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This report is the result of a limited literature review of
 

recent work on 
the issue of efficiencies in education in the develop

ing world. 
 The specific focus of the review of literature was:
 

1. Primary education
 

2. Recent studies dealing with issues of efficiency in sub-Saharan
 

African educational systems at the primary school level.
 

3. Other Third World examples of innovations introduced at 
the
 

primary school level to enhance efficiency.
 

4. And AID projects that have 
 uccessfully implemented efficiency
 

measures at the primary 3chcol level.
 

The initial discussion concerns 
the iefinitions of internal
 

efficiency in the literature, the 
use of prcduction--function analysis
 

an a measurement 
 kf internal efficiency, and the identification of the
 

primary symptoms of inefficiencies in primary school systems. In defining
 

internal efficiency as the ability of a system to produce 
outcomes given
 

certain limited amounts of inputsymptoms of inefficiency were 
identified
 

as barriers to the smooth running of this system, or 
as wasteful
 

expendittres 
on excessive input resulting in limited output.
 

A review of the 
tNESCO data on 
wastage rates provided a detailed
 

study of the trends and patterns for drop-out and repetition rates in
 

Africa at 
the primary school level. As symptoms of an inefficient system
 

the report looks,in some detail,at the UNSCO findings and the impli

cations of wastage levelz 
for strategies to redcress inefficiencies.
 

Th general the results of the UNESCO study for African primary education
 

', ere : 



1. While the average repetition rate for Africa declined slightly
 

for the period of 1968 to 1976, from 24.4% to 22.1%, the actual number
 

cf primary school students enrolled increased by 7% thus the number of
 

students repeating actually increased by more than 630,000 or 19.8%.
 

2. When the -zkta are disaggregated by year and level of repeater
 

enrollment the most strikinr pattern 
was the tendency for rates to be highest 

at the final grade of the cycle, with an excessively high repetition rate 

for the first grade as well. 

J. dith respect tc the Irop-out rate -s measured by survival rates 

of cohorts in rrimary school, the proportion of t.e cohort dropping out
 

prior tc completion of grade four ranged from 0% to 61% 
with a median of
 

22%.
 

4. There was no clear distinction of drop out patt.erns by sex.
 

5. Total wastage, which combines both drop-out and repetition rates
 

was 
measured in terms of the number of student-years spent on repetition
 

and drop-out, calculating the portion of the total number of student-years
 

ued by the cohort .;hizh hmie been 'waoted' on repetition and drop-out. 

The median level of wast2ze was 33.7% in Africa with the level of wastage 

generally higher in French-spealcing countries. 

6. Unlike other Third World regions, the majority of the African 

wastage rate is caused by repetition.
 

7. Correlation and component analysis performed on 
the macro data
 

indicated that while drop-out 
was closely related to economic factors
 

governing the demand for and the supply of education, the level of 

repetition depends more on the factors internal to the educational system, 

particularly the conc-2ption of learnin.n rrevel ,nc in each coantry and the 
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teaching and evaluation methods used.
 

The report next turns to a discussion of some of these internal
 

factors related to wastage and other inefficiencies as they were defined
 

in the literature. Teachers were singled out 
as a fundamental
 

lement of Juccess in the offici.nrt le!ivery of education. A World 

Bank study on teacher characteristics.and student achievement isolated
 

three vzAbles 
that were significant in affecting student achievement:
 

1.teacher ability and achievement level
 

2,teacher experience
 

3.teacher expectation of student performance
 

Pedagogy was 
frequently cited in the literature as a contributing
 

factor to iappropriate educational systems. Criticized for being overly
 

'Westernized' and culturally removed from the milieu of the society it
 

was supposed to be serving, many teaching methods were.regarded as..in-' 

consistent and alienating.
 

Class size and curriculum findings indicated that while class size
 

did not adversely affect the achievement levels of students when mod

estly increased, it could be 
a source of savings especially when effectively
 

combined with teaching technologies such as radio or television, and
 

pedagogical innovations as exampled by programmed learning/teaching.
 

Curriculum, however was seen to contribute to inefficiency because it
 

remained contextually and structurally a reflection of former colonial
 

curricular standards without regard for indigenous educational objectives
 

and social goals. 

A final element of internal inefficiency was administration.
 

The literature's discussion of admini.3tration ranged from local
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snd school-based issues 
to national ministerial overlap. In all cases 
poor administration in one form or 
another was described a6 a b-rier 

to efficient elucation. 

In its review of the concept of external e1"ficiency and its rela

tionship to internal efficiency and primary education, the report
 

cautions that the conventional methods of benefit-costs analysis
 
are not entirely dependable because of the lack of directly attributable
 

benefits, particularly immediate benefits, and the complex nature of
 
cost estimation in education. By way of illustration a brief iescription
 
of cost and benefit meazurements i3 included, as 
well a- a critical
 
appraisal of rate-of-return analysis and manpower planning. Finally the
 
idea of relevance of education vis-a-vis social, economic, political
 

and educationELj objectives is summarized from various sources.
 

The remainder of the report dealt with specific recommendations
 

for ameliorating the efficiency of primary schooling in Africa given
 
the sywpt rn 
 previously discussed. Starting with specific recommendations
 

for improving elements of the educational system identified as contri
butors to inefficiency, the review broadens :c 
include inputs that are not
 
limited to educationI resources and considers a more comprehensive
 

response to inefficiencies.
 

A Checklist of Efficien;-v Factors and Recommendations:
 

1. Teacher training which is innovative and appropriate to the needs
 
of the recipient population, with specific attention to pedagogies for
 
large class size, limited text availability, and the special needs of
 

disadvantaged children;
 

2. Delivery of teacher training which is cost-efiective using non
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traditional methods including radio and teLevi3ion technologies where
 

appropriate, stressing the adaptation of indigerous teaching methods
 

and innovations such as programmed teaching and learning.
 

3. Development of strategies to encourage teachers to stay in
 

teaching including the provision of greater incentives to rural teachers
 

in the form of subjidize1 housing :v iffercnti1.,ay l
 

4. Threshol-3 for teacher training levels need to be identified
 

at which further investment in training would not result in efficiencies.
 

5. In conjunction with the upgiading of teacher training is 'he
 

need to develop, produce and distribute teaching materials including
 

texts. In-country production and distribution of texts and materials
 

should reflect curriculums which are indigenously oriented and financial

ly accessable to students and teachers.
 

6. Despite the difficulties in re7amping colonial curriculums
 

currently used in many school systems, it is essential to the success
 

of primary school programs; one 
aspect of change noted was the language
 

of instruction which continues to be 
the former colonial language in most
 

cases, and was 
indicated as a factor in first year repetition.
 

7. Within the relm of curricular change further experimentation
 

and adaptation should be untertaken with regard to innovative curriculum
 

including multi-graded classrooms, the use of teaching assistancesandprogram

med learning in conjunction with peer teaching.
 

8. Further testing of radio and television systems which have the 

capability to rapidily re±>pxnd to iianpwer needs and to disperse high 

quality teaching resour'ces to geograqhicall, iiol ,ted or deprived areas is needed..
 

9. Consideration :ii re-evalu-tion of ,xistin; .tandards for grade 
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retention and promotion given the findings of a recent World Bank study
 

which showed no positive effects were achieved trough grade retenticn
 

alone. UNESCO simulated cot eztisationz of several retention options
 

indicated substantial potential for economic efficiencies without cost
 

to academic objectives given the arbitrary ;tandards currently used.
 

10. What i& referred tc as a 6ector approach in the paper is 
a
 

macro perspectre of efficiency 
-ssues. The central hypothesis is that as school
 

systems expand at the primary level they icreasing draw from disadvantaged
 

populations and that 
the country's investment in formal jchooling is
 

disproportionaze to its investment in human capital, basically nu

trition and early chilihood envircnmental stimulation. 
Futu-e effective

ness of primary schooling will depend the
on present policies aimed at
 

raising th(. qua&.ity of early environmental .3timulacion and nutrition. 

Several.commuiity development project£s using primary school facilities and
 

facultie-s 
are examples of this approach found in the literature and cited
 

in the report.
 

11. The need for a working document within national and local
 

bodies responsible for education which continually checks the balance
 

between the products of the educational system regarding 
the knowledge,
 

skills and understanding gained from school, and the ultimate educational
 

and social objectives of the schooling system, is necessary in order
 

to monitor external and internal efficiency.
 

12. Finally the report reviews Manuel Zymelman's financial
 

distribution formulas which respond t' the efficient management of school
 

systems and the achievement of specific goals through the distribution
 

and regulacion of funds allocation.
 

-vi



"The case for investmernt in crix.:try z;chcling is overwhelminc1ythat it makes Feo-l. more rroiuctive at work and in the home.
It goes beyond th- attainment 
of short-run consumption or equity
goals, and far frcm 1cin: an obstacle to higher rates of economic
growth, it helps to achieve them. 
Primary education facilitates theattainment of other objectives of social policy, particularly
in the fields of fertility control, improvements in health,
nutrition, literacy, and communications, and the stren-thening
of national ure." (CiOistopher Colciough, 1? C) 

1.Introduction
 

Primary education in sub-Saharan Africa has been expanding sub

stantially for the last 
twenty years. 
 Given the recent confirmations of
 

the positive effects of schooling/in conjunction with the evr increasing
 

burden of financing larger enrollments over 
longer periods of time, governments,
 

ministries of education, educational planners, and donor agencies are
 

assessing the efficiency of school systems and the delivery of learning
 

skills. The intent of tnis paper is to rev.-w the current literature on 

the subject of efficiency in education, fbm.sin: 
 on primary schooling in
 

sub-Saharan Africa, but drawing from examples in 
 Latin America, Asia, and 

the US.
 

The paper will define the 
term internal efficiency in its various forms
 

found in the literature and then review the symptoms of interual ineffi

cincies, particularly a broadbaised it;t-'y coiuctei by UNESCO on drcr-out
 

and reneat. r rates and trends. 
 lso included in thiz section of the review 

will be several Workd Banik studies on promotion and repetion practices,
 

teacher training and student achieverient, and the effects of class 'size 
on
 

achievement. Other sources of inefficiencies will be mentioned including
 

school mapping and optimal building use.
 

The paper will then define the concept of external efficiency and
 

review the 
most practiced methods of determinCng external efficiency 

to indicated how ellusive the term aotually is and to underline the 

significant difficulties encountered in the estimation of an efficient
 



system. From there the pacer turns to the discussion of jtrategies for
 
redressing inefficiencies in the Primary school system as 
they are identified
 
in the literature reviewed.
 

