
education level of the parents, since students in the same educational setting

6 One exception to this is the study conducted by Eisner (1997). In the Canton of Basel-

Landschaft, Eisner found that young people who were still in training in their twentieth 

year are less given to violent behaviour. Eisner also found that less qualified young people 

of Swiss origin are more violent than young people from a similar social background who 

are of foreign origin.

7 The exceptions to this are studies from the USA and Italy, such as those by Buonanno and 

Leonida (2009), Lochner and Moretti (2004) and Lochner (1999, 2004).
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230 Likelihood of imprisonment – males, 2000
Data: FSO; calculations: SCCRE
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have different likelihoods of becoming criminals. Students who remain in 
education for a longer period of time are also surrounded by a special group 
of fellow students, both while attending school and during their free time, 
and hence it is impossible to determine whether peer group influences lead 
to different social behaviour or whether this is the result of the education 
process (see e.g. Calvó- Armengol, Patacchini & Zenou, 2005).

It has also been proven that, for those students who remain in education 
for a longer period of time, selection is encouraged by factors that also fa-
vour socially responsible behaviour. As a general rule, students who break 
off their school career earlier are those with high time preferences (impa-
tient students) (see Ventura, 2003) and a lower aversion to risks (cf. Halek & 
Eisenhauer, 2001, or Belzil & Hansen, 2002). And it is these very same charac-
teristics that, following a rational consideration of the alternatives, give rise 
to criminal behaviour. If it is a selection effect of this type that determines 
the duration of one’s schooling and the likelihood that one will become a 
criminal, then a longer school path would do little to mitigate the crime rate. 
Education could only be expected to have an effect on criminal behaviour if 
the education process itself were to have a desirable influence on an indi-
vidual’s time preference and aversion to risk.

A further difficulty in determining a causal link between education and 
crime is the crime detection rate. This rate is not comprehensive and, de-
pending on the crimes involved, is highly variable. If more highly educated 
people are more effective at evading capture or are primarily involved in 
categories of crime for which the detection rate is low, then statistics may 
significantly underestimate the causal link between education and crime (see 
e.g. Mehlkop & Becker, 2004).

Finally, it is also important to mention the possibility of an inverse causal 
link. The very fact that they have been found guilty of a crime means that 
young people are less likely to continue or complete their education or train-
ing (cf. Hjalmarsson, 2008). In other words, not only can education influence 
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the likelihood of criminal behaviour but criminal behaviour can also influ-
ence the likelihood of spending a longer period in education.

Generally speaking, the cost of criminal acts is extremely high for society as 
a whole, and the statistical correlations between crime and the education 
level received by the perpetrator are equally high. However, neither the cost 
nor the correlation can be used to justify education investment. First of all, 
as mentioned earlier, the causal links between education and crime have not 
been proven. Secondly, the scale of crime in Switzerland, and hence the like-
lihood that anyone will commit a criminal act that has serious consequences 
for society, is fortunately still relatively low.

Ecological attitudes and action

Society can also benefit from the education of individuals if education pro-
motes social behaviour that helps society avoid costs. Costs of this type can 
result from behaviour that is environmentally detrimental and could be 
avoided by adopting an environmentally compatible approach. Education 
could have a direct influence on ecological attitudes and on acting in an en-
vironmentally compatible manner by promoting certain approaches (such 
as an awareness of the consequences of one’s own actions). Empirical anal-
yses have shown there to be a positive correlation between education (the 
number of years spent in education8) and environmental awareness. This 
positive correlation exists even when other influencing factors are observed 
(Franzen & Meyer, 2010). However, environmental awareness alone will not 
suffice. People also need to act in accordance with what they have learnt so 
as to avoid environmental damage. The link between education and envi-
ronmental action will thus need to be explored. Various studies have shown, 
however, that environmental awareness only leads to environmentally com-
patible action if this action does not cost too much (in terms of both time 
or money). Costly actions, such as using public transport, are more likely 
to depend on material incentives rather than environmental considerations 
(Diekmann & Preisendörfer, 2003; Stern, 1999).

Environmental awareness and actions may also be indirectly influenced 
by education. This would be the case, for example, if the higher income 
gained by an individual who has derived a positive benefit from education 
leads to greater environmental awareness and environmental action. Studies 
along this line have reached different conclusions, however. While it is diffi-
cult to empirically verify causal links, a recent cross-national study9 did iden-
tify a significant correlation between income and environmental awareness, 
after controlling for education and other factors (Franzen & Meyer, 2010).

8 As for all the other issues referred to in this chapter, the influence of accumulated educa-

tion on socially desirable behaviour is examined here. It would also be conceivable to exam-

ine the effectiveness of specific curriculum content (sustainability education, etc.) to deter-

mine whether it had an impact on environmentally friendly behaviour.

9 Two-thirds of the countries examined are members of the OECD. Figures are available for 

Switzerland.
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Political involvement

Most theoretical and empirical research studies are based on the assumption 
that democratic forms of government give rise to sustainably stabler social 
structures, which then lead to positive social and economic development. 
This particular line of reasoning implies that the education of all citizens is 
a pre-requisite for democracy and, by association, for the involvement of all 
levels of the population in the formation of political opinion. As far as indi-
vidual citizens are concerned, it is assumed that education not only encour-
ages people to think rationally and reflect upon things, which is essential 
for an individual’s participation in the opinion-forming process, but also 
promotes tolerance in relation to other norms and values that are different 
to one’s own, thereby predisposing people to accept decisions that have been 
reached democratically.

If we review the available research literature in this area, we find that edu-
cation does in fact have a positive influence on the dissemination of demo-
cratic values within the country, measured in terms of the political and civil 
rights enjoyed by citizens (cf. e.g. Bobba & Coviello, 2007; Castelló- Climent, 
2008). This research also found correlations at country level between the 
education level and the degree of democracy and their relative rate of change 
over time, irrespective of income or other possible influencing factors. The 
study conducted by Castelló- Climent (2008), for instance, shows that it is 
not the average duration of education that determines the extent to which 
democracy exists in a given country. Instead, it is the distribution of educa-
tion within society. An even distribution of education favours the develop-
ment of democracy within a given country. The influence of education on 
the dissemination of democratic values is particularly strong in less devel-
oped countries.

As with all of these benefits, it is not always possible to distinguish be-
tween correlations and causal links, especially if an inverse causal link is 
equally obvious and likely. For example, Acemoglu, Johnson, Robinson et al. 
(2005) generally question whether the available studies have provided suffi-
ciently valid evidence in empirical terms of a causal relationship between the 
education level and the degree of democracy that exists within a population.

While theoretical considerations and statistical correlations seem to indicate 
that there is indeed a link between education and democracy, the mecha-
nisms that create that link are still largely unexplained. Is it the content of 
education (e.g. civic awareness, knowledge of state institutions and politi-
cal processes), or the «socialising role» of school? Or is it equity within the 
education process that creates the foundations for a democracy to function?







Bibliography



skbf | csre  Swiss Coordination Centre for Research in Education

294    Bibliography

Abele, A. E.; Dette, D. E. & Hermann, B. (2003). 
Lehrerinnen und Lehrer – vom Examen zum 
Schuldienst. In: A. E. Abele; E.-H. Hoff &  
H.-U. Hohner (eds.): Frauen und Männer in 
akademischen Professionen. Berufsverläufe 
und Berufserfolg. Heidelberg: Asanger

Abraham, M. & Arpagaus, J. (2008). Wettbe-
werb, soziales Umfeld oder gezielte 
Lebensplanung? (Soziale Welt, 3, 205–225)

Acemoglu, D.; Johnson, S.; Robinson, J. A. et al. 
(2005). From Education to Democracy? 
(American Economic Review, 2, 44–49)

Agasisti, T. & Salerno, C. (2007). Assessing the 
Cost Efficiency of Italian Universities 
(Education Economics, 4, 455–471)

Aghion, P. (2007). Growth and the Financing and 
Governance of Education. Keynote lecture 
for the 2007 Meeting of the German 
Economic Association. [s.l.]

Albisser, S.; Kirchhoff, E.; Meier, A. et al. (2007). 
Anforderungsverarbeitung und Gesundheit 
im Berufszyklus von Lehrpersonen

 http://www.psycho.unibas.ch/projekte/
ProjekteDB/2497/Albisser_ARBEL_An-
forderungsverarb.pdf (as of 13th March 
2009)

Anderson, L. W. (2004). Accroître l’efficacité des 
enseignants. Paris: Unesco

Angrist, J. D. & Lavy, V. (2001). Does teacher 
training affect pupil learning? Evidence from 
matched comparisons in Jerusalem Public 
Schools (Journal of Labor Economics, 2, 
343–369)

Arendt, J. N. (2005). Does Education Cause 
Better Health? A Panel Data Analysis Using 
School Reforms for Identification (Econo-
mics of Education Review, 2, 149–160)

Arendt, J. N. (2008). In sickness and in health – 
Till education do us part: Education effects 
on hospitalization (Economics of Education 
Review, 2, 161–172)

ARGEV [Interkantonale Arbeitsgemeinschaft 
Externe Evaluation von Schulen] (2008). 
Jahresbericht 2008. Zürich: ARGEV

Ashcraft, A. & Lang, K. (2006). The consequen-
ces of teenage childbearing (NBER Working 
Paper, 12485)

Autorengruppe Bildungsberichterstattung 
(2008). Bildung in Deutschland 2008. 
Bielefeld: Bertelsmann

Backes-Gellner, U.; Mure, J. & Tuor, S. N. (2007). 
The puzzle of non-participation in 
continuing training. An emprical study of 
chronic vs. temporary non-participation 
(Zeitschrift für Arbeitsmarktforschung, 2–3, 
295–311)

Bader, U. & Schaer, U. (2005). Evaluation 
Englisch in den 6. Klassen Appenzell 
Innerrhoden 2005. Appenzell: Erziehungs-
department

Baer, M.; Dörr, G.; Fraefel, U. et al. (2007). 
Werden angehende Lehrpersonen durch das 
Studium kompetenter? Kompetenzaufbau 
und Standarderreichung in der berufs-
wissenschaftlichen Ausbildung an drei 
pädagogischen Hochschulen in der Schweiz 
und in Deutschland (Unterrichtswissen-
schaft, 1, 15–47)

Baer, M.; Guldimann, T.; Kocher, M. et al. (2009). 
Auf dem Weg zu Expertise beim Unterrich-
ten. Erwerb von Lehrkompetenz im 
Lehrerinnen- und Lehrerstudium 

 (Unterrichtswissenschaft, 2, 118–144)
Baeriswyl, F.; Wandeler, C.; Trautwein, U. et al. 

(2006). Leistungstest, Offenheit von 
Bildungsgängen und obligatorische Beratung 
der Eltern. Reduziert das Deutschfreiburger 
Übergangsmodell die Effekte des sozialen 
Hintergrunds bei Übergangsentscheiden? 
(Zeitschrift für Erziehungswissenschaft, 3, 
373–392)

Bähr, K. (2003). Die Rolle von Schulleistungstest 
für das Qualitätsmanagement im Bildungs-
wesen, in Schulen und Klassenzimmern. In: 
T. Brüsemeister & K.-D. Eubel (eds.): 
Modernisiserung von Schule und Gesell-
schaft. Analysen – Perspektiven –  
Diskussionen. Bielefeld: Transcript

Ballot, G.; Fakhfakh F. & Taymaz, E. (2002). 
Who benefits from training and R&D: The 
firm or the workers? A study on panels of 
French and Swedish firms (ERC Middle East 
Technical University Working Paper, 02/01)

Balzer, C. (2001). Finanzierung der Weiter-
bildung. Frankfurt a. M.: DIE

Barr, N. (2004). Higher Education Funding 
(Oxford Review of Economic Policy, 2, 
264–282)

Barras, J.-L. & Petko, D. (2007). Computer und 
Internet in Schweizer Schulen. Bestandes-
aufnahme und Entwicklung von 2001 bis 
2007. In: B. Hotz-Hart (ed.): ICT und 
Bildung: Hype oder Umbruch? Bern: hep

Barro, R. J. (2001). Human capital and growth 
(American Economic Review, 2, 12–17)

Barth, E. & Lucifora, C. (2006). Wage Disper-
sion, Markets and Institutions: The Effects of 
the Boom in Education on the Wage 
Structure (IZA Discussion Paper, 2181)

Battu, H.; Belfield, C. R. & Sloane, P. J. (2003). 
Human Capital Spillovers within the 
Workplace: Evidence for Great Britain 
(Oxford Bulletin of Economics and 
Statistics, 5, 575–594)

Bauder, T. & Osterwalder, F. (2008). 75 Jahre 
eidgenössisches Berufsbildungsgesetz. 
Politische, pädagogische und ökonomische 
Perspektiven. Bern: hep

Bauer P. & Riphahn R. (2006). Timing of School 
Tracking as a determinant of intergeneratio-
nal transmission of education (Economic 
Letters, 1, 90–97)

Beicht, U.; Krekel, E. M. & Walden, G. (2006). 
Berufliche Weiterbildung. Welche Kosten 
und welchen Nutzen haben die Teilnehmen-
den? Bielefeld: Bertelsmann

Belzil, C. & Hansen, J. (2002). Earnings 
Dispersion, Risk Aversion and Education 
(CEPR Discussion Papers, 3600)

Bertschi-Kaufmann, A.; Gyger, M.; Käser, U. et 
al. (2006). Sprachförderung von Migrations-
kindern im Kindergarten. Literaturstudie 
erstellt im Auftrag des Departements 
Bildung, Kultur und Sport des Kantons 
Aargau. Aarau: FHNW Pädagogische 
Hochschule, Zentrum Lesen

Bertschy, K.; Cattaneo, M. A. & Wolter, S. C. 
(2009). PISA and the Transition into the 
Labour Market (LABOUR: Review of Labour 
Economics and Industrial Relations, 1, 
111–137)

Bessey, D. & Backes-Gellner, U. (2008). 
Dropping out and revising educational 
decisions: Evidence from vocational 
education (Swiss Leading House Economics 
of Education, Working Paper, 40)

Bieri, F. (2007). Daten zu den ersten zwei-
jährigen beruflichen Grundbildungen 
2005–2007 im Kanton Bern. Bern: 
Mittelschul- und Berufsbildungsamt des 
Kantons Bern

Bieri, F. (2008). Daten zu den zweijährigen 
beruflichen Grundbildungen im Kanton 
Bern, Ausbildungen 2005–2007 und 
2006–2008. Bern: Mittelschul- und 
Berufsbildungsamt des Kantons Bern

Bieri Buschor, C.; Denzler, S. & Keck, A. (2008). 
Welche Maturandinnen und Maturanden 
wählen welche Studienfächer? (NetzWerk. 
Die Zeitschrift der Wirtschaftsbildung 
Schweiz, 1, 34–43)

