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INTRODUCTION

This Manual is written for education planners, managers and policy makers in developing countries.
it was desligned for persons with iittle or rio training in soclal science or economic research. We believe 1t
will be most useful for persons responsible for decislons that directly affect what happens In schools.! We
hope it wili contribute to the effort to obtain Education for Ali.

The natlons of the world, concemed about Education for All, seek two objectives:
1. to provide some kind of education to aii children; and
2. to make thzat education as good as it can be.

This Manuai Is about what has bean learned in recent years about Access and Quality in basic
education. A key lesson Is that access and quaiity are affected by many factors. In this Manual, we attempt
to review those factors, and to show their complex relationships. We also pose a set of issues that policy
makers have try consider to imnrove thelr education systems.

improvement in any organization depends on:

1. avaliability of qualified persors and physical resources that match the requirements of the
situation;

2. effective actions and efficient use of resources, which involves Issues ot what and how and
when; and

3. careful monitoring of consequences to correct the Initlal plan and adjust to changes In the
situation.

This Manual wili help you to identify the kinds of qualifications that persans require to improve baslc
education. The Manual discusss the amounts and kinds of physical resourtes appropriate to different
situations. It provides examples of programs that have been effective in other cotintries. The exampies
show how persons and resources can be combined in various ways to generate change. Different goals
can be met by the same combinations of resources and persons. The same goals can be met through
cifferent combinations.

This Manual is for persons actively involved i the process of educational improvement. Progress
will come faster, we believe, if you can make use of knowledge gained through the experience. Use of
research carried out by others can speed up the process of change. The improvement cf education does
not require that you become expert in research or policy analysis. On the other hand, the fruits of those
activities can be of much help. By using this manual, you will become Informed about what poilcy analysis
can, and can not offer as tested solutlons. You will be made aware of the complex set of factors that you,
as poilcy maker, will have to take into account. Hopefully, you will also see that the task of improvement
of education while complex s not impossible.

1 A number of the other sources of assistance are included in the Bibliography of this Menual. Sce page 162 for specific
recommendations.



How to Use this Manual

There are at least four ways In which you can use the Manual.

1. First, for diagnosis. We ask you to describe what you think is not working well in your country.
The Manual takes you through a series of questions intended to focus on the specific issues you consider

most problematic.

Facing each page with questions Is a page that reports pertinent ressarch or statistics. This data
may serve as a standard agalnst which to compare your country.

You enter the book from page 1. Two major goals of education systems are presented:

1. enroliment of a'l children;
2. In programs In which they leam content valued by soclety.

Page 1 asks you to Indicate whether you are satisfled withi your country's achlevoment of these goals. The
statement you choose as most appropriate directs you to ancther page. You are carrled Into a more
detailed description of the situation, and eventually to examples of how other countries have responded to
that problem.

You may already have carried out a diagnosls of your system, yous may already have identified the
major problem areas. In that case, you may wish to tum to page 11, which provides a more detailed list
of problems.

2. Sacond, as a source of ideas for improvement. Pages 159-245 describe a variety of policy
options that different countries have adopted to improve their education systems. Each page describes what
was attempted and somae of the consequences of different programs.

Any new program affects and Is affected by other activitles in the education system. Most new
programs will not work effectively if changes are not made also In other parts of the systam. We provide
an Indication of othar factors that must be taken into account if the new policy option Is to work effectively.

3. Third, as a source of information based on research about which factors are most important
in the improvement of the performance of education systems. Beglnning on page 251 we present an [ndex
of all the variables and factors discussed in the book. On the page(s) indicated appears a short descrigtion
of the research findings, and suggestions for further reading.

The list of research Is as comprehensive as possible. If you do not find the kind of Information for
which you are looking, it Is quite possible that educational research has not yet addressed that issue. In
some casas, perhaps, you wilil find that research on a particular question has not yet been done in your
country.

4. You could, therefore, consider that the Manual presents an agenda for research. [t suggests
the kind of information useful in the policy formulation process.

Reading the Diagrams

The declslons and plans to make education systems more effective are called policles. In some
cases the "central® management of the education system will bs located at the level of the municipality or



district. Sometimes management authority Is held at the state or provincial, or federal or national level. In
each case, policies at each level will affect what happ=ns in classrooms.

We use diagrams to suggest the range of policies that can be taken to improve learning.

The diagrams can be interpreted as follows:

a. An arrow from one term or factor, e.g., from A to B, is read as meaning “A affects B" or "A leads
to B" or "A produces B®. For example, the following is read as stating that "more time spent trying to learn

the curriculum results in more leaming of the curriculum.” The sign on the arrowhead, + or -, indicates
whether the effect is positive (increases in A increase B) or negative (declines in A produce declines in B).

time spent trying amount of learning
to learn the > of the curriculum

curriculum

b. When a particular outcome has more than one direct antecedent, all are represented. For
example, the following diagram is read as saying "student absenteeism Is a joint product of the distance
student lives from school, frequency of lliness, and family demands on time.”

distance from school ——________i;__-___>frequency of
frequency of illness 4 student

family demands on time______# ——————>absences

c. Some factors do not operate directly to produce outcomes, but instead facilitate or constrain the
affect of another factor. For example, the impact of time spent trying to learn depends on the student's
ability to learn. You can think of the vertical arrow as representing a kind of valve which regulates the flow
along the horizorical arrow.

time spent trying ki

to learn +

ability to learn

lii



d. In some cases outcomes depend on the extent of matching or agreement between two factors.
For example, the performance of a teacher with a given curriculum depends on the difficulty of the
curriculum and the ability of the teacher. If the curriculum requires speclal skills, the teacher must have
them; an easier curriculum could be taught well by a teacher with fewer skills.

what the curriculum requires
the teacher to know . T

what the teacher Xnows

Almost all the “factors® we have included in these dlagrams refer to policies that can be taken by
the central management of the education system. We know, as do you, that it is what teachers do in
classrooms that directly determines how much children learn. What teachers do in classrooms depends,
however, on a number of factors. These include tha taachers' training, access to materials, and the qualities
of the studerits. In other words, teacher effectiveness is conditioned by the actions of others.

What's On the Pages

The odd-numbered pages contain questions about education in your country. Note that
each page with questions indicates the pages from which you came; for most pages there are at least two
possible sources. This is our way of emphasizing the systemic character of education. Depending on how
you answer the questions, you will be sent to another odd-numbered page.

Note that the even-numbered pages facing those with questions contain information that may help
in thinking about the questions asksd.

The Manual contains several lndéxes that will help you find the information you ceek.
1. You will find an index of the gven-nymbered pages on page 246.

2. You will find a list of the Tables in this manual on page 250.

3. On page 251, you wili find a list of Key Topics covered in this manual.

4. Finally, we have included an Authors’ Index and all the References beginning on page 255.



Now you can begin by turning to page:

1, to Klentify problems in basic education In your country; or

11, to find a more detalled list of problems; or

159, the section that identifies programs to improve education; or
250, which lists the tables Included in the manual; or

251, which lists topics discussed in this manual; or

255, to find a list of the various authors cited in this manual; or

259, to find the bibliography cited in the manual.



n We Learn Anvthin
thers’ Experien

There Is a remarkable varlety in the organization of education, even though there
are striking similarities in the goals pursued. The purpose of education systems ls
everywhere the same, the learning by students of the knowledge, skills and values
contained in the curricuium. The means used to achieve those objectives, however, differ
according to national and local circumstances. Here are four examples.

1. In all countries, major emphasls is placed on the learning of language, which takes
up about 35% of the curriculum. Mathematlcs Is second, occupying about 18% of the
curriculum. These elnphases are constant across countries irrespective of their culture,
former colonlal status, or level of economic development (Benavot and Kamens, 1989).

2. The length of the primary cycle varies from only 4 years in some countries, to 9
years in others, with slightly more than half the countrles requiring 6 years to recelve the
primary certificate (UNESCO Statistical Year Book). Countrles vary in both the number of
days in the school year, and the number of hours In the school day. The worldwide
average Is reported to be 879 instrictional hours per year, but some countries offer as few
as 600 hours per year, and others report more than 1100 (Benavot and Kamens, 1989).

3. Textbooks are an essential element of the definition of the modem school. In
some countries, however, there may be as many as 20 students per textbook. In others
every student has a textbook for each subject (Paxman, Denning and Read, 1989).

4, Teacher certification varies widely. There are differences in how much prior
academic education Is required, and In the length of the training period. In some countries,
many teachers have as little as 6 years of schooling, while In others most are at least
university graduates (Dove, 1986).

Education Is everywhere simllar, but different. We can leamn from the experlences
of other countries, even when we can not copy what they have done.






Difficulties In Estimating
The Supply of Schooling

Estimates of the supply or avallabliity of schooling are difficult to make. This is because
enroliment statistics represent the joint effect of supply and demand. We can have data on the number
of schools In each country, but the term "schocl® can describe several situations. For example some
schools may be without buildings, others with only one or two classrooms, and others as many as 30
classrooms. Many minlistries do not collect data on numbers of classroems.

The tacle below presents Information on numbers of teachers, and ratios of students per
teacher. As you can see, studerts/teacher ratlos are not a good index of supply. In countries in which
people are widely dispersed, there may be both a shortage of teachers, and a low students/teacher
ratio. If schools are located only in urban areas, on the other hand, the students/teachar rail> may be
high. An Iincrease In students/teacher may, as in the case of Burundi, represent a change from singls to
double shifts. Because the Burundi government used the same teachers for both shifts, the ratlo of
students/teacher Increased, but so did avallabllity of schooling.

Table 1. Net Enroliment Ratlos® and
Students/Teacher Ratlos 1980 and 1985
in Selected Countries®

NER(%) Students/Teacher
Country 1985 1880 1985
Paraguay 95.2 271 25/1
R. Korea 93.9 48/1 38/1
Egypt 85.9 40/1 43/1
Turkey 75.3 271 3N
S. Yemen 75 281 26/1
Nigeria 63.2 43/1 44/1
Beni: 50.7 48/1 33/1
Burundi 44.4 35/1 56/1
Pakistan 425 32/ asn
Ethiopla 284 64/1 48/1

2 or NER, defined as 6-11 year old children enrolled as a proportion of 6-11 year old population.

3 adapted from Lockheed and Verspoor (1989), Appendix 2, Tables 3 and 9.
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How Car: We Know How Well Schools Are Doing?

Developing country education systems do not perform as well as systems in the early-
industrialized countries. This Is the concluslon of studles that compare the academic achievement of
students on International tests.

Tablo 2 below reports results from International Assoclation for the Evaluation of Educational
Achlevement tests, transiated Into national languages (Lockheed and Verspoor, 1989).

Table 2. Comparison of Achievement in
Mathematics, Sclence and Reading
(percentage of correct answers)

General Reading
Arithmetic Science Comprehension

Country (grade 8) (grade 6) (grade 6)
Japan 60 61 -
Netherlands 59 48 69
Flemish Belgium 58 53 65
Franc. Belglum 57 48 74
Huiigary 57 53 70
United States 51 61 67
England and Wales 48 56 71
Thailand 43 47 -
Chile - 36 61
India - 36 53
Malawi - 42 34

There are several reasons why these kinds of comparisons should be regarded critically.

1. The comparisons of test scores are made only on items common to all countries. They are
not necessarlly a good measure of all that is learned in a subject for any country.

2. Relative standings do not indicate whether in any country an acceptabie standard of
performance Is attained. What it is Important to know In Malawi in General Science shouid differ from
what it is important to know in Japan, or Hungary, or the United States. How much knowledge of
arithmetic Is required to be a good citizen, or productive worker, or responsible family member, wili vary
from soclety to society.

3. Itis also impossible to assess whether the level of difficulty of test items remains the same
when they are translated from one language to another.

See pages 172 and 233 for critiques of standardized tests.

Sea page 232 for an exampie of successful use.
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Reasons for the Gender Gep in Enrollments

The enroliment rates of boys and of girls sometimes differ because the supply of schooling Is
not the same for each group. A gap can also occur because of differences in the demand for
schooling.

Table 3 compares the ratio of female to male students at different grade levels. in some
countries ( e.g., El Satvador) there is little disparity between male and female enroliments, altiiough the
gross enroliment ratio (GER)* Is not }.'gh. In other countrles (e.g., Egypt) although the GER is higher,
there Is a large disparity or gap between enrcliments of boys and girls. For a categorization of countries
according to amount of gender gap in enroliments see Anderson, Cuadra and Dall (1988).

In some countrles female eniollments decline in the upper grades. This may be because as glrie
approach the age of puberty they are withdrawn from (co-educational) schools by their parents. In
some cases, this withdrawal Is justified with religious explanations. In other cases, parents say they
withdraw thelr children to work In the household or in Income-generating activities. In other countries,
the relative proportion of girls increases in the upper grades, as bovs find wage-paying jobs in the labor
force (Stromquist, 1989).

Table 3. Gross Enroliment Ratios and
Ratio of Female to Male Students by Grade

GER Ratio Female/Male Students

(1985) Grade 1 Grade 3 Grade 5
Mall 21.6 .60 .60 .58
Guinea 30.3 .50 45 39
Ethiopia 33.7 .65 .59 61
Sudan 49.8 65 67 70
Burundi 52.5 .83 .76 .66
Benin 64.7 52 51 .49
El Salvador 75.1 .96 .89 1.01
Nepal 82.2 45 .40 37
Egypt 87.0 81 79 75
Algeria 93.0 .83 .80 .76
Zalre 94.2 a7 .69 .70
Philipplnes 106.2 92 .93 .98
Indonesia 117.6 .93 .93 93

adapted from Lockheed and Verspoor (1989)

4 the ratio of total enrollment to number of children of school age.
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Demand for Education

Families seek education for their children when they belleve that the education wili contribute to
the benefit of the children or the family. These benefits can be religlous, social, econornic.

There are significant differences in the amount and kind of education that families seek for boys
compared to girls. and these are often Justified by rafarence to reliclous teaching. These distinctions are
not clear In the fundamental doctrine of world religions, but are enforced by reference to interpretations.
The Koran, for example, begins with a call to read, and teaches complementarity betwzen men and
women. In some Islamic countries, 1.owever, education for glrs Is severely limited while in others men
and women have equal levels of opportunity.

Diffarences in demand for education vary also as a result of economic expectations of parents.
Children are more frequently sent to schoo! when it is belleved thiat thelr emiployabllity Is greater with
education. The more highly educated the parents, the higher their expectations and, therefore, the
greater thelr demand for education of their children.

Educatlon Improves a chiid’s soclal status, which can enhance the soclal position of the family in
the community. Education may, for example, improve the ability of a family to arrange a marriage
favorable to the family's ir*erests (Stromquist, 1989).

In most countries demand for education is high, and exceeds supply. This s true even among
poor and supposedly *backward" rural famiiles. The value of education is well-understood, and poor
families make proportionately greater sacrifices to educate their children than do families with greater
wealth or Income (Tsang, 1990).

Furthermore, demand for education increases with supply. That Is, as more children go to
school, the Importance of schooling incr.uses. Education, or the certification that schools give, replaces
traditional methods of sigralling the intellectual and soclal capabilities of an Individual. The process is
*Inflationary.” Once most children go to primary school, a primary school 2ducation is no longer enough
to set a child apart. Demand increases for secondary education. When there are more secondary
school graduates In the labor market, employers prefer to hire them over persons with only primary
schooling.
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10
Factors that Contribute to Learriing

The concept of quality is widely used In educaticn, but often with different meanings. Among
recent works on quality of education in developing count:izs are studles by Fuller (1989) and
Heyneman (1983). Consuit the Index for a more complete listing of research on this topic.

The term quality is used to refer to:

1. characteristics of the facturs that go into the education process;
2. aspects of the process itself; or

3. the outcomes of the process.

The diagram o page 11 Is one version of how vurious factors aifect one kind of quality, the
amount of leaming that students experience.

Qpportunities for Learning come about as the esult of policies of the central managemant.
Policies that affeci the quaiity of the curricuium, instructional materials, administration and teaching, and
time spent on trying to learn, can increase Opportunities for Learning. The impact of Opportunties for
Learning is mediated by tha “teachability* of the students, or how much students are able to izam in a

given period (see page 40).

Note that In the model, Improvement of any one of the 6 factors will have an impact on the
amount of learning. Threa of the factors have multiplier or med!ating effects, that Is, the resuit of
including cne of thesa Is more than a simple addition.

1. The quality of raterials affects the impact of the quaiity of the curriculum.

2. The impact of amount of time on the task is affected by the quality of teaching.

3. The teachability of the students affects the impact of opportunities for leaming.

in the diagram on page 11 we have indicated that the quality of administration affects time on

task. This occurs through the actions of principals or school directors to improve discipline in the
school. Improved discipline means teachers have more time to spend on instruction.
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Recrulting Teachers to Work in Rural Areas

Many countries find it difficult to staff rural schools. The reasons inciude:
1. a percelved lack of physical amenities and cultural attractions In rural areas.

2. actual or percelved nigher costs of teaching in rural areas, as these affect immediate income
or opportunities for future advancement.

3. ethnic, raclal or linguistic differences between inhabltants of urban and rural areas that
discourage urban candidates.

4. the failure of rural schools to graduate enough persons to supply teachers for rural schools.
5. cultural taboos, more easily enforced in rural areas, against single women living alone.

There Is no comparative research on the factors that make it difficult to recruit teachers for rural
schools. Simllarly, there Is no systematic research on which policies are most effective in overcoming

this problem.

The best we have is a careful reflection (by Linda Dove, 1982) on the kinds of policies that might
be effective. Dove analyzes the kinds of reasons persons might have for becoming teachers. Some
persons are motivated primarily by economic reasons, others by cultural or intellectual reasons. The
reasons for,entering the profession may not be the same as the reasons for choosing to remain. For
example, once a person has decided that the salary a teacher eams is sufficlent, non-economic
incentives may become moro important.

Some countries offer financlal packages to attract teachers to rural areas. These often Iinclude
salary increments or premiums, and housing or a housing allowance. These may be helpful In attracting
persons to go to rurai areas. Over time, they may not be effective in keeping them there. Other
incentives such as opportunities for training, or special recognition, may have greater impact.

For more information on this topic see page 76.
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14
Investing in Education of Girls

Poor countries that provide education equaily to boys and girls, do better on health,
population growth, and economic growth,

Countrles that have spent more on providing primary education to girds tend to have

-*higher economic productivity,

Jower Infant and maternal mortality, but also lower fertility rates, and

Jonger life expectancy for both men and women..."
than do countries that have spent less (King, 1890, p. 6).

Also important Is the disparity or gap between spending for girls and spending for boys. The
closer tha amount of spendging for the twu groups, thi greater Is the contribution that education makes
to development and economic growth. In those countries where there Is a large gap bstween education
of boys and the education of girls, economic grewth and soclal development lag behind.

Why should we expect the education of women to be so Important?

1. In many poor countries women make an important contribution to agricultural production.
Education of farmers in general increases thelr productivity; provision of primary schooling to women
may make the difference between subsistence and good surplus conditions.

2. Womsn also make an important contribution to the nutritionai and heaith status of the home.
Particularly where men are drawn into the wage labor force and are absent from the housenold, mothers
have primary responslbliity for child-rearing, food purchasing and food praparation.

3. In some economles women increasingly are participating In the labor force, either as single
mothers or as wives. Educated women earn higher incomes than those without education. They can
apply that incorme to the improvement of conditions in the horne, such as Improved nutrition.

4. Development requires the coordinated effort of ail citizens. A large gap between the
education levels of women and men makes it difficult to achieve that coordination.

See page 219 for ways to increase education for giris.
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16
Who is Handicapped?

The term handicap varies In definition and In acceptability. Generally the term Includes children
who are blind (sometimes called visually impaired or visually disabled), children who are dest
(hearing Impaired, hearing disabled) and chlldren with other physical impairments that limit their
participation In activities considered irportant to the leaming process. Sometimes the term includes
children who are termed mentalily impaired, that Is who are thought to lack the intellectual abllity or
mental stabillity to be able to benefit from schooling.

Persons with "handicaps” often develop other capacities to compensate for their "deficiency.”
For examplg, the biind deveiop a keen abllity to distinguish and remember sounds. Deat persons often
develop a capacity to understand sp2ech from the movement of a speaker’s lips. Persons without these
impairments less often develop thase abllities. They also place a lesser value on these abilities than on
those they themselves have developed.

The "handicap® of a person is therefore in relation to the abilities of the majority. Other less-
often recognized "handicaps" might inciude lack of familiarity with the dominant cuiture, iack of fluency in
the dominant ianguage, or in some circumstances not being of the dominant gender.

Schooling often is designed only for the dominant. in this case schools ignore the d'versity of
the population that makes up a dynamic and progressive country. in effect, schooling creates
handicaps for some students.

A few countries have provided separate educational cpportunities for these chiidren. In most
cases the education provided Is of iesser quality than that provided in most public schools.

Giher countries have decided that It is unjust to deny these children access to the education
provided to others dlifferent from them. As a resuit, handicapped children are now belng Iincorporated
into the dally routine of regular public schools.

The process Is calied mainstreaming. Research shows that handicapped children learn more
when they are mainstreamed than they do In special facilities. There Is no negative effect on the
cognitive learning of children without "handicaps®; on the contrary, thelr soclal development is enhanced
by contact with persons different than themselves. Also clear is that the learning capacity of these
"handicapped" children exceeds what Is generally presumed.



17




18
How Much Should be Spent on School Construction?

If students learn as much In Inexpensive school bulldings as Iin expensive bulldings, we
should bulld iess expensive schools. Saved resources can be used to expand access, or to Improve

quality.

Data from the World Bank (Lockheed and Verspoor, 1989) indicate that in Sub-Saharan Africa
schools built with local materlals cost only one-third as much as schools built to “intemational”

standards.

Table 4. Cost per Student Place for Local
versus Intematicnal Construction Materlals (US$)

Country “Brick and Mortar” Local Materials
Senegal 593 175
Central African R. 478 176
Burkina Faso 549 203
Mauritius 355 183
Chad 460 156
Mali 417 226

At most there is only very weak evidence that quality of bulldings makes a difference to
learning. Although some sort of bullding Is necessary for a school to operate effectively, many studies
show little or no relationship between: the type of constructlon; the amount of ventilation and
lumination; physical condition of the roof, wails or furniture; and student learning (Fuller, 1987).

For example, in Paklstan researchers found no difference between schools with high scores on
an external achievement test in mathernatics and sclence, and those with low scores, with respect to the
conditlon of the building and whether children had desks or chairs (Warwick, Relmers, 1991).

Perhaps other factors are much more Important In producing student learning. For example,
suppose the difference between effective and Ineffective teachers Is very large, much larger than the
effect of buildings. Suppose a'so that teachers are assigned randomly to buildings. In this case we
would see only the effect of teachers.

A few studles do report that quality of the bullding makes a difference (Mwamwenda &
Mwamwenda, 1987). It may be that in these studies teachers are assigned according to the quality of
the building, and what we really are seeing Is the impact of effective teachers. '

For another point of view see page 78.
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Salarles for Teachers Explain Most of Cost of Education

Education Is a "labor Intensive® industry. Salaries and benefits for teachers are the largest line
item in the budget of all ministries of education. Salarles gererally amount to more than 30 per cent of

the total.

The starting level of teacher salaries varies from country to country. The amount depends on
the relationship butween demand for and supply of teachers, the structure of wages In the country, and
the poiitical strength of teacher assoclations oi* unions.

In most countries teachers recelve salary Increments In relation to years of service and to further
training and education. This means that two countries with identical starting levels of salaries may
spend sharply different amounts on salarles because teachers In one country have more years of service
than teachsrs In the other.

In recent years teacher salarles In many countries have declined as a proportion of GNP/capita.
In some countries teacher salaries In 1985 In units of constant currency wera only 50 per cent of what
they were In 1970 (International Institute of Educational Planning, 1989).

This decline has been attributed (e.g., by Relmers, 1990) to declslons that governments have
made about how to respend to pressures from the International Monetary Fund to reduce overall
government expendltures some countries chose to reduce spending on education. In most cases this
was accomplished by not matching allocations to education with the inflation rate or expansion of
enroliments. Teacher salaries were held constant, Not only did the real income or purchasing power
of teachers decline, but governments also did not hire enough teachers. Class sizes increased.

It Is politically easler for governments to hold teacher salaries constant when there are more
than enough candidates for positions. This oversupply occurs when the number of persons trained as
teachers exceeds the number of available positions, independent of whether all children are enrolled In
school or the ratio of students to teachers.

The net effect of reduced salaries appears to be a reduction in the quality of education.
Repetition and drop out rates have increased, and public compiaints about how little students learn are

mere common.

See page 84 for some data on teacher salarles re'ative to GNP.



“Thefactors involved ares: - - v

‘1'.:_:_'; thc §vcr i_l;lsgpf‘ply;;df pcrsons

 There aren’t ezough people who want to be tr

interested qualified + 5 Supply of
persons T_., ? candidates )l*_‘, teachers

level of funds
educatior. in available
society '




Demand for Schooling

Planners distinguish between total demand for education, and expressed demand. The total
demand for baslc education Is the number of chiidrer: within the ages ¢if compulsory schooling. This
number of children Is the same as that enrolled when a country has achieved Universal Basic Education.

Expressed demand is the number of children who seek enrollment, that Is, who would enroli If
there were space In a school. Expressed Demand can be greater than the Total Enrulled. In some
situations the supply of schools and/or teachers Is not enough, that is, demand exceeds supply. For
example, the number of students who want to get into university often Is more than the number of
places available.

Among the fuctors that limit enroliments In school Is the distance of the school! from the homes
of children of school age. Research reports that

“The farther children must travel from home, the less likely they are to enroll In school”
(Anderson, 1989).

In additlon, the further children iive from schocl, the more likely they are to stop attending, that is, to
drop out.

Among the reasons why parents delay or prevent entrance of thelir children in school Is fear
about their safety en route to and from the school. This conzern Is greater for girls than for boys.
Research in Pal.!stan and Egypt shows that enroliments of glris increase sharply when a school Is 1
kilometer ot less from the home.

Demand Is also limited by the costs of schooling to the household. Direct costs include fees,
uniforms, textbooks. Indirect costs may Include transportation and ciothing. Opportunity costs are the
Income that the household gives up by sending the child tc school.

Demand Is further reduced when the percelved benefits are low. Families are more likely to
enroll children they see as having high potential than those without. Children who fail in school may be
withdrawn because parents believe the child Is unlikely to ever succeed.

For more Information on demand factors see Anderson (1988).
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How Many Teachers Are Required?

The number of teachers a system requires to teach the students enrolled can be changed
by changes in the curriculum.