2 Definition of Intern! fficinct
 

Internal efficielcy objectives focus 
on 
economic resources which enter
 
into the production of educational services,and the judicious allocation
 
of these 
services, among and within educational activities, to achieve the
 
highest feasible level of cost-effectiveness ( cost-effectiveness in its
 
broadest definition is 
the relitcon-:-hip between 
costs and the level of
 
goa.1 attainment as measured by achievement of program objectives or by
 
other proxy measwres, 
or 
indicators). Internal efficiencies of educational
 
programs include the pedagogic process, the level of learning achievement,
 
the number Cl lect'nm who complete an educational cycle and their corres
ponding cost inputs 
as well as broader cost 
questions such as 
optimal
 
facility use and financial mechanisms for cost 
control.
 

Manuel Zymelman cautions that in measuring efficiency of an educational
 
program it iL important to evaluate tae unplanned by-products of education
 
policy decisions at the iame time as 
the Stated policy moals. CZymelman, 1973)
 
Samuel Bowles in a more generalized statement underscores Zymelman's point
 
by indicating the scope of impact: 
"Schools influence virtually every aspect
 
of society from culture and the esthetic environment to the level and
 
form of political ;articination enjoyed by the citizens. 
 Cften the pat
tern of education most 
conducive to economic growth is incompatable with
 
important esthetic, ethical and other values." (Bowles, 1969, p. 72)
 
For this reason it 
is important 
to view efficiency questions in the broadest
 
terms possible and not to isolate issues in the classroom or school system.
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John Simmons discusses internal efficiency in terms of investment 
versus
 

the quality and quantity of output. 
 He describes two basic schools of
 

thought 
on the matter of internal efficiency:
 

1. The technical school of planning measures inputs in terms of
 

the 	quantity and cost of resources, including teachers, and output in
 

terms of studen'it test performance and grades.
 

2. Structuralists emphasize the qualititative 
dimensions of inputs,
 

what is 
taught and how, and the nature of the outputs, including person

ality traits and norms of activitites learned in the classroom. (Simmons, 1980)
 

Even in the simplest of 
terms the definition of 
internal efficiency
 

as 
the difference between actual and potential output (Zymelman, 1973), 
the
 

measurement of the concept is far more complex and ellusive. 
 The 	most
 

frequent method of measuring internal efficiency is Production Function
 

Analysis. 
By way of background to thia method of evaluation 
we have included
 

an excerpt of Manuel Zymelman's review of the production function process and
 

the accompanying caveats to its potential in determining efficiency factors
 

in educational systems.
 

2.1 	Production Function Analysis
 

A rroduction function analysis is 
a schedule or 
table showinE dif

ferent combinations of inputs that will yield different outputs; the quantity
 

of outputs produced is a function of or dependent on the quantity of in

puts 	used: y=f (x,+X,+x 4,...x ) where y is the measure of educational out
put 	or performance and x1 , x2, and x3 
are 	measurements of inputs.(character

istics of students, teachers, buildings and materials) and f is 
a math

ematical function relating the x to the y. 
To derive the relationship
 

multiple regression analysis is used; 
coefficients indicate the incremental
 

*extract k om: 
Financing and Efficiency in Education, Manuel Zymelman, 1973.
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,ffect of a unit of change in an input on the outFut.
 

The caveats to thi: process as'a predictor of internal efficiency are:
 

1. The technique does not test causality because the equation does
 

not derive from learning theory.
 

2. Most of the variables are proxy variables: teacher salary as an in

dication of teacher quality, for example.
 

3. There is a tendency toward aggragate analysis of heterogeneous data
 

which is not specific enough for regional or local analysis or recommen

dations.
 

4. Staistical analysis with many socio-economic variables always has
 

the danger of multicollenarity when independent variables are highly
 

correlated; as a consequence there is no way of knowing the accurate in

fluence or weight of influence of individual variables, or th causal rela

tionship between independent and dependent variables.
 

Despite the limits of this method of analysis it remains the most
 

widely used method of determinig internal efficiency factors in educa

tional systems. Whene%er interpretting the Jata from these analyses it
 

is important to remember the limitations of the analytical form. With this
 

in mind the paper turns to the symptoms of inefficiency as described in
 

the literature, found within the primary education systems in Africa.
 

2.2 Internal inefficiency: What are the symptoms?
 

The most frequently cited symptom of ihernal inefficiency is
 

drop-out/repeater rate in the primary school cycle. It is important for a
 

clearer understandin: of the term and exactly what it indicates, to
 

define in disaggregate categories repeater and drop-out rates. Drop-outs
 

can be defined in five descriptive categories:
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1. permanent drop-outs: those students whose clioose not 
to re-enter
 

the formal school cycle after dropping out in the middle or at the end of
 

the school year and/or cycle.
 

2. repeater drop-outs: those students who do re-enter the school cycle
 

after having dropped out.
 

3. drop-out/failure: those students who fail and drop out. 

4. drop-out/push out: those students who drop out because of space
 

limitations, familial responsibilities or other reasons unrelated to
 

achievement or classroom performance.
 

5. drop-outs characterized by when they leave the school system: either 

esid-of-cycle drop-uuts, end-of-year drop-outs or mid-year/cycle arop-outs.
 

uepeaters .au also be divided into three descriptive categories:
 

1. Repeater/failure: Those students who repeat a grade because of failure.
 

2. Repeater/ pass: Those students who have passed the year but repeat
 

it for whatever reason; this is most common at 
the end of the elementary
 

school cycle when access to higher levels of education is restricted and
 

highly competitive.
 

3.Repeater/drop-out: Those students who drop out and return the next
 

academic year to repeat the grade.
 

It is also important to situate where drop-out and repeater rates
 

take place within the educational cycle, as pattern variation will have im

portant effects on causal inferences with specific impact on approaches
 

to remedies within the educational system and/or exogenous sources of
 

inefficiencies. UNESCO has recently completed a worldwide survey of
 

drop-out/repeater rates and trends which will give an indication of the
 

magnitude of these 3ymptoms of inefficiency in Africa.
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WC3O Data
 

A summary of findings: The report provide, a quantitative analysis ofthe magnitude, trends, and patterns of repetition and drop-out in primaryand general secondary elucation. This F3per reviews the data for primaryschool enrollments withir the Africa regicon only. The study included thirty.
 

two african countries.
 

3.1 Repeater rates: Trends and Patternz:
 
On the basis of data presented in table I the first section of thestudy examines trends in the level of repetiton in primary education. The
analysis is limited to zhe 
countries for 
which data were available for five
consecutive 
years. 
The thiry-two African CoUtries for which such data were
available were classified into five groups. 
Group 1 refer 
 to the Arab States
in Africa which we 
are no,; including in this review. Group 2 refers to "Englisl Speaking" African countries (the term English speaking is used todesignate and distinguish countries which under colonial rule were English
speaking). 
Groups 3,4, and 5 refer to"French Speakiug,, Afrizan countries
(this term also refers 
to the language oi 
the forwer colonial ruler, Portugeus


e
cOlonies are also included in this category).
 
WiLhout the detailed discussion .hich the UNESCO reports enter into,
the data do reveal only small changes in the level of repetition from


the mid-aixtije 
 to the mid-seventies, 
 rhere was a relatively clear

distinction between 
inglish-speaking countries which maintained their
relatively low level of repetition, with the exception of Malawi and the
'"ambia, while French-spea king countries, despite the reduction in the levelof repetition, maintained 
a considerahlely higher level of repetition.

'rom the period of 1968 to 1976 the average r-epetitior. rate 

-6



Table 1. 
Dvulopment of the Number of 
Reuaters in Prtmarv Educ.t ton Solcrvud Grnun cr 
Countriwes in Africa, Latin Am rica and Asia. both Se.xu. 

'AOUND 1968 	 AROUND 1977 Z Change 

Number of PspeatrA 	 Repeaters A Percentage of Ratrsof Enrolmwint jof 	 Enrolment 1968-1977 

AFSII
 
AAlariA(I), E9YPt.

Llbyaa Arab Jamsairiya 934 S8 12.7 1 412 478 
 13.5 +51.1
 

Morocco, 	Tu ,sie.a
 

Group a1	lotsaua(3), Gabia,
 
Qh as(3). Kany-(3).
 
L.socho(4)(7),

SLeychellea(3). 195 152 4.2 264 595 3.5 +35.6 

Uakcad Kap. of 
ZaflaaaL&(6),
 

Ziabi*(2) (7)
 

c~roup ITT Seni. Buirodi,Cattral African a2p.(7), L59 211 23.7 254 162 28.5 +59.6 
q-4(7). Dj.bouti(3)(6)
 

Group IV Iwor7 Coast. Higar(1),

d Sene 

I
 
wan,(I)(7) l 1,I 510 966 31. 2 1397 512 

Togo. Unhead lap. of 	 9 1 19.4 - 7.5CAMOMaro,Zaire l 

aup(~ 	 Congo. Gahcu(4)(7).
Kadagascar(7). Mal4(L). 375 L55 26.6 476 692 22.3 +27.1 
Upper Volra(7) 

.ops -V 
 Toal 3 175 172 16.7 3805 439 
 13.4 +19.9
 

(1) 1967 iJtead a 1968 
(2) 1969 instead of 1968 
(3) 1970 instead cf 1968
 
(4) 1971 izatmad of 1968 
(5) 1974 inaead of 1977 
(6) 1975 inste"a of 1977 
(7) 1976 instead of L977 

'"UNESCO data 



for Africa declined from 24.4% to 22.1%.
 

The importance of this reduction as a trend should not 
overshalow
 

the unsettling fact that while the yercentage of repetition declined
 

slightly, the actual number of primary :3chool 
students enrolled increased
 

by 76% between 1965 and 1976. 
In other words the reduction in the per

centage of repeaters was more 
than offset by the 
large increaje in the
 

level of population enrolled in primary schooling.
 

A- indicated in table 2 despite the decline in total percentage of
 

repeaters enrolled in primary school from 16.7% in 1968 to 13.4% in 1977,
 

the number of repeaters increased by approximately 630,000, from 3,175,172
 

to 3,805,439, or 19.8%. The developement of the proportion of repetition in
 

the nine English-speaking countries included in group
42 was charactereized
 

by stability or moderate decline (drop from 4.2% 
to 3.5%), even so the
 

ziumber of repeaters in these ten countries increased by 35% during the same
 

period. 
For the three groups of French-speaking countires five of the
 

countries in group 3 showed an 
increase both in the percentage and the number
 

of repeaters during the period measured. 
 For the remaining countries
 

in group 4 and 5, the percentage declined while the number of repeaters enrolled
 

increased by 27.1%.
 

When the data are disaggregated by year and level of repeater enrol

ment the data show c1,t 
the most striking pattern is the tendency for
 

repetition rates to be highest in the final grade of the cycle. 
 This is
 

the case for twenty-eight of the thirty-two countries. 
Only Zaire, Uganda,
 

and Ghana had the lowest level of repetition in the final year of the ele

mentary cycle. 
 The main feature in the patterns of repetition in the countries
 

reviewed was 
the magnitude of the repetition rate in grade 1 as compared to
 

the rates ih the remaining grades of the cycle. 
 The repetition rate for
 



Pt!Ca2rcLCLfrGJ( AqpPastrs in Primar Euccion. uoci Sexe.. 