Bieri Buschor, C.; Schuler Braunschweig, P. & 
Stirnemann Wolf, B. (2006). Assessment-
Centers als Aufnahmeverfahren für 
pädagogische Hochschulen? (Beiträge zur 
Lehrerbildung, 1, 55–62)

Björklund, A.; Jäntti, M. & Solon, G. (2007). 
Nature and Nurture in the Intergenerational 
Transmission of Socioeconomic Status: 
Evidence from Swedish Children and their 
Biological and Rearing Parents (NBER 
Working Paper, 12985)

Björklund, A.; Lindahl, M. & Plug, E. (2006). 
The origins of intergenerational associations: 
lessons from Swedish adoption data  
(The Quarterly Journal of Economics, 3, 
999–1028)

Black, S. E.; Devereux, P. J. & Salvanes K. G. 
(2008a). Staying in the classroom and out of 
the maternity ward? The effect of compul-
sory schooling laws on teenage birth  
(The Economic Journal, 530, 1025–1054)

Black, S.; Devereux, P. & Salvanes, K. (2008b). 
Like Father, Like Son? A Note on the 
Intergenerational Transmission of IQ Scores 
(NBER Working Paper, 14274)

Blanchflower, D. G. & Oswald, A. J. (2004). 
Well-being over time in Britain and the USA 
(Journal of Public Economics, 7–8, 
1359–1386)

Bless, G.; Schüpbach, M. & Bonvin, P. (2004). 
Klassenwiederholung. Determinanten, 
Wirkungen und Konsequenzen. Bern: Haupt

Blömeke, S. (2004). Empirische Befunde zur 
Wirksamkeit der Lehrerbildung. In: S. 
Blömeke et al. (eds.): Handbuch Lehrer-
bildung. Bad Heilbrunn: Klinkhardt

Blöndal, S.; Field, S. & Girouard, N. (2002). 
Investment in human capital through 
post-compulsory education and training: 
selected efficiency and equity aspects (OECD 
Economics Department Working Paper, 333)

Blum-Brunner, A. (2001). Lesen und Unterricht: 
Eine Frage des Geschlechts? Zürich: 
Universität [Dissertation] 



295

Swiss Education Report | 2010

Bibliography   

Bobba, M. & Coviello, D. (2007). Weak 
Instruments and Weak Identification, in 
Estimating the Effects of Education, on 
Democracy (Economics Letters, 3, 301–306) 

Bolz, M. & Schüpbach, M. (2007). EduCare – 
Nationalfondsstudie zu Qualität und 
Wirksamkeit familialer und ausserfamilialer 
Bildung und Betreuung von Primarschul-
kindern. (Inoffizieller) Zwischenbericht. 
Bern/Solothurn: Universität/PH FHNW

Bonassi, T. & Wolter, S. C. (2002). Measuring the 
Success of Transition: The Results of a 
Pre-Study in Switzerland (Education + 
Training, 4–5, 199–207)

Booth, A. L. & Bryan, M. L. (2005). Testing some 
predictions of human capital theory. New 
training evidence from Britain (The Review 
of Economics and Statistics, 2, 391–394)

Borkowsky, A. (2001). Statistische Informationen 
rund um das Thema Gender und Bildung 
von Lehrpersonen (Beiträge zur Lehrer-
bildung, 3, 365–373)

Boudon, R. (1974). Education, Opportunity, and 
Social Inequality: Changing Prospects in 
Western Society. New York: Wiley

Bound, J. & Solon, G. (1999). Double trouble: on 
the value of twins-based estimation of the 
return to schooling (Economics of Education 
Review, 2, 169–182)

Boyd, D.; Grossman, P.; Lankford, H. et al. 
(2008). Teacher preparation and student 
achievement (NBER Working Paper, 14314)

Bracht, O.; Engel, C.; Janson, K. et al. (2006). The 
Professional Value of ERASMUS Mobility. 
Kassel: Universität, International Centre for 
Higher Education Research

Bressoux, P.; Kramarz, F. & Prost, C. (2008). 
Teachers’ training, class size and students’ 
outcomes: Learning from administrative 
forecasting mistakes  
(IZA Discussion Paper, 3871)

Brohy, C. (2002). Zwei Fremdsprachen in der 
Primarschule? [Gutachten]. Neuchâtel: IRDP

Brohy, C. (2004). L’enseignement plurilingue en 
Suisse: de la gestion de l’innovation au 
quotidien (Revue suisse des sciences de 
l’éducation, 3, 465–476)

Brunello, G. & De Paola, M. (2009). Is there 
under-provision of training? (Empirical 
Research in Vocational Education and 
Training, 1, 1–18)

B.S.S. Volkswirtschaftliche Beratung (2008). 
Wirkungsanalyse allgemein verbindlich 
erklärter Berufsbildungsfonds. Basel: B.S.S.

Bukenya, J. O.; Gebremedhin, T. G. & Schaeffer, 
P. V. (2003). Analysis of rural quality of life 
and health: A spatial approach (Economic 
Development Quarterly, 3, 280–293)

Buonanno, P. & Leonida, L. (2009). Non-market 
effects of education on crime: Evidence from 
Italian regions (Economics of Education 
Review, 1, 11–17)

Burgener Woeffray, A. & Eisner-Binkert, B. 
(2006). Vom ungeklärten Verhältnis der 
heilpädagogischen Früherziehung zu 
entwicklungsgefährdeten Kindern im 
Vorschulalter (Schweizerische Zeitschrift für 
Heilpädagogik, 2, 10–16)

Calvó-Armengol, A., Patacchini, E., Zenou, Y. 
(2005). Peer Effects and Social Networks in 
Education and Crime (The Research 
Institute of Industrial Economics, Working 
Paper, 645)

Cappellari, L. & Lucifora, C. (2008). The 
«Bologna Process» and College Enrolment 
Decisions (IZA Discussion Paper, 3444)

Cardoso, A. R.; Portela, M.; Sá C. et al. (2006). 
Demand for higher education programs: the 
impact of the Bologna process  
(IZA Discussion Paper, 2532)

Carrell, S. E. & West, J. E. (2008). Does Professor 
Quality Matter? Evidence from Random 
Assignment of Students to Professors  
(NBER Working Paper, W14081)

Case, A.; Fertig A. & Paxson C. (2005). The 
Lasting Impact of Childhood Health and 
Circumstance (Journal of Health Economics, 
24, 365–389)

Castelló-Climent, A. (2008). On the Distribution 
of Education and Democracy (Journal of 
Development Economics, 2, 179–190)

Cattaneo, M. A.; Hanslin, S. & Winkelmann, R. 
(2007). The Apple Falls Increasingly Far: 
Parent-Child Correlation in Schooling and 
the Growth of Post-Secondary Education in 
Switzerland (Schweizerische Zeitschrift für 
Volkswirtschaft und Statistik, 2, 133–152)

Cattaneo, M. A. & Wolter, S. C. (2009a). Are the 
Elderly a Threat to Educational Expendi-
tures? (European Journal of Political 
Economy, 25, 225–236) 

Cattaneo, M. A. & Wolter, S. C. (2009b). Public 
perceptions of educational issues. Aarau: 
Swiss Coordination Centre for Research in 
Education [Mimeo]

Chevalier, A.; Dolton, P. & McIntosh, S. (2007). 
Recruiting and Retaining Teachers in the 
UK: An Analysis of Graduate Occupation 
Choice from the 1960s to the 1990s 
(Econometrica, 2, 69–96)

Christofides, L. N.; Hoy, M. & Yang, L. (2008). 
The Determinants of University Participa-
tion in Canada, 1977–2003 (IZA Discussion 
Paper, 3805)

CIIP [Conférence intercantonale de l’instruction 
publique de la Suisse romande et du Tessin] 
(2007). Convention scolaire romande, texte 
adopté par la CIIP le 21 juin 2007. Neuchâtel: 
CIIP

Clark, A. & Oswald, A. (1996). Satisfaction and 
comparison income (Journal of Public 
Economics, 3, 359–381)

Clark, D. & Royer, H. (2008). The Effects of 
Education on Adult Mortality and Health: 
Evidence from the United Kingdom (Case 
Western Reserve University Working Paper)

Cochran-Smith, M. & Zeichner, K. M. (eds.) 
(2006). Studying teacher education: The 
report of the AERA Panel on Research and 
Teacher Education. Mahwah, NJ: Erlbaum

COHEP [Swiss Conference of Rectors of 
Universities of Teacher Education] (2007). 
Empfehlungen der SKPH zur Harmonisie-
rung der Unterrichtsbefähigungen. Bern: 
COHEP

COHEP [Swiss Conference of Rectors of 
Universities of Teacher Education] (2008). 
Übersicht über die Studiengänge der 
Mitgliederinstitutionen. http://www.cohep.
ch/de/paedagogische-hochschulen/
studiengaenge/ (as of 13th March 2009)

Conti, G. (2005). Training, productivity and 
wages in Italy (Labour Economics, 4, 
557–576)

Coradi Vellacott, M. (2007). Bildungschancen 
Jugendlicher in der Schweiz. Eine Untersu-
chung familiärer, schulischer und sozial-
räum licher Einflüsse auf Leistungsunter-
schiede am Ende der obligatorischen 
Schulzeit. Zürich: Rüegger

Coradi Vellacott, M. & Wolter, S. C. (2002). 
Soziale Herkunft und Chancengleichheit. In: 
FSO/EDK (eds.): Für das Leben gerüstet? 
Die Grundkompetenzen der Jugendlichen – 
Nationaler Bericht der Erhebung PISA 2000. 
Neuenburg: FSO

Coradi Vellacott, M. & Wolter, S. C. (2005a).
Chancengerechtigkeit im schweizerischen 
Bildungswesen. Aarau: SCCRE

Coradi Vellacott, M. & Wolter, S. C. (2005b). 
Equity in Education. Thematic Review. 
Country Analytical Report Switzerland.  
Aarau: SCCRE

Criblez, L. (1999). Entre profession et discipline: 
à propos du statut des sciences de l’éducation 
en Suisse. In: R. Hofstetter & B. Schneuwly 
(eds): Le pari des sciences de l’éducation. 
Bruxelles: DeBoeck

CRUS [Rectors’ Conference of the Swiss 
Uni  versities] (2009). Studieren nach 
Bologna – die Sicht der Studierenden. 

 Bern: CRUS
Cunha, F.; Heckman, J. J.; Lochner, L. et al. 

(2006). Interpreting the evidence on life 
cycle skill formation. In: E. A. Hanushek & F. 
Welch (eds.): Handbook of the economics of 
education (Handbooks in economics). 
Amsterdam: North-Holland 

Cutler, D. & Lleras-Muney, A. (2008). Education 
and Health: Evaluating Theories and 
Evidence. In: J. House; R. Schoeni; G. Kaplan 
et al.: The Effects of Social and Economic 
Policy on Health. New York: Russell Sage

Czerwanski, A; Hameyer, U. & Rolff, H.-G. 
(2002). Schulentwicklung im Netzwerk. 
Ergebnisse einer empirischen Nutzenanalyse 
von zwei Schulnetzwerken. In: H.-G. Rolff et 
al. (eds.): Jahrbuch der Schulentwicklung. 
Weinheim: Juventa

Daeppen, K. (2007). Le redoublement: un gage de 
réussite? Revue de littérature et étude d’une 
volée d’élèves vaudois. Lausanne: URSP

Darling-Hammond, L. (2000). Teacher Quality 
and Student Achievement: A Review of 
State Policy Evidence (Education Policy 
Analysis Archives, 1)

Darling-Hammond, L. (2006). Assessing teacher 
education: The usefulness of multiple 
measures for assessing program outcomes 
(Journal of Teacher Education, 2, 120–138)

Datar, A. & Sturm, R. (2006). Childhood 
Overweight and Elementary School 
Outcomes (International Journal of Obesity, 
30, 1449–1460)



skbf | csre  Swiss Coordination Centre for Research in Education

296    Bibliography

De la Fuente, A. & Jimeno, J. F. (2007). The Fiscal 
Returns to Schooling in the EU. Vortrag am 
3rd European Symposium on Economics of 
Education http://www.eenee.de/portal/
page/portal/EENEEView/_generische_
page_eenee?content=eenee-symposia-07.
htm&language=d (as of 30th March 2009)

De la Fuente, A. & Jimeno, J. F. (2008). The 
private and fiscal returns to schooling and 
the effect of public policies on private 
incentives to invest in education: a general 
framework and some re sults for the EU 

 http://digital.csic.es/bitstream/10261/ 
4340/ 1/73708.pdf (as of 30th March 2009)

Demeuse, M.; Crahay, M. & Monseur, C. (2001). 
Efficiency and Equity. In: W. Hutmacher,  
D. Cochrane & N. Bottani (eds.): In Pursuit 
of Equity in Education. London: Kluwer

Denzler, S.; Fiechter, U. & Wolter, S. C. (2005). 
Die Lehrkräfte von morgen. Eine empirische 
Untersuchung der Bestimmungsfaktoren des 
Berufswunsches bei bernischen Gymnasias-
ten (Zeitschrift für Erziehungswissenschaft, 
4, 576–594)

Denzler, S. & Wolter, S. C. (2008). Selbstselek-
tion bei der Wahl eines Lehramtsstudiums: 
Zum Zusammenspiel individueller und 
institutioneller Faktoren (Beiträge zur 
Hochschulforschung, 4, 112–141)

Denzler, S. & Wolter, S. C. (2009a). Laufbahn-
entscheide im Lehrberuf aus bildungs-
ökonomischer Sicht. In: O. Zlatkin- 
Troit schanskaia, K. Beck, D. Sembill et al.: 
Lehrprofessionalität: Bedingungen, Genese, 
Wirkungen und ihre Messung. Weinheim: 
Beltz

Denzler, S. & Wolter, S. C. (2009b). Sorting into 
teacher education: how the institutional 
setting matters (Cambridge Journal of 
Education, 4, 423–441)

Denzler, S. & Wolter, S. C. (2010). Educational 
Choices and the Local Supply of Higher 
Education (CESifo Working Paper, 
forthcoming)

DeSimone, J. S. (2008). The Impact of Employ-
ment during School on College Student 
Academic Performance (NBER Working 
Paper, 14006)

Di Pietro, G. & Urwin, P. (2006). Education and 
Skills Mismatch in the Italian Graduate 
Labour Market (Applied Economics, 1, 
79–93)

Diekmann, A. & Preisendörfer, P. (2003). 
The behavioural effects of environmental 
attitudes in low-cost and high-cost 
situations (Rationality and Society, 4, 
441–472)

Ding, W.; Lehrer, S. F.; Rosenquist, J. N. et al. 
(2006). The impact of poor health on 
education: new evidence using genetic 
markers (NBER Working Paper, 12304)

Dionysius, R.; Mühlemann, S.; Pfeifer, H. et al. 
(2009). Cost and Benefit of Apprenticeship 
Training: A Comparison of Germany and 
Switzerland (Applied Economics Quarterly, 
1, 7–37)