The effectiveness of a teacher depends, among other factors, on:

1. the ability of the teacher to teach the curriculum;

2. the ability of the teacher to manage students;

3. the cultural disposition of students to behave according to requirements of the curriculum;
4. the avallability to teachars of Instructional materials that hold students’ atteition;

5. the availabiiity of materials for self-instruction;

6. the heterogenelty of students’ abilities and interests; and

7. the physical environment In which instruction takes place, both the climate and the building.

Research states that better trained teachers can handie more students with no decline in
learning outcomes.

Large classes with instructional materiais do as well or batter than small classes without
materials. See page 90.

Of particular importance Is to be able to assign teachers to the subjects and levels for which
they are prepared. Supply Is inadequate when there are not enough teachers for a given subject, such
as mathemeztics or science {Dove, 1986).

Sctme Instructional technologles, such as interactive radio instruction, have been shown to
permit te7.chers to handle iarger classes effectively. See page 202,
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Differential Participation in Education
of Girls and Boys

As Table 5 below shows, in all paris of the world women are more likely than men to have
racelved no schooling. Similardy In all parts of the world the school completion rate of men Is higher
than that of women.

The ratlo of educational attainment by women to that by men Is above .90 In the Industiialized
market economies, In Eastem Europe, and in Latin America and the Caribbean. Women recelve almost
as much education as do men. In other reglons of the world, however, the ratlo Is lower. It is lowest In
the Middle East and North Africa where women complete only half as many years of schooling as do

men.

Table 5.
Percentage of Women and Men
Recelve No Education

Number of Women Men
Reglon countries % %
Sub-Saharan Africa 14 57.7 46.0
Middie East/N. Africa 7 72.2 48.0
South Asia 5 65.0 51.4
East Asla and Pacific 12 20.7 9.7
Latin Amer/Caribbean 17 243 20.2

adapted from Stromquist (1989) Table 1.

Can the differences In educational attainment be explained by a short supply of education for
women? There appear to have been no systematic studies on the provision of education to
women compared to men. A review of 90 emplrical studies on women’s participation In education
(Stromquist, 1989) reporis few studles from the Third World. None of the studies appear to have
included Information about differential opportunities for attending school for gils compared to boys.
Instead, the studies focus on how demand for schooling varles according to the gender of the child.

Systems that maintain separate schools for boys and for girls may report enroliments by gender.
They may even Indicate numbers of teachers classified by gender. They do not, however, indicate the
numbers of classrooms with teachers that are avallable to girls compared to boys. It Is possible,
therefore, that lower school attendance by girls Is partly a result of a lower supply of education.






How Much Money Is Enough
for Education for All?

Third World countrles vary widely in the amount of their national "income” that Is spent on
education. In 1989 the Government of Tunisla spent 5.5% of the Gross National Product on education.
That is, education accounted for 5.5% of the total of goods and sorvices that were exchanged in Tunisia
in a given year. In the same year, other countries spent less than 2% of thelr Gross National Product on

education.

Data of this kind are sometimes used to make an argument that countrles vary in the "effort"
they make to provide a public educaticn systeri.

These data may be misleading. Central Government expenditures may be only a fraction of total
public expenditures. in some cotntries a significant proportion of the education is previded by non-
governmental organizations. The ¢ost of providing education varles considerably.

Table 6 shows Centrai Government Expenditures on education, for the years around 1989, and
the proportion cf the age group enrolled in primary school. There is no reiationship between either the
percent of government expenditures for education, or government expenditures as a proportion of GNP,
and the net enroliment rate in primary.

Teble 6.
Central Government Expenditures
on Education around 1989

EXPENDITURES ON EDUCATION

As % of Total % Age Group
Gov't Expend. As % of GNP in Primary
Ethiopla 10.6 3.7 26
Malawi 12.3 3.6 55
Mali 9.0 26 18
Burkina Faso 14.0 1.6 27
indonesia 10.0 2.1 100
Bolivia 20.3 34 83
Cameroon 12.0 25 80
El Saivador 17.6 1.8 72
Tunisia 14.6 5.5 85
Turkey 15.7 3.7 84
Costa Rica 17.0 4.7 85
Mexico 12.3 26 99
Rep. Korea 18.5 3.1 100

Source: World Bank (1991)






Choosing School Locations

There are excellent alds to assist in the planning of school locations (e.g., Gould, 1978; Hallak,
1977). There Is a scarcity, however, of alds to help In obtaining sites on which to locate bulldings.

Most work on school ocation planning or school mapping has focused on how to locate
schools to respond most effectively to the distribution of potential students.

Cost Is undoubtedly a major factor in the selection of sites for schools. Land costs are a major
contributor, but preparation costs may also be high, as when the land provided has an unsuitable
subsoll (e.g., is subject to flooding).

A second factor is access of the client population to schools. This problem Is most serious for
primary grades; and most serious in rural areas in which students are widely scattered. Time and mode
of travel to school have baen shown to affect regularity of attendance (of both teachers and students),
They have an Indirect effect on amount of leaming (see pages 100 and 104).

Recommended distances and time durations vary by the urban or rural nature of the site, age
and gencler of the students, and level of violence. A current rule of thumb is that no child should have
to walk mare than 1.5 km. to reach a primary school.

When land Is not available for schools, educational planners have shown great ingenuity in re-
designing programs and buildings. In crowded urban areas, schools can be bulilt vertically, that is, with
muitiple floors. Playgrounds can be located on roofs, or in central areas accessible by transport.
Simiiarly, workshops and laboratories can be concentrated in school clusters (Cummings, 1992) in rural
areas. Page 217 suggests alternative sites for schools. Page 228 describes the effective use of a
cluster system. See also Wheeler, Raudenbush and Pas!gna (1989).

For additional reading see Almeida (1988) and Hamel (1977).
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How Much Mcney is Needed for Teachers?

In every education system salarles of teachers Is the largest single cost item. The total is often
above 90% of total recurrent expenditures. This Is consistent with our understanding of education as a

“labor Intensive® actlvity.

As overall spending on education Increases, the proportion of the budget that Is for teacher
salaries declines. More Is spend on administration, and on Instructional materials and training.

All evidence Indicates that investment In educatlon Is a fundamental requirement for economic
growth and political and soclal development. Spending on education contributes to development by

1. slowing down the rate of population growth;
2. helping to Improve overall health;

3. Increasing participation In the labor force; and
4. Increasing productivity.

Should Increased spending on education go to higher salaries for teachers, or for increased
spending on administration, or Instructional materials?

Increased spending for teachers could be used to hire more teachers. ‘f teacher/students ratios
are held constant, this permits an increase In enroliments.

4

Increased funds could be used to ralse teacher salaries, to Improve quality of teaching. See
page 84 for a comment on research on this issue.

Increased funds could be used for training to Improve quality of education. See pages 52, 66
and 82 for a discussion of training and quality of teaching.

Increased funds could also be spent on instructional materials. In Brazli, research shows that
spending on basic materials such as chalk, paper, pencils and textbooks Is much more cost-effective
(more 1. ypact on learning per unit cost) than are training courses for teachers (Lockheed and Verspoor,
1990; see also page 60).

The balance between spending on teacher salaries, administration, and materials, will vary
according to the kind of Instructional technology adopted. Some ways of delivering education are less
labor intensive than others. For examples see page 202.
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Instructional Design versus Curriculum Design

There are two basic perspectives on how curricult:n should be designed. The first emphasizes

*correct” coverage of the subject matter. This perspective argues that each discipling or subject matter
contains its own logic. Content should be presented according to this loglc. Those persons most
expert In the discipline are those best qualified to develop the curriculum. For convenience, we refer to

this as a curriculum design approach.

A second perspective emphasizes amount of learning of the subject. This view insists that
presentation of content should be organized according to how students leain. The psychology of the
learner Is more important than the logic of the expert in the discipline. Curriculum should be developed
according to research on learning. This is called the instructional design approach (Gagne & Briggs,
1979; Richey, 1986).

There Is a growing body of research that shows that learning technologies based on
instructional design metho4s:

1. enable teachers to handle larger ciass sizes with no reduction in learning
outcomes;
2. enabie students to iearn the same amount of content in less time (or to learn more

in the same time); and

3. permit less qualified teachers to be as effective as qualified teachers using
traditional technologles. (Thiagarajan & Paslgna, 1988).

Instructional design methods emphasize the followirig principles:

1. Students (and teachers) should bs clear about what Is to be learned, that Is, about
Instructional objectlves.

2 it should be possible to assess whether these objectives have been achieved, that is,
whether the student has learned.

3. Assessment should be fairly frequent, to allow for adjustment of the pace of
presentation.

4, Lessons (instructional units) should be relatively short.

5. The sequence of units should be organized according to the logic of the learners.

See pages 38, 221 and 222 for further information.
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Summary of Research on Background Characteristics
of Teachers ldentified as Effective

We can define an gffective teacher as ona who generates high levels of student learning. If we
knew the characteristics of persons who become effective teachers, we could develop criteria for
selection and training that would improve learning outcomes. However, how effective a teacher Is
depends In part on circumstances beyond the control of the teacher. For example, how much students
learn depends also on characteristics of the students (see page 40).

As a consequence, studies that link characteristics of teachers with student learing outcomes
do not produce consistent results. Here are some of the findings that often, but nut always, appear:

h teristl Implications for Selecticn and Tralnin
Higher verbal ability, Screen for verbal abllity.
sometimes measured by IQ,
sometimes by soclal class

High expectations for learning Screen on beliefs about learning capaclty of students. Traln
teachers to set high standards for selvas and students.

Knows many teaching methods Train teachers to use wide variety of pedagogical practices.
Provide examples of different methods In practice.

High knowledge of subject Extend academic training of candidates. Use in-service tralning
to broaden knowledge.

Clear definition of purpose Select candlidates familiar with real conditions of classroom,
purpose of schooling.

Sense of humor Select candidates on basis of interpersonal skills.

For more information see Gumbert (1990) and Rugh (1991).
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Instructional Materials and Curriculum Requirements

Students learn what they are taught (Fraser, Walberg, Welch and Hattie, 1987). The curmriculum
Is the education system's plan for the learning of specified content. As a plan, the curriculum includes
goals (learning objectives) and programs (which specify the activities to reach the objectives). The
success of the system depends on Implementation of the curriculum.

Like many plans, however, curricula often fall because of faulty Implementation. Proper
Implementation depends on knowiedge of and commitment to goals, and tho abllity to carry out
programs. Teachers often lack knowledge of officlal learning objectives, and of the specific content they
are supposed to teach.

The Textbook as Source of Curriculum Knowledge

Day to day knowledge of the ofiicial curriculum can ba provided by textbooks matched to the
curriculum. For many teachers, without manuals and witheut In service training, the textbook I3 the only
source of knowledge of the curriculum.

In many countries, students do not have access to textbooks (Paxman, Denning and Read,
1989). In some countries this Is because few textbooks have been printed, In others It Is because poor
parents can not afford to purchase books for thelr children. Rural students are most affected by
shortage or cost of books.

In many countries what books are available do not match the requirements of the curriculum. In
some cases, books are not avallable in the language of Instruction used In the classroom. in other
cases, the content of the textbooks Is not consistent with officlal curriculum objectives.

An analysis of texts In 15 countries reports that curriculum content Is often presented In a form
that makes It difficult for students to learn. Textbooks sperd too little time o Initial leaming tasks, too
quickly skip to mnre sophisticated material that few students can master (Cope, Denning and Ritelro,
1989).

The Teacher's Guide as Source of Curriculum Knowledge

An alternative or complementary source of information about the curricuium Is a guide wiritten
for teachers. The guide can accompany the textbook, and contain suggestions for how the text Is to be
used. Or it can be a stand-alone manual for implementation of the officlal curriculum. However, teacher
guides are even more scarce than textbooks.
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The Teachabllity of Students

. The success of the formal school, as a means for providing large numbers of children with basic
education, lies In lts specification of content and procedures. The formal school specifies
~who can teach,
-what they will teach,
~how &t will be taught,
~what materials will be used,
-how student learning will be assessed.

To make these specifications, plapn k mpti he ¢h tics of childr
who will attend the school. The school works best when there Is a close match between the
assumptions of the school, and the characteristics of its students. Students who do not match the
assumptlons, ofteii experience failure.

Low levels of learning by some children may, therefore, be explained by thelr lack of readiness
for school. This lack of “readiness” may be attributable to several factors:

1. a family background that did not provide the self-discipline expected by the school. After

all, schools expect children to obey teachers, and to be able to sit still for relatively long periods

of time.

2. afamily background that did not provide the learning skills expected by the school. Some
schools, for example, expect children to arrive at school knowing thelr alphabet, colors, and
numbers. They expect children to have leamned to listen and remember.

3. differences In language and culture that make it difficult for the ckild to understand the
teacher.

Schools can improve thelr abliity to teach students by changing thelr own assumptions. They
also can provide speclal training to children to ready them for school. Pre-school programs are
designed to accomplish this.

Effective pre-school programs provide children with opportunities to leam the soclal skilis and
habits required by the 1st grade of school. Children learn self-discipline, respect for others, obedience
to the teacher. They aiso may he taught learning skills expected by the 1st grade curriculum.

Research shows clearly that pre-schoo! programs can reduce failure in the early grades of
primary school (Halpern, 1986; Raudenbush, et al., 1991), especially among poor children.

For further discussion of pre-school programs see page 214.
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Sources of Problems in
Administration of Eduvcation

The administration or management of education became a critical issue beginning in the 17th
Century. Schooling was seen as an effective means to produce citizens loyal to the new European
natlons (Ramirez and Boli, 1989).

Mass education was designed to employ techniques of control similar to those developed in
factories. This included standardization of inputs such as furniture, teachers and texts. It also meant the
designation of persons responsible for seelng to the proper use of those Inputs.

Those who managad schools were In turn managed by district inspectors v:ho in turn responded
to a national ministry. The form of most ministries of education was laid down in the early 1800s and
has not changed significantly.

The following are among the sources of problems faced by managers at all levels:

1. Lack of clarity in objectives, The goal statements of most education systems are highly abstract.
Few systems have developed Indicators or measures of outputs. Plans often focus only on Inputs. As
a consequence, managers at varlous levels may have conflicting views of which activities are most
Imgcrtant.

2. Imprecise and overapping Job definitions, Fallure to specify responsibiiities ieads to duplication of

effort. Perhaps worse, it may iead to a tendency to push decisions up to the highest ranking official in
the system. Managers at the top of the hierarchy end up carrying out tasks of lower level managers.

3. Insufficient resources to carry out responsibllities. Ministries of education often have no control over

their own budgets. Funds are allocated by a ministry of finance or some other agency. The first budget
ftems'to be cut are those that support activities of managers, such as transportation and communication.
This makes. |t difficult for managers to visit units for which they are responsible.

4. Lack of planning; time consumed with ‘fire-fighting’ or routine tasks. Many plans are merely

extrapolations of current activities. No effort is made to anticipate the petty and serlous crises that every
system faces duriny a year. Managers have to attend to solving "urgent problems" rather than studying
how to improve long-term performance.

We have some descriptions of the kinds of problems faced in administration of education
(Toronto, 1990; UNESCO, 1984b) but no studies on how to solve these problems. See pages 142
and 144 ’






The State of Educational Planning
at the End of the 1980s

Most observers agreed that by the end of the 1980s educatlonal planning was In a state of
confuslon. A variety of reasons Is offered. For example, It Is asserted that there was:

“...a naive perceptlon regarding the ease of educatlonal plannlrig and a presumption that it would
[automatically] have a positive effect on economic growth (Hallak, 1989)".

"...excessive political and economic interference. Planning became a public facade In that
exterior funding agencles, such as the World Bank, USAID, UNDP, expected governments to
have educatlonal plans before monles would be allocated. Governments would create plans
without substance and direction (Morales Gomez, 1989)".

*..an [excessive] emphasis on tising an economic approach to finding solutions to the soclal
problems of education (Morales Gomez, 1989)".

"...a lack of micro-planning. World planners underutilized indigenous researchers, creating a
disparity between educatlonal planners and the actual conditions In the developing socleties
(Morales Gomez, 1989)".

Some of the suggestions for improvement of planning include:

1. Improve the relatlonship between education and work.

2. Become more pragmatic; take into consideration the real conditions; look at
educatlonal, soclal, cultural, financlal and human dimensions that have an impact on
educatlon.

3. Look for long-term rather than short-term solutions. System wide reforms on financing

and budgeting wili free education planners to construct less fragmented plans.

4, improve the Implementation of plans once adopted.

For descriptions of ways to accomplish the above, see page 236. For more information on
edicational pianning see Hallak (1989), Lewin (1988). '






Teacher Language and Student Learning

There are several reasons why education systems in multilingual countries should provide
instruction in more than one language.

1. There Is abundant research that shows that students learn to read more quickly when taught
in their first language ("mother tongue* or L1).

2. Students that have leamed to read in thelr L1 learn to read in a second language (L2) more
quickly than do those who are first taught to read in the L2.

3. Students taught to read In their L1 more quickly acquire academic learning skills. (See page
114 for detalls.)

Unfortunately, many countrles do not have enough qualified teachers who speak languages
other than the official language of instruction. In this situation L2-speaking teachers often allow students
to use thelr:i1 to help explain the lessons. Research shows that in most cases this Is not as effective as
an explicit bitingual program. Students do not learn well in elther L1 or L2.

The most successful teachers in bilingual programs are native speakers of the students’ L1, from
the same community. Often there are not enough qualified teachers from the conimunity. Good results
have been obtained by training indigenous speakers as teachers (McConnell, 1981).

Bilingual teachers (whose “mother tongue® is the language of Instruction but who speak the
students’ L1 as a second language) are also effective. We know little, however, about how proficient
teachers have to be In the students’ language. There Is very little research on student learning that
measures teachers’ language proficlency as an independent variable.

Teachers' attitudes toward the indigenous language are important to the success cf the program
(Corvalan, 1984). Also important are the attitudes of parents and the community. Negative attituc'es
toward use of the indigenous language for instruction are found when:

1. the Indigenous language lacks prestige in the soclety at large; and

2. not learning the L2 has negative consequences for employment.

For more information see Baigorria (1991).
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Should Teacher fraining Emphasize
Subject Matter or Pedagogy?

An effective teacher needs to know both the subject taught, and how to teach it. As the chart
on page 86 shows, countries vary in how much time Is spent on tralning in skills, and teaching of
subject knowledge. We have almost no research about the proper balance between training In
teaching skills, and teaching of subject knowledge.

There are several reasons why this Is so.

1. Most research Is not comparative.

Some studies show that teacher knowledge is important for student learning
(Fuller, 1987). These studlies did not, however, include measures of pedagogical skills.
Other studies Include measures of training in skills, but do not analyze which
combination Is most effective (Tatto, Nielsen & Cummings, 1991).

Research Is selective In its attentlon. Studies on teacher competencies
emphasize tralning in subject matter. On the other hand, research on teaching
strategies gives priority to pedagogical training (OECD, 1989).

2. ltis difficult to study the training process.

Little research has been «one on what actually takes place in teacher training
programs (Dove, 1986). Many teacher training programs do not have a formal
curriculum.

Teaching of subject knowledge and tralning In sklils may be combined in the
same class. This makes It difficult to assign levels of effort to each. We do not have
well-developed methods to measure how teachers have been transiormed by their
training.

3. It Is difficult to distinquish effects of teacher knowl from effects of teacher skilis.

The Impact of variations in teacher knowledge and teacher skills on student
learning varies as a resuit of:
teacher motivation;
students’ ability levels;
working conditions in the classroom; and,
the specific content (by subject and level).

fRoow
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Obstacies to the Development of
Relevant Curriculum

There are few published evaluations of new curriculum, and few studies on the obstacles
to making curriculum more relevant. The following case study Illustrates some of those obstacles.

In 1988 Botswana developed a new curriculum to accompany the establishment of a nine year
basic education cycle. The curriculum was intended to be more practical, and related to “the needs of
the country.” Scme new subjects (such as agriculture) were included, others (e.g., mathematics) were
modified. The intent was to make It easler for schoo!4eavers to find employment or become self-
employed. The new curriculum Included guidelines and materlals for English, Setswana, math, science,
agriculture and soclal studies. It included as four optional subjects: ar, honie economics, religion, and
soclal studies.

Implementation of the curriculum in grades 7 through 9 was evaluated during 1987 to 1988. The
researchers visited schools, observing classes and Interactions between teachers and students. The
study concludes that there was little “practical curriculum® actually taking place. Instead,

a. the curriculum actually used was heavily teacher centered:;

b. emphasis was placed on transfer of information from teacher to student;

c. repetition and drill were the most frequently used Instructional methods; and

d. Ilittle attention was given to tha knowledge and values that students brought with them.

Four explanations are offered as to why the new curriculum falled In implementation to be
“practical” or relevant.

1. The language of instruction often was a second language for students. (See pages 46 and
114 for a discussion of importance of language of Instruction.)

2. Teachers were not competant in the students’ languages, and were unwilling to deviate from
the text, to adapt it to the local circumstances. This led to reductions in content ta: ght.

3. Teachers prefarred to reinforce existing skills of students rather than ir.roduce the new
materlal in the curriculum,

4. Parents pressured teachers to prepars students for an external certification examination not
matched to the *practical® curriculum (Prophet, 1990).

For more on problems of implementation see page 223.
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Does Teacher Training Improve Quality of Education?

Research on the effects of teacher training Is not conclusive. In some countries teacher training
clearly makes a difference for student learning, In others it does not (Fuller, 1987; Lockheed and
Komenan, 1989).

Several reasons are offered (Chapman and Snyder, 1989) as to why the impact of teache:
tralning Is nct more evident.

1. Out-of-school factors (malnutrition, little time for study) limit how much learning can
occur (see page 104).
2 The quality of training is too low for it to make much difference. This explanation has
several parts;
a. training Is too short;

b. train!  falls to provide required knowledge and/or skills;

c trainees do not have an opportunity to practice what is learned in thelr
classrooms; and
d. there Is too much difference between what Is taught, and actual
conditions In classrooms.
3. Variations in conditions of work in schools (materials, physical facilities, student
characteristics), not taken into account in the study, may mask the true effectiveness of
training.

This last explanation emphasizes how local context can affect the Impact of tralning provided In
central facilities. The general academic education a teacher receives more often accounts for student
learning than does the professional training received. Professional training Is more likely to be specific
to certain situations and, therefore, Inappropriate in others.

This Is not an argument agalnst teacher training. On the contrary, training has to be adapted to
actual conditions In classrooms. This can best de done when planners visit classrooms, or teachers
participate in planning.

(For additional research see: Anderson and Postlethwalte, 1989; Avalos, 1985: Chapman and
Carrier, 1990; Husen, Saha and Noonan, 1979.)
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Dimensions of the Behavior
of School Administrators

The behavior of school administrators depends in part on personal characteristics. But school
administrators also respond to Incentives from central administration, and can be trained to be more
effective. The following findings are surnmarized by an evaluation of the Impact of management reforms
in Sri Lanka. The major reform Involved moving responsibility for many school functions down to the
level of a cluster of 10 schools.

Management behavior was assessed by Interviews with school administrators. Questions
covered three sets of behaviors:

1. management Initiative. This refers to the extent to which administrators (in Sri Lanka,
principals) make declsions for themselves.

2. managernent practice. Did administrators:

carry out goal definition and planning;

encourage local curriculum development;

supervise teacher behavior In classrooms;

concern themseives with the welfare of students; and
involve the school in community activities?

R L

3. management style. Did administrators:
a. Involve teachers in decision making;
b. delegate responsibilities; and
c. communicate upward and downward?

_ The study found that adminlstrators tend to either focus on attention to academic activities in the
school, or on activities that promote student welfare and strong community relations.

Administrators who include teachers In declslon making also Include public officlals and the
community. Those who are not inclusive, prefer to give responsibility for implementation to others.

Administrators who stressed academic leadership put less emphasis on relations with students
and parents.

Trained administrators who participated in the reform were: much more active in school
management; had better relations with their teachers; and developed closer relationships with
communities. Student performance (promotion rate) Improved in schools where administrators became
more active. Better relations with the community resulted In larger donations of money and volunteer
labor (Cummings, Gunawardena & Willlams, 1992).

See also page 142.
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Table 7.

Avallability of Qualified Teachers
in Latin America and the Caribbean’
Percentage
of teachers
without certificates
Colombla 294
rural areas 39.2
Cuba 16.1
El Salvador 23
rural areas 0.0
Guyana 35.2
Honduras 32.3
rural areas 45.6
Jamalica 8.1
Nicaragua 50.5
tural areas 73.6
Peny 43.2
Venezuela 14.9

1 Adapted fron. Table 22 in UNESCO/OREALC (1990).



g .Quahtyvls ] _
- students. Sec pagc 127

]f 'nonc of these stalcments apply, pcrhaps quallty of teac}n 1g 1s not _: o
an _‘_.'Jor problcm for you. In’ that case, g0 back to page ll




Table 8.
Certification Requirements for Primary Teachers

Algeria Must have comnleted either five or six years of post-primary education. One
year course at Institute of Technology of Education (ITE), followed by one
year of practice leads to certificate.

Bahrain M.Ed. in Science Education ard Postgraduate Diploma in Education
offered by University College oi A:'s, Sclence and Education.

Bang'ndesh | Eight month course at a Primary Tralning Institute leads to a Certificate.

| Botswana Two year course at a teacher tralning college leads to a Primary Teacher's
Cenrtificate.

Brazil During the professlonal training period In secondary school pupils can take
teacher training. Training over three years qualifies one for the Diploma de
Professor uo Esnsino de 1er Grau.

i Burma After completion of middle school, a one year training program at a teacher-
training institute or college leads to certification as a Primary Assistant
Teacher (PAT).

Burundi Teachers are trained on a seven year secondary-level courses. Completion
of full course leads to secondary school certificate and the Ordinary
Teachers Diploma.

Egypt Elementary Teaching Certificate awarded students who complete five year
course in which thay specialize in the last two years.

indla Teacher Tralning Certificate awarded after completion of a 1-2 year course
at a Teacher Training Institute.

lvory Coast | Training is at upper secondary level and leads to the qualification of
Instituteur.

Kenysa Two year teacher tra'ning course after four years of secondary edication
leads to P1, P2 or P3 Certlficate depending on exam results.

Malawi T3 teacher training colleges admit students with the Junior Certificate of
Education and run a two year {rogram which leads to a T3 Teachers
Certifica: 3.

|
l Panama The Certificado de Maestro Normal Is awarded at the end of the last three
year cycle of secondary education in a teacher institution.

Peru A three year upper secondary course leads to the title of Maestro Normal.

Zimbabwe Four year course after 5 GCE O-level passes leads to Certificate in

L

Source: British Councll (1987); Postlethwalte (1988)

Education of the University of Zimbabwe.
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The Effect of Increased Spenciing on the
Quantity and Quality of Instructional Materials

Research shows that spending on Instructional materials improves student leamning, and reduces
student failures. As a consequence, investments in Instructional materials are cost-effective.