Comtry 1965 19661 1967 L968 1969 1970 1971 1972 1973 1974 L975 1976 1977 1 1978 

Arab StateF 

Algeria L9.8 20.3 1Z.9 (.L*12.8 12.7 12.5 12.6 1Z.51 1U.5 12.5 12.2 13.0 

£Epc 
.ibyan Arab 

jamawX:iya 

icrocco 

s1 

Ua ia 

24.7 

27.0 

26.9 

26.5 

29.4 

P28.0 

27.1 

23.7 

29.2 

2.9 

27.8 

30.0 

25.4 

4,.2 

25.i 

29.9 

2.0 

'7.3 

4.2 

25.7 

29.8 

2 4 

29.2 

5.2 5.0 

5.0 7.9 

29.9 29.3 

2.7 I 
29.3 17.0 

;.8 

6.31 

29.7 

L6.8 

7.1 

8.7 

29.4 

17.1 

6.6 

16.4 

28.1 

19.3 

5.1 

14.5 

28.7 

24.3 

5,5 

14.6 

27.9 

21.6 

8.5 

L4.2 

2842 

22.1 

LrUMLS-"kuIL I 

but-ja.9 
ilauadi 

Central Af 
CbA 

C,40 
Dif .baut~i 

ic=Lap. 

21.9 

28.6 

26.3 

20.929.9 

30.3 

26.2 

18.6 

19.9 

29.9 

31.7 

27.8 

19.0 

19.3 

23.3 

32.9 

20.2 

18.81 7.'. 19.i 20.6218.2316 

19.9 2421.9r23.1 24.3 

31.) 28.1 27.7 I 26.0 

26.9 27.1 t29.. 31.7 

24. 32.6 32.1 30.4 
LC.7 10.2 13.6 

17.6 

25.4 

32.2 

34.0 

30.81 
20.1 

21.2 

24.5 

31.2 

36.3 

29.2 
19.9 

21.7 

25.6 

35.3 

36.8 

26.2 
18.9 

121.3 

24.0 

31.8 

37.6 

24.7 

20.9 

25.9 

24.6 

17.7 

27.2 

24.7 

Gbam. 
Ivory Coast .3 

K~aaa.a 

. 

28.1 

29.a r 

r26.6 

16.2 

28.5 

28. 

28.4 

9.4 

28.7 29.0 

33.L 
26.6 

28.7 

37.0 
25.2 

3t.2 

34.526.1 

24.3 

34.722.9 

L7.8 

34.020.9 

24.4 

33.71. 1 

20.3 

17.8 

• . 

NriI 

Niger 

Wada 
SemgalA 

25.8 

23.1 

21.5 
18.1 

26.4 

t23.7 

23.0 
17.8 

31.3 

18.3 

24.2 

25.L 
20.0 

26.3 

16.0 

22.1 

*26.4 
17.0 

2L.L 

20.0 

27.8 
L9.5 

26.3 

19.2 

29.6 
19.8 

29.2 

18.9 

27.8 
L9.2 

25.2 

18.6 

24.2 
17.6 

27.2 

17.8 

23.7 
17.0 

Z5.0 

16.0 

21.1 
16.3 

22.9 

14.8 

13.1 

19.0 
L6.0 

23.4 

13.4 

12.7 

L6.9 
15.5 

26.5 

14.5 

12.3 

14.9 

26.7 

15.3 

Togo -1.:0o 34.7 33.9 31.6 33.3 35. 2 32.9 28.8 28.1 27.8 

Cameroon 

Upp.er Volta 
Za.r 

17.9 16.2 15.4 

32.7 

10.2 
33. 

19. 

17.7 
25.2 

2 

16.L 
22.9 

28.1 

1 17 
123.L 

25.9 

7 
*. 6 

26.9 

17.4 
Z2.1 

26.4 

7.0 
21.6 

2.1 

17.5 
21.1 

25. 

18.5 
20.6 

18.3 

20.1 

EnmLish Speaking
Botswan 0.3 0.7 0.9 1.6 2.3 2.9 2.6 2.3 2.0 

IGaa.a. 

Gha" 

Kly a 

LAnatbo 
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ie final year 
)f the Zycle is an indication of jtudents trying to 
improve
 

their academic standing in order 
to enter the more selective secondary systems.
 
The difference in the magnitude of the repeater rate in the first year
 
of earollement is 
not so 6traight forward. It was .'uggested by tne DNESCO 
report that it would be of interest to see what factors, such as the use of 
mother tongue as a means of instruction, were related to repeater rate. 

The report could not provide disaggregate figures 
 for urban/rural
 
drop-out rate because data were not available for any of the sub-Saharan
 

countries.
 

3.2 Drop-out rates: 
Trends and Patterns
 

The second half of wastage in education is drop-out. The point at
 
which cessation of schooling becomes drop-out and hence a problem 
depends
 
on the structure and objective of 
the educational system. 
 In developing
 

coun.trieu where the stress is generally still on achieviag universal pri
mary e 
.acation, drop-out before the attainment or retention capacity of
 
literacy is achieved, is 
a matter of considerable concern. The study
 
presents the data as 
survival of cohorts in primary education, which is
 
the percentage of students enrolled ingrade 1 who will eventually reach
 
grades 2,3,4 through the finalgrade of 
the cycle. Also referred to as the
 
holding power of primary education,this index allows one to study the education
al survival and drop-out by grade. 
 Chart 3 summarizes the results for
 

school years around 1977/78. The complete length of each bar shows the
 
percentage of the nge cohort which would have reached grade 4 of primary
 
education while the blank part of the bar shows the percentage which would
 
reach the last grade of the cycle. WLth respect to Africa the proportion of
 
the cohort dropping-out prior 
to grade 4 ranged from almost 0 to 61%,
 
the median 4ing 22%. The eighteen countries which had a level of drop-cut
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Percencare of cohorts srartini irimarv education around 1965/66 

snd around 1976/77 reach:rnt the Linal zraoe of the cycle. aoth sexes 
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!or the last cohort). 
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ding ~he median iincluded, in addition to Ginea Bissau, thirteen 

Fn..ch-speaking countries and four English-sneaking countries. The level of
 

dr.Vpout was particularly high in Malawi, Ginea Bissau and Chad, where 

:ore than 55% of the cohort dropped-out prior to grade four. It should
 

also be noted that of tne eighteen countries above the mrndian U11 six
 

Arab states were represented whicn indicate-
 that the sub.-Saharan median
 

would be even lower than 22'. 
 Thus 4hile 90% of the cohort would reach
 

grade 4 in the Arab states, the corresponding percentage would be 81% 
 in
 

the F-nglizh-seaking countries and 72% inas low as the ?rench-speaking 

countries.
 

The study also reviewed drop-out by sex and the results for the Afri

can countries surveyed showed no 
clear difference or.pattern of drop-out
 

by sex, with on>v -,tendency for girls to ircp-out more than boys in
 

the French speaining cotuitries. 

3.3 Combined Effects of Repeater and.Drop-out Rates on Wastage
 

previcus the
In the section UNE.SCO data have reviewed seperately the 

levels of repetitLo:% and indrop-out primary schooling, the study now 

assesses 
the total wastage and estimates how much of this is due to re

petition and to drop-out respectively. 
For purposes of statistical
 

measurement the survey defined educational inputs as the financial 

aggregate of expenditures per student year. An indicator for the measure of 

output in terms of graduates is the number of student-years used by the 

cohort to graduate. Employing these definitions the survey defines wastage
 

in education in term- of the number cf student-years spent on repetition
 

and drop-out. (As %,asnote d in the UNESCO report the use of the term wastage 

is not absolute in its meani~ng with respect to outcomes, because of the
 

relative-naature of bunefits/outcomes one perceives as coming from educa
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, The method permits the calculation of The portion of the total num-


Of student-years used by the cohort which have been "wasted" on
 

,i pgtition and drop-out, ai well as distributing the portion between these
 

two factors. Table, -s is -elf .:xrlsraocor: tht nedian level of wastage in 

Africa was 35.7%a with the level of 4astage generally higher in French

speakding countries than in Engiilh-.spc;king ones. The imnplication is 

that if this leveL. maintained in ..frica, -... than thinr cf themore cne 


stu.ent-er cests :c.:-- -... '1" Absorbed by drop-out and
ucation w be 


repeater stuent3. ]ush a level of 4-'1.tage reveal.s a serious weakness in
 
the functioning of the educationa". -,-ter. h-2 UNESCOstudy cautions
 

ca lo =_ m t ~ 

tnat low wajtage rates as a result of automatic promotion practices in some 

countries does not necessarily indicate "real" low wastage rates when 

wastage is viewed in externally,efficient terms. The question whicb
 

must be asked is whether the student is prepared for completion of the
 

cycle and has the student achieved the objects of the educational system.
 

The UNESCO report contends that internally efficient education for those
 

already admitted to school only helps those who are not admitted in cases
 

where it increases the intake capacity of the system. This is not
 

necessarily the only potential outcome however, because the improvement of
 

internal efficiency which a-ressves the symptoms already defined, will
 

result in a qualitative improvement in the education offered all stu

dents under the assumption that quality of iucation is associated with drop

out and repeater rates in prim-.7ary education.
 

k~ reflecged in the wastage aes reiresented on the chart the vast
 

.a 3 h1 U E CO u Lui on
 

t 


majority of 
the African countries wastage is more than 50% repetition.
 

Thus the majority of cost associated with wastage in African countries is tied
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for Cohorts Start.nr I'rimarv Liucation Around 
1976/77. Both Sexes.
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: epetition rates. 2wo exjal ltory note-, jhouli be added: 

1. All drc-out ::as aeen coun:~i as wa.s:tae; this implies that jrop

out from higher gratde6 of the cycle are 
very heavily counted. For example
 

a 3tudent who droop2-out at Grade five is 
recorded as five student-years of
 

wastage.
 

2 . F or cou ntr iie s .i r _ :r .at s!!
cm:i n , g e i s b y d e f inition
 

drop-out. This 
would indicate that 
an even greater proportion of wastage can
 

be assigned to repetition in Africa.
 