Ditton, H. (2000). Qualitätskontrolle und 
Qualitätssicherung in Schule und Unter-
richt. Ein Über blick zum Stand der 
empirischen Forschung (Zeitschrift für 
Pädagogik, 41. Beiheft, 73–92)

Ditton, H. & Krüsken, J. (2006). Der Übergang 
von der Grundschule in die Sekundarstufe I 
(Zeitschrift für Erziehungswissenschaft, 3, 
348–372)

Dolton, P. (1990). The economics of UK teacher 
supply: the graduate’s decision (Economic 
Journal, 400, 91–104)

Dolton, P. (2006). Teacher supply. In: E. A. 
Hanushek & F. Welch (eds.): Handbooks in 
economics. Handbook of the economics of 
education. Amsterdam: North-Holland

Dubach, P. (2008). Geschlecht und Forschungs-
förderung. Teilbericht 1: «Leaky Pipelines» im 
Längsschnitt. Auswertungen des schweizeri-
schen Hochschulinformationssystems 
(SHIS). In: R. Leemann & H. Stutz: 
Geschlecht und Forschungsförderung: 
Synthesebericht. Bern: SNF

Dustmann, C. (2004). Parental background, 
secondary school track choice, and wages 
(Oxford Economic Papers, 56, 209–230)

Eberle, F.; Gehrer, K.; Jaggi, B. et al. (2008). 
Evaluation der Maturitätsreform 1995 
(EVAMAR). Schlussbericht zur Phase II. 
Bern: Staatssekretariat für Bildung und 
Forschung

Eckert, T. (2006). Die Feminisierung der 
Lehrerschaft als Kohohrtenphänomen: 
Entwicklungen der Lehrerschaft an 
allgemeinbildenden Schulen Baden-Würt-
tembergs (Bildungsforschung, 1, 26–54)

EDK [Swiss Conference of Cantonal Ministers of 
Education] (1972). Bildungspolitik. Jahrbuch 
der Schweizerischen Konferenz der 
kantonalen Erziehungsdirektoren. 
Frauenfeld: Huber

EDK [Swiss Conference of Cantonal Ministers of 
Education] (1989). Diplom mittelschulen 
DMS. Richtlinien, Rahmenlehrpläne. Bern: 
EDK

EDK [Swiss Conference of Cantonal Ministers of 
Education] (1993). Thesen zur Entwicklung 
der pädagogischen Hoch schulen. Bern: EDK

EDK [Swiss Conference of Cantonal Ministers of 
Education] (1995a). Empfehlungen zur 
Lehrerbildung und zur Entwicklung der 
pädagogischen Hochschulen. Bern: EDK

EDK [Swiss Conference of Cantonal Ministers of 
Education] (1995b). Perspektiven für die 
Sekundarstufe I. Bern: EDK

EDK [Swiss Conference of Cantonal Ministers of 
Education] (1997). Bildung und Erziehung 
der vier- bis achtjährigen Kinder in der 
Schweiz. Eine Prospektive. Bern: EDK 

EDK [Swiss Conference of Cantonal Ministers of 
Education] (1999a). Reglement über die 
Anerkennung von Hochschul diplomen für 
Lehrkräfte der Vorschulstufe und der 
Primarstufe. Bern: EDK

EDK [Swiss Conference of Cantonal Ministers of 
Education] (1999b). Reglement über die 
Anerkennung von Hochschul diplomen für 
Lehrkräfte der Sekundarstufe I. Bern: EDK

EDK [Swiss Conference of Cantonal Ministers of 
Education] (2003). Reglement über die 
Anerkennung der Abschlüsse von Fachmit-
telschulen. Bern: EDK

EDK [Swiss Conference of Cantonal Ministers of 
Education] (2004). Rahmenlehrplan für 
Fachmittelschulen. Bern: EDK

EDK [Swiss Conference of Cantonal Ministers of 
Education] (2006a). Frühere Ein  schulung in 
der Schweiz. Ausgangslage und Konsequen-
zen. Bern: EDK

EDK [Swiss Conference of Cantonal Ministers of 
Education] (2006b). Leitlinien zur 
Optimierung der Nahtstelle obligatorische 
Schule–Sekundarstufe II. Bern: EDK

EDK [Swiss Conference of Cantonal Ministers of 
Education] (2007a). Interkantonale 
Vereinbarung über die Harmonisierung der 
obligatorischen Schule (HarmoS-Konkordat) 
vom 14. Juni 2007. Bern: EDK

EDK [Swiss Conference of Cantonal Ministers of 
Education] (2007b). Interkantonale 
Vereinbarung über die Zusammenarbeit im 
Bereich der Sonderpädagogik (Sonder-
pädagogik-Konkordat) vom 25. Oktober 
2007. Bern: EDK

EDK [Swiss Conference of Cantonal Ministers of 
Education] (2007c). Strategie der EDK im 
Bereich der Informations- und Kommunika-
tionstechnologien (ICT) und Medien vom 1. 
März 2007. Bern: EDK

EDK [Swiss Conference of Cantonal Ministers of 
Education] (2008a). Masterplan pädagogi-
sche Hochschulen II. Anschluss bericht vom 
Oktober 2008. Bern: EDK

EDK [Swiss Conference of Cantonal Ministers of 
Education] (2008b). Tätigkeitsprogramm 
2008–2014 der Schweizerischen Konferenz 
der kantonalen Erziehungsdirektoren vom 
12. Juni 2008. Bern: EDK

EDK [Swiss Conference of Cantonal Ministers of 
Education] (2008c). Lehrberuf. Analyse der 
Veränderungen und Folgerungen für die 
Zukunft. Bern: EDK (Studien und Berichte 
27A)

EDK [Swiss Conference of Cantonal Ministers of 
Education] (2008d). Evaluation und 
Schulqualität. Orientierungsrahmen 
zuhanden von Bildungsbehörden, Aufsichts-
organen und Schulleitungen. Bern: EDK 
(Studien und Berichte 28A)

EDK [Swiss Conference of Cantonal Ministers of 
Education], ARE [Federal Office for Spatial 
Development], FOEN [Federal Office for the 
Environment] et al. (2007). Bildung für 
nachhaltige Entwicklung – Massnahmenplan 
2007–2014. Bern: EDK

EDK/IDES [Swiss Conference of Cantonal 
Ministers of Education, Information and 
Documentation Centre] (2006). Pflichtlekti-
onen Mathematik im Schuljahr 2005/06 
(ohne Wahlpflichtfach, ohne Freifächer), 
1.–9. Schuljahr. Bern: EDK-IDES

EDK/IDES [Swiss Conference of Cantonal 
Ministers of Education, Information and 
Documentation Centre] (2007). Schweizer 
Beitrag für die Datenbank «Eurybase – The 
database on education systems in Europe»  
(as of 5th November 2007)



297

Swiss Education Report | 2010

Bibliography   

EDK/SODK [Swiss Conference of Cantonal 
Ministers of Education / Swiss Conference of 
Cantonal Ministers of Social Affairs] 
(2008). Kinderbetreuung: Familienergän-
zende Tagesstrukturen. Gemeinsame 
Erklärung der EDK und der SODK vom 13. 
März 2008. Bern: EDK/SODK 

Egger, Dreher & Partner AG (2007). Vertiefungs-
studie Bildungsangebote im Übergang von 
der obligatorischen Schule in die Berufs-
bildung. Bern: Egger, Dreher & Partner AG

Egger, M. & Lenz, C. (2006). Wirkungsevaluati-
on der öffentlichen Arbeitsvermittlung.  
Evaluationsbericht. Bern: Seco

Eisner, M. (1997). Das Ende der zivilisierten 
Stadt? Die Auswirkungen von Modernisie-
rung und urbaner Krise auf Gewaltdelin-
quenz. Frankfurt a. M.: Campus

EKFF [Eidgenössische Koordinationskonferenz 
für Familienfragen] (2008). Familien- und 
schul ergänzende Kinderbetreuung. Eine 
Bestandesaufnahme der Eidgenössischen 
Koordinationskommission für Familien-
fragen. Bern: EKFF

EKM [Eidgenössische Kommission für Migra-
tions fragen] (2009). Frühförderung. 
Empfehlungen der Eidgenössischen 
Kom mission für Migrationsfragen.  
Bern: EKM

Elmiger, D. (2006). Deux langues à l’école 
primaire: un défi pour l’école romande. 
Neuchâtel: IRDP

Erziehungsdirektion des Kantons Bern (1995). 
Lehrplan Volksschule. Bern: Erziehungs-
direktion des Kantons Bern

Erziehungsdirektion des Kantons Zürich (1991). 
Lehrplan für die Volksschule des Kantons 
Zürich. Zürich: Erziehungsdirektion des 
Kantons Zürich

Ettlin, E. (2006). Zulassung und Berufseignung 
– eine Frage des Berufsbildes (Beiträge zur 
Lehrerbildung, 1, 12–18)

European Commission (2001). Communication 
from the Commission of 21 November 2001 
on making a European area of lifelong 
learning a reality. Brussels: European 
Commission

European Commission (2006a). Classification 
for Learning Activities. Manuals. Luxem-
bourg: European Commission

European Commission (2006b). Communication 
from the Commission to the Council and to 
the European Parliament of 8 September 
2006 on Efficiency and equity in European 
education and training systems. Brussels: 
European Commission

European Commission (2003). Council 
Conclusions on Reference Levels of 
European Average Performance in Education 
and Training (Benchmarks). Brüssel: EU

Eurostat/Eurydice (2007). Key Data on Higher 
Education in Europe. Brussels: European 
Commis sion

Expertenkommission Finanzierung Lebenslanges 
Lernen (2002). Auf dem Weg zur Finanzie-
rung lebenslangen Lernens. Zwischenbe-
richt. Bielefeld: Bertelsmann

Faggiano, E.; Mariotta, M. & Origoni, P. (2007). 
Equi non per caso. I resultati dell’indagine 
PISA 2003 in Ticino. Bellinzona: Dipar-
timento dell’educazione, Ufficio studi e 
ricerche

Falter, J. M.; Ferro Luzzi, G. & Sbergami, F. 
(2008). Intergenerational Links and Upper 
Secondary Track Choice: Pattern and 
Consequences. Geneva: University [Mimeo]

Falter, J.-M.; Pasche, C. & Hertig, P. (2007). 
Compétences, formation et marché du 
travail en Suisse. Une exploitation des 
résultats de l’enquête internationale sur les 
compétences des adultes (ALL). Neuchâtel: 
OFS

Feinstein, L. (2002), Quantitative Estimates of 
the Social Benefits of Learning, 1: Crime 
(Wider Benefits of Learning Research 
Report, 5). London: University, Institute of 
Education

Fergusson, D. M.; Horwood, L. J. & Beautrais, 
A.L. (2003): Cannabis and educational 
achievement (Addiction, 12, 1681–1692)

Fletcher, J. M. & Lehrer, S.F. (2008): Using 
genetic lotteries within families to examine 
the causal impact of poor health on academic 
achievement [May 2009 under review] 
http://post.queensu.ca/~lehrers/genelotto.
pdf (as of 3rd June 2009)

Fletcher, J. M. & Wolfe, B. L. (2008). Education 
and labor Market consequences of teenage 
childbearing: evidence using the timing of 
pregnancy outcomes and community fixes 
effects (NBER Working Paper, 13847)

Foerster, F. & Faust, G. (2006). Eingangsvoraus-
setzungen von Grundschullehramtsstudie-
renden in Bamberg (Beiträge zur Lehrer-
bildung, 1, 43–54)

Forrer, E. & Wilhelm, E. (2006). Bachelor for the 
labour market. Professionally oriented higher 
education. Country report of Switzerland. 
Bern: Konferenz der Fachhochschulen der 
Schweiz

Francesconi, M. (2008). Adult Outcomes for 
Children of Teenage Mothers (Scandinavian 
Journal of Economics, 1, 93–117)

Franzen, A.; Hecken, A.; Kopp, C. (2004). 
Bildungsexpansion und die geschlechts-
spezifische Segregation an Schweizer 
Hochschulen (Soziale Welt, 3, 317–336)

Franzen, A. & Meyer, R. (2010). Environmental 
Attitudes in Cross-National Perspective: A 
multilevel analysis of the ISSP 1993 and 2000 
(European Sociological Review, 2, 219–234)

Frey, A. (2004). Die Kompetenzstruktur von 
Studierenden des Lehrerberufs: Eine 
internationale Studie (Zeitschrift für 
Pädagogik, 4, 903–925)

Frey, B. S. (2008): Happiness A Revolution in 
Economics. Cambridge MA.: MIT Press

Frey, B. S. & Stutzer, A. (2002). Happiness and 
Economics: How the economy and 
institutions affect human well-being. 
Princeton: Princeton University Press

Frick, A. (2008). Effizienz der kantonalen 
Ausgaben für die Berufsbildung (Die 
Volkswirtschaft, 6, 12–15)

FSO [Federal Statistical Office] (2003). 
Pendel verkehr – Neue Definition der 
Agglome rationen. Neuenburg: FSO

FSO [Federal Statistical Office] (2005a). 
Teenagergeburten in der Schweiz 1969–
2004. Neuenburg: FSO (Demos. Informatio-
nen aus der Demografie, 2)

FSO [Federal Statistical Office] (2005b). Erfolgs- 
und Abbruchquoten an den Fachhochschu-
len (BFS aktuell)

FSO [Federal Statistical Office] (2006a). 
Bevölkerungswachstum und demografische 
Alterung: ein Blick in die Zukunft – Hypo-
thesen und Ergebnisse der Bevölkerungs-
szenarien für die Schweiz 2005–2050. 
Neuenburg: FSO

FSO [Federal Statistical Office] (2006b). 
Lebenslanges Lernen und Weiterbildung. 
Bestandsaufnahme der internationalen 
Indikatoren und ausgewählte Resultate. 
Neuenburg: FSO

FSO [Federal Statistical Office] (2007a). 
Bildungsmosaik Schweiz. Bildungs - 
indi    ka toren 2007. Neuenburg: FSO

FSO [Federal Statistical Office] (2007b). 
Gene ration Praktikum – Mythos oder 
Realität? Eine Analyse der Absolventen-
befragungen 1991 bis 2005. Neuenburg: FSO

FSO [Federal Statistical Office] (2007c). 
Regionale Abwanderung von jungen 
Hochqualifizierten in der Schweiz. 
Empirische Analyse der Hochschulabsolven-
tenjahrgänge 1998 bis 2004. Neuenburg: 
FSO

FSO [Federal Statistical Office] (2007d). 
Studien- und Lebensbedingungen an den 
Schweizer Hochschulen. Hauptbericht der 
Studie zur sozialen Lage der Studierenden 
2005. Neuenburg: FSO