These examples are taken from Lockheed and Verspoor (1990).

1. The Brazllian government was concerned with iow student performance in the schools of the
Northeast, the poorest region of the country. Budgets were Increased for physical facliities, furniture,
teacher tralning, textbooks, student writing materlals and other school supplies.

Evaluations over a six year period showed significant improvements in student performance.
increased leaming reduced fallure and repetition rates, and dropouts. As a consequence, t1:e average
length of time that students take to move from the 2nd to the 4th grade was reduced by .13 years. Total
costs for educating a student through the 4th grade were reduced by US$4.03, iess ithen the cost per

student of the program.

The largest retums were from expenditures on textbooks and writing materiais: 4 times the
original cost was saved by reductions in repetition and dropouts.

2. Grades 4 and 5 In rural schools in Fiji were provided with a selection of well-iliustrated story
books considered to be of high interest to children of that age. Each class in the experiment received
250 books.

in half the classes, teachers were trained in methods for using the books In instruction.
Teachers were tauyht how to involve students In discussion of the book's contents, and how to read
aloud to them. In the other half of the classes, students read silently on their own for 30 minutes a day.
A third group of children recelved no books, only a course on English taught using a convantional
approach. Tests of reading were applied before and 8 months and 1 year Iater.

in the first 8 months, classes that received the books improved reading ievels by 8.5 months
more than classes without thc hooks (15 months to 6.5 months gain). At the end of two years gains
were even more Impressive, and had also improved more than the control group in writing, grammar
and other subjects. Pass rates on the nationai English examination were over 70% for classes that
recelved books, and only 37% for those who did not recelve books.

See also pages 108 and 110.
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How Much Time Is Spent on the Task?

Suppose each unit of time spent on teaching the curriculum Is of equal value for student
learning. If so, the more time spent teaching the curriculum, the more students will learn. Time spent
teaching the curriculum (by teachers) or leamning from the curriculum (by students) is called time on

lagk,

There Is probably an upper limit to time on task, after which learning starts to taper off. A 10
hour school day, for example, might be too much.

Table 9 below Indicates the range of differences In the length of the school year. These totals
are obtained by multiplying the number of days In the officlal school year by the number of hours in the
officlal school day. In fact there Is varlation from school to schooi In the same district in number of days
of actual classes, and hours In the school day.

Table 9.
Length of School Year in Hours per Year, Grade 6
e = —
Argentina 950 Chana 800 “
Benin 1080 Guyana 1200 "
Brazil 800 Jamalca 950
Burkina Faso 1290 Jordan 1074
|! Central African Republic 885 Korea 1088 I:
Chile 1140 Malawi 930
China 1320 Malta 1120
" Costa Rica 800 Philippines 1200
" Cote D'Ivolre 1140 Suriname 725 |
[ Ecuador 833 Venezuela 875

For a discussion of the importance of time on task see page 92.

2 Intemational Institute of Educational Planning (1991)






The Profession of Teaching

The teaching profession began at a time when the process of teaching was seen as the transfer
of book knowledge from one person to another. The main qualification for becoming a teacher was to
be “"educated” In the sense of having read a lot of books. Inltlally most teachers were men, and from
religious communities (which educated all thelr members) or from relatively prosperous families that
could afford to allow some of thelr members to become *intellectuals.”

Industrialization In the West created other sources of employment for educated men, but not for
educated women; teaching became one of the few professions that an-educated woman could take up.
With the Melji Restoration in Japan in the late 1800s, professlonal warriors (samural) were converted Into
teachers. In countries achieving independence in the 1900s there often was a shortage of teachers as
new governments absorbed those few persons working in education under the colonlal regime.

Although "teachers" had existed for a long time, it was only in the 1700s, with the expanslon of
primary schools In France, that speclal attention was given to how to train persons to carry out this role
most effectively. Significartly, these developments occurred much at the same time that manufacturers
were experimenting with 2w forms of organization of work. Later to be defined as "bureaucracy”, these
new organizations specified In detail the tasks to be carried out to insure a product of high quality with a
minimal use of resources. Workers were trained to follow rules of production that had been learned by
observing skilled artisans.

'n educatlon, the challenge was to teach persons without a "gift" for teaching how to produce
learning In a large class of children. The religious communlty of Christlan Brothers in France leamed in
the 1700s that If they arranged children by ages, and prepared books that Included leaming assignments
appropriate to those ages, they could then train thelr young novices to become effective teachers.

In the early 1800s, this principle was re-discovered in England by Lancaster and Bell, who found
they couid use older children to teach younger ones. The older children were taught a serles of norms
or rules that permitted them to be effective teachers. The French meanwhile had "normal schools”® that
prepared teachers. Other countries soon began to adopt the French solution to the shortage of
educated teachers. The first formal teacher training institution In the Americas was begun in 1832,
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Pre-Service Training of Teachers

Mass education requires many teachers. Most countries met this requirement by creating
schools to train persons to taach. In many cases these pre-service institutions (normal schools, teacher
training colleges) were residentlal; some guaranteed employment.

The pre-service schools were intended to accomplish several tasks:

1. allow planners to anticipate future supply of teachers;

2 insure that new teachers knew the subject matter content; and

3. provide teachers with the teaching skills expected by the curriculum.

Over time countries have dfffered In:

a. the level (secondary, tertiary) at which teacher training is offered;

b. the length of training provided;

c. the relative emphasls of training on subject matter knowledge, or on teaching skills; and

d. the inclusion of supervised practica as part of the tralning program.

The level of education provided for teachers rises with the average level of education of the
population. %Vhat were secordary normal schools become university-level teaching colleges. in some

instances these have hecome full-blown universities. A further step requires all teachers to have a basic
university degree, and one or two years of graduate ieve! tralning in education (Ghanli, in Rust and Dalin,

1990).

These trends are compatible with research that shows that level of academic education Is the
best predictor of teacher effectiveness (measured as students’ achlevement).

Keep In mind that raising teachers' education levels also ralses teachers’ salary expectations.
Some countries have not ralsed teachers’ salaries to match general trends in soclety. Cummings (In

Fiust and Dalln, 1990) argues that the result Is that new teachers now come from a lower cultural strata
and are seen as providing a lower quality education.

See Rust and Dalin (1980) for a discussion of teacher tralning in developing countries.

For an alternative to raising leve!ls of academic tralning, turn to page 120 for ways to upgrade
teachers in service.

See page 202 for an Instructional technology that does not require highly educated teachers.
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The Functions of Supervision in Schools

Supervision Is the monitoring of the work of teachers and principals In schools. In some
sducation systems, supervislon of teachers is carrled out by the principal or master teacher. In other

systems, this responsibllity is assigned to an external supervisor or Inspector (see page 102).
The work of supervisors falls Into two distinct categories:

1. observation of the work of teachers (and principals) to Insure that they conform to expected
patterns or standards. This can be called the administrative responsibllity of supervisors.

2. working with teachers to improve their teaching practices. This Is the In-service training
element of supervision.

in some systems there s, in fact, little supervislon of elther kind, except in urban schools. This
occurs because there are few suparvisors. They reside in urban areas, and there Is limited budget for
transport. Rural school teachers may see the supervisor only once a year.

Administrative supervision Is the most common varlety, for these reasons:

1. given heavy work loads supervisors cannot spend time in classrooms:;

2. supervisors are used by the central administration to camy information to and from schools;

3. few systems provide supervisors with specific training in how to observe teachers.
Supervisors don't leam how to help teachers Improve thalr teaching practices; and

4. there are strong pressures, from frlends and from unions, for supervisors to avold any
evaluation of teachers in classrooms.

Research indicates that supervision can have more effect on teacher performance in
classrooms than other kinds of in-service training. This may be because good supervisors can
generate the 5 components that make in-service training effective:

1. conceptualization of good teaching;

2. "modeling" or demonstration of teaching techniques;

3. opportunities to practice In & non-evaluative situation;

4. Immediate feedback on classroom practice; and

5. suggestions on how to apply teaching practices in new settings (Joyce and Showers, 1980).

Effective supervision can be provided by external supervisors or by the school principa!
(Eisemon, Schwille and Prouty, 1989; Raudenbush, et al., 1991).
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The Importance of the School Administrator

There are two major reasons for assignment of an administrator or manager to a school:

1. Jo provide on-slte In-service training for teachers. This Iis the headmaster or headmistress
model of school administratlon.

2. To manage the human and physical resources of the school. The respensibilities of
directors, principals and sometimes administrators include attendance, finance, discipline.

School administrators contribute to positive leaming outcomes by:

1. developing a pocitive school climate;

2. focusing attention of teachers on goal directed activities; and

3. setting clear and high standards for student achievement (David, 1989; DeBevolse, 1984).

ARthough almost all countries have administrators, littie research has been done in
developing countries on what makes an administrator effective.

A study in Thalland suggests what happens when administrators are not properly tralned.

"If the principal went Into the classroom and the teacher asked some key words about the naw
curriculum, he couldn't answer. He felt that if he stayed at the school he would suffer a loss of
face...so he moved out of the school...So when the researcher went to visit the schools...[he]
coyldn't find any principals. So teaching was very poor. There was no supervision and no
montitoring.* (Wheeler, Raudenbush and Pasigna, 1989).

Students In schools with trained administrators have higher achievement scores than those in
schools without trained administrators (Fuller, 1987).

For a summary of recent innovations in schoo! administration in the United States see Keith and
Girding (1990).

For a review of developing country studies see Georglades and Jones (1989).
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How Administrators Contribute to Student Learming

Effective schools are those in which students learn the curriculum even when conditions are not
optimal, for example when:

1. students come from families with limited education;
2. teacters have low levels of academic knowledge;
3. pre-service tralning of teachers has not bean adequate;

4. the central ministry provides few resources for equipment and school maintenance; and

5. there Is a shortage of instructional materials.
Some schools are able to graduate students with high levels of learning, despite these conditions.

Effective schools have three major characteristics that distinguish them from less-effective
schools.

1. Clearly defined goals and high expectations for student learning that are accepted and
promoted by teachers, students, and the community.

2, Clearly defined and applled standards for student behavior that are accepted by students and
teachers.

3. Mobilization of community resources to compensate for insufficient resources from the
central school agency (Purkey and Smith, 1383).

These characteristics are reflected in a high sense of community in the school, and high levels
of time-on-task (see page 62).

The presence of these characteristics depends on the leadership of the sc*.u2l principal or
director (headmaster or headmistress).

Research on school directors or principals in developing countries Is limited. A few studies

have shown that directors are most successful when they use participatory methods to generate
consensus among teachers and students about goals, and methods to achieve them (Georglades and

Jones, 1989; Cummings, Gunarwardena and Williams, 1992; Levin, 1992).

For an example of a successful program for training directors In-service see page 231.
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The Importance of School-Community Relationships:
A Case from Sri Lanka

Educators often emphasize the importance of good relationships between school and
communlty. We found no studles on this toplc, other than that reported below.

Theq Srl Lanka study was based on information from 273 schools randomly selected in 6 districts
chosen for geographlc, ethnic and economic diversity. School principals responded to a questionnalire.
Detailed interviews were carried out in 21 schools.

Most (69%) of the principals reported some contribution from the communilty to the school.
Contributions take the form of cash, volunteer labor, or donation of materials (e.g., paint, lumber).
Contributions are more common in urban (and wealthier) than in rural (and poorer) communities. Poor
and rural communities typlically provide their contributions in the form of labor and materials.

As rural (and poor schools) charge smaller student fees, contributions are an important source
of income. Contributions improve the physical condition of the building and furniture, which contributes
to student and teacher morale.

The School Development Soclety Is the channel for contributlons to the school. The level nf
contributions Is assoclated with level of attendance at Society meotings. Teachers who live close to the
school are mora highly involved, as are teachers with higher morale.

The principal Is the major factor in the success of the School Development Soclety. The more
importance the principal gives to the Soclety the inore successful is the Soclety. Principals who
recelved district level management training generated the highest level of contributions. Principals
who have pcsitive attitudes toward the community and teachers, and who delegate responsibility, are
most.successful in fund-raising.

Source: Anderson, et g!. (1989)
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Teacher Motivation and Performance

Motlvation of teachers becomes a critical policy Issue when:
1. turmmover rates become so high it is Impossible to fill avallable positions;
2. teachers organize and protest against their conditions of employment; or

3. the government seeks to Increase efficlency or improve quality, but wants to avold increasing
costs. '

Incentives are defined as benefits intended to motivate increased or improved performance by
workers. These may inciude:

1. monetary offers such as salary, aliowances, ¥-\:.gz Denefits; and

2. non-monetary offers such as training opportunities, materiais, transfers, or public recognition
(Kemmerer, 1990).

Almost all studles of the Incentives that affect teacher behavior have been done in the United States.
Most of that research has been done on Job satisfaction, that is, on factors that reduce teacher tumover.
Recognition and approval (inciuding salary increases) contribute to increased satisfaction (Chapman, 1983;
Jenkinson and Chapman, 1990).

But increases in teacher satisfaction do not necessarily iead to improvements in the quality of
teaching. Low satisfactlon encourages turnover and protest, but high satistaction may lead to resistance
to change. A study of junior secondary teachers in Botswana found no relationship between how teachers
conduct their classes, and thair level of satisfaction with teaching (Chapman, Snyder, Burchfieid, 1991).

See page 12 for a further discussion of non-material incentives to attract teachers to rural areas.






The Impact ¢! Physical Facilities
on Students and Teachers

Although it is obvious that it Is possible to hiwve too many students In a classroom, It is not
clear how many "too many” Is. Most studies in developing countries have shown no significant
differences In levels of achlevement of students according to number of students per teacher (Haddad,
1978). A review of research done in the United States found that high student density In a classroom has
a negative effect on achlevement in complex tasks (Weinstein, 1979).

An ethnographic study of schools in four countries in Latin America descrlbes how poor material
conditions affect the quality of work of teachers. One teacher observed...

“..the premises are not adequate. In winter the rcom is very dark. It is too long, the
children at the back cannot hear nor see well. And so | have to keep running backwards
and forwards. The children are cn top of each other. One cannot teach.” (Avalos, 1986,
p. 129; italics In orlginat).

One can imagine this particular teacher running backwards and forwards. A very good teacher
could produce high levels of learning, confounding an attempt tr assoclate quality of facllities and leve! of
achievement (see page 18). Cwver time, however, these poor working conditions might well drive even the
best teachers out of the profession. Some research (in Malta) has shown that teacher satisfaction is higher
when physical facllities are good (Farrugia, 1986) In genera!, however, there Is little research on this
tople.

Teachers who live in the community in which the school Is Incated participate more actively In
school-community relations, are less frequently absent from the sc:100l, and have students with higher
average levels of achievement (Anderson, et al., 1989; McGinn, et al., 1992). Grvernment provision of
housing Is an important incentive to attract people Into teaching (Chivore, 1988; Kemmerer and Thlagarajan,
1989).






How Physical Conditions and
Classroom Management Skills
Affect Time on Task

The following Is offered as description of a typical classroom In a school In Latin America. It might
apply to any part of the developing world.

- ...Where there are no benches, chairs are brought in by students
from their homes, or desks are provided. Sometimes there are so many
desks or benches that students have to walk across them to reach the
blackboard... Lighting is ...provided by only one large window... The
blackboard shines as it has besi painted ...to give It a smooth surface for
the chalk to move on. Materials are scarce, especially chalk and pencils.

A roll call Is taken by the teacher whils students are asked to take
out notebooks or textbooks from the.locked cabinets. This activity takes
up about 15% of the allocated time. Abcut cne-third [of the remalning]
time is spent on discipline... Teachers discipline students either openly
within the group or by taking students aside to reprimand them."
(Montero-Sieburth, 1989, pp. 6-7)

Moving about a crowded classroom takes time that could be given to Instruction and learning.
Montero-Sieburth (1983) revisvvs research on how classroom management skills contribute to more
effective use of time (see also page 92).

Little research has been done, however, on how teachers in developing countries distribute their
time. Little Is known about how much time Is taken from Instructional activities in order to punish or
discipline students. Studies in Pakistan and Honduras (Warwick and Relmers, 1992; McGinn, et al.,
1992) show that frequency of discipline Is related to student achievement. Achlevement scores rise as
frequency of punishmeni by teacher declines.

We have no research on the practices skillful teachers use to manage thelr classrooms
withou! use of punishment.
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The Relationship Between
Pre-Service and In-Service Training

The expansion of education to enroll all children requires a supply of qualifizd teachers. Some
countries train persons before they begin teaching. This Is called pre-service tralning. Its objective is to
insure that beginning teachers have required knowledge and skiils.

In-service training Is used as a means to up-grada the quality of all teachers. it Is offered to
those who recelved tralning as teachers before beginning work, and those who did not. In some

countrles, most new teachers are without specialized training prior to beginning work. In-service training
Is used to provide these persons with required knowledge and skills.

Teachers require three kinds of education or training:
1. in knowledge of the subjects that are to be taught;

2. In knowledge of and ubllity to use the methods most appropriate for teaching the subjact;
and

3. In the management skilis required to make most efficlent use of materlal resources and time.

Little research has been on the relative costs, and relative effectiveness, of different kinds of pre-
and In-service programs. A recent study provides this information.

Residential pre-service training works best
1. when emphasis Is on training a few, but excellent teachers; and
2. candidates are giver a year of supervised practice teaching.

Up-grading programs, in which experienced teachers return to a residential institution to take
additional training, work best:

1. to maintain motivation of current teachers; and

2. to raise levels of knowledge of and abllity to use appropriate teaching meihodu.
Distance education training works best

1. when instructional materials are used together with visits by tutors, and

2. when iarge numbers of unqualified persons need to be trained as teachers, at relatively low
cost. (Tatto, Nielsan and Cummings, 1991).

For other studies see Andrews and Thomas (1986); and Greenland (1983). For a description of
various kinds of in-service programs see page 190.
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Will Raising Teacher Salaries Improve Quality?

There Is considerable varlation across countries In terms of how much teachers are pald. To
take Into account variations I cost of living, Table 10 below compares teacher salaries with per capita
income. In some (very poor) countries, teachers are pald much more than tihec ner capita income. In
other countries, teachers are pald close to the per caplta income.

Table 10. Average Teacher Salary as a Proportion
of Gross National Product per Caplita

Salary in As a Multiple

Country Year 1985 Dollars of GNP/Capita
Mexico 86 1733.3 0.9
Dominican R. 86 898.5 1.3
Haiti 86 491.7 14
Venezuela 84 5125.1 1.5
Ghana 86 787.9 20
Bangladesh 86 309.1 21
Liberia 79 1833.6 2.7
Trinldad &

Tobago 85 18369.0 29
Tanzania 79 1072.0 3.0
Madagascar 85 750.5 3.5
Tunisla 84 42256 3.9
Nepal 80 575.4 4.3
Morocco 79 2900.3 57
Togo a4 1369.2 6.3
Burundi 84 1704.0 7.2
Rwanda 81 3135.8 10.4

acapted from Lockheed and Verspoor (1989)

Several factors are at work here. First, the education requirements to become a certifled teacher
vary widely (see page 54). in some countries teachers may be among the best educated persons In the
community. In some countries strong teacher assoclations have won salary concessions from the
govemment.

Across countries, there i3 no relationship between teacher salary (as compared to GNP per
capita) and quality of education. Within countrieg, teacher salary is not related to student learning.
In the U.S., merit pay plang (paying teachers more when test scores go up) have not produced
significant increases in iearning outcemes (Murnane and Cohen, 1986).

On the other hang, lowered teacher salaties have been linked to a decline in qualiity of education
in Latin America. See page 20.
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Comparison of Pedagogical Training Instruction
In Teacher Tralning Colleges In Three Countries

Significantly more time is spent on academic training than actual pedagogical training in teacher
colleges in Haiti, Yemen and Nepal. New teachers, because of the attention paid to general academic
learning during training, lack pedagogical skills. Teachers with a wide variety of teaching skills are more
cffective than those with a more limited repertoire (Fuller, 1986).

The few studies that have addressed the effectiveness of teacher subject matter knowledge and
student achievement in developing countries indicate a positive effect of teacher subject matter knowledge on
student achievczaent (Lockheed and Verspoor, 1990).

We know little about the most effective proportions of subject matter and pedagogical knowledge in
teacher training programs. On the other hand, it is widely accepted that teachers need to know cffective
ways to transmit their subject matter knowledge. Teachers need to know not only what to teach, but how to

do it.

Table 11,
Teacher Training in Haiti, Yemen and Nepal
Haiti Yemea Nepal

three year average hours/week average hours/week total credit

Subject ftve year course two year course

Academic Training 1727 53% 254 % General: 500

Specisl: 1050 86%

Pedagogicel Training 77 3% 54 15% 150 8%
Introduction to education 0.0 0.0 50
thilosophy of education 0.0 0.0 0
Professional ethics 0.0 0.0 0

General pedagogy 1.0 0.0 0

History of cducation 03 12 0

Theories of education 03 0.0 0
Psychology 23 12 100

General didactics 10 0.0 0

School administration 1.0 0.0 0

Special pedagogy 0.7 0.0 0

Methods of teaching 0.0 18 0
Instructional materials 0.0 12 0

Studeat Teaching 0.0 20 5% 100 6%
Socia! Education 33 10% 0.0 0

Practical Training® 4.7 149% 38 10% 0
Totat 333 100% 36.6 100% 1800  100%

Sce alzo page 48.
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The Impact of In-Service Training in Sri Lanka

One form of In-service education for teachers in Sri Lanka Is provided by using Distance
Education. The course emphasizes subject knowledge (31%) and primary school teaching (49%).
Content of the program Is pravided through self-study printed materials. A tutor visits each teacher 3
times during the academic year, observes their teaching and provides feedback. Trainees also meet in
Reglonal Centers, in two 2-day and one 5-day session to discuss experiences.

As a group, all trained teachers do better than unirained teachers. Teacher training makes
a difference in what the teachers do in the classroom, and what teachers do is related to student

achievement.

Teachers who go through the in-service program gain less in mathematics than do graduates
from pre-service programs. The In-service graduates gain more in knowledg3 of mother tongue during
the program, but these galins are lost after they leave the program. Pre-service trainees gain more in
mathematics and mother tongue teaching skills.

The students of teachers who receive pre-service training have higher mathematics and
achievement scores, controiling on school type and pupll and teacher backgrounds, than do the
teachers who received in-service training.

Pre-service training In a residentlal institution, with supervised practice instruction, is the most
effective training, but it Is also the most expensive. In Sri Lanka, the per year cost for a trainee Is US
$1401 for residentlal pre-service training, and $251 for Distance Education.

As a consequence, Distance Education is a more cost-effective msthod of training. Althiough
residential tralning produced larger gains in student achievement, the cost per unit of student

achievement for residential truining was 4.5 times that of student achievement for Distance
Education training.

The impact of Distance Education training tends to fade over time. The research indicates that
continuation of contact with a supervisor (or tutor) and with fellow teachers, can help to maintain gains
from distance training.

Based on Tatto, Nielsen and Cummings (1991).
For more about the Sri Lanka study see page 82.

For more about distance education for training teachers, see page 225.
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Is Overcrowding a Serious Problem?

QOvercrowding Is a relative term. In a small room, 25 students might seem to be too many. A
school with 6 classrooms and 300 students may be overcrowded If classrooms are used by only one

shift of teachers.

As noted elsewhere (see page 78,) large class sizes have no effects on achievement in som.s
countries, but do In others (Haddad, 1978). Several factors determine what students/teacher ratio

constitute overcrowding.

1. Teacher's abliity. Experlenced, well-trained teachers can handle larger classes without
reducing quality.

2. Subject matter, Subjects differ in the extent to which the teacher must be directly involved in
the leaming process. Topics that permit students to learn on thelr own can be handled

successfully in larger classes.

3. Jnstructional materlals. The availability of textbooks and other self-study materials permits
larger classes without losing quality.

4. Characteristics of students, Class sizes can be iarger when students are motivated to learn
and are hsaithy.

The use of the same buliding for more than one "shift* of teachers (or students) may reduce
crowding. Teachers complain that double (and triple) shifts reduce time for instruction. For example, in
Burundi the introduction of double shifts was accompanied by a reduction of time on agriculture and
home economics (Eisemon, Schwille and Prouty, 1990).

!

But there are enough hours in the day to permit a full programn In two shlifts. Some countries
offer the same number of hours of Instruction per week In single and double shift schools. The number
cf instructional hours In the school week is not different from than In countries with only single shift

schools, that is, between 20 and 25 hours per week.

Research on achievement of students In single and doubla shift schools is, llke that on
class size, ambiguous.

1. Able teachers manage to teach as much material in shorter periods of time.
2. Some subjects and toplcs are more flexible with respect to time than are others.

3. The use of Instructional materials, especlally textbooks, allows students to learn outside of
class (see page 202).

For more Information on double shifts and achlevement, see Bray (1989). For research on class
size, see Haddad (1978), and Glass, Cahen, Smith and Filby (1982). See also page 167.
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How Important is Time-on-Task?

Wotild lengihening the school year, cr the school day, lead to an improvement In student
learning? Not necessarily, according to research in the United States, where because of local control of
schools there Is considerable varlation in iength of year and day.

One study found no relationship oetween length of schnol year and student achlevement In
basic subjects (Lee, 1961). Another found no relationship between time allocated to reading Instruction
and reading ability (Guthrie, 1976). A review of research on Instructional time summarizes by stating
“most of the results tend to be non-significant” (Rosenshine and Berliner, 1978).

Thesa results ge agalnst our common sense. Teachers know that time Is an important factor in
the learning process. Giving more time to a subject Increases the likelihood that students will achleve
leariing objectives.

But we also know that the passage of "time" by Itself Is not enough. What happens during that
time Is most important. Lengthenring the school year, with no change In teaching practices is likely to
have little effect on teaching practices. Unless teachers spend additional time on the subject, using
effective methods, why should we expect more learning?

Recent studies have been more precise In definition of time. Now reference Is made to
cademically engaged time, or opportunity to learn. These concepts focus on exposure to the
curriculum, In a way that encourages student learning. These measures are different from allocated
lime, that Is, how many minutes and hours are assigned to instruction by the rule books. Studles show
wide disparities between actual practices and allocated time (Fisher, 1980). Teachers alter the
curriculum, student disclipline distracts from Instruction, the teaciing-learning process Is interrupted by
events outside the classroom.

Instead of time-on-task, we can focus on opportunity to iearn. The length of time teachers in
Pakistan state they allow each week for Instruction in math and science Is unrelated to achievement test
scores In 3rd and 5th grades. On the other hand, the number of pages covered in the textbook Is
directly related to achievement scores. (Warwick and Reimers, 1992). Time spent studying mathematics
was the only classroom-level factor assoclated with achievement In Thalland (Montero-Sieburth, 1983).