3.4 Correlation and Compone- .-alysis cf te Data 

The URE1S-. 
 study also performed correlation and principal component
 

analysis on the macro-data compiled a~nt even 
though the analyses were
 

somewhat inconclusive because of the nature of the data, they do
 

suggest that: 
"While the level of drop-out in primary education in devel

oping countries is relatively clo8ely related to overall educational, eco

nomic and demographic indicators, this is not the 
case for the level of
 

repetition 
. Thus without reading too much into the limited results ob

tained, we might conclude that while 
the level of drop-out is quite
 

closely related to economic factors governing the demand for and supply
 

of education, the level of repetition depends more on the factors internal
 

to the educational system, particularly in regard to the 
conception of
 

learning prevelant in each country and the teaching and evaluation methods
 

used." (UNESCO, 1981, p.128)
 

4. The Causes of Wastage: The Conventional Wisdom Revisited
 

If the educational system is not meeting the needs of the student
 

population then what are the internal components thac could be contri

buting to thiZ, inefficiency? Te:cLr.-
 ire funamen tal .ome 
in the literature
 

-11



would argue, the primary factor, in the 
level of internal efficiency ques
tions in school systems. What then are 
the 	effects of teachers in the
 
internal efficiency 4uestion and 	 iic do they 	affect tv fen of tile 
system? Three- i- .pescions may help to shed somre light on the impor

tance of teachers and teaching in 
internal efficiency evaluations-


Who is teaching? 
 How 	are teachers teaching,? 
 ,4hat 	is being taught?
 

4.1 	Who is teaching
 

A recent World Bank report conducted by Torsten Husen 
disputes the
 

well publicized 
 IEA findings which indicated that school and teacher
 

variables had little to do with the 
success rate 
of students, rather
 

home background characteristics 
were 
of much greater significance. The
 

Huse'n survey of existing literature and research reviewed fifteen teacher
 

characteristics and their effects on student achievement in less developed
 

countrio. 
The findings are presented below:
 

The fifteen characteristics included: 
teacher sex, age, 
economic status,
 

educational attainment, credentials and certification, ability and achievement,
 

experience, salary, inservice training, expectation of student achievement, teach

ing methods, absenteeism and punctuality, attitude toward work and career,
 

behavior.
 

The variables found to be the most significant in.affecting student achievement
 

were: 
I. teacher abilitZ and achievement: The report showed that these
 

are important teacher qualities for student achievement, especially for
 

the more disadvantaged students. The 
most thorough studies of this variable
 

indicated that 
the 
intellSigent and knowledgeable teachers produce high levels of
 

student performance. ThL variable was measured in several ways in ten of
 

the 	thirty-two studiej included in the survey. 
 Of these, five reported
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... n u.e. cites 

two studies that are of particular importance: the Ryan study (1974) in 

which seven hundred and ninety-seven second graders in Iran were studied; 

Ryan concluded that: " Hiih quality teachers have the greatest impact 

on the more disadvantaged pupils." (Husen, 1978, p. 25) Not only is this find

ing similar to the other study reviewed by Husen, that of Heyneman and his 

findings in Uganda, buc it is a!jo consistent with the results of the 

Coleman report. Husin concludes that "While the relationship may not hold 

across all students especially for the better ones from advantaged back

grounds, it is with little doubt an important factor in the performance
 

of the less advantaged which in LDCs, is a most important consideration."
 

(Husen, 1978, p. 26)
 

2. Teacher experience: Twelve of the surveyed studies included this
 

variable in their findings. All things being equal it is generally agreed
 

that a teacher gains skills through experience, and that the more ex

perienced teacher is the more successful teacher. Alexander and Simmons,
 

Carnoy, and Carnoy and Thias, concluded that teacher experience con

tributes to teacher 3uccess in Frimary and early secondary grades, but
 

not in upper secondary grades where more skill and knowledge are required.
 

Using seniority as a measure of exp.rience, Thias and Carnoy found that
 

seniority was a better predictor of examination performance than formal
 

qualifications. 'They concluded that "Seniority may reflect the beneficial
 

effects of having a stable staff, since older, more senior teachers are less
 

likely to be transferred to other schools, regardless of qualifications."
 

(Husen, 1978, p. 27)
 

3. Teacher expectation: The Pygmalion Effect: This was described as
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teacher exiectation 1as 
on students whereby students conform
 

tne expectatlons of their teachers. It has been much researched in
 

western countries, however only foul 
of the tnirty-two studies of devel

oping countries reviewed included the 
measure. 
 Uies 


1 1clune Cn.; V i 


All lour Sil, LLat _1iL 

1:2..,eccu. 7C ccrre-Lation between teacher expectation 

and increased levels of jtudent achievement. The Philippine Department of
 

Education and Culture study (1976) of fifth and sixth graders reported:" A
 

teacher's evaluation of students is 
an important determinant of academic
 

performance /and7 as the 
teacher's evaluation becomes more 
positive, the
 

student's performance increases above the levels of their 
own self-esteem."
 

(Husen, 1978, P. )
 

Hus4n believes that despite the paucity of research data for LDCs,
 

that the results of the 
four studies conducted in LDCs, in conjunction
 

with the considerable data available for developed countries, that there is
 

a strong argument for the inclusion of this variable 
as a positive input
 

in raising the performance levels of students. "A).-hough the cumulative
 

evidence from LDCs is 
mixed, the strongest support seems 
to confirm the
 

effectiveness of teacher training in maximizing student achievement.-There
 

are sound methodological explanations for several studies which have failed
 

to detect training effects. Unfortunately few studies. have thoroughly
 

investigated the 
more subtle factors which may obscure the influence of
 

training. Although it may be that 
'untrained or unqualified' teachers
 

may effectively teach some subjects such as 
reading in first and second
 

grade, the evidence suggests that trained teachers would normally be
 

required to teach more advanced ziubjects to middle primary grades...
 

Teacher upgrading pro,.r7is have received little attention in the
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,.terature, but the two studies reviewed in ;hi3 (Husen) report
 

suggest that such programs are effective." (Husen, 1978, P.38) 
Teaching methods which involved instructional television or 

prograr.rmed learning instruction were found to be correlated positively with 

student achievement. However Husen cautions that the research so far
 

has been limited an. thus 
the findings should be regarded with reservation.
 

The studies do provide furtile groun-. for furtiior experimentaticr. ar,:
 

develorment. The major concern shcull be 
 -o
l-elc:e-nt of techniques which 

are oulcu-J inzltruive and whic!,h irw urcn indigenous resources both
 

in terms of language and esthetic-,, and with 
'egard to methodology.
 

Huse/n notes several areas 
in which further research is necessary,
 

particularly studies to determine the 'threshold effect' of teacher
 

training. How much training is needed and at what levels of training
 

do the benefits aerived from training diminish? What are the critical
 

uppor and lower thresholds for teacher training at 
various grade levels?
 

A second area of needed research as noted by Husen is 
the effects of
 

teaching style on 
the cognitive and non-cognitive effects on students.
 

In the literature on educational reform, there is frequently noted a need
 

for reform in the authoritarian and rote 
teaching styles of LDC teachers.
 

The assumption is that 
teaching styles influence learning outcomes. Research
 

is needed to clarify the effects of teaching style on student achieve

ment. 
A final question raised by Husdn reflects his concern with teacher
 

training as 
it is conducted in the developing world. At present
 

training follows a traditional Western pattern and as such is "conservative
 

and expensive with respect to local need2 and resources." It is 
therefore
 

neces.ry to whacask alternative rcrims might be possible and feasible. 
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Schiefelbein Agree dith this point, he states: 'Undoubtedly the
 

decisive element is appropriate training of teachers jince conventional
 

training programs have produced teachers that do not accept responsi

bility even 
for the failure of normal children." (Schiefeibein in Haddad, 1979,
 

p.34)
 

In concluding remarks Husen says that because of the implicit as

sumptions about schooling in the West and in developed countries in general,
 

the relationship between the teacher/teaching variables in previous studies
 

are probably undervalued and thus the conclusions drawn are 
conservative
 

statements about the gains to students' achievement through the up

grading of teachers in LDCs. (Hus~n, 1979)
 

4.2 How teachers teach 

The level of quality teaching and the use of appropriate teaching
 

techniques is reflected in the question of how teachers teach. Research
 

results reviewed in the literature point to inapprotriate tueachin methods 

and tr tr-ining as alienating to both sudents and teachers in develop

ing countries. African wastage rates exemplify, in part, this phenomenom.
 

The data presented in the study of repetition and drop-out rates cor

relates rates found in 
 former French and Belgian colonies with those
 

levels of repetition in the educational models of France and Belgium.
 

Both educational systems represented the highest levels of repetition
 

for their respective world regions. The implicit interpretation of this
 

correlaticn is that the educational practices of France and Belgium con

tinue to have substantial influence in their former colonies, particularly
 

at the pedagogy level.
 

Huse offers some observations abcut 
the ability of educational
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techniques to be realily adapted across cuHuo"es. He iuestions the extent 

to which the cognitive processes of :eople from iifferent cultures are 

shared, citing Gladwins 1970 study of the logical thinking patterns among 

the Puluwat Islanders in the South Pacific and research by Gay and Cole in 

1967 on the mathematic ability of the Kepelle tribe in Nigeria. Gladwin has 

argued that in contrast to 'he "psychic unity of mankind and his shared learn

ing processes, differences in substantive knowledge and problem solving 

abilities represent more profound and fundamental differences in logic 

and other thought processes, and that these processes are culture-bound." 

(Gladwin in Husdn, '1979, p. 51) 

Gay and Cole argue that the difference in test results used to 

measure achievement in developing ccuntries,.particularly standardized tests, 

can be attributed to cultural specificity of the testing. Their position 

is based on testing performed of Kepelle students in mathematics using 

standardized tests and tests developed incorporating culturally specific 

perceptions of mathematical problems , an.- the differential results obtained 

from the two sets of tests. 

Husn interprets tnese findings in two ways: 1) by upgrading schools 

a;u teachers in LDCs greater comparability in test scores could be obtained; 

or 2) the differe;ue is due to more fundamental cognitive processes and 

is less amenable to policy intervention without radically changing the 

cultural context. (Husen, 1979) Other studies suggest a third interpreta

tion of test results and other measurements of achievement. The need 

is for improvement in the context of curriculum as well as teaching metho

dology based on indigenous sources of innovation, and less reliant upon the
 

l onlydeveloped 4orld the 6ource ca pedagogy. 
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A inpelu st..es: " There can be little ioubt that complex informal 

jucation.l systems exist in many traditional -ocieties, through which
 

valued cultural information is transmitted, such as family members,
 

religious leaders, village elders, and peers. 
 In many contexts a teacher
 

who is an outsider to the culture, using materials and techniques
 

which are unfamiliar in a setting (the school) which is equally strangel
 

can experience only limited success." He further observes that 
" Where as 

the parents in Western cultures tend to thrust out their children to
 

others to train ra-th.n' early, in non-literate societies. the parents
 

and the 
family assume greater responsibility in, and spend longer time
 

on, the training off their children."(Akinpelu in Husen, 1979, p. 52)
 

He cautions that in these societies the teacher is the only source
 

of technology and science and in that capacity he 
or she should be well
 

trained. By way of further caveat he underlines that schools teach more than
 

technology and in cases where the language of instruction is not a mother
 

tongue, the tendency is to teach Western culture along with technologies.
 

Other aspects reviewed in the literature which had an impact on
 

teacher inputs to student achievement 
were the amount of time the teacher
 

spends teaching and teacher attitude toward students and job, as well as
 

school facilities and availability of texts and teaching 
materials.
 