FSO [Federal Statistical Office] (2007e). Zur 
Entwicklung der Jugendkriminalität –  
Jugendstrafurteile von 1946 bis 2004. 
Neuenburg: FSO

FSO [Federal Statistical Office] (2008a). 
Ausbildung in Naturwissenschaften, 
Mathematik und Technik in der Schweiz. 
Eine statistische Analyse. Neuenburg: FSO

FSO [Federal Statistical Office] (2008b). 
Bildungsperspektiven. Szenarien 2008–2017 
für die obligatorische Schule.  
Neuenburg: FSO

FSO [Federal Statistical Office] (2008c). 
Bildungsperspektiven. Szenarien 2008–2017 
für die Hochschulen. Neuenburg: FSO

FSO [Federal Statistical Office] (2008d). 
Bildungsperspektiven. Szenarien 2008–2017 
für die Sekundarstufe II. Neuenburg: FSO

FSO [Federal Statistical Office] (2008e). Die 
soziale Dimension an den Hochschulen. Die 
Schweiz im europäischen Vergleich. 
Neuenburg: FSO

FSO [Federal Statistical Office] (2008f ). 
Hochschulabsolventen und Hochschul-
absolventinnen auf dem Arbeitsmarkt. Erste 
Ergebnisse der Längsschnittbefragung 2007. 
Neuenburg: FSO

FSO [Federal Statistical Office] (2008g). 
Kantonale Stipendien und Darlehen 2007. 
Neuenburg: FSO



skbf | csre  Swiss Coordination Centre for Research in Education

298    Bibliography

FSO [Federal Statistical Office] (2008h). 
Lehr kräfte 2005/06. Obligatorische Schule 
und Sekundarstufe II. Neuenburg: FSO

FSO [Federal Statistical Office] (2008i). 
Maturitäten und Übertritte an Hochschulen 
2007. Neuenburg: FSO

FSO [Federal Statistical Office] (2008k). 
Schlüsselkompetenzen der Schweizer 
Hochschulabsolvent/innen. Thematischer 
Sammelband mit empirischen Ergebnissen 
der Absolventenstudie. Neuenburg: FSO

FSO [Federal Statistical Office] (2008m).
Panorama der Hochschulen 2007.  
5 strategische Themen im Fokus.  
Neuenburg: FSO

FSO [Federal Statistical Office] (2008n). 
Familien in der Schweiz – Statistischer 
Bericht 2008. Neuenburg: FSO

FSO [Federal Statistical Office] (2008p). 
Schweizerische Gesundheitsbefragung 2007 
– Erste Ergebnisse. Neuenburg: FSO

FSO [Federal Statistical Office] (2009a). 
Definitionen http://www.bfs.admin.ch/
bfs/portal/de/index/infothek/definitionen.
html (as of 1st April 2009)

FSO [Federal Statistical Office] (2009b). 
Kosten der universitären Hochschulen.  
Neuenburg: FSO

FSO [Federal Statistical Office] (2009c). 
Statistik der beruflichen Grundbildung. 
Neuenburg: FSO

FSO [Federal Statistical Office] (2009d). 
Schülerinnen, Schüler und Studierende 
2007/08. Neuenburg: FSO

FSO/EDK [Federal Statistical Office / Swiss 
Conference of Cantonal Ministers of 
Education] (eds.) (2005). PISA 2003: 
Kompetenzen für die Zukunft – Zweiter 
nationaler Bericht. Neuenburg: FSO

FSO/EDK [Federal Statistical Office / Swiss 
Conference of Cantonal Ministers of 
Education] (eds.) (2007). PISA 2006: 
Kompetenzen für das Leben – Schwerpunkt 
Naturwissenschaften. Nationaler Bericht. 
Neuenburg: FSO

Fthenakis, W. E. (2003). Elementarpädagogik 
nach PISA. Wie aus Kindertagesstätten 
Bildungseinrichtungen werden. Freiburg: 
Herder

Garcia-Aracil, A. & Van der Velden, R. (2008). 
Competencies for young European higher 
education graduates: labor market mismat-
ches and their payoffs (Higher Education, 2, 
219–239)

Gardner, J. & Oswald, A. (2002). How Does 
Education Affect Mental Well-Being and Job 
Satisfaction? A summary of a paper 
presented to a National Institute of 
Economic and Social Research conference

Gauthier, C. & Melouki, M. (2006). La recherche 
en formation à l’enseignement: état des 
lieux. In: C. Gauthier & M. Melouki (eds.) La 
formation des enseignants au Québec à la 
croisé des chemins. Saint-Nicolas: Presses de 
l’Université de Laval

GDK [Schweizerische Konferenz der kantonalen 
Gesundheitsdirektorinnen und -direktoren] 
(2006). Fachhochschule Gesundheit.

 http://www.gdk-cds.ch/72.0.html

Gehrmann, A. (2007). Kompetenzentwicklung 
im Lehramtsstudium: Eine Untersuchung an 
der Universität Rostock. In: M. Lüders & J. 
Wissinger (eds.): Forschung zur Lehrer-
bildung: Kompetenzentwicklung und 
Programmevaluation. Münster: Waxmann

Gerdtham, U. G. & Johannesson, M. (2001). The 
relationship between happiness, health, and 
socio-economic factors: Results based on 
Swedish microdata (Journal of Socio-Eco-
nomics, 6, 553–557)

Gmel, G.; Kuntsche, E.; Wicki, M. et al. (2009). 
Das European School Survey Project on 
Alcohol and Other Drugs (ESPAD) in der 
Schweiz: Wichtigste Ergebnisse im Vergleich 
2003 und 2007. Lausanne: SFA

Goldhaber, D. & Anthony, E. (2007). Can Teacher 
Quality Be Effectively Assessed?: National 
Board Certification as a Signal of Effective 
Teaching (The Review of Economics and 
Statistics, 1, 134–150)

Goldin, C. & Katz, L. F. (1998). The origins of 
technology-skill complementarity 
(Quarterly Journal of Economics, 3, 693–732)

Goux, D. & Maurin, E. (2005). The Effects of 
Overcrowded Housing on Children’s 
Performance at School (Journal of Public 
Economics, 5–6, 797–819)

Graham, C. & Pettinato, S. (2000). Happiness, 
Markets, and Democracy: Latin America in 
Comparative Perspective (Center on Social 
and Economic Dynamics Working Paper, 13)

Grin, F. (2001). On Effectiveness and Efficiency 
in Education. Operationalizing the Concepts 
(Zeitschrift für Pädagogik, Suppl.  43, 87–97)

Grob, U. & Wolter, S. C. (2007). Demographic 
Change and Public Education Spending: A 
Conflict between Young and Old?  
(Education Economics, 3, 277–292)

Grönqvist, E. & Vlachos, J. (2009). One Size Fits 
All? The Effects of Teacher Cognitive and 
Non-Cognitive Abilities on Student 
Achieve ment (SSRN Working Paper, 1311222)

Groot, W. (1995). The wage effects of invest-
ments in enterprise-related training 
(Empirical Economics, 1, 133–147)

Groot, W. & Oosterbeek, H. (1992). Optimal 
Investment in Human Capital Under 
Uncertainty (Economics of Education 
Review, 1, 41–49)

Grossman, M. (1972). On the concept of health 
capital and the demand for health (Journal of 
Political Economy, 2, 223–255)

Grossman, M. & Kaestner, T. (1997). Effects of 
education on health. In: J. Behrman &  
N. Stancey (eds.): The social benefits of 
education. Ann Arbor: The University of 
Michigan Press

Guignard, N. & Tièche Christinat, C. (2007). 
Mathématique. Les élèves romands entre 
connaissances et compétences. Neuchâtel: 
IRDP (Bulletin Le point sur la recherche)

Gundlach, E. & Wössman, L. (2004). Bildungs-
ressourcen, Bildungsinstitutionen und 
Bildungsqualität: Makroökonomische 
Relevanz und mikroökonomische Evidenz. 
In: U. Backes-Gellner & P. Moog: Ökonomie 
der Evaluation von Schulen und Hoch-
schulen. Berlin: Duncker & Humblot 

Haefeli, H.; Schräder-Naef, R. & Häfeli, K. (1979). 
Schulische Auslese bei Abschluss der Primar-
schule. Bern: Haupt

Haenni Hoti, A. (2007). Leistungsvielfalt als 
Herausforderung für den Englischunterricht 
(Beiträge zur Lehrerbildung, 2, 205–213)

Haenni Hoti, A. & Werlen, E. (2007). Englisch-
unterricht (L2) in den Zentralschweizer 
Primarschulen: Hat er einen positiven oder 
negativen Einfluss auf das Leseverständnis 
der Schüler/innen in Deutsch (L1)? In: E. 
Werlen & R. Weskamp (eds.): Kommunika-
tive Kompetenz und Mehrsprachigkeit. 
Baltmannsweiler: Schneider

Häfeli, K. & Schellenberg, C. (2009). Erfolgs-
faktoren in der Berufsbildung bei gefähr-
deten Jugendlichen. Schlussbericht. Zürich: 
Hochschule für Heil pädagogik

Häfeli, K. & Walther-Müller, P. (eds.) (2005). Das 
Wachstum des sonderpädagogischen 
Angebots im interkantonalen Vergleich. 
Steuerungsmöglichkeiten für eine inte grative 
Ausgestaltung. Luzern: Edition SZH

Halek, M. & Eisenhauer, J. G. (2001). Demogra-
phy of risk aversion (Journal of Risk and 
Insurance, 1, 1–24)

Handel, K. (2005). Die Umsetzung der 
Professorenbesoldungsreform in den 
Bundesländern. Osnabrück: Fachhochschule 
(Osnabrücker Arbeitspapiere zum Hoch-
schul- und Wissenschaftsmanagement, 4)

Hänsli, M.; Dürsteler, U. & Schmid, T. (2007). 
Soziale Mobilität durch das Fachhochschul-
studium. Bern: Haupt

Hanushek, E. A. (2005). The Economics of School 
Quality (German Economic Review, 3, 
269–286)

Hanushek, E. A. (2008). The Economic Benefits 
of Improved Teacher Quality. In: N. C. Soguel 
& P. Jaccard (eds.): Governance and Perfor - 
mance of Education Systems. Berlin: Springer

Hanushek, E. A. & Kimko, D. D. (2000). 
Schooling, labor force quality, and the 
growth of nations (American Economic 
Review, 5, 1184–1208)

Hanushek, E. A.; Rivkin, S. G. (1997). Under-
standing the 20th Century Growth in U.S. 
School Spending (Journal of Human 
Resources, 1, 35–68)

Hanushek, E. A. & Wössmann, L. (2005). Does 
educational tracking affect performance and 
inequality? Differences-in-differences 
evidence across countries (CESifo Working 
Paper, 1415)

Hanushek, E. & Woessmann, L. (2008). The role 
of cognitive skills in economic development 
(Journal of Economic Literature, 3, 607–668)

Haveman, R. & Wolfe, B. (1993). Children’s 
Prospects and Children’s Policy (Journal of 
Economic Perspectives, 4, 153–174)

Heckman, J. J. & Klenow, P. J. (1997). Human 
Capital Policy. Chicago: University of 
Chicago [Mimeo]

Heine, C.; Quast, H. & Spangenberg, H. (2008). 
Studiengebühren aus der Sicht von 
Studienberechtigten. Finanzierung und 
Auswirkungen auf Studienpläne und 
-strategien. Hannover: Hochschul-
informationssystem



299

Swiss Education Report | 2010

Bibliography   

Helliwell, J. F. (2002). How’s Life? Combining 
Individual and National Variables to Explain 
Subjective Well-Being (NBER Working 
Paper, 9065)

Hemelt, S. W. & Marcotte, D. E. (2008). Rising 
Tuition and Enrollment in Public Higher 
Education (IZA Discussion Paper, 3827)

Henneberger, F. & Sousa-Poza, A. (2002). 
Arbeitsplatzwechsel in der Schweiz: Eine 
empirische Analyse der Motive und 
Bestimmungsgründe. Bern: Haupt

Hertig, P. & Notter, P. (2005). Grund-
kompetenzen von Erwachsenen. Erste 
Ergebnisse der ALL-Erhebung – Adult 
Literacy and Lifeskills. Neuenburg: FSO

Herzog, S. (2007). Beanspruchung und 
Bewältigung im Lehrerberuf.  
Münster: Waxmann

Herzog, W.; Herzog, S.; Brunner, A. et al. (2007). 
Einmal Lehrer, immer Lehrer?: Eine 
vergleichende Untersuchung der Berufs-
karrieren von (ehemaligen) Lehrpersonen. 
Bern: Haupt

HIS [Higher Education Information System, 
Germany] (2008): Social and Economic 
Conditions of Student Life in Europe. 
Synopsis of indicators. Final Report. 
Eurostudent III 2005–2008.  
Bielefeld: Bertelsmann

Hjalmarsson, R. (2008). Criminal justice 
involvement and high school completion 
(Journal of Urban Economics, 2, 613–630)

Hoffmann, C. & Kammermann, M. (2007). 
Laufbahnstudie: Arbeitsmarktfähigkeit und 
zweijährige berufliche Grundbildung, 2. 
Zwischenbericht. Zürich: Interkantonale 
Hochschule für Heilpädagogik

Holmlund, H.; Lindahl, M. & Plug E. (2008). 
The Causal Effect of Parent’s Schooling on 
Children’s Schooling: A Comparison of Esti- 
mation Methods (IZA Discussion Paper, 3630)

Huberman, M. (1991). Der berufliche Lebens-
zyklus von Lehrern: Ergebnisse einer 
empirischen Untersuchung. In: E. Terhart 
(ed.): Unterrichten als Beruf: Neuere 
amerikanische und englische Arbeiten zur 
Berufskultur und Berufsbiographie von 
Lehrerinnen und Lehrern. Köln: Böhlau

Husfeldt, V. (2007). Zum Stand der externen 
Schulevaluation in Verbindung mit 
Leistungsmessung. Leistungstests und 
Schulevaluation in der deutschsprachigen 
Schweiz und Blick in andere Länder. Aarau: 
Pädagogische Hochschule FHNW

Husfeldt, V. & Bader Lehmann, U. (2009). 
Englisch an der Primarschule. Lernstands-
erhebung im Kanton Aargau. Aarau: 
Pädagogische Hochschule FHNW

Infras (2005). Wieviele Krippen und Tages-
familien braucht die Schweiz? Kurzfassung 
der NFP-52-Studie «Familienergänzende 
Kinderbetreuung in der Schweiz: Aktuelle 
und zukünftige Nachfragepotenziale». 
Zürich: Infras

IRDP [Institut de recherche et de documentation 
pédagogique] (2002). Compétences des 
jeunes romands. Résultats de l’enquête PISA 
2000 auprès des élèves de 9e année. 
Neuchâtel: IRDP