Restrictions on Time on Task

In Mexico, a typical teacher uses about 50% cf the scheduled school week on actual instruction.
The rest of the time Is lost to absences, leaving early, administrative Interruptions, and classroom
disturbances (Mufioz lzquierdo, 1979). In Colombla, off-task time has been estimated at about 40%
(Arancibla, 1986). One third of Instructional hours in Malawi are lost because the teacher's volce I3
drowned out by rain on metal roofs (Lockheed and Verspoor, 1980). In Indor:esia actual insiructlonal
time In early grades Is less than half that specified by the central ministry (Lockheed and Verspoor,

1990).

Although there Is no mechanical relationship between time-on-task and student leaming (see
page 92), It Is clear that opportunities for leaming are reduced when the teacher Is not present, when
the teacher Is present but Is not teaching, or when teaching Is inaffective.

Many education systems collect and report Information on student attendance. Few systems
collect information on teacher attendance, and perhaps none report that information. There is little
research on frequency or determinants of teacher absences, or on effects of teacher absenteeism

on student achlevement.
The reasons that teachers fall to attend schoo! include:
1. personal reasons, Including sickness, attendance to personal affalrs;

2. lack of transportation, which applies to teachers who do not live in or near the
community in which the schoo! Is located, and which Iincreases in frequency during
inclement weather.

3. attendance to school-related matters. This may mean going to get pald, cashing the
check, going to the centrai Minlistry to stralghten out a mistake In payment, asking for a
transfer, attending a training sesslon.

The Impact of teacher absenteelsni can be great in schools with few teachers. For example,
one-teacher schools are closed when the teacher does not come. In a schcol with several teachers one
may include the students of an absent cnlieague. Some educatlon systems may have enough resources
to hire short-terra substitute teachers. This is not feaslble for outlylng rural schools if decisions are made

centrally.

Rural teachers in Honduras make up for their absences by changing the pace of instruction, or
skipping materlal. There is no relationship between frequency of teacher absence and student
achlievement (McGinn, et al., 1992).






Improving Time Spent on Teaching and Leaming

Effective teachers are defined as those whose students score higher than would be expected
knowing the students’ background. Effective teachers use a serles of practices that increase both the
time spent on learning by students, and the efficiency of that time use.

Effective teaching requires the organization of avallable instructlonal time to maximize student
involvement in learning tasks. This is accomplished by:

1. achleving an orderly environment, in which rules are understood and followed by students,
and In which there are few distractions from outside the class.

2. use of an orderdy sequence in the teaching of lessons. This sequence includes review of
previous lessons, statement of learning objectives for this lesscn, linking the subject to students’
interests or experience, presentation of new information, practice by students in using the new

information, and fecdback by teacher on that use, and homework to continue the learning
process outside school.

3. variety In the specific methods in which material Is presented. This heips maintain high levels
of attention by students.

4, pacing presentation of material to individual students. This is accomplished by dividing the
class Into groups according to their knowledge of the particular topic, permitting individual work,
using more advanced students to teach some of the groups.

Research indicates that there is no single style of teaching that is most effective. The best
teachers combine different methods and vary them according to circumstances.

But' student leaming Is generally higher when:
1. students are actlvely engaged in the learning process;
2. what is taught Is practiced by students until they assimiiate it; and

3. student learning is recognized through frequent assessment by student or teacher, and this
information Is used to guide selection of the next learning tasks.

For more information see Lockheed and Verspoor (1990); Rugh, Mallk and Farook (1991).
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What Makes for an Effective School?

We know many of the factors that contribute to one school having higher levels of achievement
than another. Bright students with educated parents, highly trained teachers, good facllities—-we
assoclate these conditions with high achlevement. From that perspective, the only way to achleve Better
Education for All Is to spend more money, to make the schools of the poor like the schools of the rich.

But some high achieving schools are In poor areas of the clty, or in Isolated rural areas. Some
high achieving schools are in poor bulldings. Some have high leveis of achievement even though many
of the teachers are not certified. How can this be explained?

The term effectiv Is has been used by some researchers to refer to schools whose levels
of achlevement are above those expected.

The essentlal elements of an effective school are summarized as follows:

1. Presence of a philosophy of education that informs the actions of the school's members.
This philosophy Is often seen as an ideology or a set of spiritual bellefs, rather than a technical
theory. The philosophy focuses on the ends of education, rather than on means.

2. Organization of the school according to the philosophy. Curriculum, administration, tralning,
discipline, even recreation are organized consistent with the principles of the philosophy.

3. The process of organization of the school according to the philosophy Involves
administrators, teachers, students, parents and sometimes the larger community. This
involvement empowers participants, in terms of increasing their influence on what happens. It
also makes participants responsible for the school’s welfare. For example, parents and the
community are expected to contribute to support of the school.

4. This involvement affects the curriculum, both in terms of content and pedagogy. Content Is
made more “relevant” to the concerns of the community. Teachers use active teaching methods
which require the student to assuma snme responsibility for learing.

For an example of effective schools, ses page 202 (Escuela Nueva). For a list of common
features of effective schools, see page 229.



o A lack of f t between the assumptlons of the. |

school and’ cumculum, and characteristics: of’-v
: ‘{_students, prevents effective teachmg. If thls is true, "
go to page 115.




100

factors:

Causes and Effects of Teacher Absences

There Is almost no research on causes and effects of teacher absences. (See page 94.)

Teacher absence Is a behavior, and behaviors can be explained by reference to three kinds of

1. Knowledage of what Is expected. Some organizations permit thelr workers a certain number
of absences per year, for lilness, persona! affairs, professional iImprovemant. If persons know

that some absences are allowed or overlooked, they will sometimes be absent.

2. Motivation. Some research links absences to “burnout®, even when the official explanation Is
lliness. Burnout occurs when teachers spend fong and hard hours doing routine tasks for which
they recelve little recognition. The causes of burnout are located primardy in the school
environment (especlally administration} rather than In the personality of the teacher (Friedman,
1991). Motivation Is & respense to Incentives in the environment.

3. Ability to respond. Sometimes motivated teachers are unable to attend school, as for
example when the road is washed out, or the bus drivers have gone on strike.

Teacher absences affect the system in at least two ways.

1. Economic cost. There may be an immediate cost, as when substitute teachers are hired.
Indirect costs are felt when students repeat grades, or when graduates are less productive.

2. Suppoi¢ for Education. Teacher absences have a direct effect on pubilc support for
education. Absent teachers mean that students are home, requiring supervision. Frequent
absences canvince parents their children are receiving a low quality education.
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Effective Supervision to Improve Learning Outcomes

Supervision (or Inspection) involves the monitoring of the behavior of school directors, teachers
and students. Supervision is intended to meet one or more of the following objectives.

1. Insure compliance with system policles, rules and regulations. This Includes correct use of
the official curriculum, proper handling of community funds, attendance.

2. Collect datg about system performance. This includes routine statistical informatlon, director
and teacher comments on curriculum and Instructional materlals, vacant positions, repair of
bulldings, etc.

3. vi idance and training to school directors and teachers In order to Improve their

performance.

Supenvision limited to the first objective assumes that compiiance with the plan will Insure
achievement of system objectives.

. Supervision as data collection was originally intended to permit centra! management to make
critical declsions, but could also contribute to a decentralized management system.

The third objective for supervision Is consistent with decentralization of management, and makes
the supervisor part of the in-service training team.

Anecdotal Information suggests that in many countries supervisory visits to schools are irregular
and Infrequent. Most supervision Is consistent with the 1st or 2nd objective. Supervisors make few
visits to classrooms, and seldom ofter advice tc teachers to help improve thelr performance.

When supervision occurs, it can have a positive effect on learning outcomes. More
frequent visits to schools by supervisors In Pakistan were assoclated with reduced teacher absences,
improvements in quality of teaching, Improved student attendance and improved information flow from
school to central manage:nent (Warwick, Relmers and McGinn, 1992). In Bangladesh, twice-monthly
visits of supervisors to schools has Improved teacher attendance (Verspoor, 1989). The level of
supervision Is an important factor In the impiementation of school improvement programs (Verspoor,
1989). There is very little research on the behavior, or effectiveness, of different patterns of
school supervision.

The school cluster system Is an effort to move supervision closer to the school. See page 223
for an example. See also Wheeler, Raudenbush and Pasigna (1989)



103




104
Causes and Effects of Student Absences

A major determinant of total student tima_on task (see pages 92 and 94) is attendance. In most
schools, most learriing of the curriculum takes place within the classroom. (See page 96 for a
discusslon of learning outside the classroom.) Students who are absent from school do not raceive
instruction from the teacher, in many schools do not have access to textbooks, and miss opportunities

to learn from thelr peers.

There are no comparative statistics on refes of student attendance, and few studies on the
causes and effects of student abserices. Some countries collect dally attendance data. This Is
common In countrles In which annual allocations to schools are L.sed on detalled information about
student attendance. Jamalca, for example, includes in its annual statistics average rates of attendance
by day of the week. Between September (beginning of the school year) and December, enroliment
declined from 318,384 to 232,436. That is, about 27% of childrer dropped out. (This could be attributed
to double enroliments.) Dally attendance of those enrolled averaged 79% In Saptember, and 57% in
December. Girs had higher attendance rates than boys. Average daily attendance ranged from 73% In
the caplital, to 43% in an outlying district (Planning Institute of Jamaica, 1992).

But Jamaica, like most other countries, has carried out few studies on why children fall to
attend, and what can be done to Increase attendance. Student absences are often higher when
teachers are frequently absent. When teachers ave low expectations for their students’ achlevement,
student attendance Is lower (Mufioz Izquierdo, 1987; Montero-Sieburth, 1989).

Absences are most comman among poor children in rural areas. Poor children are more likely
to be ill, and to come from familles which from time to time require their heip at home. Rural children
face topngraphic and climactic obstacles to regular school attendance.

Female absences are highest In countrles or regions in which enrcliment of girs is considerably
lower than enrolment of boys. When girls achieva parity In enroliment with boys, they tend to be absent
less frequently. (Baker, 1988). This would appear to be linked with the economic utility of the child at
home, or employment opportunities outside of the home.

Student absences are a predictor of repetition (McGinn, et al., 1992). Student absences can,
therefore, be a major source of Inefficiency in an education system.
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What is Classroom Management?

The concept of classroom management considers the teacher as a producer of learning. The
amount and quality of learning that is generated depends (in part) on the abillity of the teacher to use
effectively the resources avallabte, and to affect the behavior of students.

Thd resources Include physical facliities, equipment, instructional materiais, and time. Incieased
spending on facllities, equipment or materials may have little Impact on iearniny ocutcomes If reachers
are not trained in how to use them effectively. Returns to Improvements In teachers’ "management”
skills are probably higher than improvements in the stock of physical resources. There is, hov:aver,
almost no research on the interaction between classroom managemen* skiils and the effectiveness
of improved physical resources.

Time Is a special kind of resouvrce. There Is a growing body of research that shows that
increased time spent on teaching of curriculum resulis in increased learning outcomes (see page 92).
Teachers’ cbility to manage time use in the classroom is, therefora, an important contributor to the
amount of fearning.

The management of time Includes action to increase
1. total time avallable to Instruction; and
2. efficlency In the use of time.

An effective classroom manager has high student attendance rates, and spends little classroom
time on non-Instruciional activities. This is accomplished by actions to motivate attendance, and to
control student behavior In class. Physical resources (classroom conditions, Instructional materials)
make it easler for a teacher to engage students In leaming activities, but thelr effective use Involves
management skills.

Little Is known about the Impact of conventional teacher training on classroom
manage:nent skills. Alternative instructional strategies (see page 202) based on instructional design
concepts (see page 34) emphasize careful attentlon to pacing and seauence, that Is to use of time. The
Reduced Instructional Time Project (see page 224) was able to reduce the time required by students to
learn, &.1d to reduce the time spent by teachers in instruction.

For additional information see Montero-Sieburth (1989).
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The Importance of Instructional Materials

Instructional materials are an essentlal element in the formal school. Thc term materials
Includes not Just textbooks, but also workbooks, reference books, tapes, posters, muos. globes, slides,
movles, charts, models, and a variety of other devices to facilitate the instructional process.

Instructional materlals make three Important contributions to the school:

1. Properly prepared Instructional materlals provida access to the curriculum. That Is,
instructional materlals provide the content that Is specifled in the curriculum.

This may be Important for teachers whose training did not inciude adequate preparation in the
content of the curriculum. Instructional materlals can carry the content of new or revised curriculum

units.

2. Instructional materials can contribute :0 the teaching process. Good Instructional materials
carry suggestions as to how the material can be used.

3. Instructional materials can extend engaged time-on-task by allowing students to learn on their
own without direct contact with the teacher. This may be Important in crowded, heterogeneous or
m iltigrade classrooms. Instructional materlals czn make it possible for a teacher to work with one

group of students whi'e another learns on its own.

Instructional materlals can be used by students to learn at home, alone or with the supervision
of thelr parents.

See page 202 for a discussion of self-Instructionai materials.
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The Importance of Textbooks

Not much research has been done on the impact of instructional materials, other than
textbooks. There is little research on how variations in the qualities of textbooks, or in their form

of use, affect their impact.

Textbooks are the most common type of instructicnal materials used in schools, especially at
the primary level. The importance of textbooks can be attributed to several factors:

1. Textbooks can compensate for low quality of teaching.
a. Textbooks can carry the curriculum, which may be ignored by the teacher.
b. Textbooks can present material in a sequenced, graded fashion that makes learning easler.
c. Textbooks allow the student to learn even when the teacher is not teaching.

Research shows that students with textbooks learn more than those without, holding
teaching quality and student abilities constant. In two separate studles students who were given
textbooks scored significantly higher on end-of-year achlevement tasts than thelr companions without
books (Jamison, et al., 1981; Heyneman, Jamison and Montenegro, 1984). in Brazll, students who had
textbooks over a five-year perlod did significantly better than students who did not have books (Armitage
and others, 1986).

2. Textbooks are relatively Inexpensive. Government provision of textbooks to all students In all grades
can ccst less than 2% of total expenditure on education.

3. Use of textbooks In classrooms makes it easier for teachers to manage heterogeneous groups of
students. One group of students reads, while the teacher works with another group. With textbooks
teachers can handle larger classes without deciines in iearing.

4. The student’s textbook may be the only contact parents have with printed material. The textbook
can contribute to the Intellectual growth not only of the child. but also of adults.

The positive effect of textbooks Is achieved only when certaln conditions are met. Some
textbook projects have faiied to deliver expected results, because of qualities of the textbooks
themselves, or because of the ways in which they were used in the classroom.
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Whole Numbers—
‘Addition and
Subtraction

Pages 1-34
(16 10 18 days—sce the Paciag Chart on page T26)

Nore: To determine your studeats’ readiness 1o begin Chapter 1, see
page T8,

N Learning Objectives

Students who schieve the msjor objectives of this chapier will ba able w0

3l do the [ollowing: »
1-1  Change numbers with up w0 12 digits from wonrd form to the
standard numerals,

R 1-:2 Change numbers with up 10 12 digits from the standard
numerals 10 word form,

Write inequalities for pains of whole numben less than | miltion,
Round whole numbers to the nesrest ten, hundred, oe thousand.
Add any 1wo or move whole aumbers.,

Subtract any (w0 whole numbers.

Solve probl by relauing 3ddits
tituations.

and wbtraction o real

Chapter Overview

Pages Content

3 Thousands

4,5 Comparing and ordeving numbers
kR 6.7 Rounding

N 1.9 Miflions and billions

10, 11 Roman numersh

12, 1 Addiuon—Dbasic facu

14,15 Subtraciion=-basic facus

16,17 Additwn

18, 19 Addition—} or more addends
0.0 Subtraction

paly 3] More about subtracting

1,25 €
26, 17 Problem solving

B 28,29 Problem solving—reading a chan
bl Chapter Checkup

g sums and dif

g ia

Chapter Project
Chapter Review
Chapter Challenge
Major Checkup
“Thets pagm sru apusaal is & Seastmum covna.

Pages 2-) review place value lor numbens with up tn 6 digia. Mo of
your siudenis wil) be quite fumiline with place value. However, some Bl

may gain from the aclivities with manipulative objects that are given in T:TT
the Teaching Suggesuons,

Pages 4-3 introduce companing two aumbers and using the symbols [
< (is less than) and > (is greater than). Students will have some trouble i
bols. 30 we suggest this lillke memory sid: the

ing the two ty
small end of the sign always points 10 the smalier nunber,

§L 8 1>6

Pages 6-7 1each how 10 round numbers. This is a very importane skill for :
two ccasons. Fint, it helps srud dewclop an itive feet foc the

Aumbers, and second, it is usal extensively in esumating, 8 skilt that is R

used over and over in the rest of the HEATH MATHEMATICS B3
PROGRAM 1nd in studencs’ lives as well. -

Pages 8-9 introduce mil'ions and billions. These large numbens are 8

difficult 10 undersiand in any conceete way but are 50 wndely usad in ;:

business and government that students should bepin 1 use them. Use i

some of the Teaching Suggestions and Leuoa Follow-ups 10 help BN

"

d nd these 1

Pages $0-11 teach 1ome of the charactensics of Roman numerals, |BX

Pages 12-1) revicw the banc addition facts, along vith ihe |8
commutatve (onder) property of uddition, the adding 0 property of I

addition, and the auociative (groeping) property of addition. The ant [
w0 prupcrties make the (2ct3 easier 10 memonte, Page 11 is 3 speed dnil B9
1) encourage siudends (0 learn the facts 30 well that they can be recallend BN

quickly and correctly. You may fnd it valuable 10 use this and similar |B8
sets of exervises regularly. i

Page 14 has a similar speed dnll for the banc subiraction facis, and B
page 13 provides praciice with the basic sddition 20d subtracuon facus. |

Pagen 1617 review the addition algonthm wath vanous regroupings .
that are ususlly accessary. The text provida an explanauon of why whe [[B
algonthen works by using pictures of a phyncal modd. Although most 'K

This s a page from the teacher's guide for a 6th grade math textbook (Rucker, Dilley and Lowry, 1985).
The information provided helps the teacher prepare lessons, teach them, and then evaluate student
learning. On this page from the guide, information is given about pacing and learning objectives. The
overview of the chapter and background Information help the teacher teach this chapter successfully.

Please tum to page 116 for another page from the same teacher's gulde.
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Does Bilingual instrucdon Work?

In which language should children entering school for the first time be taught?
1. The language they speak at home, here called L1?

2. A second language, either an official national language or an "international® or "metropolitan”
language, 12?

Assume that the objective for the language policy Is adult proficlency in L2. What Is the best
way to achleve that objective? Three kinds of bllingual education programs have been tried. The results ..

are as follows:

1. Transttional Bllingual Programs. This approach uses the student's "native" language or L1, to
teach the curriculum untll proficiency Is attained in L2. These programs often begin 1st grade with all

instruction in L1, but reduce the proportion of instruction in L1 in each successive grade.

Besults. This approach has had mixed results. About half the evaluations are positive (as
measured By achlevement In basic subjects, the rest neutral or negative. One major factor Is language
ability of the teacher. It often is difficult to find teachers who are competent in minority L1 languages.

2. Maintenance bilingual programs. This approach seeks to strengthen the student’ ability in

his/her L1, In addition to achleving proficiency In L2. L1 is used as the language of Instruction at least
through completion of primary school. L2 is taught as a second language.

Results. In the few applications of this approach, students learned as much or more of
academic subjects as do L2 students, and in addition learned L2. There Is strong resistance, however,
by L1 parents to this kind of program.

3. Immersion programs. Students begin Instruction in L2, with L1 added as a second language
subject after the 1st grade. They differ from an official-tangtrage-only policy, in that parents choose to
have their children participate, and L1 has high prestige in tie community.

Results. This approach has been most successful In Canada, where students whose L1 was
English had French as language of instruction in primary school, learning both French and English and
academic subjects as well as students taught in their L1.

Which language of Instruction should be used depends on three factors: 1) students' age, soclal
class, and language ability; 2) attitudes of teachers, parents and community; and 3) the role of each
language In the society.

For an application of these factors see page 201.

.
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Thc tcchnology of thc formal school is based on assumptlons o
he: hlldrcn who' beca udents ' :

o ;The school works best when chlldrcn ina classroom arc alxkc' o
I abxhtlcs and interest.: Hcterogcncnty makes the tcacher’s job’ morc-_’i‘ L
difficult; *If thére are dxscrcpancncs in'what-the school expects; and.
wh tf‘chnldren are hke the clT cxency of thc school is reduced.”

Wluch of the followmg best descnbes the sntuatlon in
your country" - L :

L _;-Many students do not speak or understand the
e --Iauguage that is. used for: mstructlon. See. pagc“-~_
; :'.‘201 for'a dcscnptlon of a: process of: assngmng c}uldren to. -j:-:* '
|ﬂ'ercnt Ianguagcs of i mstructxon

' -Sce page 214 for a dlscussxon of how dlffercnces in what;f
> :parents teach .and" what teachcrs teach, affect»student

R Some students'are not physlcally able*t attend
. ito the tcacher. - Sce page 212, ‘for an examplc of a
i ':.:program to nmprovc student nutntlon. 2 g : RET

. =z j‘Some students fail at the next level becanse they S
*are not ready or prepared See page 125. o

af_f-.-:_'.Hetemgenelty of. classes is a. problem. See page:' .
127, . : P

You may décide, after.going. throunh these - auestlons that‘lt g,
lmnortant to lnnk at other ractors lf so turn to naac 117
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How Do Teacher’s Guides Help Teachers? (Page 2 of 6)

ou.
STUDENT OBJECTIVES Thousands

To write dard Is for bers through .
the hundred thoussnds, Our placv.value system sliows us tu writs sny

N whols number, no matter how large. Place
To write word names for numeruls. :
Ta weite expanded numerals, valuo alsu nmakes our simple methods of )
computstivn possible. That is why you knuw |
more srithmivtic than ancient Greek and ’

‘(OCABPMRY. Jd I, expanded aumera) Honian scholara!
Thousandy
TEACHING SUGGESTIONS 5 2 Hare i bow (o write the numbar in the table
: . e a8 8 siandord numsral, A cuining i ukad to
Wrile numbers in the thousands. (Materials; 3 2 g 3 20 3| set olf the thousands.
place-value blocks) Place 4 or 3 siucks of place. = =
volue blocks at difTerent stations around the room. alels|zlale
team of students (o each station. Ther 365,248

Assign a
1ask is to count the number of small cubes in its
stack.
Allow some discussion time; thea kave the
teams record the number of cubes for each siack,
Write this chart on the chalkboard:

Thoussnds| Hundreds | Tens I Ones
¥ 1

L. |

Have 3 student from cach 1cam tell how maay of
each value blovk was 10 his/her stack and cecond
the results in the chuet.

Have another student from cach team wrile
the dard | for the ber of sr.uall
cubes in his/her stack,

READINESS

For students who need help with thousands.

Rosatacan bor 23

g 3

Ld - -
L] o fon Cne

';—iil__*_" %

Sut el Pveuhrdrad

o memy buma?

&l &
5 Al

S

SEILGN R
Pzl

[}
o=

three hundred siaty-five trousand, two hundred forty-cight

The volus of the digit depends on both the digit
and the valus of its place in the numenal

Tha J stands for 3 hundred Uwusanda, ve 300,000,
T'he 6 stasuis for 6 tan thousands, or 50,000,

‘The 5 starxls fur 5 thousands, or S0,

What dees the 4 stand for?

Sometimes cotnmas are nut used in large nunv sals.

4 teny

For exampls, thers are no commas in the display of IS

& hand-held crlculator. \Whea the commas are
missing, you muy have to think shout gruuping the
digits in threes belore you rvad the numeral.

EXERCISES
In 932,474, which digit s in the

S. thousands place? )

are culled standard numerals,
Gao over all the digits in the' standard aumeral,
emphasiting the place value and the total value of

6. ones place?

f?&‘:l,u:;}?" : "‘QEM 1. hunoseds placa? & 1. huncrea thousands place? 9
W"%‘ 3. tens placo? ? 4. ten thousands place? 5
3

[FTLLCR BT

e USING TKE PAGES . 32
- " r a o
ﬁ = A RN Point out that a chart like the one on the chalk- 4 8 k]
a B “'x —— board is shown on page 2. AsK students (o read the Textbook a E “':;
tee cransand erirdd Aumber shown in the table. Remind them that Assignments
- =2 when we wnite numbers in conventions! form, they Excrvines 1238 .
Aetuises |- v

hals i
e i cach digit represented. For example, the § stands Oplional Materials
{0 6 1en thousandy, ur 60.000. Wnite tva vr three Reudiness Worksheet [d
other standacd numerals on the chakboard and T
sr tanrer 529 ask suidents 10 tell what cach Jigi seands for. e i3y
Coppas > 9 danier Write J63.248 i capanded form: 100,000 + "af o

ﬁs sure the siudents undersiand the block models
pectured 3t the top of the page. “How many hlocks
are pctured in the tirst 3ct? (101]) How many
thousands? (1) hundreds? (1) 1ens? (1) onas? (1)"
Fill in (he place-value chart 10 show huw muny
blocks. Now wnie the word name for the sct of
blocks. Connnuc with the other xcts of blocks,

2

60.000 + J000 + 20 v 40 + 3 Evplain that
when we shuow the mexning ol 3 numcral a» the
sum of the total values of the digi'a, this is called
an expailed aunieral, Discust grouping the Jigits
in threes when the comeuas are missing, o3 on
cakutaror displuys

Atsign (he exenascs on boih pagas. Encourage
sll the studerits o try the Chafterge!

SRR

.

¥

LS
FR AR

This Is another page from the teacher's guide for a 6th grade math textbook (Rucker, Dilley and Lowrey,
1985). The smaller box is an actual copy of a page in the student's text. The larger box which
surrounds It Is in the teacher’s guids. The page provides the teacher with a great deal of informaticn.
The teacher is offered vocabulary, an example of a readiness sheet, suggestions for using the textbook
and optional materials, and the answers to the questions and exercises found on the student’s page.