4.3 Class size and student achievement
 

With respect to the issue of class size and the return to students
 

in class size reduction Wadi Haddad conducted a survey of available re

search. His survey findings showed that 
there i5 no definitive conclusion
 

re.ardin- the relationship between class size and different variables
 

the ....in! process. It cannot bz concludedi that an increase in class
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ize dill necessarily lead to a lecrelue in the level of student aca

demic achievement. Likewise, 
a decrease in class size does not guarantee an 

improvament in the social. learning environment. It seems more important than 

class size, is what the teacher does with the opportunities the size of
 

the class offers for learning. Haddad outlines 
a series of strategies
 

that potentially would increase the effectiveness of teaching in large
 

classes including the use of assistants and programmed learning tech

niques. His final point is that 
the only definitive finding in relation
 

to class size i. that of cost: 
" Expenditures increase dramatically with
 

a decrease in class size due 
to additional classroom teachers, class

room equipment and materials, and adminstrative services. Since we can

not say at this point whether the additional cost results in addition

al benefits, it may be more cost-effective to increase modestly class
 

size and to invest the annual savings in areas that prove to be effective
 

such as textbooksand qualified and motivated teachers." 
(Haddad, 1978, p. 14)
 

This conclusion is based 
on tht assumption that class size will
 

reflect a policy decision that results in savings that could then be 
re

directed into tercher training 
or text supply; however in many cases, the
 

expansion of class size 
it the primary level is an involuntary decision based
 

upon increased demand and not administrative decision making, resulting
 

in no increased allocations and thus no availability of funds for redir

ection. On going teacher training could be effected so as to introduce,
 

as Haddad recommends, new techniques 
to accomodate and benefit from
 

large class size.
 

4 .4 Curriculum as neocolonialism
 

The content of curriculum in affecting the internal efficiency of
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There is extensive
education in LDCs has already been ailluded to. 


literature on the cultutral LSpects of neocolonialism represented in the
 

curriculum of LDC Zchools, a result of unaltered importation patterns of
 

texts, curriculum ani teachin; methclo.Qgy. Altbach -n; Kelly sa-y:
 

neat o-n be convincingly
'"Eucational neocccniim i.: not concact tait 


argued in all situaticns in all Third World countries.., it is a combi

nation of historical forces, the perhaps inevitable results of international
 

inequity, and the interests of classes within the Third World. The
 

concept is further complicated by the fact that neocolonialism is, for the
 

most part, voluntary; most Third World nations are dependent on industrialized
 

countries for many aspects of their educational and intellectual existence
 

and have called thi6 dependency neocolonialism because we see it as an
 

integral part of the broad thrust of colonial relations stemming from
 

historical past, and because we see the industrialized nations attempting
 

to maintain this status quo at the expense of independent development in thd
 

Third World... Because former colonies are poor and because during direct
 

foreign occupation demand for a certain type of education was stimulated,
 

most Third World countries find that they cannot, without major social
 

revolution, depart from education structures of the past." (Altbach and
 

Kelly, 1978, p. 41)
 

This type of 'colonialism' is reflected in large part by school texts,
 

the language of instruction, curriculum structure and content, and teaching
 

methods. The combination of these factors results in schools that are
 

detached from the com:unities they are supposed to serve. Educational
 

choices continue to reflect former colonial curricular decisions with
 

little regard for the objectives and needs of the indigenous population.
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Rath.3r than ,aingle 31ricultural curriculum for the rur'l -ector or
 

other centralized chan-es, 
the need is for an indepth understanding of
 

Primary curriculum in relation to 
 its cultural context, and the educa

tional and social goai 
 of the community, the region, and the nation.
 

Until. such analysis i.3 conducted, curriculum 
will continue to have little
 

impact on reversing trend 
 in drop-out and repetition rates, which
 

wastes resources and undermines internal efficiency in the system.
 

The choice of language of instruction, particularly in the primary
 

curriculum is an important area where current 
policies need to 
be recon

sidered. De facto clicies in many 
 frican countries have recognized the
 

futility of instruction at the 
primary level in foreign languages.
 

In most countries however, the official language of 
instruction± remains
 

the former colonial language. Commenting on repetition rates the UNESCO
 

report remarked: "In 
some multilingual societies, particularly in rural
 

areas, children often have at best a very scant knowledge of the lang

uage of instruction when they entei' school. 
Under such circumstances,
 

repeating the first grade may be 
a necessity in order for them to suffi

ciently master 
the language of instruction, a necessary basis to enable
 

full benefit from the teaching in the following grades." (UNESCO, 1980, p.145)
 

Even this statement is optimistic when considering the child from a village
 

in which the language of instruction i3 not spoken by parents or peers.
 

The opportunihy to learn that language is limited to 
the classroom
 

experience which is 
one of learning frustration and linguistic isolation.
 

It seems doubtful that simple repetition will facilitate language acqusi

tion. Given this optimistic view it still remains costly and inefficient to
 

continue a practice 
that results in repetition.
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One other area which nee±L tr. be ovaluaued i- the cumbersome range cf 

the curriculum often found in Africar, -chco2j. Much of which represents
 

holdovers from the colonial system. To increase efficient learning and re

source allocation primary school curriculuirs should 3tress basic require

ments of literucy and numeracy so ha' further education can be undertaken 

or skills training enhanced by mastery of these basic learning tools. 

4.= Efficiency and administration 

Administration iz,mentioned briefly here as another Jimension of 

inefficiency in educatiznal systems in Africa. It is an area that was not
 

well covered in the literature reviewed and needs further definition
 

and study. Some general observations were made in the literature however.
 

Administration at the local level, including routines such as student attendance
 

practices and teacher presence may seem mundane but they are areas of
 

considerable inefficiency in many schools. questions as to the practices of
 

salary distribution, text and materials acquisition and distribution, main

tenance of school property and facilities are all factors in the success.
 

of an efficient school. The success of an educational system depends on
 

several levels of bureaucracy and to the extent that these systems are
 

inefficient, those inc-fficiencies will be mirrored in administrative
 

waste at numerous levels.
 

National alministration must have a capacity to undertake educational
 

planning research and the authority to carry out educational programs that
 

are viewed as necessary. This requires not only trained manpower, but a clear
 

designation of minijterial duties and responsibilities. In many African
 

countries niether the manpower nor the bureaucracy exists to undertake
 

a
 
these administrative duties. Frequently the education ministry 

is 
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maze 
of overlagping responsibilities wnich hampers efficient admini

stration of school programs.
 

An example of one of the areas 
in which administrative inefficiencies
 

can result in costly decisions is the construction of schools and class

rooms. 
 3ecause of fraigmentary control and responsibility of school
 

constructioi. ouildi,,g desig"6 and materials selection is frequently
 

not based on sound design research of indigenous building needs and avail

able materials nor on innovative techniques of construction. The involve

ment of localities which will benefit from the school should be encouraged.
 

In Tanzania and Somalia village self-help projects have built class

rooms and teacher housing as one approach to lowering the cost of
 

education;Harambee school 
in Kenya are another e::ample, although these
 

schools may turn out to be rather costly to the 
 government when and if
 

state take-over requires national financing.
 

In conjuiction with the building of appropriate schools, the
 

optimal use of these facilities once 
completed is also an approached to the
 

increased efficiency of school systems that appeared in the literature.
 

Several countries in Latin America, El Salvador, and Ecuador for examle,
 

are using double shifts to meet primary education demands; other al

ternative uses of school buildings include adult education centers and rural
 

village developemnt centers which attmpt to maximize facility and re

source use. 
Whatever the decisions are they require an efficient and
 

well run administration.to effectively implement and support the resulting
 

programs.
 

Before reviewing jome of the 
strategies for the improvement of
 

efficiency in primary education the report will discuss the correlate
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cf internal efficiency, h6t i the conceit cf external efficiency.
 

5.Definition of External Ef ficiency
 

External efficiency i a broader definition than internal efficiency
 

in the case of education. It desicribes the net benefits, lifetime earnings,
 

labor productivity, personal satisfaction accrued to individuals with
 

education. The achievement of the objective of external efficiency implies
 

that the system must produce 'relevant' educational services for its
 

users, and that the different sets of skills and knowledge generated by the
 

system must be effectively used. (El Salvador Education Sector Analysis, 1977)
 

The relationship between the learning ;rocess and educational
 

benefits iz not _enerallvy direct ncr immediate, making the establish

ment of the benefit-cost relationship difficult. Manzoor Ahmed explains
 

the complexity in this way: 
"The direct output of an educational activ

ity is uade up of learning achievements: Increased Imowledge, skills,
 

understanding, and new attitudes/behaviors; the ultimate benefits of
 

education are derived only when learning outputs are put 
to effective
 

use. It is not the outputs per se but how these outputs are applied and
 

the opportunity for their application which indicates their ultimate
 

benefit. 
Effective use of the learning outputs is not necessarily a
 

function of the cost inputs of an educational program; and it is af

fected by a host of factors extraneous to the educational program it

self. To the extent that education is an instrumentality for development
 

and increased individual and social welfare, the learning process outputs
 

need to be translated into individual and social benefits through the effective
 

use of these outputs." ( Ahmed, 1975, p.75)
 

The relationship between the benefits derived from an 
educational
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program and the cost inputs i6 referred to as 
the external productivity
 

or efficiency of the educational program. 
Expressed in numerical terms,
 
productivity is the 
same as the benefit-cost ratio. Internal efficiency
 

is related to the 
exzernal efficiency of 
a program although the relationship
 

is not necessarily linear. Ahmed points out 
that high internal efficiency 

does not necessarily correlate with high externalproductivity. ASze sment 
of benefit-ccst relationships requires the examination of 
internal efficiency
 

but the assessment results of such an 
examination alone cannot answer
 

significant benefit-cot questions.
 

"This concept of the system's external productivity takes into account
 

the fact that the 1istributional rather than the market considerations
 

predominate in the determination of the system's external productivity
 

at the primary level. 
The market mechanism does not provide the right
 

kinds of signals to allow decisions concerning alternative social
 

investment. Moreover institutional realities dictate that the political inputs
 

into the decisions are substantial. 
Decision makers, therefore place
 

emphasis on the attainment of the enrollment objectives that are feasible
 

given the mandate of the current educational development plan. 
The learn

ing needs are defined in terms of: 
1) the socio-economic and cultural
 

background of the systems's users, 2) the nationa1 objectives for educa

tion, and 3) the anticipated use that individuals will make of the acquired
 

knowledge and skills in their environment." ( Ahmed, 1975, p.78) 

By way of background to the concept of benefit-cost analysis and 

external efficiency measures the terms cost and benefit should be 

defined in some detail. 