IRDP [Institut de recherche et de documentation 
pédagogique] (2005). Compétences des 
jeunes romands. Résultats de la seconde 
enquête PISA auprès des élèves de 9e année. 
Neuchâtel: IRDP

IRDP [Institut de recherche et de documentation 
pédagogique] (2008). Pratiques cantonales 
concernant l’organisation d’épreuves, 
d’examens, de tests ainsi que l’obtention de 
certificats ou diplômes: enseignement 
primaire et secondaire premier cycle en 
Suisse romande. Tableaux comparatifs année 
scolaire 2008/2009. Neuchâtel: IRDP

Isler, D. & Künzli, S. (2008). Lernwelten – Litera-
cies. Förderung konzeptioneller Literalität 
im Kindergarten. In: B. Hofmann & R. Valtin 
(eds.): Checkpoint Literacy. Tagungsband 1 
zum 15. Europäischen Lesekongress 2007 in 
Berlin. Berlin: Deutsche Gesellschaft für 
Lesen und Schreiben 

Jacobi, J. (1997). Modernisierung durch 
Feminisierung?: Zur Geschichte des 
Lehrerinnenberufes (Zeitschrift für 
Pädagogik, 6, 929–946)

Janssen, S. & Backes-Gellner, U. (2009). Skill 
Obsolescence, Vintage Effects and Changing 
Tasks (Applied Economics Quarterly, 1, 
83–103)

Jenkins, A.; Vignoles, A.; Wolf, A. et al. (2003). 
The determinants and labour market effects 
of lifelong learning (Applied Economics, 16, 
1711–1721)

Johnes, J. (2006). Measuring Efficiency: A 
Comparison of Multilevel Modelling and 
Data Envelopment Analysis in the Context 
of Higher Education (Bulletin of Economic 
Research, 2, 75–104)

Jürges, H. & Schneider, K. (2004). Dynamische 
Lohneffekte beruflicher Weiterbildung. Eine 
Längsschnittanalyse mit den Daten des SOEP 
(MEA Discussion Paper, 5092)

Kaestner, R. & Grossman, M. (2008). Effects of 
Weight on Children’s Educational Achieve- 
ment (NBER Working Paper Series w13764)

Kammermann, M.; Amos, J.; Hofmann, C. et al. 
(2009). Integriert in den Arbeitsmarkt? 
Personen mit Berufsattest im Detailhandel 
und im Gastgewerbe ein Jahr nach 
Aus bildungsabschluss. Zürich: Inter-
kantonale Hochschule für Heilpädagogik

Kane, T. J.; Rockoff, J. E.; Staiger, D. O. (2008). 
What does certification tell us about teacher 
effectiveness? Evidence from New York City 
(Economics of Education Review, 6, 615–631)

Keller, F. & Moser, U. (2008). Check 5 2008. 
Schlussbericht zuhanden des Departements 
Bildung, Kultur und Sport des Kantons 
Aargau. Zürich: Universität, Institut für 
Bildungsevaluation

Keller-Schneider, M. (2007). Entwicklungs-
aufgaben im Berufseinstieg von Lehr per-
sonen: Aktuelle Ergebnisse einer Studie aus 
dem Kanton Zürich (PH-Akzente, 1, 48–50)

Keller-Schneider, M. (2008). Herausforde rungen 
im Berufseinstieg von Lehrpersonen: 
Beanspruchungswahrnehmung und 
Zusammenhänge mit Merkmalen der 
Persönlichkeit. Zürich: Universität 
[Dissertation] 

Keller-Schneider, M. (2009). Was beansprucht 
wen? Entwicklungsaufgaben von Lehrperso-
nen im Berufseinstieg und deren Zusam-
menhang mit Persönlichkeitsmerkmalen 
(Unterrichtswissenschaft, 2, 145–163)

Kempkes, G. & Pohl, C. (2006). The Efficiency of 
German Universities – Some Evidence from 
Non-Parametric and Parametric Methods  
(Ifo Working Paper No. 36)

Kettunen, J. (1997). Education and Unemploy-
ment Duration (Economics of Education 
Review, 2, 163–170)

Killias, M.; Haymoz, S. & Lamon, P. (2007). 
Swiss Crime Survey. Die Kriminalität in der 
Schweiz im Lichte der Opferbefragung von 
1984 bis 2005. Bern: Stämpfli

Killias, M.; Lucia, S.; Lamon, P. et al. (2004). 
Juvenile delinquency in Switzerland over 50 
years: assessing trends bevond statistics 
(European Journal on Criminal Policy and 
Research, 10, 111–122)

Kokkelenberg, E.; Dillon, M. & Christ, S. M. 
(2008). The effects of class size on student 
grades at a public university (Economics of 
Education Review, 27, 221–233)

Kraus, M. (2006). Schätzung von Kosten-
funktionen für die bundesdeutsche 
Hochschulausbildung: Ein konzeptioneller 
Ansatz im empirischen Test (ZEW 
Discussion Paper, 04–36)

Kriesi, I.; Scherrer, R. & Buchmann, M. (2008). 
Die Bewältigung des Schuleintritts von 
Kindern in der Schweiz. In: F. Schultheis,  
P. Perrig-Chiello & S. Egger (eds.): Kindheit 
und Jugend in der Schweiz. Ergebnisse des 
Nationalen Forschungsprogramms 
«Kindheit, Jugend und Generationen-
beziehungen im gesellschaftlichen Wandel». 
Weinheim: Beltz 

Kronenberg, B.; Besse, A.-M.; Lischer, R. et al. 
(2007). Projet COMOF. Etude de l’offre en 
pédagogie spécialisée dans les cantons latins. 
Pilotage – Statistiques – Représentations des 
différents acteurs. Rapport final. Lausanne: 
CSPS

Kronig, W. (2007). Die systematische Zufälligkeit 
des Bildungserfolgs. Theoretische Erklärun-
gen und empirische Untersuchungen zur 
Lernentwicklung und zur Leistungsbewer-
tung in unterschiedlichen Schulklassen. 
Bern: Haupt

Kuckulenz, A. (2006). Wage and productivity 
effect of continuing training in Germany.  
A sectoral analysis (ZEW Discussion Paper, 
06-025)

Kukla-Acevedo, S. (2009). Do teacher charac-
teristics matter?: New results on the effects 
of teacher preparation on student achieve-
ment (Economics of Education Review, 1, 
49–57)

Lalive d’Epinay, R.; Zehnder, T.& Zweimüller, J. 
(2006). Makroökonomische Evaluation der 
aktiven Arbeitsmarktpolitik der Schweiz. 
Bern: Seco

Landert, C. (2006). Die Arbeitszeit der Lehrper- 
sonen in der Deutschschweiz. Ergebnisse 
einer einjährigen Erhebung bei 2500 Lehre- 
rinnen und Lehrern verschiedener Schulstu- 
fen und Kantone (2., akt. Aufl.). Zürich: LCH



skbf | csre  Swiss Coordination Centre for Research in Education

300    Bibliography

Landert, K. (2007). Hochdeutsch im Kinder-
garten? Eine empirische Studie zum frühen 
Hochdeutscherwerb in der Deutschschweiz. 
Bern: Lang

Landvoigt, T.; Muehler, G. & Pfeiffer, F. (2007). 
Duration and intensity of kindergarten 
attendance and secondary school track 
choice. Mannheim: ZEW (ZEW Discussion 
Paper, 07-051)

Lanfranchi, A. (2002). Schulerfolg von 
Migrationskindern. Die Bedeutung 
familienergänzender Betreuung im 
Vorschulater. Opladen: Leske + Budrich

Lanfranchi, A. (2007). Sonderklassenversetzung 
oder integrative Förderung: Denken und 
handeln Lehrpersonen kulturell neutral? 
(Vierteljahresschrift für Heilpädagogik und 
ihre Nachbargebiete, 2, 128–141)

Larcher Klee, S. (2002). Das Geschlecht in 
Ausbildung und Didaktik: Frauen unterrich-
ten Kinder und Frauen – Männer unterrich-
ten Erwachsene (Olympe, 16)

Larcher Klee, S. (2005). Einstieg in den 
Lehrberuf: Untersuchungen zur Identitäts-
entwicklung von Lehrerinnen und Lehrern 
im ersten Berufsjahr. Bern: Haupt

Larcher Klee, S. & Grubenmann, B. (2008). 
Tagesstrukturen als sozial- und bildungs-
politische Herausforderung. Bern: Haupt

Lechner, M.; Miquel, R. & Wunsch, C. (2007). The 
Curse and Blessing of Training the 
Unemployed in a Changing Economy: The 
Case of East Germany after Unification 
(German Economic Review, 4, 468–509)

Lechner, M. & Wunsch, C. (2006). Are the effects 
of training programmes in Germany 
sensitive to the choice and measurement of 
labour market outcomes (Zeitschrift für 
Arbeitsmarktforschung, 3–4, 347–382)

Lehmann, L.; Criblez, L.; Guldimann, T. et al. (2007). 
Lehrerinnen- und Lehrerbildung in der 
Schweiz: Bericht im Rahmen der Bildungsbe-
richterstattung 2006. Aarau: SCCRE

Leithwood, K. & Jantzi, D. (2009). A Review of 
Empirical Evidence About School Size 
Effects: A Policy Perspective (Review of 
Educational Research, 1, 464–490)

Lindahl, M. (2005). Estimating the Effect of 
Income on Health and Mortality using 
Lottery Prizes as Exogenous Source of 
Variation in Income (Journal of Human 
Resources, 1, 144–168)

Link Institut (2008). Lehrstellenbarometer. 
Detaillierter Ergebnisbericht zur Umfrage bei 
Jugendlichen und Unternehmen. Bern: BBT

Lipowsky, F. (2003). Wege von der Hochschule 
in den Beruf. Eine empirische Studie zum 
berufl ichen Erfolg von Lehramtsabsolventen 
in der Berufseinstiegsphase.  
Bad Heilbrunn: Klinkhardt

Lipowsky, F. (2006). Auf den Lehrer kommt es 
an. Empirische Evidenzen für Zusammen-
hänge zwischen Lehrerkompetenzen, 
Lehrerhandeln und dem Lernen der Schüler 
(Zeitschrift für Pädagogik, 51. Beiheft, 47–70)

Lleras-Muney, A. (2005). The Relationship 
Between Education and Adult Mortality in 
the United States (Review of Economic 
Studies, 1, 189–221)

Lochner, L. (1999). Education, Work, and Crime: 
Theory and Evidence (Rochester Center for 
Economic Research Working Papers, 465)

Lochner, L. (2004). Education, Work, And 
Crime: A Human Capital Approach 
(International Economic Review, 3, 811–843)

Lochner, L. & Moretti, E. (2004). The Effect of 
Education on Crime: Evidence from Prison 
Inmates, Arrests, and Self-Reports 
(American Economic Review, 1, 155–189)

Lundborg, P. (2008).The Health Returns to 
Education – What Can We Learn from 
Twins? (Tinbergen Institute Discussion 
Paper, TI 08-027/3)

Maaz, K.; Neumann, M.; Trautwein, U. et al. 
(2008). Der Übergang von der Grundschule 
in die weiterführende Schule: Die Rolle von 
Schüler und Klassenmerkmalen beim 
Einschätzen der individuellen Lern-
kompetenzen durch die Lehrkäfte  
(Schweizerische Zeitschrift für Bildungs-
wissenschaften, 3, 519–548)

Maiello, C. (2003). Modelle zur Erklärung von 
politischem Wissen und politischem 
Engagement. In: F. Oser & H. Biedermann 
(eds.): Jugend ohne Politik. Ergebnisse der 
IEA-Studie zu politischem Wissen, 
Demokratieverständnis und gesellschaft-
lichem Engagement von Jugendlichen in der 
Schweiz im Vergleich mit 27 anderen 
Ländern. Zürich: Rüegger

Marti, M. & Osterwald, S. (2006). Wirkungen 
der arbeitsmarktlichen Massnahmen auf den 
schweizerischen Arbeitsmarkt – Makroöko-
nomische Evaluation. Bern: Staatssekretariat 
für Wirtschaft

Martin, G.; Swift, W. & Copeland, J. (2004). The 
Adolescent Cannabis Check-up: A brief 
intervention for young cannabis users. 
Findings and Treatment Manual (NDARC 
Technical Report, 200). Sydney: University 
of New South Wales, National Drug and 
Alcohol Research Centre

Martin, J. A.; Hamilton, B. E.; Sutton P. D. et al. 
(2009). Birth: Final Data for 2006. 
Hyatts ville, MD: National Center for Health 
Statistics

Martins, P. S. & Jin, J. Y. (2008). Firm-Level 
Social Returns to Education (Center for 
Globalisation Research Working Paper, 9)

Martins, P. S. & Walker, I. (2006). Student 
Achievement and University Classes: Effects 
of Attendance, Size, Peers, and Teachers 
(IZA Discussion Papers, 2490)

MecoP/Infras (2007). Vereinbarkeit von Beruf 
und Familie, Nr. 3. Familienergänzende 
Kinderbetreuung und Erwerbsverhalten von 
Haushalten mit Kindern. Bern: Seco

Mehlkop, G. & Becker, R. (2004). Soziale 
Schichtung und Delinquenz: Eine 
empirische Anwendung eines Rational-
Choice-Ansatzes mit Hilfe von Quer-
schnittsdaten des ALLBUS 1990 und 2000 
(Kölner Zeitschrift für Soziologie und 
Sozialpsychologie, 1, 95–126)

Messer, D. & Wolter, S.C. (2007). Are student 
exchange programs worth it?  
(Higher Education, 5, 647–663)

Messer, D. & Wolter, S. C. (2009a). Money matters 
– Evidence from a large-scale randomized 
field experiment with vouchers for adult 
education (CESifo Working Paper, 2548)

Messer, D. & Wolter, S. C. (2009b). Der 
schweizerische Weiterbildungsmarkt 
monetär betrachtet  
(Die Volkswirtschaft, 6, 41–44)

Mey, E.; Rorato, M. & Voll, P. (2005). Die soziale 
Stellung der zweiten Generation. Analysen 
zur schulischen und beruflichen Integration 
der zweiten Ausländergeneration.  
In: R. Fibbi (ed.). Die Integration der 
ausländischen zweiten Generation und der 
Eingebürgerten in der Schweiz.  
Neuenburg: FSO 

Meyer, T. (2003). Zwischenlösung – Notlösung? 
In: J. Amos, E. Böni, M. Donati et al.: Wege in 
die nachobligatorische Ausbildung. Die 
ersten zwei Jahre nach Austritt aus der 
obligatorischen Schule. Zwischenergebnisse 
des Jugendlängsschnitts TREE.  
Neuenburg: FSO

Michel, E. & Roebers, C. M. (2008). Children in 
regular and special needs classes: cognitive 
and non-congnitive aspects  
(Swiss Journal of Psychology, 4, 249–259)