Please turn to page 118 for additional pages from the teacher's guide.
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How Do Teacher’s Guides Help Teachers? (Page 3 of 6)

" { CHAPTER CHECKUP

\

CHAPTER CHECKUP

* Have oif dhe wudanis enmpiors 1e Chipesr :T.'::;::...........
+ Dmten Tas Chaes: = it dais shone I loe anteait mae] L Aemens B30 L Aenired Revisntt @ocy
e e i -
2 Wons Sy vedvut L ol
SoomLUTLT R TR v patent e et The smaller box
Is from the

+ 1% .08
Loss mas {€) o procas tn {1} iomgms =0

i ::—: ::::_::-_': et L7000 ) $MF o 0. 95s 811 i WAIYC . . Studentis book. The

BN macias : sm-cun i Mo e ons oo Rand 14 8 e ol Poierd, fmoem -4 _
, 2t v o mn e U L S1e8 mw L WIS Mame 1 ILEMIHLR o students Comp|ete

R i b 0 o o et 0 s s e, e | the chapter checkup

LSRR o] o rIson (LT P1E, )
[ 4 A

| / / / / ///,,/ - I s . teacher. The
d' 59634275 ' _ . teacher uses the
- el bgaboas . “ ot sl dlagnosis and

* Gy wvnany hoadest u-'ﬁ n-.::
pumrplasilvsiphiplioauugopuiii : remediation
i Yom ey wuse 10 wet poges § snd ¥ or renne Bave 17, Wheeh maee vt argaet (rhaas e o el 4 gy
B T sy = paragraphs
i ietr] BRI el to help stucents

| s oy Sant pupw, Thas dew vl gowe we I n
g === == leamn from and

P e o e e i oy B w— , correct thelr
mistakes.

i
R Moo ofhockty muctmy semiorn U & shbeme v
Snieg ¢ W &) Surd EUTE B phieg, Pt be

[ over e ovtnany =nd oo by, Forw, G v
Tt s WELy Vhr SeSBer 3% § Smber
Boe ek Muadoy & W e MarUR Vbuiend &

Bl covnm mdion, Thay Ares the b Soevamsh

M (he mnatng Uy Smiing 5 Lha 0@ 1 the Agat of
e ploas m = Aalehd ¢ remamey. (WY
I sreris e proseswn wmh Ga mesen s0d e

A ress wawnat on gogu o | L ond § o ha Doy
Catoum i tarsemen Senaem

i P4 sl Mest 9 Sedent wo% wverd
proviams of e s vPd, W W Bays Sk
noorl zuvwa lnm pipm B=1). b Vert
e o vrmAs W eryahons.

Bl s conia o cblinee Ut wedems Sutem
vy of W4 ndaset Sarat, Mt e e et 8

[ pomassy ot vne o7ers, 10t ot wange M0gratnd
R oone o o pm 14219, dases Vartahoms, sl

Once agaln, the smaller
box Is a page from the
-student’s book. The .

students complete this " : e

L T I

page In order to v - . : e

Giwrwee
B ]

practice taking i e | e
standardized tests. : : : e Ao
This also helps e 5

« s . DR IR S T

the teacher know : . R Lai
. e X I D

[

that the program _ : o=
content is related e Attt
to standardized IR
tests.

ir

N *
o 4008008 | Th6 00 008 000 ¢
vre008 008 | 11100060
Tesoncoe | a f1emeces |
« $9T1000 § + 37034080 008

RS N TR 2 YNY ¥ | 1L S4ARae 1) 4] me
ny A0 e 1 2 mew . csrnud 1211 e sban
239 g et ion? 1 1310 rem mnth od
- e Nove ren?

Please turn to
page 120 , o
for additional ' P S
pages from this

teacher's gulde

(Rucker, Diiley

and Lowrey, 1985). ’
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.‘ - ——at ee :, lE Lt . e . S . Lo s B .
[l CHAPTER REVIEW - CHAPTER R J R S‘HAPTER CHALLEN ’ B} CHAPTER CHALLENGE
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Students will complete one of these two pages after they have done the Chapter Checkup. Those who
had difficulty with the Chapter Checkup will be assigned the Chapter Review. The rest of the class will

complete the Chapter Challenge.

Teacher's Guides are complemented by wourksheets, overhead transparencies, fllmstrips, and other
instructional materials.

See page 122 for another sample page from Rucker, Dilley and Lowrey (1985).
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How Do Teacher’s Guides Help Teachers? (Page 5 of 6)

Pacing
Chart

The pacing chart helps you plan your whole year. it
helps you make your long-range plans in Seplember—
and helrs you modify those plans as needed during the
year. On the second line ol the chart you can write the
dates of your math classes. We eslimate 160 classes in
the school year. You can indicate the actual progress of
your class on lhe last linz of the chart.

The lime you spend on each chapter should ba ad-
jusied to fit the needs of your class. The Learning Ot -
jectives listec on pages T24 and T2S give you a Guick
overview of tive content of each chapter. By using them,
you can easily correlate HEATH MATHEMATICS with
your own course of study. Some classes just need a
quick review of Chapter 1 and can progress fairly rap-
ialy through the text. Other classes need to spend more

time on the early chaplers. For a minimum course, con-
sider omitting the last two chapters. The content of
these chapters will be covered thoroughly in Level 7
and is optional in many curricuta lor Level 6. Check
your local requirements.

PACING CHART

0 Crei-nonoCe

Numberof MatiiClasses Ja 2 |afefs]olr{adofo]eelrataalsstosfsatir]infrv|m

Ostes
Minimum Course. -1
Mazimum Course - L b |

Wnaly rhumaer s Aomian st Subirncien M1 [2°, 10 AL N e
;

Whets Fumbers- L0emion sng Subraciion 1[2:"'-'"

My Aclusl Course

Numdar ol Main Classes

Misimem Course f ovveieaa. e vt DB A L e Geemerygree oo Sy 4|84 Fraaramemanstion sat Buswaition !, |
s '-'-_k?éf's]u T

Adoumna srd

Mazimum Course

My Actual Coutsa

Number ol Matn Classas [ {sfaifscim]os]ar]ee -Yu v afasaimim)erim|w e | nl-n

Oates
Mtnimum Course 5|8

-7

. 7[5 ‘Oervmensa unepricanen snd Obsisaea  * 8|9 .

P1a1 sore~Mvitwhceinn ang Ovisian 8|7 Documets—Loauion sne 8

Oectmnals = ASE N and
Subiraciins

Msximum Course Orasetn 8 [7

My Aclual Course

. Numoer ot Matn Classes ) o frompreas ] wfmf s ~:1'
|
Ostes l l i |
Minimam Coutre .- naOmon - B[9.. S AR Meeneman <45 2 B 239110 TrGonas Mosemates'L 10
Meximum Covraa - R 2 8[10 V cdumitinenas . 10[11 <ok dnt poein' 1, 1] 12 ropurTamd 45kt 12

My Actusi Course

£9zs W

T26

A pacing chart helps the teacher plan for the entire school year.

It suggests how much time should be spent on each chapter. It also allows the teacher to be flexible

when planning for faster or slower learners.

Plea

turn to page 124 for one more page from this teacher's guide (Hucker, Dilley and Lowrey, 1985).
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How Do Teacher’s Guides Help Teachers? (Page 6 of 6)

§ Adoing whole numbers, (nm-.o)

et @ are s 18 19

Tttt 50 B Jen 44 3 Craserge. 4 82
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R | U ptaasrg sromon 44, @@ 7L 132
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=

ASSum 2 hOmn Peass, 13
St srung aps rumems, 1} 4 Chstompe. A N. DM O M. 9
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Sovs Prosmae, 11, 22, 08
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l Urry oy tomesn 8 11 112

wn..-munnn A Ayt whe, 17

This page from the same
guide lists the learning
objectives for each chapter
in the textbook. This 6th
grade math book has a
total of 12 chapters. For
a minimum program the
students would have to
complete chapters 1-10.

Other pages from this guide

are found on pages 112, 1186,

118, 120 and 122,

WS e s, 181 )

[/ smm. penva @0 41 202, s 110 iosnrgs o mmpecanen, 3
Crosempe 11,12, 29,43 48 1. @7 0%
” 1

Men o8 6. 100, & KOO0 24,28
Mgy By & 10 movmat 30 M
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gty By SuAurs @ 18, 100, &

Norenet 8 Surpcmen ol i1
g By § 1* @ >0ups Ayt 42t
2008 A SuAgumann, ¢4 0}

Uiy s000nans B vamr 13 O o4, ¢F
Vg pevmng tesacm, 41, 4

L N T Y
asape <G 01, 10 114
Aprt e s sl T g @ L 41
Omapeanryg 2 ros sy wusgmrs 0l 3. o1
s L EYE STt D)
ey, 02 3,4 W

1% wout a0vvoan aung i v was

-t
Qe Poacamg, €72, 028 428

This page from the teacher's

guide (Rucker, Dilley and Lowrey, 1985)
illustrates part of the scope and sequence
chart. It compares the 6th

grade program (second column)

with the 5th grade program

(first column) and the 7th

grade program (third column).

This helps the teacher

understand what the students

studied during the previous

school year as well as

what will be expected of

them during the next

school year.
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Geometry
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Fractions—addition and Subtraction
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Should We Eliminate Multigrade Classrooms?

The single grade classroom, in which all children recelve the same curriculum and are about the -
same age, s a relatively recent Invention. Prior to the 19th century, most schools grouped children on
the basis of thelr knowledge of the subject matter. A beginning primary class might, therefore include
adults as well as children of all ages. What they had in common was their ititeracy. All were taught
using a common method of Instruction, despite varying levels of intellectual ana smotional maturity.

This worked well enough with educated and dedicated persons =5 teachers. But the rapid
expansion of education In Europe In the 1700s (see page 42) required use of less-well educated persons
as teachars. The problems of handling learners of different ages grew to be too much.

The solution was the graded school, in which learniers were divided up by age groups, more
homogeneous in both ability and maturity. The homogeneous grouping of learners made it possible to
train relatively uneducated persons to be effective teachers.

Sir:gle grade classrooms were possible, however, only in areas with enough students. Isolated
areas with few children could not afford a teacher for every grade. In these situations, the policy chosen
was to combine students at different levels of developnient in the same room. This came to be referred

to as the multigrade classroom.

Some multigrade classrooms can stilt be found In the United States (Miller, 1989). There are as
many as 11,000 one teacher schools in France. UNESCO (1989) reports common (but not
predominant) use of multigrade classrooms In many developing countries.

Should countries attempt to eliminate multigrade classrooms? Research indicates that students

can learn as much In multigrade classrooms as in sinale grade classrooms (Schisfelbeln, 1991).
Learning in a heterogensous classroom has important social and education benefits as well (Pratt, 1986). .
But these gains are possible orly when additional inputs are provided the multigrade classroom. Those
inputs Include:

1. training for teachers on how to handle diverse groups of students:

2. instructional materials that permit students to work without direct supervision; and

3. physical facilities that permit division of the class into separate work groups.

For examples of programs that combine one or more of these elements see pages 190, 202,
211 and 221, and Bray (1987), Miller (1989), Thomas and Shaw (1992), and UNESCO (1989).
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Repetition and its Costs

in 1986 approximately 20 million children In Latin America enrolled In, or Iepeated, the same
grade of primary school in which they had been enrolled In 1985. The cost of providing a second year
of schooling in the same grade Is estimated to be about US $3 billion, assuming a cost per student
enrolled of US $161.

- Rates of repetition are highest in 1st grade, where they are estimated to be above 40 percent of
students enrolled, declining to about 20 percent by the 5th grade (Schiefelbein and Helkinnen, 1991).

Each year some children in Latin America who have not yet completed the primary cycle drop
out of school, that Is, do not enroll. This figure Is about 8 percent of enroliment in 1st and in 2nd
grades, declining to slightly more than 1 percent by the 5th grade. Most children who repeat do so In
the 1st grade, and almost all of those who drop out have repeated the 1st or 2nd grade. Very few
children drop out without first having repeated a grade.

Factors Assoclated with Repetition

Repetition is most often the result of a decision that the student's academic abllitles at the end
of the year are not sufficient to Insure that the student will benefit from exposure to teaching in the next
highest grade. That Is, children are falled by teachers.

In most cases, the decislon that a child should repeat Is made by the teacher, In some cases by
parents who may even request that the child repeat a grade even though the teacher has promoted the
child. In both cases, the assumption is that repetition of the grade will result In the child leaming the
knowledge, skllls and attitudes required to learn effectively In the next highest grade.

There Is no research evidence to support the assumption that repetition In early grades
Increages the learning capacity of the student. One study has shown that repeating the 6th grade
does help students pass a secondary entrance examination (Schwille, et al., 1991). But this occurs In a
setting in which there is no negative stigma attached to repeating. In the early grades, students who fall
are labelled'as less qualified than others, and often recelve less instruction as a resuit, The likelihood of
future failure often increases with repetition (Grissom and Shepard, 1989).

Repetition does not overcome failure to learn, and it reduces motivation to learn.
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Why Students Drop Out of School

We say that a student drops out, or deserts school when s/he leaves before completing the
cycle (e.g., primary, middle, secondary). Some countries distingulsh between within-year dropouts, and
between-year dropouts. In primary schools, most within-year dropouts actually repeat the grade In the
following year (Schiefelbein and Helkinnen, 1991). They do not meet our definttion of a drop out as a

student who leaves the system permanently.

Because dropouts are not easlly "accessible” to the researcher, It is hard to ask them why they
dropped out. For this reason thera is little solid research on causes.

Two Possible Reasons for Dropping Out

Some students do not continue thelr schooling simply because there Is no higher grade to
attend. This Is most likely to be true In rural areas in which schools do not have all grades, or where the

nearest secondary school Is too far away.

But the primary reason why students drop out of school Is that they (more likely thelr family) see
less value In continuing In school than in pursuing other activities. This value can be In terms of
Immediate or expected future economic gain, or It can be In terms of Intellectual or splritual
Improvement. Page 136 describes the kinds of factors familles take Into account.

The perceptlon that there Is less value in continulng school Is based on Information from the
schoal ftself. For most dropouts, those which occur In the lower grades of primary school, fallyre In
school Is the signal that there Is little reason for continuing.

Research shows that children who fail and repeat are more likely to dropout, than those
who never fall (McGinn et al., 1992). There are several reasons why this is so:

1. Student fallure lowers mothers' expectations for thelr children’s future success, reducing
pressures on the child to study (Lembert, 1985).

2. Teachers, especlally In large and heterogeneous classrooms, are not able to spend the time
necessary to provide corrective instruction.

3. Students older than the "correct* age for thelr grade are sometimes asked, sometimes
required to leave.

Is automatic promotion the answer? See page 132.






Is Automatic Promotion the Answer
to High Repetition and Dropout Rates?

Repeating grades after academic failure is not good for students;
—It lowers their self-esteem, and
—-seldom overcomes the teaching or learning situation that led to fallure the first time.

Students who repeat two or three times are much more likely to dropout than are students who never
repeat.

One apparent way to solve this problem Is to promote all children, regardiess of their levels of
learning. This policy, called gutomatic promotion (sometimes social promotion), increases the number
of years low achieving students spend in school before dremping out. It Is assumed that this Increases
thelr total learning (UNESCO, 1984). Automatic promotion also clears out the backlog of repeaters in
1st and 2nd grade, creating space for new students.

Chile promotes all children, Irrespective of grades, up tc the 4th grade. Egypt and E! Salvador
promote automatically in 1st, 3rd and 5th grades, and children who fall in 2nd and 4th grades can repeat
only once and are then promoted. In Korea less than 1 per cent of children fall to complete primary
school In 6 years.

But Does it Work?

If a policy of automatic promotion Is implemented with no attempt to eliminate the factors
assoclated with school fallure, problems of learning in the eary grades may only be passed on, reducing
the efficiency of teaching in the upper grades. Automatic promoticn by itself increases the range of
different abilliles among children, increasing the difficulty faced by the teacher.

Countries that once favored automatic promotion are now turning away from it. Panama and
Puerto Rico, faced with increasing numbers of illiterate primary schoo! graduates, reversed ¢ policy of
automatic promotion (Munoz y Arrive, 1987). Ellweln and Glass (1989) describe the efforts of one U.S.
school district to "raise standards" by elimination of automatic promotion In kindergartens and grades 2,
5and 7.

Intarnal efficiency can be symbolically improved by automatic promotion, but a real Improvement
requires attentlon to the causes of low learning In school.

See page 117.
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School and Employment
Poor families face a difficult cholce. Should children be sent to school, or put to work?

Arguments foi sending a chlld to school are based on an expectation that this will Increase the
child’s life chances. This expectation has two parts:

1. The child will do well In school, and achleve a significant level of education.

2, Educatlon will lead to achlevement of goals such as greater soclal status, a better
marriage, higher levels of Income, deepsned splrituality.

Familles may decide not to educate a chlld if:

1. thelr Immediate sltuatlon Is such they must have the benefits of the child's labor;
2. they cannot afford the costs of schooling;
3. they belleve that the rewards of educatlon are smaller than those of Immediate

employment. The following quote Is from a parent In India;

“..schools do not prepare for careers...our primary schools are worthiss. the children
do not learn...These are preclous years for learning thelr trade, and these preparatory
years would be gone If they went to school...The poor children who go to school will not
complete their education and they will not get a degree. Most probably they will drop
out of school and not go to college. So If thay go to school, they are sulted for
nothing.* (Welner, 1991, pp. 59-61)

Families In which parents have some education aie icss likely to put thelr children to work
(Psacharopolous and Arrlagada, 1989).

In an attempt to increase the relevance of primary education, some countries have primary
school students do manual work. The objectives have been to Erovide useful skills, and make school
seem more relevant. Most of these programs have falled. Primary school teachers are not competent
to provide skills training, or to teach baslc agriculture. Primary school children are seldom skilied or
efficient workers, and thelir products do not earn them respect from saclety, nor contribute significantly
to school cosis. Children from these schools do not develop an afflnity for manual labor
(Psacharopolous, 1986).

See also pages 130 and 136.

For more Information see Bequele and Boyden (1288), Chakravarty (1989) and Mendelievich
(1979).
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child:

Why Parents and Students
Lose Interest in Schooling

Families take several factors Into account when declding whether to continue the education of a

1. The educabllity of the child, that Is, how far the child can be expected to go In school.

2, The direct costs of schooling, which can include fees levied by the teacher; cost of
textbooks, notebooks, pencils and other leaming materials; clothing; transportation; and food.

3. The Immediate opportunity cost or benefit lost If the child continues in school. What could
the child eam, or learn, or enjoy, if s/he were not in school?

4. The likely benefits at some time in the future. What woulc t+e child earn, learn or enjoy in
the future?

The critical Information for this estimation of costs and benefits comes from the school

principally, secondarily from the larger soclety.

1. Success or fallure in school (marks, teacher comments, promotion) help parents estimate
how far the child can be expected to go In school.

2. Repeated fallure ralses the direct cost of each completed grade of schooling.

3. Fallure also increases the opportunity costs to the child. The werld outside the classrocm
looks more and more attractive with each fallure and rebuke. At entry age (e.g., 6 years) the
economic benefit of children might be quite small, but each fallure and grade vepetition pushes
the child closer to a “productive” age threshold.

4. Once a student Is of *working" age, :he expected return to one more year of schooling in the
1st or 2nd grade seems s.nall. The cxpected return to completing the 6th grade, on the other
hand, Is tangibly larger.

This analysis Is consistent with research {Cuadra, 1990; Schiefelbeln, 1991) that shows that very

few students drop out of school before age 10 or 11. Furthermore, few students drop out of school who
have never falied.

Parents and students lose interest In schooling when thelr experience teils them there is

iittle to be pained from continuing. The school provides the oxperience.






Problems of Education Administration

Three broad tasks have been proposed to improve the capacity of countries to manage thelr
education system. These are:

1. Improve organlzational structures;
2. increase managerlal capaclty; and
3. develop effective information systems (Lockheed and Verspoor, 1990).

Unfortunately we have few guldelines for these proposed changes. Almost no research has
been done on the organizational, personnel or informational capacities of national ministries of
education. What studles are avallable describe the inadequacies of current forms of organization.

a. Overall goals are poorly defined and not understood by many members of the organization.
Many organizations operate without annuai goals.

b. Tasks and functions of units are unclear, and often overlapping.

c. The structure of the organization encourages data to flow from bottom to top; there s little
horizontal communication between units,

d. Planning Is most often defined as a staff function, with little Influence on actual operations.

e. The organization has no "memory.” From year to year there is iittle or no evaluation, no
attempt to associate previous actions with present outcomes, to leam from experience.

Most ministries of education are staffed by persons who have been promoted up from teaching
and school administration, on the basis of seniority. No speclal training is provided, either in general
administration or in specific functions of the units in which they work.

Most ministries do not have sufficient funds to maintain close contact with districts and schooils.
They operate in ignorance of what actually takes place in schools. Most data is about inputs to the
system, rather than outputs. Data often arrives too late to permit use in annual pianning and budget-
making. Decislons about allocation ¢t schoois and teachers often lag behind current needs.

For a detalled description of the central minlistry of an education system, see Toronto (1990).
For a comparison of ministries of education In Colombla and Venezuela see Hanson (1986).
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District or Regional Education Administration

Many countries have one or more layers of administration between the central ministry, and local
schools. Even in relatively small countries, schools may be grouped together (e.g., In clusters, districts,
reglons: the specific terminology varles widely). The logic of this grouping Is to facilitate communication
and control by the center.

In Egypt, for example, the central ministry supervises the operation of 42 mudirriyya, or regions.
Within each reglon are from 10 to 20 kiaaras. Within each ldaara there are sectors, within sectors
sections, and within sectlons schools. This sarigs of hlerarchically organized units provides a chaln of
command that permits the central ministry to communicate Its orders and requests cownward to
teachers, and to recelve information upward (Toronto, 1990).

General research in organizations suggests that an ideal ratio of manager to managed Is about
1:7. As the number of managed unlts inc:eases, the manager's ability to keep track of what is going on
in each unit Is reduced. The larger the ratio, the more likely It Is that *managed" uniis will not receive
Information or supervision from the center.

Prior to the most recent administrative reforms In Sri Lanka the central ministry supervised 26
reglonal offices. Each reglonal office supervised 3 to 5 circult offices, but there were 50 to 100 schools
for each circult office. Messages came down to the circuit offices, but did not reach all the schools
(Cummings, Gunawardena and Willlams, 1992). This contributed to unwanted variability in the quality of

schools.

Too many layers of management may also reduce the effectiveness of an organization. In
Egypt, for example, information from teachers has to pass across many desks before It reaches the
central ministry. Prior to recent reforms, statistical data often arrived too late to be ¢f use. As a
consequencs, each unit within the central ministry created its own information system. Local officers feit
they were unheard in the center, and often falled to communicate important facts about their schools.
The Minister complained that he had no way of knowing what was really going on in schools.

One solution to this kind of probiem is to reinforce regional or district offices. This requires a
transfer of authority, increased resources, more and better trained personnel, and re-organization to
permit the reglonal or district office to manage, and not Just suservise. See pages 146 and 148 for a
discussion of some of the issues involved in this form of decentrallzation,
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How Can the Quality of School Administrators
be Improved?

Available research offers few clues as to the most effective ways to improve the quality of
school administrators. Not much research has been done. Much of the research that has been done
has been descriptive, either of the behaviors of administrators, or of oplinlons about their performance.
The few studles that compare admirlstrator characteristics with achievement scores of their students
report conflicting results. For example, years of experience is assoclated with higher achlevement in
some countries, but not in others (see Georglades and Jones, 1989).

Countries differ widely in terms of policies and practices with respect to selection of school
administrators. In some countrles they are selected from the most experienced and senlor teachers. In
some countries school administration is seen as an unattractive job (because salary increments do not
compensate for additional responsibllities). The persons who actually accept appointments are not
always the most senlor, or best, teachers. Few countrles have speclal academic requirements for
administrators. Few appear to require prior centification.

As a consequence of no comimon definition of job responsibility, and no convincing research,
there is no agreement on what are the most important skiils and knowledge and values of an
administrator. There Is no agreement on how best to select for these skills, knowledge or values. Nor
Is there agreement on the best time and method to train persons who do not yet have these skills. In
other words, you will have to develop your own answers.

The required qualities of an effective administrator will vary according to the:
1. objectives set for the school;

2. quality of teachers;

3. characteristics of the community and parents; and

4. characteristics of the school organization itself,

Schools that emphasize academic achievement wiil need one kind of administrator, those that
emphasize moral development another. Schools with experienced teachers may perform very well with
a young and unskilled administrator, while schools with young teachers will require a seasoned
manager. Similarly, the quality required of the administrator wiil vary according to the support and lavel
of development of the community. Schools tFat encourage high teacher participation in decision making
will require one kind of administrator, those in which the administrator makes all decislons will require
another.

See also page 54.
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Personnel for the Central Ministry

There I8 a strlking absence of studies on the kinds of persons who work In the central
education organizations. We know little about: how people are hired Into a ministry of education;
whether qualified persons are avallable; what kinds of persons work most effectively; and what kind of
training Is provided for new staff. As a consequence, there Is little we can say about which policies to
improve personnel or the organization are most effective.

The effectiveness of a given person in an organization depends on the organization in which
s/he works. A minlstry that emphasizes adherence to rules and regulations requires one kind of person,
a ministry that encourages intiative requires another. Research on organizations argues that the latter
kind of organization Is more effective, especially in a changing environment. But to introduce innovative
persons into a rules-oriented organization may actually reduce levels of productivity and efficlency.

The process of organizational analysis (or audit--see Sack (1992) begins with a characterization
of the basic management philosophy and structure of the ministry. The organizational charts that each
country produces are not a sufficlent guice to this philosophy. What Is essential to know are the
criteria that are used to assess the performance of persons and units in the organization.
Organizations that evaluate compliance with rules, and measure levels of activities or inputs, are distinct
from those that assess the extent to which goals or met, or which evaluate the quality and quantity of
product or outcomes.

The organizational analysis typically divides the ministry into levels of organization. A
conventional divislon Is according to functions: strategy, pedagogy, and administration. An alternative

approach divides the ministry into a policy level, an executive level, and an gperational level. In each
case, the analysls looks for problems In the operation of the organization, such as missed deadlines,

Insufficlent tesources, Idle staff, lack of information.
See Toronto (1990) for an organlzationa! analysis of the ministry of education in Egypt.

The International institute for Educational Planning, Paris, is preparing a methodology for
carrying out an organizational audit.

See page 230 for a case study of use of Indicators to monitor the performance of an education
system.
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Mcdes of Centralization and Funding

Education systems vary widely In terms of the extent to which policy making, planning and
management are centralized. Education was once primarily a private affair, but with the creation of
nation-states governments took on responsibllities for the provislon, and control, of education. This
process took placa over several hundred years, begiining first in Prussia In the early 1700s.

The speclfic economic and political circumstarices of the country determined the particular
mode of provision and control that developed. Cummings and Riddell (1992) summarize the complex
process as follows. '

1.

10.

The earilest systems developed in the now-industriailzed countries. Those models were
then exported to (and often imposed upon) developing countries.

The earliest developed systems took longest to be constructed.

The more recent, autonomously developed systems are the most centralized.

Few systems have made radical changes in the extent or form of central control.
Decentralized systems have mora levels of administration, and more administrative staff.

Most countries (about 84%) in 1975, even those that were centra’ized, had some private
schools. (The exceptions were all in "soclaiist® countries.)

As participation rates increase, central government Involvement increases in the higher
level= of education, and private participation declines in relative terms.

Centralized control tends toward mass provision of education, but does not insure
equality of access.