5.. Cost 

Tha costing of an educational program or innovation is not as 
simple
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as 
it may appear. 
 Coomb6 and Hallak have provided a guide to the
 
kinds of information needed to effectively estimate, the cost of a
 

program 
or innovation:
 

1. total enrollment broken down by levels and types of institution
 

geographic areas, and by indiv;Jual grade levels,
 

2. annual numrer of graduates from each category of institution,
 
3. annual number of drop-outs and repeaters, indicated seperately
 

and by type of institution, geographic region and individual grades,
 
4. total number of teachers, distributed by types of institution
 

and levels, and divided by qualification and salary catergories,
 
5. total annual expenditures 
on each level and type of institution,
 

broken down by recurrent and capital cost and by major sub-categories
 

within each of these,
 

6. a breakdown of annual revenues by source of finance for each
 

main education sector,
 

7. the ratio of educational expenditures to the GNP and to total
 

public expenditures,
 

8. the ratio of teacher costs to other recurrent costs
 
9. the comparative level and compositiox of unit costs per student
 

in rural versus urban schools,
 

10. comparative costs per student of day versus boarding schools,
 
11. comparative costs per student in each level of schooling,
 
12. comparative costs of fulltime and part-time instruction,
 
13. the theoretical cost of primary school graduates versus 
the actual
 

cost per graduate,
 

14. the relative class size of grades in different types of institutions,
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15. 
indicators of Jpace and equipment utilization iCoombs and Hallack, 1972)
 
The doubtful availability of this sort of disaggregate data is
 

but one complication of the costing process. Ahmed discusses the difficulty
 

of gaging social cost, beth public and private particularly since op
portunity cost becomes more and 
more deceptive as educational systems
 

expand to include segments of the population for whom the monetary market
 

is marginal. Rates of 
return to educational investmnt re 
not at all stable
 
by region or 
economic standing and thus further complicate the costing
 

procedure of a benefit-cost analysis. (Ahmed, 1975)
 

When considering cost there are other questicns that need to be
 
answered: 
cost to whom, money costs 
versus real costs, and the level of
 
private cost, 
social cost, and public cost for the educational service.
 
Ahmed comments that ccsts are usually expressed in terms of money, but
 
money is not a very stable measuring rod. The value of money changes
 

over time, so costs can be measured either in current prices or con
stant prices, and since not all educational resources 
are traded on
 
the market, the assignment of price is arbitrary. 
The important
 
factor is that a distinction must be made between money costs and costs
 

in terms of real resources.(Ahmed, 1975)
 

Within this aLbreviate discussion of cost 
issues we have not discussed
 
hidden costs, full cost versus partial cost, public and private funds and a
 
host of other complications that figure in the estimation of cost. 
 The
 
intention however was 
simply to give an indication of some 
of the major
 
components to cost and the complex nature of the term.
 

.2 ~-nefits
 

With the same intention of hinting at the complecity of the term
 

-2e7



a brief discussion of the nature of benefits measurements and the inherent
 
Jifficulty of quatif 
_,oan!
Will fllow.The vry.natrebofthe
will follow. e tc education
The very nature of the 
term benefit is extremely variable in
the field of education. 
 It can be characterized 
as economic in the farm
of increased earnings, Productivity, 
andc employment potential

economic or in nonterrs of increased occupational choice, mobility, and greater
efficiency in home and work. 
Benefits 
can also be characterisized 
by
personal satisfaction, 
improved self-esteemor 
at 
the community level,by
the desireability 
of a literate community. They 
can be continuous benefits
or cummulative, planned and premeditated, 
or coincidental, 
or nonapparent.
 

Precisely because benufits 

not necissarily immediate 

are not all quantifiable and because they are
or directly attributable 
to specific
educational 
progra-ms, 
they are extremely difficult to accurately 
measure
 
or portray.
 

It may be useful to look at 
two of the most 
common mechods of
benefits measurement in education 
so as to illustrate their use
 
and their limitations.
 

5.3 Rate-of-return analysis*
 
Rate-of-return 
analysis is 
an attempt to quantify benefits and costs
and to establish a ratio which indicates a threshold at whichinvestment in education is 

further
 
no 
longer of benefit 
to the consumer at
estimated the
 or projected cost. 
 It can be 
an extremely sophisticated model
attempting to account for many'of the variables that have been mentioned
above. 
 It remains a favorite method of deriving economic measurements of
benefits from educational investment. 
 Within the recognized limits of theprocess.
it is helpful as 
a tool 
to illustrate 
some of the economic return to educational
 

*extract 1kom: Financing and Ifficienc 
 in Education, Manuel Zymelman, 
973.
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investment, it is however, 
a limited tool and not 
the definitive measure
 
of return to educational investment. 
 Zymelman raises some 
economic
 
caveats regarding the results of rate-of-return analysis:
 

1. Schooling is not the only determinant of earnings;
 

2. Do earnings reflect productivity as productivity is an outcome of
 
education in the rate-of-returr equation;
 

3. Can 	external effects be accounted for in earnings;
 

4. What should be the value for social discount rates;
 

5. Are uncertainties and probabilities of 
unamployment considered
 

in the calculation;
 

6. Is the wage structure static or 
is it likely to change over
 

time and in the near future;
 

7. Are part-time earnings considered in calculating the rate-of
return, and what of non-economic returns such as baztering for housing or food; 

8. Are the costs used those of an internally efficient educational
 

operation, or educational system; 
and
 

9. Are the benefits being measured explicitly defined as social and/or
 

private. 

5.4 	Manpower analysis
 

Another method 
 frequently used to forecast and 	improve needs projec
tions towards the evaluation of the external efficiency of an educational sys
tem is manpower planning. Essentially it is 
an attempted estimation of
 
labor demands for specific labor skills 
or-
levels of education, and the
 
the implicit skills/behaviors that accompany a specific level of schooling.
 
Manpower forecasting has been Used frequently to justify educational pro
grams, or 
the expansion of educational systems to meet expected manpower
 



needs. Zymelman in hij dijcusion of manpower planning raises the following 
issues in connection to the potential use and accuracy of manpower projections:
 

1. There is an underlying assumption that labor cannot be sub
stituted; workers have limited mobility. There is elaticity of substi
tution in the labor 
market and in the developing countries 
hat elasticity 

5 Dn important 1 enlsicn 
to the labcr market profile.
 

2. The 
tenuous relationship between et.>cation and occupation,
 
particularly in developing countries leaves the forecasting mechanism
 

vulnerable to 
error.
 

3. Shifting and volatile labor markets 
 in economies that 
are single
 
marke+ dependent also renders the manpower forecast more vulnerable to error.
 

4. Manpower forecasting in isolation has no cost 
component and by
 
consequence is not sufficient for educational planning. (Zymelman, 1973)
 
5.5 
Ecternal efficiency as a relevant educational sstem
 

The fundamental question in educational efficiency is whether the
 
product has any relevance to what Vaizey calls the 
'good life'. He is
 
refering to individual and social benefits derived from a literate
 
populace and an 
educated workforce that is mobile, productive and
 
open to experimentation 
as 
a result of education. Vaizey criticizes
 
the fundamental conceptualization behind manpower and rate-of-return
 

analysis which explains income differential via the concept of
 
human capital, in which persons are regarded as walking-talking
 

machines to whom returns are paid in exactly the 
same manner as 
in a
 
capitalist society they are paid to 
the owner of physical capital.
 

He claims this view of the functioning of the economy leaves unexplained
 

the notion of capital and it 
gives an inconclusive response to 
the
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question of what 
 ..
eterines Frice in the aibsence of an 
independently
 

set 
rate of profit. (Vaizey in 
Ahmed, 1975)
 

Ahmed further restricts the usefulness of economic analysis claim
ing that in isolation it cannot determine the effectiveness and benefits
 
of educational activities. Any claim to precision in the measurement of
 
economic returns to education is bound to reflect a gross underesti
mation of the difficulties of measurement indicated already, and the
 
overly simple notion of quantified educational inputs and resulting
 
outputs. 
 Furthermore it is based on an assumption of the centrality of
 
economic phenomena, an assumption that bears little relation to the real
 
world particularly the devloping world. 
(Ahmed, 1975)
 

Colclough argues that the benefits 
to schooling which narrow economic
 
approaches fail to capture arise frrnm the interaction effects of schooling
 
upon objectives of various social policies. 
This is not to argue that
 
the schools as 
they are presently organized are necessarily the most
 
efficient means of accomplishing there ends; indeed the constraints
 
inposed by existing links between the schools and the formal economy
 
produce considerable distortions and inefficiencies in the learning
 

process. (Colclough, 1980)
 

Ronald Dore contends that there is a greater gap today between
 
modern culture of the school and the culture of the home and village and that
 
not only is there 
a growing number of failures, drop-outs and unemployed,
 
but the successes who do get employment are.often i.ll-equiped or 
poorly
 
motivated to make the contribution to their econcmy and their country's
 
development that is expected of 
them. (Dore,in Simmons, 1980)
 

Brandon Robinson sees 
the failure to meet 
the basic needs of the poor
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directly reflected in the failure to appropriately analyse the problems.
 

(El Salvador Education Sector Analysis,1977) This failure leads to in

appropriate schooling which is, inpart, responsible for high internal
 

and external inefficiency within the schools. Abdun Noor advises that
 

"Some interventions can improve the relevance and efficiency of primary
 

education. Access may ov 
improved by raising the internal afficienzy of
 

primary education system, by better use of facilities and by better plan

ning of school locations. Other possibilities for broadening educational
 

opportunities are multigraded and non-graded classrooms, semi-annual entry,
 

and variations in the structure of the first cycle of primary education.
 

The most promising optin however is better adaptation of current
 

practices. 
China and Sri Lanka have adopted a flexible school calendar to
 
4
 

meet such local characteristics.as the harvesting season and the avail

ability of nonconventional teachers. India is introducing multiple
 

entry points in the primary grades for the nine to fourteen age group, and
 

also proposes to replicate, in several states, an experi4mental scheme
 

for primary education of one to two years duration for teenagers. In
 

Nepal, rural children attend literacy clas:es in the mortibg and follow a
 

planned program of skill acquisition during the afternoon outside school
 

under the guidance of parents and teachers. In Pakistan, feeder schools
 

run by housewives with at least an eighth grade education supplement primary
 

schools by providing literacy training to a substantial number of children."
 

(Noor, 1981, p. 12-13)
 

6. Strategies for Efficiency
 

Patrick Lynch in his interpretaticn of data and commentary on the findings
 

of the Education SecLor Analysis in Ecuadcr noted that "the 
special learning
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.,eedS of all people are multitudinous. 
Once the peole who are 
re
sponsible for education see their task as greater than running schools,
 

the vistas for alternative programs become boundless; 
six years of school

ing is only one 
way for people to learn. 
The wastage inherent in a system
 

which provides only one alternative, with no way for a person who leaves
 

the track early to get back into it 
is enormous and unnecessary. Educational
 

policy alternatives are numerous, 
both with respect to program and 
to or

ganizational structure. 
 If the school system is 
to be changed, changes in educa

tional professionals will have to accompany 1rogram or structural
 

changes. The :.ost Ufficult portion -f th senda of change is orient

ing those responsible for change to 
the desirability and technique of
 

change." (Lynch in Ecuadorian Elementary 
Education Sector Analysis, 1975,
 

p. 20 vol VII-2)
 

Recognizing this fimdamental need it is also important to underline
 

the context specific nature of change and the perceived needs that are to be
 

met by change. Just 
as much of the literature reviewed has cautioned that
 

research findings in the developed world are 
often not applicable in 
a
 

development context, neither are efficiency recommendations necessarily
 

applicable across the developing world. 
 Contextual specificity is ax
 

important dimension for the development of any strategy te 
ameliorate the
 

level of efficiency in primary education.
 