Mincer, J. (1974). Schooling, Experience and 
Earnings. Cambridge, MA: National Bureau 
of Economic Research

Mirowsky, J. & Ross, C. (2003). Education, Social 
Status and Health. New York: Aldine de 
Gruyter

Mocan, H.N. & Rees, D.I. (2005). Economic 
Conditions, Deterrence and Juvenile Crime: 
Evidence from Micro Data (American Law 
and Economics Review, 2, 319–349)

Moret, G. (2006). Der Einfluss der Schullaufbahn 
auf die Jugendkriminalität (Crimiscope, 31)

Moser, D. & Wiher, P. (2007). Historisches und 
politisches Wissen von Jugendlichen am 
Ende der obligatorischen Schulzeit.  
In: P. Gautschi, D. Moser, K. Reusser et al.: 
Geschichtsunterricht heute. Eine empirische 
Analyse ausgewählter Aspekte. Bern: hep

Moser, U. & Angelone, D. (2008). PISA 2006. 
Porträt des Kantons Basel-Landschaft. 
Oberentfelden: Sauerländer

Moser, U.; Bayer, N. & Berweger, S. (2008). 
Summative Evaluation Grund und 
Basisstufe. Zwischenbericht zuhanden der 
EDK-Ost. Zürich: Universität, Institut für 
Bildungsevaluation

Moser, U. & Hollenweger, J. (eds.) (2008). Drei 
Jahre danach. Lesen, Wortschatz, Mathema-
tik und soziale Kompetenzen am Ende der 
dritten Klasse. Oberentfelden: Sauerländer

Moser, U.; Keller, F. & Tresch, S. (2003). 
Schullaufbahn und Leistung. Bildungsverlauf 
und Lernerfolg von Zürcher Schülerinnen 
und Schülern am Ende der 3. Volksschul-
klasse. Bern: hep

Moser U., Keller F. & Zimmermann P. (2009). 
Zur Bedeutung eines fächerübergreifenden 
Tests für den Übertritt in die Langgymnasien 
des Kantons Zürich. Zwischenbericht 
zuhanden der Proj ektleitung Zentrale 
Aufnahmeprüfung (ZAP). Zürich: 
Universität, Institut für Bildungsevaluation



301

Swiss Education Report | 2010

Bibliography   

Moser, U. & Rhyn, H. (1999). Schulmodelle im 
Vergleich. Eine Evaluation der Leistungen in 
zwei Schulmodellen der Sekundarstufe I im 
Kanton Zürich. Zweiter Bericht: Bedingun-
gen des Lernerfolgs. Aarau: Sauerländer

Moser, U.; Stamm, M. & Hollenweger, J. (eds.) 
(2005). Für die Schule bereit? Lesen, 
Wortschatz, Mathematik und soziale 
Kompetenzen beim Schuleintritt.  
Oberentfelden: Sauerländer

Mühlemann, S.; Schweri, J.; Winkelmann, R. et 
al. (2007). An Empirical Analysis of the 
Decision to Train Apprentices (Labour: 
Review of Labour Economics and Industrial 
Relations, 3, 419–441)

Mühlemann, S. & Wolter, S. C. (2007). Regional 
Effects on Employer Provided Training: 
Evidence from Apprenticeship Training in 
Switzerland (Zeitschrift für Arbeitsmarkt-
forschung, 2–3, 135–147)

Mühlemann, S.; Wolter, S. C.; Fuhrer, M. et al. 
(2007). Lehrlingsausbildung – ökonomisch 
betrachtet. Zürich: Rüegger

Mühlemann, S.; Wolter, S. C. & Wüest, A. (2009). 
Apprenticeship Training in the Business 
Cycle (Empirical Research in Vocational 
Education and Training, 2, 2009 [forthco-
ming])

Mulle, M. (2009). Elternmitwirkung in der 
deutschsprachigen Schweiz – eine Übersicht. 
Zürich: Schweizerischer Bund für Eltern-
bildung, Fachstelle Elternmitwirkung

Müller, K.; Benninghoff, F. & Alliata, R. (2005). 
Gestion prévisionnelle des enseignants. 
Genève: Service de la recherche en éducation

Müller, B. & Schweri, J. (2009): Berufswechsel 
beim Übergang von der Lehre in den 
Ar  beitsmarkt (Economics of Education 
Working Paper Series, University of Zurich, 
44)

Murnane, R. J. ; Singer, J. D.; Willet, J. B. et al. 
(1991). Who will teach? Policies that matter. 
Cambridge MA: Harvard University Press

Narring, F.; Tschumper, A.; Inderwildi 
Boni vento, L. et al. (2002). Gesundheit und 
Lebensstil 16- bis 20-Jähriger in der Schweiz. 
Lausanne: Institut universitaire de médecine 
sociale et préventive (Raisons de santé, 95b)

Neumann, U. (2008). Schulisch lernen. Die 
Bildungssprache der Schule können  
(Migranten-)Kinder nur in der Schule lernen 
(Grundschule, 2, 36–38)

Neumark, D. ( 1999). Biases in twin estimates of 
the return to schooling (Economics of 
Education Review, 2, 143–148)

NW EDK [Nordwestschweizerische Erziehungs-
direktorenkonferenz] (2008). NW-EDK-
Projekt Benchmarking Schulen Sekundar-
stufe II, Berichterstattung September 2006 
bis Dezember 2007. Winterthur: Zürcher 
Hochschule für angewandte Wissenschaften

OECD (2001). Starting strong. Early childhood 
education and care. Paris: OECD

OECD (2002). The Teaching Workforce: 
Concerns and Policy Challenges  
In: OECD: Education Policy Analysis. Paris: 
OECD

OECD (2003). Beyond rhetoric. Adult learning 
policies and practices. Paris: OECD

OECD (2004). Learning for Tomorrow’s World : 
First Results from PISA 2003. 
Paris: OECD

OECD (2005). Teachers matter. Attracting, 
Developing and Retaining Effective Teachers. 
Paris: OECD

OECD (2006a): What are the effects of 
education on health? Paris: OECD

OECD (2006b). Starting strong II. Early 
childhood education and care. Paris: OECD

OECD (2006c). Where immigrant students 
succeed. A comparative review of per-
formance and engagement in PISA 2003. 
Paris: OECD

OECD (2007a). Education at a Glance. 
Paris: OECD

OECD (2007b). No More Failures. Ten Steps to 
Equity in Education. Paris: OECD

OECD (2007c). PISA 2006 : Science Competen-
cies for Tomorrow’s World. Paris: OECD

OCDE (2007d). The policy determinants of 
investment in tertiary education.  
Paris: OECD (OECD Economic Dept. 
Working Papers, 576)

OCDE (2007e). The wage premium on tertiary 
education: new estimates for 21 OECD 
countries. Paris: OECD  (OECD Economic 
Dept. Working Papers, 589)

OECD (2007f ). Understanding the social 
outcomes of learning. Paris: OECD

OECD (2007g). PISA 2006. Science com-
petencies for tomorrow’s world.  
Vol. 1: Analysis. Paris: OECD

OECD (2007h). PISA 2006. Science com-
petencies for tomorrow’s world.  
Vol. 2: Data. Paris: OECD

OECD (2008a). Education at a Glance 2008 : 
OECD Indicators. Paris: OECD

OECD (2008b). Higher Education to 2030. 
Vol. 1: Demography. Paris: OECD

OECD (2009a). Learning for jobs. Draft oft the 
comparative report. Paris: OECD

OECD (2009b). New Millennium Learners. 
Technology and Educational Performance. 
Paris: OECD

OECD/CERI (2009). Systemic innovation in the 
Swiss VET system. Country case study 
report. Paris: OECD

Oelkers, J. ( 2008). Die Qualität der Schweizer 
Gymnasien. Bern: hep

Oosterbeek, H. & Patrinos, H. A. (2009). 
Financing lifelong learning (Empirical 
Research in Vocational Education and 
Training, 1, 19–38)

Oosterbeek, H. & Webbink, D. (2006). Assessing 
the returns to studying abroad  
(CPB Discussion Paper, 64)

Oser, F. (2001). Standards: Kompetenzen von 
Lehrpersonen. In: F. Oser & J. Oelkers (eds.): 
Die Wirksamkeit der Lehrer-
bildungssysteme: Von der Allrounder-
bildung zur Ausbildung professioneller 
Standards. Zürich: Rüegger

Oser, F.(ed.) (2006). Competence oriented 
teacher training: Old research demands and 
new pathways. Rotterdam: Sense Publishers

Oser, F. & Biedermann, H. (eds.) (2003). Jugend 
ohne Politik. Ergebnisse der IEA-Studie zu 
politischem Wissen, Demokratieverständnis 
und gesellschaftlichem Engagement von 
Jugendlichen in der Schweiz im Vergleich 
mit 27 anderen Ländern. Zürich: Rüegger

Oser, F. & Renold, U. (2005). Kompetenzen von 
Lehrpersonen – über das Auffinden von 
Standards und ihre Messung (Zeitschrift für 
Erziehungswissenschaft, 4. Beiheft, 119–140)

Oser, F.; Salzmann, P. & Heinzer, S. (2009). 
Measuring the competence-quality of 
vocational tea chers: An advocatory approach 
(Empirical Research in Vocational Education 
and Training, 1, 65–83)

Pan, D.; Rudo, Z. & Smith-Hansen, L. (2003). 
Resource Allocation Does Matter in 
Improving Student Performance. Paper 
presented at the Annual Conference of the 
American Education Finance Association, 
Orlando

Parey, M. & Waldinger, F. (2008). Studying 
Abroad and the Effect on International Labor 
Market Mobility: Evidence from the 
Introduction of ERASMUS  
(IZA Discussion Paper, 3430)

Paulus, W. & Blossfeld, H.-P. (2007). Schicht-
spezifische Präferenzen oder sozio- 
ökonomisches Entscheidungskalkül. Zur 
Rolle elterlicher Bildungsaspirationen im 
Entscheidungsprozess beim Übergang von 
der Grundschule in die Sekundarstufe 
(Zeitschrift für Pädagogik, 4, 491–508)

Peiro, A. (2002). Happiness, satisfaction and 
socioeconomic conditions: some inter-
national evidence (Instituto Valenciano de 
Investigaciones Económicas, Working Paper, 
EC 2002-21)

Périsset Bagnoud, D. & Ruppen, P. (2006). Du 
recrutement actuel des futurs enseignantes et 
enseignants: profil sociologique des 
étudiantes et des étudiants de la HEP-VS 
(2001–2005) (Revue des HEP de Suisse 
romande et du Tessin, 5, 115–131)

Petrucci, F. & Nidegger, C. (2008). Influence des 
caractéristiques des élèves et de la classe 
fréquentée sur les résultats aux évaluations 
cantonales. Genève: Service de la recherche 
en éducation

Pfeifer, H. U. (2008). Train to gain. The benefits 
of employee-financed training in Germany 
(Swiss Leading House on Economics of 
Education Working Paper, 37)

PGYM [Plattform Gymnasium zur Situation des 
Gymnasiums] (2008). Bericht und 
Empfehlungen an den Vorstand der EDK. 
Bern: EDK

Picus, L. O. (2001). In Search of More Productive 
Schools: A Guide to Resource Allocation in 
Education. Eugene OR: ERIC Clearinghouse 
on Educational Management

PISA Research Community in German-speaking 
Switzerland / Principality of Liechtenstein 
(2008). PISA 2006: Porträt der Kantone 
Aargau, Basel-Landschaft, Bern, Schaffhau-
sen, St. Gallen, Thurgau, Wallis, Zürich. 
Zürich: KDMZ



skbf | csre  Swiss Coordination Centre for Research in Education

302    Bibliography

Plug, E. J. S. (2001). Season of birth, schooling 
and earnings (Journal of Economic 
Psychology, 5, 641–660) 

Preuss-Lausitz, U. (2002). Untersuchungen zur 
Finanzierung sonderpädagogischer 
Förderung in integrativen und separaten 
Schulen. In: H. Eberwein & S. Knauer (eds.): 
Integrationspädagogik. Weinheim: Beltz 

Ragni, T. (2007). Die Wirksamkeit der 
öffentlichen Arbeitsvermittlung in der 
Schweiz. Übersicht über die Haupt-
ergebnisse des «Follow-up» der Evaluation 
der aktiven Arbeitsmarktpolitik.  
Bern: Seco (DP-Diskussionspapier)

Ramseier, E. (2008). PISA 2006. Porträt des 
Kantons Bern (deutschsprachiger Teil). 
Oberentfelden: Sauerländer

Ramseier, E.; Allraum, J.; Stalder, U. et al. (2004). 
Evaluation der Maturitätsreform 1995 
(EVAMAR): Neue Fächerstruktur, 
pädagogische Ziele, Schulentwicklung. 
Schlussbericht zur Phase I.  
Bern: Erziehungsdirektion

Ramseier, E. & Brühwiler, C. (2003). Herkunft, 
Leistung und Bildungschancen im 
geglie  derten Bildungssystem: Vertiefte 
PISA-Analyse unter Einbezug der kognitiven 
Grundfähigkeiten (Schweizerische 
Zeit schrift für Bildungswissenschaften, 1, 
23–58)

Ramseier, E.; Keller, C. & Moser, U. (1999). Bilanz 
Bildung. Eine Evaluation am Ende der 
Sekundarstufe II auf der Grundlage der 
«Third International Mathematics and 
Science Study». Zürich: Rüegger

Räss, K. & Wolter, S. C. (2008). Tagesstrukturen, 
Frauenerwerbstätigkeit, Fertilität und 
Bildungsqualität im Lichte der ökonomi-
schen Theorie und Literatur. In: S. Larcher 
Klee & B. Grubenmann: Tagesstrukturen als 
sozial- und bildungspolitische Herausforde-
rung. Bern: Haupt 

Rastoldo, F.; Evrard, A. & Amos, J. (2007a). Les 
jeunes en formation professionnelle, 
Rapport I. Genève: Service de la recherche en 
éducation

Rastoldo, F.; Evrard, A. & Amos, J. (2007b). Les 
jeunes en formation professionnelle, 
Rapport II. Genève: Service de la recherche 
en éducation

Rastoldo, F.; Amos, J. & Davaux, C. (2009). Les 
jeunes en formation professionnelle, 
Rapport III. Genève: Service de la recherche 
en éducation

Ribeaud, D. & Eisner, M. (2009). Entwicklung 
von Gewalterfahrungen Jugendlicher im 
Kanton Zürich. Oberentfelden: Sauerländer

Ricciardi Joos, P. (2007). D’un cycle à l’autre: 
étude des promotions et maintiens en début 
de scolarité. Lausanne URSP

Rivkin, S. G.; Hanushek, E. A. & Kain, J. F. (2005). 
Teachers, Schools, and Academic Achieve-
ment (Econometrica, 2, 417–458)