There Is no conclusive evidence that centralized systems are less efficient, or
effective, than decentralized systems.

Private schools may be, but are not always, more efficient or effective than public
schools.

See page 148 for information on varieties of funding and mode of control.
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From page 148

Different Modes of Finance of Education

There Is considerable variation in both sources and application of funding for education. Ttie
table below presents Information about 127 countries classlfied in terms of:
1. how much government funding for education Is centralized. The horizontal dimension of the

table moves from most to least centralized.
2. the extent of public funding of private education. The vertical dimension of the table moves

from least to more public funding of private education.

Minlmal private means less than 5% private enroliment in primary, and no mora than 10% in
secondary. Government funding of higher educatlon generally parallels that of secondary education.

Table 12

Alternative Models of Source and Reciplent
of Funding in 127 National Education Systems in 1975

Central Govt Only

No Private Regulated/
or Regulaied  Subsidlzed
Private only Private

EMPHASIS IN FUNDING

No Private 14
Minimal 14
Private

Private 15
Secondary

Private 4
Primary

Primary and 10
Secondary

Minimal 2
Public

TOTAL 59

SOURCE OF FUNDING
Central & Local Govt TOTAL

No Private  Regulated/
or Regulated Subslidized
Private only Private

7 21
1 5 24
8 4 35
4 9
3 6 27
1 11
20 18 127

Source: Cummings and Riddell (1992). See also pages 175 and 178,
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When is Centralization Excessive?

Most countries have relatively centralized education systems. A ranking of 100 national
governments on degree of regulation, on a scale in which 1 = total local control and 7 = total national
control, produced an overall average of 5.46 for primary education (Ramirez and Rubinson, 1979).

These pattems of centralized governance are the product of a long process marked by
conslderable conflict. Whether centrallzation Is excessive depends on the perspective of the group
affected. Centralization of education benefits some groups, decentralization benefits others.

From a strictly technical perspective, It can be argued that some aspects of governance should
be centralized, but others should be decentralized. The most effective governance system is one that
gives the persons with most information about the particular situation requiring a decision the
authority to decide how best to achieve objectives set at a higher level.

Teachers are the persons who have the most information at-ut students' progress In inaming;
they should have the authority to declde which methods to .se, and the pace and sequence of
lessons.

Principals are the persons with most information about conditions In the whole school; they
should have authority to decide about matters which affect the whole school.

Teachers know more about teaching and curriculum, but parents know more about local values
and economic requirements of the community.

District supervisors or education officers know best the overall problems of the district and the
resources available to distribute, but school principals have more information about the kind of
teacher required In thelr particular schoo!.

The central ministry may have more Information about the overall requirements for school
construction, but district officers will know better where new bulldings should be located.

From this perspective, centrallzation Is excessive when declslons are located too far from the
source of information. Decentralization, on the other hand, Is excessive when declsion-makers do not
have Information about the effects of thelr actions on others.

For more Information see McGinn (1990, 1992); Winkler (1988).
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Integrated Curriculum and Assessment

With curriculum and assessment issues often at the center of public debate about improving
school quality, one problem is that innovations or changes in curriculum are not usually integrated with
similar and simultaneous modifications in assessment.

Research on effective schools (Fielding, 1989) reveals that high performing schools have a
common commitment to a set of challenging, well-defined learning goals for students. Such schools
also !iave a process for monitoring student progress toward accomplishing learning goals.

Scome of the questions that can be asked to determine the degree of Integration between
curriculum and assessment are:

1. Is there a well-rounded, academic-oriented core
curriculum which will, with some modifications, benefit all
students?

2. Are tests, exams, and other forms of assessmeni based

on the goals of the curriculum?

3. Is the assessment process designed to be managed at the
local level?
4. Were the assessment methods developed by the same group

that developed the curricuium?

5. Do the assessment methods determine if
a. students have the prerequisites to
move to the next level?
b. students are making satisfactory
progress?
¢. students are attaining learning goals?

6. Are any or all of the following inciuded In the assessment
methods used In the education system (in addition to
standardized achlevement tests or national exams)?

a. Portfolios (see page 208 for more
information about portfolios)

Exhibitions

Profiles

Open-ended problem sclving exerclses

Essays and oral exams

®aop

(adapted from Fielding, 1989)






Educational Assessment and Standardized Testing

*Curriculum” can be defined as what Is taught. "Assessment" refers to what has been leamed.
School reform efforts usually focus on changing curriculum or transforming assessment, but rarely on
integrating the two.

Although there are many ways to assess academic achlevement, standardized test results are
often used by policymakers and the public to attack or defenc school quallty. There Is Increasing
pressure on schools to prove that investments in education are producing higher levels of achlevement
for all students. This has resulted In Increased rellance on the use of tests developed by authorities
beyond the classroom (for example, see page 172). It Is Important for policymakers and educators to
understand the uses and limitations of such tests.

Simple comparisons between students, schools, districts, states, and natlons are based on
standardized test scores. Standa:dized tests are easy to give, do not require a significant loss of
instructional time, and have a long history of use which gives them sclentific credibility (Archibald and
Newmann, 1988).

The most widely used standardlzed tests measure verbal, numerical and analytical abllities.
Many educators would argue, however, that over-rellance on these tests to determine school quality
reduces the possibility that students will be asked to demonstrate authentic understanding and
competence.

Three main concemns about standardized testing are:

1. The construction and scoring of standardized tests makes It difficult to gain useful
information from them.

2. General achievement and abllity tests are Insensttive to curriculum in speciiic
areas; it Isn’t possible to predict from such tests how students will perform when
faced with more authentic forms of achlevement testing.

3. Test items on standardized tests (even in speclific subject areas) do not
assess depth of understanding, integra*ion of knowledge, and production of discourse.

"standardized tests of general achlevement are often used and Interpreted inappropriately.”
(Gould, In Archibald and Newmann, 1988)

But they should not be criticlzed for failing to measure what they were never designed to measure.
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The Functions of Assessment
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Formative assessment of student performance and learning takes place during the course of

instruction. The results of formative assessment ara used by both students and teachers.
Summative assessment of student performance and learning takes piace at the end of the course,

school year, etc. The results of summative assessment of groups of students have greater implications for
the education system than do the summative assessments for one Individual.

(based on Broadfoot, Murphy, and Torrance, 1990)
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from page 7
Educational Problems of Nomadic Children

Nomads are "ethnic or socio-professional groups which travel and migrate in large or small clan
groups in search of a means of livelihood within a community, a natlon or across international boundaries

(Ezeomah, 1990)".

Nomads can be classified in three catepories: hunters and food gatherers; Itinerant workers; and
pastoralists.

Traditionally, children of nomads are taught by thelr parents, older relations and peer groups. Their
teaching emphasizes survival and earning a iving. Nomadic children typically assume adult responsibilities
atan early age. As a consequence they may have more awareness of cultural values and their environment
than do non-nomadic children. On the other hand, they may fall to gain the skills of iiteracy and numeracy
that are more easily iearned in schools.

Several countries have moved to insure the educational rights of nomads. In 1978 the Government
of Kenya developed a policy favoring Arid Zone Boarding Primary Schools, for the Masai, Turkana and
Somalian nomads. In 1981 Nigeria Issued a statement promising educational opportunities for all citizens,
both insidgx and outside the formal system.

An Example of Education for Nomads

Following the Sahellan drought of 18768-1974, the American Friends Service Committee and the
Government of Mali cooperated in a rehabllitation project for nomadic families. A village school was created
in 1975, with one grade and 73 students. In 1980 permanent bulldings were completed.

Most nomadic familles resist formel education for their chiidren. Typically education Is provided in
boarding schools, distant from the family, and often staffed with teachers not familiar with the customs of
the nomads. The parents of Tin Aicha were enthuslastic about their school. This enthusiasm Is attributed
to the location of the school in the village frequented by the Tin Aicha, and to the staffing of the school with
teachers from the same population.

Toachers adapted the national curriculum to the requirements of the village. The placed greater
emphasis on health and on the history of the nomadic people. Students were involved in agriculture and
animal husbandry.

This school Is one of the few in Mall in which the majority of the students are from nomadic famiiies.
Participation rates are high, and absenteelsm Is low. :

See Ezeomah (1990).
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from page 7
Educational Problems of Refugee Children

A great deal has been sald and written about the need to provide educational services to refugee
children. but there have been few studies of the ed::ctiional problems of refugee children, nor studies
of how best to resolve these problems. Most studies have focused on problems of adult refugees and
the best methods of repatrlation or resettlement.

The education solutions oftered for children are generally in the form of short tarm emergency rellef,
rather than long term education. Wit rasearch has been done focuses on the psychological consequences
of refugee status, rather than on speclific educational requirements. "Educational problems" are generally
defined in terms of the actions of the organizations or countries that provide the educational services. The
education of refugees in poor countries is given a lower priority than the provision of chelter and food.

The most frequently cited problems that providers of services face are the following:
1. Lack of space in the school system.
2. Insufficlent teachers to handle the additional burden on the system.
3. Inadeyuate supply of textbooks.
4. Inadequate supply of other Instructional materials and supplies.
These may also be problems that affect children who are citizens of the country providing the education.
Problems more speclfic to refugee children are as follows:

5. Textbook and curriculum coritent inappropriate for refugee children who come from different
cuitural, economic, political, geographical context.

6. Language of instruction. Should refugee children be taught in thelr mother tongue, the language
of the host country, of the language of their country of cestinatlon (if that Is known)? Sudan, for
example, in the 1980s received a great many refugees from neighboring countries who did not
speak Arabic, the language of instruction In Sudanese schools. If the decision Is to offer instruction
In the language of the refugee children, problem 2 looms large. A country may decide to hire as
temporary teachers adult refugees with teaching experlence.

7. Some refugoe (parents and leaders) resist education In another language and with another
curriculum, fearing that their children will fose their cultural identiiy.

The solutions to these problems will vary according to how long the refugees will remain in the host country.

a. If they will be permanently resettied In the host country then it may be important to begin
assimilation Immediately. See page 114 for a discussion of alternative approaches to language of
instruction. See page 207 for a descriptior of the factors that condition which language of
Instructicn to choose.

b. If they will be repatriated to their country of origin In a few years, it may be acceptable to provide
minimal education using instructors taken from the adult refugee problem.
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c. If they will be repatriated to another country, decisions about curriculum content and language
of instruction should take into account characteristics of the receiving country.

A Program to Train Teachers for Refugees

Refugess been arriving In Somalia from Zthiopla in 1977. By 1981 there were estimated to be
700,000 refugees In Somalla. Many of these were children of school age. Somalla, meanwhile, was having
a hard time providing schooling to its own children. About one-third of the age group was enrolled in
primary schools. There were not enough trained teachers.

To respond to the refuges crisis, the Somall Government, together with the UNHCR, established an
Institute of In-Service Teacher Training (IITT). The Institute was modelled on the UNRWA/UNESCO insiiiute
of Education In the Middle East, established for Palestinlan refugees. Teenage or older refugees, who have
completed primary schooliag, are recruited. They are given a crash course in teaching, and placed In
classrooms. Weekly seminars held locally are used to upgrade their teaching abilities. Corresponclence
courses are used to Increase knowledge of subject matter.

Within its first year, the IiTT was able to establish schools In nearly all the camps. By 1988 the IiTT
was providing schooling to about 40,000 students per year. More than 1000 teachers wers trained. An
administrative structure has been built which Is continuing and expanding the operation.

See Dodds (1986).

For more information see mal of Ref lgs.
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from pages 9, 137

Reducing the Cost of Schooling

The enrollment of children of poor families in schools can be Increased by:
1. reducing the direct costs of schooling controlled by the education system;
2. reducing the indirect costs to the family that result from sending a child to school.

1. Direct Costs. This includes family expendiiures on uniforms, admission fees, activity fees, examination
fees, "voluntary" contributions, basic supplies such as penclls and notebooks, textbooks, transportation,
lunches eaten at school. These costs can amount to as much as 20 percent of family income (Lockheed
and Verspoor, 1991).

All of these costs can be met by the education system. In many countries, nong of the above items
are charged directly to families. School finance is provided through other means which place a less heavy
burden on families of the poor. Textbooks are provided free in many countries. Supplies are sold at
subsidized prices. The school provides a breakfast or lunch. Uniforms are not required, or are subsldized.
The community or school provides free transportation. Thailand provides students in isolated rural
communities with bicycles. Other countries have constructed boarding schools. Countriss that have
abolished fees have experienced sharp Increases in enroliments, indizating the suppressive offeci of fees.

Some countries, e.g., Bangladesh have Increased enroliment, and graduation, of gits, by offering
scholarships. These scholarships are awarded at the end of the school cycle. Parents keep their girls in
school, to be relleved later of some of the costs.

Countries that want to increase access reduce costs to families for sending thelr children. See page
175 for suggestions of other sources of income than poor families.

2. Indirect Costs. These refe: to benefits lost by the farlly as a result of sending a child to school. They
Include the child’s contribution to the internal economy of the home, for exampls as a child-tender or ald
in gardening. They also include the lost income that the child could have generated has ¢/he worked

instead of going to schgol.

Adjustments in the annual school calendar can help with regard to reducing the demand for child
labor In agriculture. Changing the dally schedule can make it easler for gils, who generally have
responsibility for younger siblings, to attend. Schools can also provide day care facilitles for infants normally
looked after by girls. Pakistan, for example, permits children to bring thelr younger siblings to school. This
has negative effects on the classroom environment. More effective would be the construction of nursery
school facllities next to the schoo! building.

The likelihood of worki.ig outside the home Increases with the child’s age. Lowering the entrance
age to primary, and reducing repetition would raise the number of children who complete the cycle before
reaching age of employment.
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from pages 91, 175

Increasing Efficlency Within School Facllities

Some policy makers attribute a lack of educational supply to the low enrollment of students. If this
Is true, an obvious solution would be to increass the number of school faciiities. Two options are most

prevalent among researchers:
1. Build more schools;

2. Make more efficlent use of current structures. The principal drawback of the first option is
the increase In capltal expenditures for the government. This option as a "solution” to
Increasing access to education Is unrealistic for most developing countries. The second
optlon Is a more feaslble possibllity under which there are two cholces.

Students can learn as much In a double shift school as in a single shift school. The critical factors
are the quality of the curriculum (see page 25) and the quality cf teaching (see page 53). Table 13 reports
on 6 different experiments with double shifts as a way to make fuller use of facllitles. The results are varied.
In some cases, students In double shift schools actually leamed more than students In single shiifts.



Table 13.
Options for Increasing the Use
of Existing Facllities

I'Fm
Choice #1: Multiple-Shiit Schooling: One means of contalning costs while raising enroliment

rates is to intreduce muitiple-shift schools, whera one schoo! caters to two or more entirely different
bodies. Multiple shift schooling is an especlally helpful option for govemments with increased
populations and restrained budgets.

Country: " Resuli;

1. Singapore (1986): a. Difficult to arrange remedial/enrichment classes due to lack of

available space. f

b. Double sessions cffectively operated as separate institutions |

making it dificult to plan and run both schools efficiently. |

c. Lowered sense of student “belonging” to school; greater difficulty
building relationship between students and teachers.

—— e el

2. Malaysia (1972): Schools used for double sessions were designed for single shifts. As
a result, there were inadequate facilities regarding space, cooler j
classes for afternoon session, extra room for early morning students.

3. Chile (1974) and Venczuela: || No noted distinction between achievement level and the number of ‘
shifts offered by schools. !

nd
——

4, Nigeria: Double-shift schools found to have lower passage rate than in single-
shift schools. Reason cited: lower socio-economic status of double-

_siift students.

| 5. Guyana: J| Achievement within double-shift schools not adversely affected. !
6. Sencgal (1972): Found double-shift school students scored higher than single-shift. Ir
Reason cited: lower student /teacher ratio increased quality of

education. “

Based on Bray (1987).

The issue of school size is discussed on page 216. On page 217 we make several suggestions of how to
reduce demands on school building. Finally, the cost of construction can be ~educed by better maintenance.
See page 235,
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Choice #2: Increase Small School: in Rural Areas: As most governments want to get the best
education for the least expense, another possible soluiion could be to build small schools in low
population areas. Although it may not appear cost-effective initially, in some areas it may actually
decrease governmental expenditures.

Observed Results:

1. In some areas it may be cheaper to rvu several small schools than one large school. Establishing
large schools in rural areas increases the cost of transportation.

2. Large schools become too impersonal and inefficient thereby decreasing quality and increasing
administrative costs.

3. The chiidren’s fatigue from traveling long distances to large schools decreases the effectiveness of
education.

4. If schools become too large, they nay bave to employ specialisis thereby increasing costs.

5. Large schools can typically operate at a lower unit cost per pupil.

6. If large schools have poor access may need to board students thereby increasing recurrent and capital

costs.
— e

Based on Bray (1987).

For additional ideas, see pages 30 and 216.
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from pages 135, 175

Table 14.

Policy Options to Iimprove Access to Primary School

BARRIERS POLICY OPTIONS EXAMPLES
1 Space Provide more space Bulld schools; some for
certaln groups
Use existing space more Doubls shifts; some
efficiently or equitably for certain groups
Use altemative bulldings Community buildings,
as schools mosques
Provide education at hore Distance education
2 Distance Reduce distance to school More schools; better use
of space; education at
home; boarding schools
Provide safety on route Transportation;
to school chaperones; community
protection
3 Cost to Financlal or in-kind Free schooling; free
household aid textbooks, uniforms;
scholarships; incentives
to keep child In school
Reduce opportunity costs Change schedule to permit

Increase expected returns

worl:; provide substitute
for child's labor while
In school

Increase access to higher levels;
improve outcomes to training




1m

4 Insufficient Recruit and put into Lower certification
and overworked place more teachers requirements;
teachers improved incentives;
provide local
tralning; place
teachers near home
Increase workload of Double shifts with
current teachers same teachers
Enable current teachers Use of programmed,
to hand more students self-instructional
materials; peer
teaching; distance
educaticn
5 Education Adapt education to Reform or complement
not relevant community expsctations curriculum; change

to some groups

Change community
attitudes toward
schooling

Motivate teachers to
recrult studerts from
groups not currently
enrolled

materials; recruit
or re-train teachers

Fines for non
-attendance;
mobilize community
support

incentives for
teachers with non-
traditional students
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from pages 4, 154
What Can Test Resuits Teil Us

About School Quality?

in 1991 a national magazine in Mexico published a lead story with the following headline, “Mexico:
& Country of Fallures." The article described the application of a national achievement test to primary
and secondary school students. The author concluded:

*The fesults of thesec exams are very worriscrne. The great majority-83.7% of the primary
students and 96.2% of the secondary students-—-of those axamined obtained marks lower than 6

points in a scale of 10." (Guevara, 1991, p. 33).
As a result, hs concluded that thare Is a serlous decline in the quality of Mexican education.

"The anxiety that Initlated this evaluation has bsen converted Into real alarm, taking Into
consideration the urgencles that the country faces with its integration into the external market and
technologiral and scientific competition between naiions.” (p. 33).

Was Guevara right? Has Mexican education falled? At the same time he was publishing his
critique, another study showed that productivity of Mexican automobile workers was higher than that of
automobile workers in the U.S. (who have higher levels of schooling). Do the tests appllied show that

scheols have failed to educate?

There Is no doubt that students got low scores on the tests. The question is the meaning to be
given to those scores. These are the critical issues:

1. Do the test items measure what children should know?
2. Hcy much should children know about what the items cover?
3. Do schiools teach what these test items measure?

Issue 1. This is a question of valigliy, a technical tarm that asks whether the tem measures what
we want It to. The best way to estimate the validity of tests Is to compare thelr results with those of
another measure about which we are sure. A second way Is to examine the items to see if they look anc
read like what we are attempting to measure.

The Mexican tests had the standard companants, 20 multiple cholce questions about Mathematics,
15 about Spanish (national language), 17 about Natural Sciences, and 12 about Soclal Sclences. The
Mathematics test included questlons about the basic operations (addition, etc.), use of fractions, positive
and negative values, decimals, and word problems. The Soclal Sclences test included items on Mexican
history, the Constitution, geography and government.

All this sounds reasonable, and Is consistent with the genera! objectives for primary education of
the official curriculum. But Is that all that primary education Is about? Were these the most important
topics to be covered? Each country that wants to use a standardized national examination to evaluate its
school system has to make sure the test covers important elements in the curriculum.

A second aspect of validity asks whether the tests measure the kind of adult behaviors we hope
schools will produce. Does knowledge of high school mathematics predict the productivity of a worker?
In fact, there Is littie research that relates test scores used to evaluate schools with adult performance.

The second part of the first issue deals with technical questions of reliabllity. Do the students
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answering the questions read them the same way the test makers do? Would the same test appifed
again produce essentially the same results? These are important questions to be asked of every test.

Issus 2. Do low r n th refigt how much studants know? For example, on the
Mexican Socla! Sciences examination there were 12 items. Only 37% of the students could identify the
article of the Constitution (Number 123) that refers to the national education system. Is 37% a high or low
number? Guevara assumed that studeits should get at least 60% of the items correct. The 60% level was

arbitrarilv chosen.

It Is easy to change tiio difficulty level of muitiple choice tests. One can make all the wrong
alternatives obviously wrong, and scores will increase. Similarly, one can make the test harder, by making
the "wrong" alternatives sound very much like the right alternative. We can only know how difficult a test

Is by taking it ourselves.

Jssue 3. Does the test measure what the school is trying to teach? |[s the test a measure of the
quality of the school? We can be sure that a school that trles to teach its students something but fails Is
of low quality. If a school does nct teach what the test measures, however, that schooi may still be of

high quality.

Research shows that opportunity to leam Is a major factor predicting to test scores. Teachers are
asked, for each ltem of the test, whether the materlal has been covered during the school year. Students

score low on items that the teachers say they have not taught. This Is conslistent with research on time on
task (see page 92); the more time students spend trying to leam, the more they learn.

The disastrous results reported by Guevara could be Interpreted to mean not that schools are of
low quality, but that they are not teaching what the test makers thought was important. Our response to
a discrepancy between the actual curriculum and the official cuiriculum should be much different than to
a demonstration that even when they try schools do not teach enough.

V/hat tes? results can tell us, therefore, Is that there Is a difference between what someone
expected, and what actually takes place. Test results are, therefore, symptoms of problems, but ‘ot In
themselves dlagnoses. They do not by themselves tell us what we should do.

For a severe critique of the use of standardized achlevement ¢=sts see page 233.
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from pages 29, 176

School Construction:
Is Revenue the Problein?

The problem in funding of school construction is principally the total cost of new bulldings, rathier
than the expenditure per yrar on buildings. In most countries the annual cost of huildings Is less than
10% of the total annual expenditure on education. This proportion is lov because school bulldings
generally last 25 or more years. :

In many countries school constructlon Is financed {rom currently available funds, rather than by
long-term debt instruments, such as bonds. The Ministry of Education, or the schcol construction agency,
must therefore have on hand a large amount of capital. Many countrles rely on foreign sources of capital
for school construction, either through loans from banks or internzational assistance agens: :z, or donations
(sometimes called "soft® loans because payback terms are very lenient).

Some govemments are now resistant to Iincreasing foreign indebtedness. The burden of
*servicing” the debt by paying interest on loans often taken out by previous governments Iis seen as
excessive. Some countries are unabla to find loans at reasonable rates of interest.

There are several approaches that national governments have used to increase funding for
education from national sources. First, some governments have reduced expenditures In other sectors
and have transferred those funds to education. This policy requires a strong government adie to withstand
attacks from those benefitted by government spending in other sectors.

A second policy option is to increase government revenue for education. This can be done by
increased central government direct or indirect taxes-this 1.0 poses a political problam for the central
government. With the urging of international assistance agenclas some central governments are looking
at ways to shift some of the cost burden of educatlon to local goverrments, or to private citizens.

Nigeria, for example, shifted the cost of basic education to state governments by a presidentlal
decree. Colombla permits state governments to use taxes on some consumption goods and revenua from
lotteries to finance basic education. Kenya has offered to provide salarles of teachers where local
communities construct the school building at their expense. Korea relles on "voluntary funds* from parenis
to finance purchase of materials.

See pages 175 and 178 for a varlety of sources of funding.
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from pages 29, 33, 77, 85, 148, 149, 151, 167, 174

Financing Education In Developing Countries : Sourges of Funding

There Is a common balief that educatlon is underfinarced and that government firzncing Is limited.
One limitation Is due to the government's lack of will to Increace educational spending out of skepticism
for economic benefits and concern about unemployment for the educated (Psacharopoulos, 1986). As g
result, more energy Is being put in researching aiicmative methods for educational flnance. Below are
some suggested alternatives. The following page describes the positive and negative outcomes which
have resulted from program impler.ientation in speclfic countries.

Qptions for Financing Education: (According to prircipal sources of financing)

Government:

1 Increase general taxes (federal, state, local): Colombia, Brazil.

2 Increase school fees: Malawl, Mauritius, Peru, Brazll.

3. Increase distribution of student loans (secondary and higher ed.): Kenya, Nigeria, India.

4, Increase efficacy of current school bulldings to reduce caottal expenses: Colombla, El Salvador,
Indonesia, United Arab Republic.

5. Reduce repetition rato at primary level: Brazil.

6. Decentralize educational financing: Arab countries, Nepal, China.

7. Relax governmental control; give part of the responsibility to the local people: Nigeria.

8. Have a national lottery, earmarking the eamings for education: Brazil.

Community:

1. Provide direct labor to build schools, cutting capltal expenses: Nepal, Kenya, Tanzania, E. Nigeria.

2. Ralse supplemen:al contribution through profits from fairs, donations, craft sales, losal lotterias:
Guyana.

3. Provide financial contribution through local PTA donations: Burma, E. Nigeria.

4, Create a local Board of Governors who contributes financially to the teachers’ accommodations;
government hires and trains the teachers: B tswana.

5. Finance all capital expenses at the local level: local «eadibutions include building materlals, labor

and lard: Zambia, E. Nigeria.
6. Create "community” schools, developed and financed at the local level: Kenya.



Private:

1. Accept donations or endowments from local citizens or businesses: Latin America.

2, Sponsor employer financed education (for vocational and technical education and training);
businesses provide in-service training and pre-service training institutes: Arab nations, Brazll,
Colombla, Peru.

3. Rent bullding space from private individuals or companies for educational facllities.

4. Impose levels cn alumni assoclation members: E. Nigeria.

International:

Accept outside, international ald for government capital expenses: many countries

What has Worled: What hasn’t Worked: and Why?

Increase genera! taxes: Increasing taxes theoretically redistributes income from rich to poor. The
Colomblan gover.aiment taxes top income eamiers to help finance public secondary and higher education;
the hope was that lower income groups would benefit as for they recelve more banefits than they pay.
But higher Income groups are more likely to complete primary, and secondary school, arv] therefore to
enroll In subsldized public universitles. Zonclusion: tax systeins alone are not sufficlent to insure equality
of educational opportunity (Psacharopoulos, 1986).