Starting with specific recommendations for improving segments of
 

the educational system identified in the literature as contributors to
 

inefficiency,the review of efficiency improvements will broaden to
 

include inputs that are not 
limited to educational resources and consider
 

a more macro response to inefficiency.
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6.1 	 Teachers and teacher training 

If as the literature has indicated, teachers and their training 

are two specific areas in ..hich upgrading and general improved delivery of 

services would greatly enhance efficiency then what are the potential 

methods of realizing these improvements? Findings in the Ecuador 

study recom,end thu t ::eaching qual'ity enhancement be achieved through 

training programs that improve the pedagogy and teaching methodology, 

and increase teacher's content knowledge of the subjects they teach 

(specifically mathematics and science if one follows the recommendations 

of Thias and Carnoy). 

Given this generally recognized need and the often enormous expense 

incurred trying to implement teacher training programs (a case study of 

Tanzania's attempts and the consequential costs is detailed in Educational 

Cost Analysis in Action: Case Studies for Planners), several alternative 

strategies need to be investigated. Hus'n states that no program for 

teacher training and teacher allocation should be designed and initiated 

without first acquiring a thorough knowledge of the decgrapJhip# §tructural, 

and cultural context within which the pro6ram is to function; and that 

efforts should be made to increase and improve teachers already in place. 

(Husen, 1978) 

In line with findings mentioned earlier in this paper, whatever 

the level of teacher training , efforts must be made to improve pedagogy 

and to displace former colonial teaching techniques which are inconsistent 

with identified objectives and needs. Every effort should be made3 to 

define indigenous methods of iustruction which incorporate local and
 

regional priorities and practices.
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Much of the failure to date of teacher training programs results
 

from the dependence of such programs on traditional methodology which
 

fails to meet the needs of individual teaching environments that are
 

considerably distinguished from those of developed countries. Teachers
 

must learn to effectively manipulate large class size with limited educa

tional support in the form of texts and materials, and to function in
 

generally less-than-optimal learning environments, with particular
 

regard to classroom facilities and libraries and laboratories.
 

Strategies for teaching disadvantaged children who come from
 

homes in which parental and peer educational support is negligible
 

must also be developed, because as educational systems expand, approach

ing their goal of universal primary education, they will increasingly draw
 

frQm students from the most disadvantaged segments of society. Teach

ing ill-fed children who often have extensive responsibilities of
 

sibling supervision or farming, outside of their classroom obligations, 

requires a markedly different pedagogy than that .4hich is practiced 

in an urban setting rina developednatiuns schools. The key to successful 

teaching and teacher training is not simple expansion, rather qual

itative change in the method and context of training,resulting in sig

nificantly different pedagogy.
 

Another area which concerns teacher training methodology is the need
 

to develop teacher awareness of their impact on students, as the literature
 

indicates that teacher expectation and attitude is significantly cor

related to student achievement. The problem may stem more from teacher dis

satisfaction than from teacher awareness and in the former case job
 

satisfaction is rooted in several related areas. One obvious dimension
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of dissatisfaction is the level of salaries and the frequently undependable
 

nature of payment schedules. 
Given the already high investment in education
 

on the part of most 
developing governments and the fact 
that recurrent costs
 

are generally more than 80% 
teacher salarieslit does not seem feasible to
 

suggest substantial increases. 
 There are other nonmonetary incentives such
 

as subsidized housing and food which could be absorbed through community
 

action especially in rural areas where teacher satisfaction is lowest.
 

The question of regular payment is an 
adninistrative problem which will
 

be considered later.
 

Frequently, however teacher dissatisfaction may be the result of
 

the natture of -he teacher .3election ind traiing process. 
 Many young
 

teacher:s at the primary school level have not 
chosen to be teachers but
 
4 

enter the teaching profession because other opportunities are not available
 
for advanced education or employment. 
 The system of teacher selection
 

shouli be reviewed. In many school systems academic tracking locks students
 

into pedagogy sections withouc regard for those students employment
 

preferences. The resulting lack of selection in the process of teacher
 

formation is excessively wasteful because teachers will teach for 
one
 

or two years in the hopes of re-entering school or seeking other employ

ment. Consequently teacher turnover is high and investment in teacher train

ing is lost.
 

Research alo reviewed for this report showed that teacher experience
 

was a primary success 
factor in student achievement. With regard to
 

teacher experience it is important to know what the pattern of teacher tenure
 

is in the school system and to review the data that indicates teacher stabil.
 
ity within a school or educational system. 
Not only is rapid and
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frequent teacher turnover disruptive at the classroom level but it is 

destructive to the overall continuity of the school system and its admini

stration. Teacher flight ij of Sreat'st concern in zhe rizal sect:z 

where recruit.mnt of tc:~rs is difficult -nd teacher tenure is very 

literature that differential pay
short-lived. It has been suggested in the 


scales in conjunction with other incentives suh as the hcusing supplements
 

previously mentioned might help to stablize rural teacher populations.
 

Whatever the strategy, which will derend upon the dimensions of the problem
 

in a given locality, teacher experience/tenure needs to be addressed as
 

an important component in teacher quality -nd the consequent input
 

that teachers have on efficiency.
 

6.2 Teacher training delivery 4 

Given the high costs and the manpower investment in teacher training, 

new methods of effective, low cost training muBt be implemented. Ther 

are several projects experimenting with prograummed learning in teacher
 

training programs and others with the introduction of peer teaching
 

training programs. The use oftechniques for use in tcazher in-service 

experieducational technologies, especially in countries which already are 


menting with television and radio for education, would be a fruitful
 

Emphaarea of experimentation in the delivery of teacher training. 


sis must be on lower cost training which is encouraged to break from
 

the past. The primary school
the restrictions of traditional methods of 


level, where the subject matter is less complex and teaching methods
 

may be the best level at which to initiate innovations.
more variable 


The introduction of differentiated staffing, the use of teachers and
 

and/orteachers aids in conjunction with specially Jevaloped curriculum 
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-2......... fthe deciion 
to introduce an innovation must not
 

overshadow the needs of the educational system. 'dell informed de

cisions should be made based 
on local requirements and educational objec

tives. Huse'n states that 
"future researcn should not be preoccupied
 

with the question of whether trained teachers make a difference, the
 

question which remains unanswered is how and because of what qualities
 

and in what contexts do teachers make a difference." (Husen, 1978, p.68)
 

The other important unanswered question is what is the teacher training
 

threshold at which benefits to training are no longer significant or cost
 

effective.
 

6.3 Curriculum content
 

Just as teachers and their training affect the input in an effi

cient system, curriculum can substantially influence the level of educa

tional efficiency particularly drop-out and repetition rates. 
 The
 

conflict which exists between the social and intellectual values that are
 

the basis of curriculum imported from the developed world and the require

ments of developing nations has been well covered in the literature.
 

Coleman has argued that one 
of the basic functions of the school is to provide
 

the child with a vicarious experience of the adult world including both
 

social and interactional structures, and the physical world. 
The curricu

lum in Africa lacks this basic relevance to it environment. Books,where
 

they existare imported and frequently antiquated, and the curriculum
 

itself is geared toward successful completion of exit 
exams which reflect
 

colonial models.
 

Curriculum change should concern itself with substantial re-evaluation
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)fcontent from a socio-cultural as well as academic perspective. It is
 

essential that educational goals established for schools recognize the
 

importance of curriculum which works toward the fulfillment of educational
 

and social objectives. Once a concerted effort has been made to re-examine
 

curricular content there remains the need for appropriate texts and teaching
 

materials. Without such materials curricular change will be ineffective.
 

The production and/or adaptation of primary school texts should be a priority
 

within the context of curricular change. In conjunction with text
 

development and production,mechanisms for distribution must also be
 

considered so as to make texts available and affordable to the greatest
 

number of students at minimal cost to the school system and the student.
 

6.4 Technology
 

Wells book on the role of instructional technology in developing
 

countries reviews a range of education programs which use radio and
 

television technology. Its thrust is to examine the complexities of the
 

introduction of technological innovat2.to within the constraints of
 

educational bureaucracy. 3efore considering the advantages of successful
 

application of raiio :na :elevision tec.=ology in the classroom it
 

is important to be awa-re of the pitfalls. Wells defines the following
 

potential p-oblems:
 

1. Problems cigeated by heavy reliance on foreign aid and personnel are
 

magnified by technology systems.
 

2. There is no evidence that a technology system will enhance the
 

success rate in reducing drop-out and repetition rates; it is no more
 

or less successful that traditional methods.
 

3. There is no evidence that it is successful in reducing illiteracy
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rates; technology simply reduces the reliance on trained personnel.
 

4. Technologies proved unacceptable in rural areas because of
 

student and parental conservative expectation and cultural distance
 

between lifestyle and new tachnologies.
 

5. Teachers view technology as displacing them and reducing their
 

control in the classroom.
 

6. Large expenditures on cechnolcgy systems may also add demand for
 

higher teacher salaries.
 

7. As grade level and exposure to technology increases there is an
 

accompanying decrease in favorable attitude toward the technology.
 

3. .;ith'robie=;reception and system malfunction :nd low or 

poor levels of muintemance are new administrative headaches. 

9. Students are viewed as passive or in a passive learning role
 

with little opportunity to question presentations. (Wells, 1976)
 

Despite these potential problems technology can be an important
 

mechanism in establishing an efficient educational system. The major
 

advantage of these systems is their ability to rapidly respond to man

power needs and to disperse high quality teaching resources to geographic
 

areas which might normally be deprived. In conjunction with
 

other methods of inrtuction and in teacher training projects radio
 

and television has had some success. World Bank is currently conducting a
 

pilot project in the Philippines: broadcast to teachers for in-service
 

training, and AID has been pilot testing several radio based curriculums
 

also with success. The role for radio and television and satelite
 

technology will be defined by the dimensions of educational requirements and
 

the potential for these technologies to deliver acceptable and cost-effective
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services. Ultimately the decision remains with the Jeveloping nation 

.A: it- perception zf the dvt~ g vearsuz the disadvantages. 