Rockoff, J. E. (2004). The impact of individual 
teachers on student achievement: Evidence 
from panel data (American Economic 
Review, 2, 247–252)

Roemer, J. E. (1998). Equality of opportunity. 
Cambridge MA.: Harvard University Press

Rolff, H.-G. (1998). Entwicklung von Einzel-
schulen: Viel Praxis, wenig Theorie und 
kaum Forschung. Ein Versuch, Schulent-
wicklung zu systematisieren. In: H.-G. Rolff 
et al. (eds.): Jahrbuch der Schul entwicklung, 
Bd. 10. Weinheim: Juventa 

Romer, P. M. (1986). Increasing Returns and 
Long-Run Growth (Journal of Political 
Economy, 5, 1002–37)

Rossbach, H.-G.; Kluczniok, K. & Kuger, S. 
(2008). Auswirkungen eines Kindergarten-
besuchs auf den kognitiv-leistungs-
bezogenen Entwicklungsstand von Kindern 
(Zeitschrift für Erziehungswissenschaft, 
Sonderheft 11, 139–158)

Rychen, D. & Hersh Salganik, L. (eds.) (2003). 
Key Competencies for A Successful Life and 
A Well-Functioning Society.  
Cambridge: Hogrefe & Huber

Sacerdote, B. (2007). How Large Are the Effects 
from Changes in Family Environment? A 
Study of Korean American Adoptees 
(Quarterly Journal of Economics, 1, 119–157)

Santiago, P. (2004). The Labour Market for 
Teachers. In: G. Johnes & J. Johnes (eds.): 
International Handbook of the Economics of 
Education. Cheltenham: Elgar

SCCRE [Swiss Coordination Centre for Research 
in Education] (2001). Im Schnittpunkt der 
Veränderungen. Die Beziehungen Schule – 
Familie in der Schweiz. Aarau: SCCRE

SCCRE [Swiss Coordination Centre for Research 
in Education] (2006). Bildungsbericht 
Schweiz 2006. Aarau: SCCRE

SCCRE [Swiss Coordination Centre for Research 
in Education] (2007). Begabungs förderung 
– kein Tabu mehr. Bilanz und Perspektiven. 
Aarau: SCCRE

Schärrer, M.; Fritsch, T.; Dubach, P. et al. (2009). 
Finanzflüsse in der höheren Berufsbildung. 
Eine Analyse aus der Sicht der Studierenden. 
Bern: Büro BASS

Scheuring, A. & Burkhardt (2006). Schullauf-
bahn und Geschlecht: Beschäftigungs-
situation und Karriereverlauf an allgemein-
bildenden Schulen in Deutschland aus 
gleichstellungspolitischer Sicht. Wittenberg: 
Universität Halle-Wittenberg (HoF-Arbeits-
berichte, 4)

Schläfli, A. & Sgier, I. (2008). Porträt Weiter-
bildung Schweiz. Bielefeld: Bertelsmann 

Schläpfer, M. (2009). Bildungskosten im 
Volksschulbereich unter Kontrolle 
(Schulblatt Thurgau, 2, 4–6)

Schmid, E. & Stalder, B. (2008). Lehrvertragsauf-
lösungen: Chancen und Risiken für den 
weiteren Ausbildungsweg Lehrabbruch. 
Bern: Erziehungsdirektion des Kantons Bern

Schmid, H.; Graf, M.; Delgrande Jordan, M. et al. 
(2008). Der Konsum psychoaktiver 
Substanzen von Schülerinnen und Schülern 
in der Schweiz. Lausanne: SFA

Schmidt, J. (2008). Das Hochschulsystem der 
Schweiz – Aufbau, Steuerung und 
Finanzierung der schweizerischen 
Hochschulen (Beiträge zur Hochschul-
forschung, Bayerisches Staastinstitut für 
Hochschulforschung und Hochschul-
planung, 2, 114–147)

Schnabel, K.-U. & Gruehn, S. (2000). Studien-
fachwünsche und Berufsorientierungen in 
der gymnasialen Oberstufe. In: J. Baumert, 
W. Bos & R. Lehman (eds.): TIMSS III: 
Dritte Internationale Mathematik- und 
Naturwissenschaftsstudie: Mathematische 
und naturwissenschaftliche Bildung am 
Ende der Schullaufbahn. Opladen: Leske + 
Budrich

Schuchart, C. & Weishaupt, H. (2004). Die 
prognostische Qualität der Übergangs-
empfehlungen der niedersächsischen 
Orientierungsstufe (Zeitschrift für 
Pädagogik, 6, 882–902)

Schultheis, F.; Perrig-Chiello, P. & Egger, S. (eds.) 
(2008). Kindheit und Jugend in der Schweiz. 
Ergebnisse des Nationalen Forschungspro-
gramms «Kindheit, Jugend und Generatio-
nenbeziehungen im gesellschaftlichen 
Wandel». Weinheim: Beltz

Schweri, J. & Müller, B. (2008). Die Ausbildungs-
bereitschaft der Betriebe: Entwicklungen 
1995 bis 2005. Neuenburg: FSO

Schwob, I. (2008). ALLÉVAL. L’enseignement de 
l’allemand à l’école obligatoire à Genève. 
Ressources, processus, résultats. Genève: 
Service de la recherche en éducation 

Schwob, I. & Ducrey, F. (2006). L’enseignement 
bilingue dans des classes primaires en Valais 
romand (Babylonia, 2, 41–46)

SECO [State Secretariat for Economic Affairs] 
(2009). Konjunkturtendenzen Frühjahr 
2009. Bern: SECO

Seiler, P.; Muggli, M. & Sommer, P. (2009). 
Analyse der Finanzflüsse in der höheren 
Berufsbildung. Bern: PwC

SER [State Secretariat for Education and 
Research] (2004). Bericht über die Neuord- 
nung der schweizerischen Hochschulland-
schaft. Projektgruppe Bund-Kantone 
Hochschullandschaft 2008. Bern: SER

SER [State Secretariat for Education and 
Research] (2005). Kosten und Finanzierung 
der Hochschulen und der Forschung in der 
Schweiz: Ausgewählte Indikatoren. Bern: SER

SER/OPET [State Secretariat for Education and 
Research / Federal Office for Professional 
Education and Technology] (2006). Die 
Hochschullandschaft Schweiz. Bern: SER/
OPET

SER/OPET [State Secretariat for Education and 
Research / Federal Office for Professional 
Education and Technology] (2008). Bologna 
Process. National Report: 2007–2008. Bern: 
SER/OPET

Sheldon, G. (1995). Zur Messung der Effizienz im 
Bildungsbereich mit Hilfe der Data 
Envelopment Analysis. Basel: Universität, 
Wirtschaftswissenschaftliches Zentrum 
(WWZ-Studie, 47)

Sheldon, G. (2007). Migration, Integration und 
Wachstum: Die Performance und wirt-
schaftliche Auswirkung der Ausländer in der 
Schweiz. Basel: Wirtschafswissenschaft-
liches Zentrum

Sieber, P. (2006). Steuerung und Eigendynamik 
der Aussonderung. Vom Umgang des 
Bil  dungswesens mit Heterogenität.  
Luzern: SZH



303

Swiss Education Report | 2010

Bibliography   

Skans, O. N. (2007). School to Work Transition 
in Sweden. In:  The Japan Institute for 
Labour Policy and Training (ed.): Transition 
Support Policy for Young People with Low 
Educational Background. Tokyo (JILPT 
Report; 5)

Spence, M. (1973). Job Market Signaling 
(Quarterly Journal of Economics, 3, 355–374)

Spoerri, A.; Zwahlen M.; Egger M. et al. (2006). 
Educational inequalities in life expectancy in 
the German speaking part of Switzerland 
between 1990 and 1997: Swiss National 
Cohort (Swiss Medical Weekly, 9, 145–148)

SRED [Service de la recherche en éducation] 
(2007). L’enseignement à Genève. 
Indicateurs clés du système genevois 
d’enseignement et de formation.  
Genève: SRED

Stalder, B. E.; Meyer, T. & Hupka-Brunner, S. 
(2008). Leistungsschwach – bildungsarm? 
(Die Deutsche Schule, 4, 436–448)

Stamm, H.-P.; Ackermann, U.; Frey, D. et al. 
(2008). Monitoring der Gewichtsdaten der 
schulärztlichen Dienste der Städte Basel, 
Bern und Zürich – Vergleichende Auswer-
tung der Daten des Schuljahres 2006/2007. 
Zürich: Lamprecht & Stamm Sozial forschung

Stamm, M.; Niggli, A.; Templer, F. et al. (2007). 
Schulabsentismus in der Schweiz – Ein 
Phänomen und seine Folgen: Eine 
empirische Studie zum Schulschwänzen 
Jugendlicher im Schweizer Bildungssystem. 
Freiburg: Universität, Departement 
Erziehungswissenschaften

Stamm, M.; Reinwand, V.; Burger, K. et al. 
(2009). Frühkindliche Bildung in der 
Schweiz. Eine Grundlagenstudie im Auftrag 
der Schweizerischen UNESCO-Kommis-
sion. Freiburg: Universität, Departement 
Erziehungswissenschaften

Statistics Austria (2008). Bildung in Zahlen 
2007/08. Schlüsselindikatoren und 
Analysen. Wien: Statistics Austria

Steffen, T. & Oehling, A.-K. (2008). Prävention: 
Übergewicht bei Kindern und Jugendlichen 
– weniger Schokolade und mehr Bewegung 
(Schweizerisches Medizinisches Forum, 
51–52, 1017–1018)

Stern, O. (2002). Wissenschaftliches Gutachten 
über den teilweise gleichzeitigen Erwerb 
mehrerer Sprachen in der Primarschule. 
Zürich: Pädagogische Hochschule

Stern, P.C. (1999): Information, incentives and 
pro-environmental consumer behaviour 
(Journal of Consumer Policy, 4, 461–468)

Stocker, E. (2006). Regards sur le parcours 
gymnasial des jeunes vaudois. Incidences des 
nouvelles réglementations sur la réussite des 
élèves. Lausanne: Unité de recherche pour le 
pilotage des systèmes pédagogiques

Stocker, E. & Bachmann Hunziker, K. (2008). 
Echecs à la maturité professionnelle: une 
affaire de maths? Lausanne: URSP

Stutz-Delmore S. & Brammertz R. (2006). 
Schulpflichtige in Privatschulen 1995–2005. 
Zürich: Statistisches Amt des Kts. Zürich

Stutzer, A. (2003). Eine ökonomische Analyse 
menschlichen Wohlbefindens.  
Aachen: Shaker

Swissstaffing (2009). Die Schweizer Unterneh-
men zwischen Globalisierung, Personenfrei-
zügigkeit und demographischem Wandel. 
Dübendorf: Swissstaffing

Temple, J. (2001). Growth effects of education 
and social capital in the OECD countries 
(OECD Economic Studies, 33, 57–101)

Temple, J. A. & Reynolds, A. J. (2007). Benefits 
and costs of investments in preschool 
education: evidence from the Child-Parent 
Centres and related programms (Economics 
of education review, 1, 126–144)

Terhart, E. (2001). Lehrerberuf und Lehreraus-
bildung. Forschungsbefunde, Problem-
analysen, Reformkonzepte. Weinheim: Beltz

Tiedemann, J. & Billmann-Mahecha, E. (2007). 
Macht das Fachstudium einen Unterschied? 
Zur Rolle der Lehrerexpertise für Lernerfolg 
und Motivation in der Grundschule 
(Zeitschrift für Pädagogik, 1, 58–73)

Toth, L. S. & Montagna, L. G. (2002). Class size 
and achievement in higher education, a 
summary of current research  
(College Student Journal, 2, 253–261)

Trachsel, E.; Ulich, E.; Nido, M. et al. (2008). 
Arbeitsbedingungen, Belastungen und 
Ressourcen von Lehrpersonen und 
Schulleitungen im Kanton Aargau 2008. 
Ergebnisse der Untersuchung. Aarau: 
Departement für Bildung, Kultur und Sport

Trautwein, U. & Baeriswyl, F. (2007). Wenn 
leistungsstarke Klassenkameraden ein 
Nachteil sind. Referenzgruppeneffekte bei 
Übertrittsentscheidungen (Zeitschrift für 
Pädagogische Psycho logie, 2, 119–133)

Tresch, S. & Zubler, C. (2009). Schullaufbahnen 
quer durch die Volksschule. Auf den Spuren 
von individuellen Bildungswegen – von der 
Einschulung bis zum Abschluss. Aarau: 
Lehrmittel verlag des Kantons Aargau

Unesco (1997). Classification internationale type 
de l’éducation: CITE 1997. Paris: UNESCO

Unicef (2008). The child care transition. A league 
table of early childhood education and care 
in economically advanced countries. 
Florence: UNICEF

USR [Ufficio studi e ricerche del Canton Ticino] 
(2005). Scuola a tutto campo. Indicatori del 
sistema educativo ticinese. Bellinzona: USR

Veenhoven, R. (2004). The greatest happiness 
principle – Happiness as an aim in public 
policy. In: P. A. Linley & S. Joseph (eds.): 
Positive Psychology in Practice.  
Hoboken NJ: Wiley

Vegas, E.; Murnane, R. J. & Willett, J. B. (2001). 
From high school to teaching: Many steps, 
who makes It? (Teachers College Record, 3, 
427–119)

Ventura, L. (2003). Direct Measures of Time 
Preference (The Economic and Social 
Review, 3, 293–310)

Viernickel, S. & Simoni, H. (2008). Frühkindliche 
Erziehung und Bildung.  
In: Eidg. Koordinationskommission für 
Familienfragen: Familien – Erziehung –  
Bildung. Bern: Eidgenössische Koordinati-
onskommission für Familienfragen

Vignoles, A.; Galindo-Rueda, F. & Feinstein, L. 
(2004). The labour market impact of adult 
education and training. A cohort analysis 
(Scottish Journal of Political Economy, 2, 
266–280)

Vignoles, A.; Levacic, R.; Walker, J. et al (2000). 
The Relationship between Resource 
Allocation and Pupil Attainment. A Review. 
London: Centre for the Economics of 
Education

Vogt, F.; Zumwald, B.; Urech, C. et al. (2008). 
Formative Evaluation Grund- und 
Basisstufe. Zwischenbericht März 2008.  
St. Gallen: Pädagogische Hochschule, 
Kompetenzzentrum Forschung und 
Entwicklung

Warren, J. R. (2002). Reconsidering the 
Relationship Between Student Employment 
and Academic Outcomes  
(Youth and Society, 3, 366–393)

Wayne, A. J. & Youngs, P. (2003). Teacher 
characteristics and student achievement 
Gains: A review (Review of Educational 
Research, 1, 89–122)

Weber, B. (2002). The link between unemploy-
ment and returns to education: Evidence 
from 14 European Countries  
(Education + Training, 4–5), 171–179)