Increase school fees: The more income familles have, the more wlliing they are to pay for education of
their chiidren. On this bass It was argued that by levying school fees on upper income groups it waula be
possible to generate enough income to provide subsidies to the poorest children. The problem is
estimating how much Income In fact families have disposable to spend on education. When the
government of Malawl iavied fees on secondary schoo! children, anroliments declined. When fees for
primary school were removed, attendance nearly doubled.

Istribution of student loans: Increasing student loans can increase the demand for education by
increasing access to the poor. It has worked effectively at the higher education level in Latin America,
Africa ard Aslan counirles (Kenya, Nigeria, Indla). However, It has been difficuit to impiement in some
countries (Slerra Leone, Camercon) where underutilization of the available space resulted.

Increase efficiency of schoo! buildings: Establishing double-shift schools for single bulidings has been
tried in Colombia, E! Salvadcr and Indonesla. However, It has been difficult to Implement in some

countries (Slerra Leone, Cameroon) where underutilization of the available space resulted. 3ee comments
on pagcs 167, 170, and 178.

Reduce repetition rate: In Brazil approximately 20% of each class in primary pubiic schools repeat. Policy

opticns include:

I automatic promotion; reduces repetition rate to zero and reduces cost by 20.6% (Coombs and
Hallak, 1987). For a criticism of this option see page 132,

il. imprcve the quality of Instruction and hence increases learning and decrease repetition; improve
the quality through impioved teachar in-service tralning. See page 52.

Decortralize educational finarcing: Centrallzed governments spend mo. © money and take niore time
allocating funds due to the bureaucratic system, leaving less money for ec'ication. Arab countries are

trving tc decentralize resource aliocation and improve efficlency (Ghannam, 1970). Also, with empowered
lezal govemmenis, reglonal taxes can be levied as needed (earmarked specifically for eduaation).
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See page 148.
Relax_govermental control: Relaxing of govemmental coitrol over finances can encourage local

participation and responsibility. In Nigeria, the schools are entirely responsible for financing school
facllities. (The government hires and trains teachers. (Bray and Lillls, 1988).

National lottery: ' atween 1970-74 Brazil raised additional funds for education from a national lottery. The
lotten financed 17 milion people on MOBRAL (mass Iterary program) (Brazii: Finan f Pri

Education, 1987).
Community direct labor and donation of materials: Voluntary contributions of community labor to bulld

schcols, donate materials and design structures have worked in Nepal, Kenya and E. Nigerla. These
countries have strong support for education. In Eastern Nigerla respect Is received through one's ablity to
finance projects. It may not work In evary country. It Is more difficult In countries such as Tanzanla where
equallty is emphasized (Bray and Lilis, 1988).

Raise_contributions through fairs:  Voluntary community donations are encouraged by the Guyana

government. Local communities have ralsed supplemental financing through activities such as fairs and
craft sales. The funds are limited (Bray and Llllls, 1988).

Financial contribution through PTAs: In Burma and E. Nigerla local PTAs are expected to contribute to
educational financing. In Burma the contributions ~re high: communlty construction - 21.2%; furniture and
equipment - 63.8%, repairs - 63.4%. InE. Nigeria, the financing Is used for buses and repairs. (Bray and

V.5, 1988). See also pages 54 and 74.

Accept private donations: In Latin American countries, private donations by businasses or individuals
constitute approximately 11% of educational Incoms (Psacharopoulos, 1986). However, usually the
contribution In developing countrigs Is low. Could thls be a source of untapped financing?

Employer finan tion: Employer-sponsored education ensures education Is relevant to the labor
market. In Latin American countrles, the government takes fees from speclfic Institutions to help finance
vocational training (Brazll, Peru, Colombia) (Psacharopoulos, 1986). In many Arab countries, businesses
help finance employees’ university training as needed; some firms are required by law to allocate a
percentage of profits to education (Ghannam, 1970).

Impose levies on alumni assoclation mernbers: In E. Nigeria edditional educational financing Is levied from
a school's alumni (Bray and Lillis, 1988). This Is a limited but relatively untapped source of private income.

International aid: This is a good Investment for capital expenses but can have adverse effects at the local
level. As loans come due, the debt adds burden on local taxpayers. Accepting excessive ald actually
postrones and Increases rather than reduces educational expenditures (Psacharopoulos, 1986).

These suggested "remedies” are supplemental. Used In combination with current government
resources, they may alleviate excessive financlal burdens and contribute towards improving the
overall quality of and access to education in developing countries.
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from pages 29, 33, 148, 149, 151, 174

issue:

Table 15.
Suggested Finwiclal Solutions to Educational Probiems

Action: Fund Allocation:

Source of Funding:

——

1. increase access to
education,

a. Bulld more schools

Bulld schools close to
students; increass the
number ¢f small schools in
rura) areas. ’

1. ncrease student fees.
2. Hold national lottery.
3. Community labor and
material donations.

4, Fair contributions.

5. PTA contributions.

6. Private contributions.
7. Intemational
organizations.

8. Lovy alumnl,

b. Increasa loans and
scholarships for poor
students.

1. Provide low Intersst loans
provided for poor students.
2. Borrow Initial capial;
Invest in secura option; use
interest to fund loans and
scholarghips.

3. Over time. loan
repayments will establish
rovolving fund.

a. Internationaj
organizations

b. Increeses schocl fees
(highdncome students
subsidize low-income).

¢. Incoms, property taxes.
d. Private donations.

. Lower private costs for
education at local level,

1. Allocate to children and
schools based on financial
nsed.

2, Offar tax rebate on
educational expenses for
low Income families.

a. Replace local funding
with national funds:
‘lasue national toxts and
supplies from revenue of
high-ncome tax bracket.

b. Fairs.

¢. National lottery
d. Parent Teachers
Assoclation.

“abolish need for uniforms.

d. /holish school fees

Abolish according 1o

1. Increase income taxes.

financial need of students. 2. Private donations.
3. Levy alumni,
6. Introduce double-shift As neaded in overcrowded 1. Inltial funding through
schools. araas, international organizations.

2. Racurrent expenses
funded through Increased
enroliment and stu ‘ent
fees.

1. Increase purchasing
power of low-Income
students?.

1. Parent-supplement
vouchers.

2. Tex-expenditure vouchers
with no supplemental
Income.

a. Government peays value

of voucher or no strings

grant.

b. Money for govemment

collected through income
and properiy taxes.




Action:
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Fund Allocation:

179

Source of Fundl;\v: "

2. improve quality of
education

a. Lower class size

Increase number of teachers

1. Increase the number of
students (in doing 8o
increase revenue for hiring
more teachers).

2. Increc 30 taves.

3. Increase schao! fees.

4, Initia! increase in
teachers funded by
intemational organizations.

b. improve quality In teacher
training

Increass frequency and
quantity of teacher training
(both in-service and pre-
service),

1. Use internationel aid to
construct higher quality in-
gervice training and teacher
colleges.

2. Increase school fees to
fund recurrent In-sarvice
tralning.

3. increass taxes (l.e.
export taxes).

¢. Increase efficiency of
educational system.

Establishing a more efficient
system, fewer funds will be
required to meet national

goals.

1. Reduce costs of
financing educational
system by cutting excess
inputs,

2. Decentralize system to
redistribute spending on
bureaucracy in favor of
educational programs.

I

m

d. increass retention level.

More efficient use of aystem
and an increasa in the
quality of education offered.

1. Award schclarships upon
greduation,

2. Automatic promotion.

3. Subsldize based on
attendance.

The above are based on Anderson (1988); Schiefelbein (1983)



from page 17
Educational Problems of Handicapped Children

The princlpal causes of childhood disabllity in developing countries are related to malnutrition,
poor hyglene, and preventable diseases (Marfo, 1986). The four major categories of disabllities ars: visual:
auditory; physical Impairment; and muntal impairment.

Less than 2% of the children requiring speclal services are enrolied in educational programs in
developing countrles. Response to handicapped children has taken sécond place to efforts to provide
educatlon to children without disabliitles, ltseif a daunting task. Tanzanla, for example, has made great
efforts to provide services to children with disabllitles. In 1986 Tanzanla had § speclal primary schools for
the deaf, 3 speclal and 19 regular primary units for the blind, 2 schools for the physicaily handicapped,
and 4 schools for the mentally handicapped. Unfortunately, these schools met the needs of only a portion
of its handicapped children.

The Zambla National Campaign to Reach Disabled Children
Prior to 1980, speclal education In Zambla was In the hands of various misslonary groups. I 1970

the education of the handicapped became the direct respoiisibility of the Ministry of Education and
Culture. The Second National Development Plan (1972-1976) gave official attention for the first time to the

handicapped.

In 1980 the government with assistance from the Government of Sweden launched a patlonal
campalign. Extensive use was made of training packages designed by the World Health Organlzatlon and
field tested in Botswana and other countries. The WHO manual focused on mental handicaps, acceptance
by the family, self-help skills for teachers, and ihe soclal Integration of the handicapped Inio the
community. The Instructional packages vary according to type of disabllity and age group.

Immediate activitles of the campalgn were:

1. raise the level of public awareness of the speclal needs of disabled chiidren;

2. establish provincial registers of disabled chiidren;

3. lay the foundatlion for a nation-wide health and education service for disabled children; and

4. supply technical alds and prosthetic devices to as many disabled children as possiole, and
train them and thelr families to use them propery. '

A District Ascertainment Team was created In each district. These teams Inciuded a primary
school teacher, a medical assistant or nurse and a community development worker.

Training courses for the teams provided:

1. exposure to educated blind, deaf and mentally retarded children, and a demonstratlon of how
they were being educated by well-trained teachers;

2. an introduction to the nature, causes and consequences of auditory, visual, physical and
mental handicaps;
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3. demonstrations of and superviseu practice with procedures for assessing the various
handicaps;

4. famillarization with registration ana reporting procedures;

5. an Introduction to community-based rehabllitation and to the development of individualized
health care plans; and

6. discussion of anticipated problems and possible sclutions.

During the first phase of the project 162 children were Identifled. Home-based interventions were
designed for each. These interventions Included teaching at home, integration into iocal schools,
construction of low cost alds, referral for examination, treatment, and assignment to speclal schools. The
maor difficulty experlenced was transportation to outlying areas.

The natlon-wide campaign to register disablei children began with 3000 reporting centers in 57
districts. There were 1.7 million children between 5 and 15 years of age in Zambla at the time of the
campaign. Some 18,000 were brought into reporting centers. About one-third of the centers did not
recelve any >hildren; lack of transportation was considered to be the main reason.

Scme 11,000 children were examined, of whom 7,247 were considered severely disabled, 3,209
had auditory deficlencies, 1,549 were visually Impaired, 1,390 physically impaired, 626 mentally retarded
and 473 multl-handicapped. These figures indicate that about 80 of every 1000 urban chlildren and 31 of
every 1000 rural children have handicaps severe enough to merit attention.

In 1987 it was estimated that less than 5% of all severely handicapped were attending schoo!, but
that the proportion of handicapped children contacted in the registration campaign was much higher. This
may be because those handicapped children who were registered are those who have fewer problems of
transportatlon. The number of handicapped children served in schoois, however, was higher than that of
children served in the 35 primary Institutions for handicapped chiidren.

For more Information about Zambla see Csapo (1987).

For more Information about education of handicapped see Baine (1988), Marfo (1986), Ross
(1988).



from page 105
Distance Educsation for Children

Who Can't Attend Schogcl

In many countries there are children who by reason of distance of the nearest school or disability
are unable to attend school. Distance education Is a process In which

"a significant portion of the teaching is conducted by someone removed in space and time from
the leamner.” (Perraton, 1986).

Instruction through use of printed materials that go back and forih between teacher and leamers—
correspondence schools-—-are a traditional form of distance educ.tion. This method works best with older
students with well-established reading and study skills.

More recently printed materials have been combined with audio devices to permit volunteers or
untrained teachers to assist students. The teacher speaks to students through audio cassettes or radio.
Students may respond individually or in groups, and flll out worksheets or quizzes. These are retumed to
the “teacher®, who can assess whether lessons have been effective, and can provide feedback (o students
by marking the quizzes and retuming them. Sometimes lessons Include immediate Information about
correct answers so that students can assess thelr own performance. Groups meet In homes, community
centers, religlous bulldings, even schools.

Most of the avallable evaluations of these programs have been carried out in Latin America. in
1982 there were at least 15 radio education programs for primary school swuderits. Students particlpating
in RADECO In the Dominican Republic scored as high as students In regular schools on achlevement
tests, with only ane hour of dally broadcast and some discusslons and exercises. (Hanssen, K>zlow and
Olsen, 1983). The recurren; costs of ths piogram, if it were widespread, are estimated to be about 60% of
regular school (Tiison, In Nielsen, 1991). Not avallable Is informaticih on promotion and drop-out rates.
Ministry officlals in the Dominican Republic are now considering the replacement of ineffective regular
primary schools with the RADECO system.

For details of radio education programs In Mexico see Spain (1977) and Jamison and McAnany
(1978). For Malawi see Mkandawlre and Jere (1988).

For a general review of distanice education see Nielsen (1991).
See also pages 225 and 227.



from page 45

The Cycle of School Construction in Sindh, Pakistan

The Planning and Monitoring Cell (PMC) of the Secretary of Education of Sindh Province, Pakistan
Is responsible for the construction and maintenance of all public school buildings. As most of the 20
miliion inhabitants of Sindh are widely dispersed in small rural villages, there are many schools, and many
yet to be bulit. Each year the PMC manages about 600 construction projects.

The construction cycle begins with a proposal. The first action Is a request for a school bullding
from the community or a headmaster (in a rented bullding). Sometimes politiclans make the request.
Formal requests are supposed to flow from ths petitioner to the sub-district education officer to the district
education officer, to the reglonal directorate, to tha PMC. in fact, many requests are made in person to
the PMC Director, who spends a good part of his day recelving delegations.

Although soma requests are approved with review, most require a procedure that includes an
estimation of the number of children not currently being served. All communities of 500 or more
inhabltants with no school within 1.5 km. are supposed to be granted schools. The PMC relles on
Settlement Reports produced by the Bureau of Statistics (in the Sacretary of Government) to determine
where schools are located. Population estimates are based on the last census.

Avallabllity of a site Is the next requirement. In most cases the village headmaster provides the
school site. The PMC then estimates the cost of construction, including site preparation costs. A formal
proposal Is prepared (using a standard form, PC-1), and submitted to a working party that reviews all the
proposals.

Proposals that are approved are Included In an annual development budget submission that goes
first to the Education Secretary, then to the Additional Chief-Secretary for Development, and then to the
Education Ministry in the Federal Government. Once a budget Is approved the PMC sends projecte to the
Engineering Wing, and monitors completion of the schoole. The PMC's responsibliity ends when the
school is handed over to the community.
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from pages 39, $1, 61, 110, 151
Primary Educatior: Cusriculum Development in Indla

The population of Indla Is perhaps one of the most heterogenecus In the world. A wide variety of
economic, cultural, political, and linguistic traditions are represented among its 800 milllon people.

Early efforts to provide uniform leaming materials and common training of teachers in instructional
strategles was fll-advised, given the diversity of both students and teachers. But how could the
government provide relevant curricuium and appropriate instructional strategies for such a divarse

population?

The proposed solution has been the diversification cf the production of curriculum, while apply
uniform standards for quality. In collaboration with State Institutes of Education and State Counclls of
Educational Research and Tralning, the Natlonal Councll of Educational Research and Training In 1975
launched a program for Primary Education Curriculum Renewal.

The obective of this program wes to provide as many students as possible with a curriculum that
fits thelr linguistic and cultural background, and which matches the abilities of teachers. The strategy
pursued was to develop the capacity of state-levei groups in curriculum preparation and teacher tralning.

The project began In 13 states, in a set of 30 schools chosen for thelr wide variation In terms of
characteristics of students. A detailed soclo-economic and education survey was carried out to identify
requirements and abilities of students and teachers. Tralning was provided to teachers and curricuium
developers, in the elaboration of content and appropriate methods. The Instructional materials produced
included textbooks, teacher guides, and workbooks for students.

The success of the initlal pllot program led to a second stage that involved 450 primary schools
and 45 elementary teacher training institutes and their staffs. Materials were produced In regional
languages and various Instructional strategles ware tested.

By 1984 the prolect was operating In all states, with 180 teacher training Institutes and 2469
primary schools actively involved in the design and production of curticulum. The project at that date had
trained 11,000 teachers in the new materials and methods.

States with common languages used the same textbooks, accompanled by ‘eacher guides that
suggest aiternative teaching-learning actlvities to match local culture and economy. !nstructional practices
are deslgned to respond to regional differences.

The varlous curricula set objectives for minimal leaming In computation (mathematics),
communication (language), health, environmental studles, artistic expression and productive work.
Emphasis Is lald on promotion of desirable values and attitudes. Use of focal resources Is encouraged;
teachers are expected to devise or adapt sultable teaching-learning strategles.

Even In the smallest states of India (e.g., Nagaland and Sikkim) teachers now use materials that
are appropriate to their circumstances.

Based on UNESCO (1984).



from pages 97, 107, 211, 224
Student Discipline

Thero !s little systematic research on the offects of different patterns of students disciplirie.
On the other hand, there Is widespread agreemant that

an “orderly atmosphere Is necessary in schools for effective teaching and learnirg to take place’
(Jones, 1989).

Lack of student discipline has been assoclated with poor class management by teachers (pages
106, 211), and with poor school administration (pages 109, 224). A study of student discipline in the
Congo cites teacher incompetence and overcrowded classrooms as causes of student misconduct

(Bafoua, 1983).

Lack of discipline reduces time on task. Examples are tardiness, temporary absences from class,
disruptive behavior In the classroom, vandalism, and drug use. In addition, lack of discipline in school Is
assoclated with juvenile delinquency and the development of *bad citizens.” (Bafoua, 1983).

Solutions
Discipline problems can be reduced by policies that increase:
1. student involvement in school activities;
2. expectations teachers and parents hold for student performance:;

3. avoidance of coercive mathods, preference for methods that attract rather than require student
participation; and

4. preference for rewards rather than punishments

Table 16 presents examples of successful actions (Lasley and Wayson, 1982).
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Table 16.
School Level Actions Assoclated with Good Discipline
ACTION WHY [T WORKS EXAMPLE
Teachers and students Schoolwide and class Asking students to paint

involved In designing
a solution.

problems are responslbllity
of all who work in and use
the school. Teachers,
students and administrators
contribute to development
of effective nules.

murals on walls of
school led to reduction
of graffiti and vandalism.

Create an expectation
that all students will
experience some kind
of success.

High rates of success are
important for academic
and soclal growth. When
students leam how to do
better they value the

the schoo! more and are
less likely to vandalize it.

One school developed

a student leadership
conference which taught
students how to develop
more reallstic goals

and how to achleve them.
Program was run by students
in the following years.

Training In distinction
between root causes
and Indications of
problems.

Behavior problems are
generally symptoms of other
problems (e.g., fighting

may be caused by
overciowding).

One school developed
caparate lists of symptoms,
and of causes of problems.
Attention was then given to
designing solutions.

Train administrators
and teachers In use
of positive rewards
rather than
punishments.

Research indicates that
*teachers with greater
ability to handle
difficult students used
more total rewards...
higher abllity teachers
used punishment less.”

Schools have success

with: Award or honor

days; posith'a messages
home to parents; assemblies
to recognize students’
accomplishments.

Principal is a strong
leader.

Strong leadership sets
standards for teacher and
student.

Crincipal effective in

creating alliances with
student leaders. Principal
able to delegate responsibility
for discipline to others

closer to students




from pages 47, 65

issues in the Selection of Teachers

A policy regarding criteria for selection of the most appropriate persons to teach makes sense
when:

1. there Is a surplus of candidates to be teachers;
2. the requirements of effective teaching are weli-defined; and
3. It is possible to identify parsons capable of meeting the requiremar;s.

1. Can we In fact choose?

In many countries, there s a shortage of teachers. Ideal requirements have to be relaxed in
order to meet demand for schooling. Selection Is often based on no more than whether the candidate
has a certificate or diploma. Simlilarly, some countries employ all graduates of their teacher tralning
institutions. in these :ases, selection Is In fact determined by the candidate, and not by tha government.

in these cases, the indicated policy is one that deals with recrultment of teachers (or candidates
to teacher training institutions), rather than a policy of selection. Recruitment policies have included
subsldized educaticn for teacher trainees, forgiveness of government loans for university study, to
graduates who take up teaching as a career, and salary increments.

2. What are the requirements to be an effectiva teacher?_

The definition of "effective® depends on the goals set for the education system. The
requirements to be effective depend on the instructionai technology used, and the working conditions of
the teacher. We have listed on page 36 a limited number of characteristics of effective teachers, but
note that these are not consistent. We can also defina some fundamentals for effective teaching (see
page 96), but there Is no one style of teaching that Is most effective for all conditions, technologies, and
goals.

3. Can we Identify who will be an e fective teacher?

There has been a great deal of research on teaching effectiveness in the United States. Factors
associated with higher levels of student achievement can be grouped into seven categories. They are
ordered here from most to least important in terms of impact on effectiveness.

a
—h
.

Work samples

The abllity to engage students ir leaming activities

The ability to perform the functions required of teachers

Skills related to teaching

Knowledge related to teaching

Experience with children and youth

Intelligence and academic ability.” (Schalock, 1978, clted in Applegate, 1987, p. 3)

NoosowN

This list indicates that tests, and evidence of previous academ s achlevement, are the jeast
saiistactory predictors of teaching effectiveriess. The bast way to find out who will be & good teacher is
to put the candidate to work and observe learning outcomes in students.

This Is done in teacher training institutions which require students to carry out practice teaching
under supervision, before graduation. Some countries provide teacher training only after the teacher has
begun to teach (generally as an assistant with an experienced teacher). Certification Is provided through
distance education programs (see page 225).



from page 67

Should Pre-Service Education Be Extended?

How much professional training should teachers recelve bsfore they are allowed to teach? As
Table 8 on page 58 demonstrates, there Is considerable variation from country to country. In wealthier
countries, most ieachers are educated at the university level. Would poor countries ralse the quality of
teachers by requiring university level education?

Perhaps, but this may not ba the most Important question to ask. It might be more important to
ask "In what kind of Institution should teachers be educated?”

Most teachers are now educated in specilal teacher training Institutions, at either the secondary or
university level. Much of the "tralning® that is provided Is general academic education. This emphasis on
general academic education occurs for at least two reasons:

1. Countries that emphasize knowledge acquisition and use a discipline-based cuiricuium (see
page 33), belleve that teachers must have extensive knowledge of the subject matter they will

teach.

2. In many countries, the persons who select teaching as a career score lowest on tests of
academic achiesvement. It is balieved that tcachers need remedlal education to be able to teach

effectively.

The education provided in teacher tralning institutions is mora expensive than that provided in
general academic institutions. Table 17 presents data from several countries comparing the unit cost of
teacher tralning compared to that for general secondary education. On average, teacher tralning at the
secondary level is more expensive that ¢janeral secondary education.

There is no evidence, however, that teacher training Institutions are more effective than gerneral
secondary institutions. On the contrary, research (Fuller, 1987) suggests that graduates of teacher tralning
% sikutlons often do no better than secondary school graduates, In terms of student achievement.

Teacher training Institutions may be Iass effective than general secondary education in Imparting
general knowledge. The professors in teacher training Institutions often are less well qualified than
professors In regular academic institutions. The high cost of teacher training comes not from high quality
professors, but from subsidles to students in teacher tralning.
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Table 17.
Unit Cost of Teacher Training
as Compared to Genera! Secondary Education

UNIT COST COMPARED
COUNTRY TO GENERAL SECONDARY

Bangladesh i.64
Cape Verde 9.c7
China 8.51
Dominican Republic  8.68
Gambla 2.96
Guatemala 1.36
Guinea-Bissau 6.31
Indenesla 1.10
Liberia 10.12
Madagascar 12.82
Malawi 4.61
Nepal 2,65
Swaziland 4.28
Zambla 3.25

Source: Lockheed and Verspoor (1991)

Peilcy ARternative. Train teachers In relatively short programs that focus on pedagogical
methods, and knowledge specific to the curriculum to be implemented. Provide this training to persons
who have completed a general education program.

See Lockheed and Verspoor (1991), Chapter IV.
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from pages 66, 67, 82, 90, 126

Exampies of Successful In-Service Training Programs

Bangladesh. Two months of intensive training covering general topics was provided to both
teachers and assistant teachers. After the training, tra'nees received 3 days of tralning each month on
common teaching problems.

The program focused on

a. methods of teaching the major subjects,

b. how to adapt curriculum to local environment,

c. classroom management in multigrade classrooms, and
d. community relations.

in addition, the program increased the numbear of supervisors, and introduced “surprise” visits to
classrooms to reduce absentesism.

Resylts. Enroliments Increased more rapidly. Repetition and dropouts were reduced. See
Verspoor and Leno (1986).

Nepal. The Ministry of Education and Cuiture used a programmed instructional method delivered
by radlo called Interactive Radio Instruction (see pags 202 for a description) to train and upgrade

unhqualified primary teachers.
The 10-month course was directed at 5592 teachers in 72 of 75 districts. The program
emphasized teaching techniques; candidates received a training allowance in addition to regular salaries.

Results. 2944 teachers passed the final examination and were certified. A second course Is now
almed at Improving content knowledge. See Sedlak (1988).

Nigeria. This program was Inltlated follewing the Introduction of compuisory sclence in the
primary school curriculum. Teachers In the program met for four to six weeks during the long school
vacation. They revlewed existing sclence programs and adapted them to the needs of thelr students.
After applying ihe new programs, teachers mst again during holldays to discuss difficulties and iearn new
materlals.

Results. Studerits of teachers who participated in the program were more likely to gain admission
into secondary schools. See Alabl (1978).

Swaziland. 1200 "sub-qualified” teachers participated in this program. Training included three
residential courses of 6 weeks duration; 8 correspondence assignments in five subjects; tutorial
supervision in thelr schools; and a program of radio broadcasts.

Results. Almost all tralnees completed the program. Many continued their training through
correspondence courses. See Nsibande and Green (1978).



191

from page 103

Examples of Atteinpts to improve Supervision

Bangladesh. The major education problem: included unequal access to primary education,
especlally for gifs and rural children; a high dropout rate; teacher absenteelsm, low quality of Instruction

and low achievement.
Tralning of women as teachers was combined with production of materials, construction of

classrooms, anu Increased community participation.

Adaitional supervisors were hired and tralned 10 heln teachers -apply new Instructional materials.
Regular supervision and “"surprise” visits contributed to a red:iction In teacher absenteeism. Training was
provided to 4000 headteachers In schoo! supervision, administration and community relations.