6.r Automatic promotion and grade retention policies
 

If repetition rates absorb up to a third of the annual expenditures
 

in primary education why not encourage automatic promotion throughout the
 

primary system, in light of the arbitrary level of retention standards
 

as practiced today in Africa? Haddad questions the basis of retention
 

policy which relies on tebting to establish academic success or failure.
 

"Tests , even when properly used and interpreted (which is often not the case)
 

measure a very limited number of educational outcomes, and consequently
 

their results do not justify the determination of educational success or
 

failure. Moreover the results are interpreted to reflect student per

formance with no reference to school conditions, teacher effectiveness or
 

appropriateness of curriculum." (Haddad, 1979, p. 18)
 

The results of a survey conducted by the Bangkok Institute for
 

Child Study in 1966 of twenty-five tkouaand school children concluded
 

that reepetition of grades appeurei tc hoed no advantage in raising
 

achievement levels. (Philips, 1975) Reinherz and Griffin (1971), Cof

field and Bloomers (1956), and Briggs (1966) found similar results in
 

studies they conducted.
 

Later studies have shown that in Thailand non-repetition is one of 

the most important variables influencing scholastic achievement on the na

tional level. Another significant finding which is bornout by the statistics 

of the UNESCO study is research conducted by Antoun and .bu-Rujeili in
 

1975 which concluded that repetition in the early grades does not screen
 

low-achievers, but a rather significant proportion of new repeaters
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appears in later grades. (in Haddad, 1979)
 

In summation of the review of studies concerning the effects of
 

grade retention on student achievement Haddad writes:
 

1. Achievement is influenced by a variety of school-related and out

of-school factors. While school-related variables are weak and not
 

consistentaly important, out-of-school variables and pupil characteristics
 

are consistently significant predictors of achievement. Similarly,
 

failure is caused by factors in the school environment, such as school
 

policy, programs and teachers, as well a.' by the pupil's socioeconomic
 

background, and his personal characteristics and psychological structure.
 

2. Promotion decisions are limited to attempted measures of cog

nitive performance while educational objectives are much broader. Even with

in such limitation, tests do not. provide a valid and reliable criterion
 

to establish the level of knowledge of a pupil or the proportion of
 

pupils that deserve to pass or fail.
 

3. There is no evidence that grade retention is more effective than
 

grade promotion. On the contrary, when groups under the two practices are
 

compared, promoted pupils usually do better, but both continue to be low
 

achievers. Moreover, neither repetition practices lead to better aca

demic ttandards nor dwz automatic promotion lead to a lowering of such
 

standards.
 

4. Grade retention, not only does not result in pupil recovery,
 

but it has certain negative effects on a pupil's self-concept, attitude
 

towards learning, peer-relations and attitudes of parents of repeaters.
 

5. Other things being equal, promotion seems to be as desireable
 

if not more desireable than retention. However, automatic promotion
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does nct change a pupil's rate of learning, improve his chances of
 

success, or remedy the para-academic 
causes of failure. (Haddad, 1979, P.29-30)
 
The real issue as defined by Haddad is not 
one of promotion
 

versus retention but how to improve the level of low achievers, and ultimately
 

how to prevent fai]'n-e. 
In light of these findings it may be of con

siderable savings 
to African governments to reconsider their promotion
 

policies, (Kenya, Nigeria, Tanzania, and Zambia all practice de jure 
or
 

de facto automatic promotion for primary grades) and to alter retention
 

practices where 
 they appear to be 
tco excessive and consequently very
 

expensive. The former French and Belgian colonies in Africa may be particu

larly concerned with this policy change given their high levels of repeti

tion, muchowing to high levels of grade retention.
 

6.6 Sector strategy
 

John Simmons's book, The Education Dilemma suugests a tactic that
 

has been employed in Latin America with success. The central hypothesis
 

is that developing countries are 
over-investing in formal schooling
 

relative to preschool investment in human capital, basically nutrition
 

and early environmental stimulation. 
The future effectiveness of
 

investment in,schooling will depend,to a certain extent,on 
the present
 

investments in pre-school-age projects. This hypothesis rests on 
:
 

1. Growing emperica 
evidence which shows that children of families
 

of low socio-economic levels tend to 
score 
worse in most ability tests.
 

2. That to a large extent, those low scores are a product of a
 
deficit after birth in environmental 3timulation as well as nutritional
 

intake, not genetic deficiencies.
 

3. That nutritional and health factors have a direct bearing 
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on the ability of children to store, proces6 and retrieve information
 

they receive in the classroom. Simmons refers the reader to studies by Marcelo
 

in Mexico, India, Guatemala, and the Philippines.
Selowsky carried out 


4. Future enrollments will increasingly draw children from these lower
 

which implies that the future effectiveness of
socio-economic levels; 


primary schooling will depend on the present policies aimed at boosting
 

via better quality of early environment and nutrition, the ability scores of
 

those children. (Simmons, 180)
 

The Ecuador Education Sector Analysis makes a similar point:
 

In reviewing its findings regarding health and health's relationship to
 

schobling, the health status of children determined:
 

1. The number of lays of sch)ol attendance; and
 

2. The level of classroom attention;
 

3. Malnourished children suffered cognitive disabilities; 

4. Because early brain development is a process of protein synthe

sis and, nutrient deficiency produces damage to the central nervous system.
 

What are the possible approaches to upgrading rural health and
 

education simultaneously? Coordination between donor projects to establish
 

'development regions' in the rural sector in which health and agriculture
 

projects would be established in conjunction with education projects is
 

an approach mentioned in the literature. This is also compatible
 

use of buildings and facilities
with recommendations to optimize the 


of schools while enabling radio and other technologies to serve the
 

multiple purposes of instruction in all three domains. The World
 

'extended
Bank is currently evaluating pilot -rojects testing 


primary schools'. These model projects assume a variety of forms,
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including new and expanded uses of primary school facilities , and the 

addition of 'practical' subjectz tu the Frimary school curriculum. 

Teachers are given new roles with out-of-school youth and adults, and be

come in essence community workers. In the Kenya Third Education Project 

primary schools are to become the central element of village development 

coordination. The ca3e is the same fcr a Sudan project in which the
 

primary schools become the village development center dispensing
 

health services and offering courses in agriculture and health science.
 

(Haddad, 1981)
 

6.7TExternal inputs to efficiency 

Whatever measures are undertaken to improve the internal efficiency
 

of primary education, nothing is accomplished if the products of an
 

efficient system are incapable of finding employment, And are ..
distanced.from-their
 

physical and cultural milieu, rendering them'a nonproductive member of
 

the society. Ahmed states that the ultimate test of efficiency of any
 

program is whether the knowledge, 3kills, and understanding gained from
 

the educational program have been, or can be put to use to derive the
 

benefits that the program is expected to produce. A conceptualization
 

of the role of the educational program in the paticular development situa

tion indicating the ways that the direct learning outputs can help to
 

achieve the ultimate educational objectives must be a working document
 

for educators, planners, and government ministries involved in the
 

conceptualization, program definition, implementation, and evaluation 

of education projects. 

Ahmed SUgts a three step approach to evaluation of the efficiency of 

an educational program: 
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1. A broader view of resources and costs 
needs to be taken to show
 

the true magnitude of costs, including financial, 
non-monetary and oppor

tunity costs;
 

2. All cost reducing possibilities should 
be considered, including
 

alternative educational approaches that 
can be applied,to achieve sub

stantially the same objectives; and
 

3. All factors that are exogenous 
to the program itself should be
 

on the attainment of stated
 
examined for the affect they may have 


of inputs, and the pos.ibilities of
 objectives or the efficient use 


appropriate program modification to account 
for and accomodate these factors
 

should be included. (Ahmed, 1975)
 

6.8 Financial Distribution Formulas as a Ccntrol 
Factor
 

Manue. Zymelman approachesquestions of efficiency 
and the encour

agement of economically efficient systems 
through a series of financial
 

distribution formulas which respond to the 
efficient management of school
 

systems and the achievement of specific 
goals through the distribution
 

"Increased efficiency can be affected by 
the
 

and allocation of funds. 


methods of distributing funds in an attempt 
to equalize expenditures
 

per educational unit, equalizing educational 
processes, increasing par

ticipation rates, inducing curricular changes, 
and reducing the number of
 

drop-outs." (Zymelman, 1973, p. ) 

an efficiency in-
In implementation of the allocation of funds 

as 


ducement, Zymelman questions the continued 
practice of distributing
 

funds based on fixed or variable amounts per 
educational unit when that
 

unit is measured by the number of enrolled 
students, the most common
 

It is unreliable because of it dependence
method practiced today. 
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of the year which reflect in
 t the egnnn

on enrollment statisticS 


flated attendance numbers and 
faii to incorporate drop-out figures 

or
 

Average daily attendance records, 
which record daily at

absentee rates. 


a set period and divides that 
number by the number of
 

tendance levels for 


actual school days, gives 
a more accurate level of attendance, 

plus acts
 

an incentive to reduce drop-out and to encourage teachers attention 
to
 

as 


a disincentive to overcrowding 
because that may
 

It also is
students. 


This process may be complicated
 or absenteeism.
lead to drop-out 


because of the often mijadministration 
of schools, out the idea of 

tying
 

of performance and efficiency 
could be a
 

measure
allocations to some 


useful approach.
 

Zymelman cautions that the allocation of the major 
portion of
 

on a per teacher unit basis at a supplement 
to,
 

recurrent expenditures 


az a substitute for student 
unit based allocation may 

induce in

or 

efficient student-teacher 

ratios as administrators attempt 
to augment
 

The allocation of capital 
expendi

teachers.

budgets by over-hiring of 


tures based on standardized 
per classroom basis discourages 

innovative
 

classroom construction and 
alternative use, relying 

instead on standardized
 

traditional building design 
and self-contained classrooms. 

He recommends
 

the allocation of capital 
expenditures on a standardized 

capital cost
 

per student place, the number 
of students in various categories, 

such as
 

secondary boarding students, 
could then be
 

rural primary students or 


used to determine overall funding 
requirements for a specific 

period.
 

This would encourage the innovative 
use of classroom and facilities, 

and the
 

He admits that a potential 
un

development of combination 
schools. 


desireable political effect 
would be the discouragement of village level
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ihools, but this could be overcome by the development of transportation 

facilities or boarding schools for sparcely populated regions. In this way 

the amounts of funding made available to schools wcull be based upon 

the reativo t ;iven '.J cf the educational units mentioned above 

by national, regional, and local goals. 

He aljo provides formulas of distribution aimed at the inducement of cur

ricular change and the achievement of specific goals such as equalizing 

educational expenditures by region and level. Admittedly however, "financial 

formulas are no panacea for educational problems. They are only instru

ments which have definite limitations. Each formula must be supported by 

safeguards and controls. The advantage of incentive formulas is that local 

authorities can decide how to sFend the money to achieve the formula's goal. 
4 

The overall prpblem with these formulas is that the total amount of avail

able funds also limits the effectiveness intended by the particular
 

formula." (Zymelman, 1973, p. 299)
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