Weber, B. (2003). Bildungsfinanzierung und 
Bildungsrenditen (Schweizerische 
Zeit schrift für Bildungswissenschaften, 3, 
405–430)

Weber, B. & Wolter, S. C. (1999). Human Capital 
in Switzerland. In: R. Asplund &  
P. Telhado-Pereira (eds.): Returns to Human 
Capital in Europe – A Literature Review. 
Helsinki: The Research Institute of the 
Finnish Economy 

Weber, K. (2001). Strukturen in der Weiter-
bildung. In: A. Kaiser, J. E. Feuchthofen & R. 
Güttler (eds.): Europahandbuch Weiter-
bildung. Neuwied: Luchterhand

Weber, K. & Stämpfli, T. (2006). Überschätzte 
Nachfragefinanzierung. Steuerung der 
beruflichen Weiterbildung (Weiterbildung, 
Zeitschrift für Grundlagen, Praxis und 
Trends, 4, 33–35)

Weber, K. & Stämpfli, T. (2009). Angebots-
bezogenes Handeln von Einrichtungen 
beruflicher Weiterbildung zwischen 
Standardisierung und Differenzierung 
(Journal of Lifelong Learning, forthcoming)

Weber, K. & Tremel, P. (2009). Perspektiven 
öffentlicher Förderung von Weiterbildung. 
Bern: Universität, Koordinationsstelle für 
Weiterbildung (Arbeitsbericht, 37)

Weber, S. (2008). Human Capital Depreciation 
and Education Level. Some Evidence for 
Switzerland (Working Paper Series, 
Department of Economics University of 
Geneva)

Wilmers, N.; Enzmann, D.; Schaeffer, D. et al. 
(2002). Jugendliche in Deutschland zur 
Jahrtausendwende: Gefährlich oder 
gefährdet? Ergebnisse wiederholter, 
repräsentativer Dunkelfelduntersuchungen 
zu Gewalt und Kriminalität im Leben junger 
Menschen 1998–2000. Heidelberg: Nomos



skbf | csre  Swiss Coordination Centre for Research in Education

304    Bibliography

Wilson, S. M.; Floden, R. E. & Ferrini-Mundy, J. 
(2001). Teacher Preparation Research: 
Current Knowledge, Gaps, and Recommen-
dations. Seattle: Center for the Study of 
Teaching and Policy, University of 
Washington

Winkelmann, L. & Winkelmann, R. (1998). Why 
Are the Unemployed So Unhappy? Evidence 
from Panel Data (Economica, 257, 1–15)

Winther, E. & Achtenhagen, F. (2009). 
Measurement of vocational competencies – 
a contribution to an international large-scale 
assessment on vocational education and 
training (Empirical Research in Vocational 
Education and Training, 1, 85–102)

Wirz, A. M. (2008). Private returns to education 
versus education spill-over effects. Or what 
co-workers account for  
(Empirical Economics, 2, 315–342)

Wolter, S. C. (2007). Verschärfte Konkurrenz um 
gute Schülerinnen und Schüler  
(Neue Zürcher Zeitung, 18.6.)

Wolter, S. C. (2009). Gibt es einen inter -
generatio nellen Konflikt bei Bildungs-
ausgaben? (Zeitschrift für Pädagogik, 1, 4–16)

Wolter, S. C. & Coradi Vellacott, M. (2003). 
Sibling Rivalry for Parental Resources: A 
Problem for Equity in Education? A 
Six-Country Comparison with PISA Data 
(Swiss Journal of Sociology, 3, 377–398)

Wolter, S. C. & Coradi Vellacott, M. (2004). 
Sibling Rivalry in Education – an Empirical 
Investiga tion for Switzerland. In: U. 
Backes-Gellner & P. Moog (eds.): Ökonomie 
der Evaluation von Schulen und Hochschu-
len. Berlin: Duncker & Humblot

Wolter, S. C. & Denzler, S. (2003). Ökonomische 
Erklärungen zur Feminisierung des 
Lehrberufs: Folgen anhaltender Diskriminie-
rung von Frauen in der Privatwirtschaft 
(PH-Akzente, 4, 23–25)

Wolter, S. C. & Denzler, S. (2004). Wage 
Elasticity of the Teacher Supply in 
Switzerland (Brussels Economic Review, 
3–4, 387–407)

Wolter, S. C.; Denzler, S.; Evéquoz, G. et al. 
(2003). Nachfrageorientierte Finanzierung in 
der Weiterbildung. Aarau: SCCRE

Wolter, S. C.; Denzler, S. & Weber, B. A. (2003). 
Betrachtungen zum Arbeitsmarkt der Lehrer 
in der Schweiz (Vierteljahreshefte zur 
Wirtschaftsforschung, 2, 305–319)

Wolter, S. C.; Mühlemann, S. & Schweri, J. 
(2006). Why some firms train apprentices 
and many others do not (German Economic 
Review, 3, 249–264)

Wolter, S. C. & Weber, B. (2003). Welche Löhne 
und Bildungsrenditen erwarten Studierende 
an Schweizer Hochschulen?  
In: U. Backes-Gellner & C. Schmidtke (eds.): 
Hochschulökonomie – Analysen interner 
Steuerungsprobleme und gesamtwirtschaft-
licher Effekte. Berlin: Duncker & Humblot

Wolter, S. C. & Weber, B. A. (2005). Bildungs-
rendite – ein zentraler ökonomischer 
Indikator des Bildungswesens  
(Die Volkswirtschaft, 10, 38–42)

Wössmann, L. (2002). Schooling and the Quality 
of Human Capital. Berlin: Springer

Wössmann, L. (2007). Letzte Chance für gute 
Schulen. Die 12 grossen Irrtümer und was 
wir wirklich ändern müssen.  
München: Zabert Sandmann

Wössmann, L. (2008a). Die Bildungsfinanzie-
rung in Deutschland im Licht der Lebens- 
zyklusper spektive: Gerechtigkeit im 
Widerstreit mit Effizienz? (Zeitschrift für 
Erziehungswissenschaft, 2, 214–233)

Wössmann, L. (2008b). Efficiency and Equity of 
European Education and Training Policies 
(International Tax and Public Finance, 2, 
199–230)

Wössmann, L. & Schütz, G. (2006). Efficieny and 
Equity in European Education and Training 
Systems. Analytical Report for the European 
Commission prepared by the European 
Expert Network on Economics of Education 
(EENEE) to accompany the Communication 
and Staff Working Paper by the European 
Commission under the same title. [s.l.]: [s.n.]

Zimmermann, M. B.; Gubeli, C.; Puntener, C. et 
al. (2004). Overweight and obesity in 6–12 
year old children in Switzerland  
(Swiss Medical Weekly, 35–36, 523–528)

Zürich (2003). Bericht und Antrag des 
Regierungsrates (des Kantons Zürich) an den 
Kantonsrat zum Postulat KR-Nr. 54/2003 
betreffend Bericht zur Situationsanalyse der 
Sekundarstufe I

Zutter, B. (1990). Betriebswirtschaftliche 
Aspekte der Integration von Lernbehinder-
ten (Viertel jahresschrift für Heilpädagogik 
und ihre Nachbargebiete, 4, 446–451)



Annex



skbf | csre  Swiss Coordination Centre for Research in Education

306 Process Steering Committee  Annex

Process Steering Committee

Co-direction

 Hans Ambühl

 General Secretary, Swiss Conference of Cantonal Ministers of Education (EDK)

 Ursula Renold

 Director, Federal Office for Professional Education and Technology (OPET)

Members

 Ariane Baechler

 Federal Office for Professional Education and Technology (OPET)

 

 Konstantin Bähr

 Bildungsdirektion, Canton of Zurich

 Andri Gieré

 Federal Statistical Office (FSO)

 Heinz Rhyn

 General Secretariat, Swiss Conference of Cantonal Ministers of Education (EDK)

 

 Therese Steffen Gerber

 State Secretariat for Education and Research (SER)

 Frédéric Wittwer

 Département de l’instruction publique, Canton of Geneva

Office

 Andreas Klausing

 General Secretariat, Swiss Conference of Cantonal Ministers of Education (EDK)

 Johannes Mure

 Federal Office for Professional Education and Technology (OPET)



307

Swiss Education Report | 2010

Annex  Acknowledgements 

Acknowledgements

We thank the following informants and experts for their valuable collaboration:

 Andrea Aeberhard

 Thomas Bachofner

 Hugo Barmettler

 Thomas Baumeler

 Emanuele Berger

 Monika Bucher

 Urs Dietrich

 Beda Furrer

 Titus Guldimann

 Benedikt Hauser

 Andreas Hirschi

 Margot Hofstetter

 Serge Imboden

 Hans Keller

 Hans-Jürg Keller

 Dolores Messer

 Andreas Messerli

 Toni Messner

 Hans-Peter Müller

 Karin Muller

 Peter Nussbaum

 Catherine Ollyo 

 Elisabetta Pagnossin

 Sonja Rosenberg

 Blaise Roulet

 Alberto Schneebeli

 Heidi Simoni

 Willi Stadelmann

 Martin Stalder 

 Matthias Stauffacher

 Silvia Studinger

 Hans-Kaspar von Matt

 Martina Weiss

 Corina Wustmann

 

 

 



skbf | csre  Swiss Coordination Centre for Research in Education

308 Acknowledgements  Annex

We thank the following schools for their consent to provide the illustrations for this report:

 Rudolf-Steiner-Schule,  

Plattenstrasse 37, 8032 Zurich

 Berufsschule für Detailhandel Zürich,  

Niklausstrasse 16, 8006 Zurich

 Lehrwerkstätte für Möbelschreiner,  

Gerechtigkeitsgasse 12, 8002 Zurich

 Hochschule für Wirtschaft Zürich,  

Lagerstrasse 5, 8021 Zurich

 Universität Zürich,  

Rämistrasse 71, 8001 Zurich



309

Swiss Education Report | 2010

Annex  Abbrevations 
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A Austria

AG Canton of Aargau

AHELO Assessment of Higher Education Learning Outcomes

AI Canton of Appenzell Innerrhoden

ALL Adult Literacy and Lifeskills

AR Canton of Appenzell Ausserrhoden

ASP alta scuola pedagogica (= university of teacher education, UTE)

AUS Australia

B Belgium

BE Canton of Bern

BL Canton of Basel-Landschaft

BS Canton of Basel-Stadt

CAN Canada

CAS Certificate of Advanced Studies

CEFR Common European Framework of Reference

CH Switzerland

CHF Swiss franc

CIIP Conference of Cantonal Ministers of Education, French speaking part of Switzerland

COHEP Swiss Conference of Rectors of Universities of Teacher Education

CRUS Rectors’ Conference of the Swiss Universities

D Germany

DAS Diploma of Advanced Studies

DeSeCo Definition and Selection of Competencies

E Spain

ECTS European Credit Transfer and Accumulation System

EDK Swiss Conference of Cantonal Ministers of Education

EENEE European Expert Network on Economics of Education

EFTA European Free Trade Association

EKFF federal commission for family affairs

EKM federal commission for migration affairs

ETH federal institute of technology

EU European Union

Eurostat Statistics Office of the EU

EVAMAR evaluation of the academic Baccalaureate reform 1995

f, -f, -f French (speaking)

F France

FH Fachhochschule (= university of applied sciences, UAS)

FHNW UAS of Northwestern Switzerland

FHZ UAS of Central Switzerland

FIN Finland

fl Flemish

FL Principality of Liechtenstein

FR Canton of Freiburg/Fribourg
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FSO Federal Statistical Office

FTE full time equivalent

g, -g, -g German (speaking) 

GB Great Britain

GDP gross domestic product

GE Canton of Geneva

GL Canton of Glarus

GPA grade point average

GR Canton of Graubünden; Greece 

H Hungary

HarmoS (Agreement) intercantonal agreement on the harmonisation of compulsory education

HEP haute école pédagogique (= university of teacher education, UTE)

HEP BEJUNE UTE of the cantons of Bern (French speaking part), Jura and Neuchâtel

HES haute école spécialisée (= university of applied sciences, UAS)

HES-SO UAS of Western Switzerland

HFKG Federal Act on Funding and Coordination of the Higher Education Sector

HORECA hotel, restaurant and catering

i, -i, -i Italian (speaking) 

I Italy

IALS International Adult Literacy Survey

ICT information and communication technologies

IDES Information Documentation Education Switzerland (= documentation centre of the EDK)

IEA International Association for the Evaluation of Educational Achievement

ISCED International Standard Classification of Education

IT information technologies

KFH Rectors’ Conference of the Swiss Universities of Applied Sciences

J Japan

JU Canton of Jura

L Luxemburg

LA Lausanne

LU Canton of Lucerne

MAR 95 rules on the recognition of academic Baccalaureates 1995

MAS Master of Advanced Studies

N Norway

NE Canton of Neuchâtel

NL Netherlands

NW Canton of Nidwalden

NW EDK Conference of Cantonal Ministers of Education, northwestern part of Switzerland

NZL New Zealand

OECD Organisation for Economic Cooperation and Development

OPET Federal Office for Professional Education and Technology

OW Canton of Obwalden
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P Portugal

PER Plan d’études romand (= common curriculum of the French speaking cantons of Switzerland)

PH pädagogische Hochschule (= university of teacher education, UTE)

PHZ UTE of central Switzerland

PIRLS Progress in International Reading Literacy Study

PISA Programme for International Student Assessment

PL Poland

PPP purchasing power parity

QUIMS project «Quality in Multicultural Schools»

S Sweden

SCCRE Swiss Coordination Centre for Research in Education

SCI Science Citation Index

SECO State Secretariat for Economic Affairs

SER State Secretariat for Education and Research

SES socio-economic status

SESS (the FSO’s) Swiss Earnings Structure Survey

SFAO Swiss Federal Audit Office

SFIVET Swiss Federal Institute for Vocational Education and Training

SG Canton of St. Gallen

SH Canton of Schaffhausen

SHIS information system on Swiss universities

SLFS (the FSO’s) Swiss Labour Force Survey

SME small and medium sized enterprises

SO Canton of Solothurn

SODK Swiss Conference of Cantonal Ministers of Social Affairs

SSCI Social Sciences Citation Index

SUC Swiss University Conference

SUP scuola universitaria professionale (= university of applied sciences, UAS)

SUPSI UAS of Southern Switzerland

SZ Canton of Schwyz

TG Canton of Thurgau

THES Times Higher Education Supplement

TI Canton of Ticino

TIMSS Third International Mathematics and Science Study

TREE project «Transitions from Education to Employment»

UAS university of applied sciences

UK United Kingdom

Unesco United Nations Educational, Scientific and Cultural Organization

UR Canton of Uri

USA United States of America

USI university of the Italian speaking part of Switzerland

UTE university of teacher education

VD Canton of Vaud

VS Canton of Wallis/Valais

ZG Canton of Zug

ZH Canton of Zurich
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