Results. Enroliment Increased at a rate higher than the national average, especlally for girls.
Attendance increased, and repetition and dropouts decreased.

Parzjuay. Teacher tralning was coordinated with training In supervision for directors
(headmasters and headmisiresses). Schools were grouped into clusters of 10 to 15. They shared a
common “learning c2nter” stocked with materlals for 2sachers. The director of each cluster was provided
a motorblke to permit visits to each of the schools In the cluster.

Results. School directors were not freed from teaching responsibilities and could not adequately
supervise other teachers. Funds were inradequate to malntain the motorbikes of ciuster directors. They
mada infrequent visits to schools.

Haitl. Tralning of teachers In pedagogy was combined with tralning for supervisors, who were
provided transportation to visit schools.

Results. Trained teachers did poorly in a .est of linguistic ability. The conclusion Is that training
should have included attention to subject knowledge as well as to pedagogy. Visit by supervisors did
have positive results. Teachers who were visited by supervisors had higher test scores.

For more Information see Verspoor ang Leno (1986).
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{rom pages 67, 90

Table 18.

Approaches to Pre / Inservice Teacher Training

—r T

Country Type of Benefits Programmatic Works Best Duration/ Costs
Training Description When: Location

Bangladesh | Recurrent +Support reform to sEach teacher ard *Nation-wide *Permanent
Schoot strengthen primary/ | assistant teacher commitment to and
Basged education, recelvea 2 months strengthening continucus
insarvice *Basad on needs of | intensive training primary education. feature at
Tralnlng.1 teachers/schools on general toplcs. eTeachers school sites.

*Bl-monthly, toachers unskilled /unaware
receive 3 days of of effoctive
tralning on common Instructional
teaching problems. strategies.
sContent concentration

on subjects important

to increased student

achievement,

Brazil “Logo IFF *Ragponds to need *Curriculum consists of | eShortage of *Salf Paced. | eLow
Distance for qualified a number of modules teachers, *Usually opportunity
insenice.? teachers in on specific topics *All particlpants are | takes 30-50 cost.

Tutorial mmotefisolated presented In different currently employed, | weeks. sGenerally
activitles areas. pamphlsts. unqualified, primary | *At home lass expensive
in learning *Students do not *Students study school teachers, and at than
centers need to leave posts pamphlets at hame, sNeed to Increase laaming tradlitional
as taachers, «Students return to primary education centers. forms of
sTeachers do not leaming center for opportunities in tralning,
fors 10 salaries. ( testing, socializing, remote and Isolated especially
*No need to recrult study groups and regions and to staff when
substitutes. tutoring. those schools with econumies of
*Can immediately qualified teachers. scale are
goply what is reached
learned. through large
snrollments.

Zimbabwe ZINTEC *Professionally *16-week residential *Shortage of *Four-year
Ziinhabwe equivalent to course. qualified teachers courss,

Integrated conventional training | *10 terms of teaching (15,000 new, %
Teacher course, (continue studies untralned teachers

Education Efficient in use of through in ZImbabwe).

Coursa.? scare education correspondence eNeed to increase

Pro/insesvice | personnel. assessed In class by the number of

sAttracts and retalns
teachers.

visiting mentors).

trained toachers to
meet the needs of
school expansion,

S e—————————
B R e e —
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Country Type of Benefits Programmatic Works Best Duration/ Costs
Training Description When Location
Lesotho UIET Lesotho sPotentlal to +Correspondence eLarge numbers of °Estimated *Relatively low.
(1976- Insarvice engage teachers in study, tutorial visits unqualified teachers. five years of Few trainers
1983) Education for talloring training ¢ and short residential *Operates in tandem part time move from
Teachers (mobile thelr ovm contexts. courses. with preservice study, place to place
teacher tralning). training rather than
moving large
numbers of
teachers,
*Roughly
similar to three
year campus-
based
preservice
coursa.
Lesotho DRT (Disxrict *Major responsibility | «School-based taacher | *Remote and *DRT's eApproximately
(1988- Rasource in the hands of support model based inaccessible areas are (master $20 per pupil
Teacher) Program | Lesotho tralners and | on the master teacher targeted, teachers) visit per vear (1588).
teachers, concapt, eLarge numbers cf about ten vStart-up costs
Primary Inservice sFunctions within *DRT's (experienced unqualified teachers. schools each, cun now be
Education existing educational and qualified primary *Multi-grade usually four oliminated.
Program.5 system, school teachers) classrooms. times a year *Training
*DRT's offer trained to visit, advigo *Support at every and remain materialg will
systematic follow-up | and consuit with other | educational level: thora for only need to be
of classroom primary teachers. national, district, several days. reproduced.
teachers. *SRT's (senior classroom and
eTeachars are resource teachors) visit | community.
offered a new caree: | and support the DRT's
path, in tho fiald.
sCommunity *DRT's help rural
Involvement is teachers create
encouraged. instructiongl materials
from the environment
Malaysia 'Cascade’ sReaches large *Top personno} *Necessary to improve | eSchool sites, *No costs
Inservice numbers of teachers | (Inspectors, teacher toaching methods and | eAmount of associated with
Tmlnlng.6 quickly, tralnors, ssnlor curriculum time varies traditional
*Provision for teachers) are brought Implementation. depending on methods of
follow-up training at | togather and trained, eThere is time to content and bringing
school level (lends In cooperation with the | prepare and tast goals. teachers to
teache:s support in Curriculum materlal and training sFollow up is training centers.
solving Development Center, Is not rushed. ongoing.
implementation to train large numbers *Tralning message Is
problems). of middle-leve! simple informational

personnel, who in tum
train teachers at state
and district lsvels.

and a formal, didactic
style is appropriate.
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Type of Benefits Programmatic Works Best Duration/ Costs
Training Description When Location
Nepal Radio *Quick, sconomic and *Printed matarials sShortage of *Self pacod. sLow opportunity
Education effectiva. complsmented by teachers. sBroadcast dally. cost.
Teacher +Apply leaming radlo, «Teachers lack eTotals 150 hrs. *Room, board,
Tralning Immediately and instead of oral specific subject sListen transportation,
Project contextually. responsas, the ‘radio matter knowiedge. | individually in facilities costs
(RETT) li / «Can train large taacher® asks the sToechers havu homee in reduced.
Interactive numbers quickly and listensrs to read pessed school evenings, eFewer person
Radio inexpensively. appropriate passages loaving exam, but power fesourcas
Instruction sTeachers don't need from acoompanying have not required for
(Ry.” to loave ciassrooms to materials, or to fill in participaied in any training.
participate. sectiont of & kind of training.
inservice workbook,
*Substliutes for
traditional course with
the same time
requirements.
Sii Lanka eTeachers sUpdates toachers’ *Traditional curriculum | Trainlng large *Full time. +Ralatively high.
Colloges.° knowledge and skills. focused on pedagogy numberg of *2 yeurs of sTeachers
eMotivates teac.ers for and includes tsachers is not courss work, recelve leave pay
insscvice. long years of service. supervised teaching urnont. *Optional while studying.
and follow-up. *Toachers need to | residency
eLectures and tescher- | develop +Campus based.
I centered instruction. pedagogical
knowledge and
3kilis.
sRegourcas
avaliable for
selected groups of
toachers.

P s s = e ]

Based on: Dove (1986); Greenland (1983); Lockheed & Verspoor (1991); Tatto, Nielsen and Cummings (1992).



from page 103

Two Systems of Supervision

Suparvision, understood as provision of guidance as training (see page 102), is critical to the
success of efforts to Improve schooling. In some countries, supervision from the district level has been
Important (Verspoor, 1969). In other cases, countries have done well by first developing local
administrative and supervisory capacity.

Tha school cluster system (see page 228) has been used In a number of countries, Including Sri
Lanka and Papua New Guinea. Clusters help make more efficlent use of both physical and human
resources. When properly implemented, they permit schools to share equipment, but also talented
teachers and effective principals. The cluster system moves authority closer to the scene of the action,
increases teacher participation in decision making, which Improves morale and leads to greater effort.

In Sri Lanka each cluster Is organized as a partial federation or an amalgamation of nelghboring
schools. The cluster head can mova staff and resources. In this system each school loses some
autonomy In exchange for arcess to resources In other schools. In Papua New Guinea, the cluster
system was used to group schools for In-service training, and for common use of Education Resource
Centers. Schools kept thelr authority, and the team leader has little control over their actions (Bray, 1987).

In Pakistan supervision was improved by Inserting a layer of supervisory staff. The Leaming
Coordinator was defined as a person whose sole responsibility was to help teachers to Improve
Instruction. Coordinators were responsible for 10 to 20 schools (most with one or two teachers), which
they visited at least once a month. Initlally tha Coordinators got around on motorblkes but these broke
down and funds had not been allotted for maintenance. The Cocrdinators reviewed lesson plans,
observed classes, did some demonstration teaching, and provided sampies of Instructional materials that
teachers could make.

This program was highly successful in one reglon of Pakistan. Enrollment, attendance, and
achisvement scores improved. Communication from schools to district management was noticeably
better. In another reglon, howaver, the District Education Officers resented the Coordinators. They were
seen as receiving preferential treatment and not responding to authority (Warwick, Reimers and McGinn,
1991).
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from pages 77, 85, 104
Altemnatives to Supervisors

Page 102 lists three functions for supervisors:
1. to ensure compliance to ministry regulations;
2, to serve as an Information link between schools and the ministry; and

3. to provide tearhers with feedback about their teaching and help with improvement.

1. The first function for supervisors can be made unnecessary by the Introduction of a system of
performance-based management. In this system, the central ministry monitors the psrformance of
teachers by use of standardized tests of achievement. Attention is paid to schools, directors and teachers
whose students perform at a level below that expected. See pages 230 and 232 for examples. In one
sense, the ministry no ionger cares whether lts regulations are followed. What is important Is that its goals

are achleved.

2. The second function for supervisors can be supplanted by the Improvement of current systems for
collection, analysis and utiiization of information. information becomes the responsibliity and concern of
all particlpants In system. In some cases there Is a speclal officer who is responsible for making the
system work, but s/he has no supervisory functions.

3. The most important functlon of supervisors is the third: reinforcement of the work of teachers. In
effect, this function makes the superviscr part of the In-service tralning prograrn. if the program provides
other ways for teachers to get Information about their performance, and to iearn about, and ieam new
methods of teaching, then supervisors are not necessary.

This replacement of the supervisor can be done in at ieast two ways.

1. Training of the school director to be an instructional ieader, and tralner for teachers. Examples
of this approach are seen in pages 228 and 231. The school director becomes a master teacher, who
provides models of good teaching for the teachers In the school. The director Is trained in methods of
observation of teacher performance in the classroom, and In techniques of instruction that motivate
teachers to welcome suggestions for changa. This pollcy Is most feaslble in large schoois In which
directors have few or no instructionz! dutles, and a staff that can handle routine administrative matters.

in principle directors are preferable to visiting supervisors. Because they are always present, they
can observe teachers under a wide range of conditions. They are more likely to establish a relationship
with teachers that permits them to suggest changes. They are more knowledgeable of the conditions In
which teachers work. Costs of transportation are eilminated.

2. Development of peer coaching relationships among teachars. A common observation Is that
teacher have only iimited repertories of teaching techniques. Exposure to other models and methods of
teaching aiiows teachers to expand the range of activities they can carry out with thelr children. Reaearch
has shown that range of activities Is directly ilnked to levels of leaming (see page 98). Peer coaching
refers to teachers learning from each other.

This can be accomplished In teacher meetings that focus on Issues of pedagogy and curriculum.
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These meetings may not be formal. Pakistan introduced a program to convert all one-teacher schools to
two-teacher schools when research showed reduced teacher absence and greater variety of teaching
methods In schools with inore than one teacher.
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from page 105
Keeping Failing Students in School

Chlidren who fall are more likely to be absent during the school year. The relation of cause and
effect works both ways: absences lead to fallure; failure lowers motivation to keep attending. A common
pattern for weak students Is to attend faithfully untii they have their first failure. This might come on a quiz
in the middie of the semester. Then thelr attendance becomes spotty. There are more falled quizzes.
Eventually the child stops com:ing altogether, but enrolls agein the next year, as a repeater.

Succass, or the avoidance of fallure, Is the maans to break this chaln. Guccess with students prone
to failure will require more effort, than success with bright students. But the result can be a student who
completes the year, does not repsat, and does not form the negative self-attitudes associated witti fallure.

Remedial work designed to enable failing students to succeed can be carried out by teachers, or
by student peers. In most cases the parents of falling students themseives lack academic abilitles. They
are not in a position to help their child succeed. Teacher remediation can be carried out during class time,
using self-Instructional activities for other students. Teachers and peers can also work with the falling
student after hours.

Remediation requires an adequate understanding of the falling student’s learning problems. These
may be a result of fallure to learn requisite concepts or skills in an earlier level, or it may be difilcult with a
new concept or skill. The teacher must identify the leamning problems. Once thoss are kdentified the teacher
can then laslgn exercises and materials that can be used by a teacher, or by peers, to help the student.

Teachers with large classes, who live far from the school, or who must work a second job in order
io support their family, are unlikely to be able to spend time with falling students. A policy to maintain failing
students will, therefore, require additional resources. Mexico, for example, required lts teachers to Identify
at mid-year all students likely to fail the year. The education system then provided additional funds for
remedlal teaching. This could be carried out by the classrcom teacher, or by another teacher. The Mexican
experiment demonstrated that it was possible to reduce signlficantly the failure rate, and that the cost of the
remedial program was less than the cost to the system of the student repeating.



from page 109
School Libraries

The Importance of librarles In Instruction Is well understood. We lack, however, resaarch on how
best to organize libraries to be effective. There have been few evaiuations of Initiatives to improve library

services.

Libraries provide an opportunity for students to leam on their own, without the intervention of the
teacher. Because they contaln many books, they supplement the narrow range of information and values
found In the textbook. In Papua New Guinea, school libraries ara important to be provide information about
the wide variety of cultures In the nation. Libraries contribute to programs to teach students how to do
research, how to generate Information. For example, the library was a central element when Nigeria decided
to move away from emphasis on memorization toward *Inquiry and discovery” methods of learning.

Librarles can also provide the books required for classes that familles cannot afford to buy. When
children are not allowed to take textbooks home, they may spend more time in school. Books last longer
when they are not taken horma. In tha Escuela Nueva (see page 202) students copy the text from their
workbooks into notebooks, which then become thelr property.

The most common problems faced by iibrarles are lack of trained staff and physical resources.
Library personnel often lack speclalized tralning. Learning materials are limited, Inappropriate and culturaliy
irrelevant. The bullding or room of the iibrary Is often Inadequate. Facllities and coliectlons of books are
planned centrally without taking Into account local circumstances.

The Department of Schoo! Librarles in Oman In 1987 established a university level prograin In Library
and Documentation Studles (Karim, 1991). In Ghana the Ministry of Education enabied the Ghana Library
Board to make books avallable to students tarough a mobille library system (Alemna, 1983). In Nigeria a
"Book Depot” established to help librarles bulld thelr collections.

For more Information see Trask (1984).



 Source: Apoli (1990) -




from pages 41, 61, 114, 115, 123, 164

Table 19.

A PROCESS FOR ASSIGNING CHILDREN TO LANGUAGE OF INSTRUCTION

|

Maintain L1 at
all costs

All instruction
inl.l

Begin 1st Grade
inL1

Based on Dutcher (1982)

. Replace other
Goals of language
language

Expand language stock Begin ist Grade

of society in official
language

Does child have
well-developed
cognitive and
linguistic
skills?

Can parents'
attitudes be
changed? NO

Are parents positive
toward instruction
inL1?

Does L1 have a Would using this

positive social language improve )
value in society? life chances NO

of child?
Instruction in
either
LiorL2 ProbaLt':ly use
1
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from pages 24, 32, 66, 87, 90, 95, 106, 108, 119, 12€, 190, 199, 211, 221, 227, 236

The Use¢ of Seif-Instructional Materials

Dependence on the teacher as the sole source of instruction can be reduced by the introcuction
of instructional materials designed to:

1. match the learning psychology of the children;
2. require children to work In small groups and to *teach” each-other; and
3. provide teachers with ainple information about the pace of learning of the student.

This approach to curricuium uses “instructional design® in which emphasis Is on sequencing and pacing
according to the psychology of the child. Material is presented in small modules. These permit a child,
even a slow learner, to master content in a reasonable amount of time. Each moduie includes mett:ods
for self-assessment. The child can decide whether s/he is ready to go on to the next module.

The role of the teacher Is changed from sole source of information about what Is to be learned,
to facllitator of the learning process of the child. Much less time is spent on teaching by the teacher,
much more time Is spent on studying by the student. Emphasis is on mastery by the student of the
material in the module.

In the conventional, curriculum design apprcach, evaluation tells the teacher what proportion of
the total material has been learned, but does not indicate what level of undarstanding has been reached.
This contributes to heterogeneity in upper grades. Tha Instructional design or mastery learning
approach indicates exactly what level of understanding has been attained. The conventional approach
attempts to reduce heterogeneity by streaming, assigning all fast students to ona teacher, all slow
students to another. This is an expensive and inefficient solution. It also widens the gap between slow
and fast students. The Instructional design/cooperative learning approach takes advantage f student
heterogenelty, and reduces differences.

Examples
1. The Radio Leaming Project of USAID uses Instructional design materlals from transmission

through radio. Approximately 30 minutes per day of instruction (mathematics, English have been
evaluated, others are now being used). The instruction presents material in small modules and asks
students to respond out loud in class, or to respond in notebooks. Teachers monitor student responses.
The program has been used in Nicaragua, Thailand, Dominican Republic, Kenya, Bolivia, Honduras.

The major source of cost for this program is in production of materials and transmission.
Estimates cf these costs are not available. Estimate of costs for operation (once materials have been
developed) range between US$.30 and $.50 where large numbers of students (one miliion or more) are
involved. In Nicaragua where 120,000 students were involved, the operating cost for an additional
student was $1.64.

Research Is clear that instruction by radio of the type described above Is as effective as
conventional instruction. When directed to schocls with crowded classrooms and teachers with low
levels of qualifications, radio instruction of the type described above is more effective than conventional
instruction; students learn more in less time. Teachers are willing to cooperate with radio instruction of
this kind, in part because It takes only & half hour of thelr class day.

For more information see Stephen Anzalone (1988).



2. The term “low-cost learning systems® has been used to a program based on instructional
design concepts that has been applled (under different names) in Philippines, Indonesia, Liberia,
Thaliand, Bangladesh, Malaysla and Jamaica.

This program replaces traditional textbooks and other instructional materials with programmed
Instructional materlals. The set of materlals includes a teacher's guide with detailed, programmed
instructions for the entire school year, and texts and workbooks for students. The instructional material
is modularized, that is divided Into relatively small units, with attention to sequencing and pacing. The
material includes assessment devices. The curriculum is re-written with attention to the learning
psychology of the child. :

Problems have been experienced in the implementation of this program in some countries.
Low-skilied teachers welcoined the materlal, but teachers with more skills resisted learning the new
approach which reduces their autonomy and freedom to innovate. In some countries the program was
adopted but then slowly abandoned.

The method Is clearly effective In comparison with conventional teaching methods. Students do
as well or better than students In conventional schools on conventional achievement tests.

{
Cost for the entire package ranges between US$2 to $23. A more useful comparison: low cost
learning system materlals cost less than half the cost of conventional matsrials. In the Philippines, for
example, the conventional package of materials cost $47, the low cost package $23. The cost savings
of the low cost system are most clear with respect to teacher/pupii ratios. The optimal class slze for the
low cost system in Liberia was estimated at 60 students. This then leads to substantial savings when
compared to the conventional approach.

For more information see Thiagarajan and Pasigna (1988).

3. The Escuela Nueva or “New School" combines the instructional design and programmed
Instruction cor-capts of the Radia Learning Project and low cost learming systems, with a re-organization
of the structiire of the primary school. This system, now implemented in 20,000 rural primary schools in
Colombia, seeks to Increase time spent studying in and out of school, and to link the school more
closely to the community.

All teachers In the New School were aiready in seivice when they began their new assignments.
Teaciiers who volunteered to transfer were screened during thelr participation In a two-week training
program In a demonstration schoal. The most difficult requirement for the new teachers Is to leam to
not aitempt to control all aspects of the classroom.

A key element in the program is the creation of a student "government” which makes students
(under the authorlty of the teacher) responsible for all aspects of the functioning of the school. This
includes discipline, maintenance of the school garden, sweeping and cleaning, organizing and
maintenance of the library, organization of the sports program. A significant amount of time Is given
over to election of student officers and participation in committees for decision making about the school.

In contrast with the Radlo Learning and low cost leaming projects, almost no direct inctruction
occurs In the New School. All student work, especlally after the first year, Is programmed through
modularized workbooks. These books are kept In the school; students copy out of the books both the
lesson content and thelr assignments. Each lesson Is divided into activities. Students choose which
grade they wish by . :ecting the number of activities they wish to complete. When a lesson has been
completed the student moves on to the next lesson. When the lessons for a given year have been
completed the student can mova to the next year's book. No students fail grades, as grades no longer
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need to exist. Some students can and do finish the five-year program in less than five years, oihers take
more than five years.

Each unit requires students to pose questions based on the material they have read, and to then
coilect evidence to answer these questions. This work Is done in small groups; students work around
smal! movable tables (there are no desks). A classroom can have any number of "grades® within it, and
one teacher works with students at several different levels. Many of the New Schools have 2 teachers
for ali five "grades.”

At the beginning of the year the teacher vislte the home of every student and interviews the
parents using a standard questionnaire. The teacher Kdentifles ski''s and interests of the parents, and
later invoives the parents in demonstraticns of their skilis In the school. The students coliectively
develop a map of the community which locates all houses and other landmarks. Each mont™ parents
are invited to the schoo! wheie children put on a demonstration of what they have iearned. The
school’s link to the community Is further reinfarced by the lesson units wiiich require students to coliect
information from and about thelr parents and others.

Students from the New School do better than students from conventlonal schoois on the
standard achlevement tests. Evidence that the program teaches children to think creatively and
independently is suggested by their experienices In secondary school. Reports are that New School
students find the conventional secondary prugram dull and slow; teachers complain that New Schoo!
students ask too many questions, want tc work on their owi.

The New School program Is slightly more expensive because of the Instructional materials.
Teachers are required to spend more time working In the New School, desligning naw materials and new
activities for students. This has been accomplished in Colombla withcut salary Increments, but with
much higher leveis of job satisfaction because teachers feel more ilke professionals.

For more Information about the New School see Scniafeibein (1991).

nerai Comment
All three of the options described are gentrallzing, in that thay attempt to improve the quallty of
education by reducing unwanted variation in teacher coverag of the curricuium, and in teacher quality.
The radio approach does this through a single "master teachur’; the low cost learning approach
programs the classroom teacher’s behavior using a programmed teacher's guide; the New School
substitutes a programnied text for the teacher. See pages 138-151 for issues related to decentralization.

The radio approach is homogenizing, in that ali sitidents are exposed at the same time to the
same material at the same pace. The iow cost learning and New Schoo! approaches take Into account
the heterogeneity of students in the classroom and allow each to learn at their own speed; this Is more
true in the New School approach.

The radio and 'ow cost iearning approaches maintain the teacher as the source of ali
knowledge, while the New School zpproach encourages students to s “e others, including themselves, as
sources of knowledge. The New School approach Is therefore intrinsica.'v much more connected to the
local community, and makes much more use of parents and other adults as Instructional resources.

The radio approach requires ng teacher training and could be implemented as soon as materiais
were made available. The low cost learning approach requires little or no training but has provoked
resistance from teachers who do not wish to be "programmed." The New School approach requires in-
sarvice training of teachers, but this can be done without interrupting the school year.
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The New School and low cost learning approaches have the lowest infrastructure (fixed capital)
costs and higher expendable material costs. The radlo approach has high fixed capttal costs. All
programs require an up-front investment in a radical transformation of the curriculura, with attention to
instructional design concepts.
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from page 156
Classroom Assessment of Student Leaming

Every school day clessroom teachers make a wide variaty of declslons. They concem
themselves with the academic, personal and soclal characteristics of thelr students. They make
declsions about plarining, teaching, and evaluation of leaning outcomes and student performances.
Assessmont, the process of gathering and organizing Information, helps teachurs make these and many
other declsions (Alrasian, 1991).

Paper-and-pencli tests are frequently used f{or <!assroom assessment. Such tesis may be
teacher-constructed, developed by the textbook publishers, or standardized tests that a-a taken by all
students In the education system.

Successful classroom assessment requires integration of assessment with the currizulum.
Teachers can control this integraticn by developing their own tests ani by using alternative forms of
assessment (see pages 152 and 208).

There are two baslc types of test questions: selection items and suaply items. £lection
items requlre students to make a cholca among options while supply ltems require students to provide a
response (Alrasian, 1991).

COMPARISON OF SELECTION AND SUPPLY TEST ITEMS

lgction Supply
Type of item Multiple cholce, matching, Short answer, essay,
true-false, interpretive completion
exerclse
Behaviors Agsessed  Memory, recall, and Mesiory, recall, and
comprehenslon; thinking comprehension;
and reasoning behaviors thinking and
like applicatios: and reasoning behaviors
analysis; using irterpretive like organizing
exerclses deas, defanding
positione, and
integrating points
Major A items can be answered Preparatior: of items
quickly so broad sample relatively easy;
can be surveyed; items only a few questicns
are easy and objective needed; stiidents have
to score; test constructor a chance to
has complete control over construct own
the tost items answers; students
less likely to guess
Major Di n Time-consuming ) construct; time-consuming to

most teacher timie Is spent
before testing; many ltems
must be coastructed for testing;
guessing Is a problem

(adapted from Alraslan, 1991)

score; most teacher
Is spent after

the test; sample

of Instructional
topics is small
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The type of assessment a teacher chooses shaould depend on the purpose of that assessment.
Teachers should be encouraged to use a variety of methods when assessing student leamning and
performance. The following chart compares varlous types of assessment (from R.J. Stiggins in Airaslan,

1991).

Obijective Test

Essay Test

Oral Question

Performance
Assessment

Purpose

Typical Exercise

Student’s
Respaace

Scoring

Major Advantage

Potential Sources
of Inaccurate
Assessment

Influence on
Learning

Keys to Success

Sample
knowledge with
maximum
efficiency and
reliability
Test items:
Multiple-choice
True/false
Fill-in
Matching
Read, evaluate,
select

Count correct
answers

Efficiency—can
administer many
items per unit of
testing time
Poorly written
items,
overemphasis on
recall of facts,
poor test-taking
skills, failure to
sample content
representatively
Overemphasis on
recall encourages
memorization;
can encourage
thinking skills if
properly
constructed

TClecr test
blueprint or
specificatians that
match instruction,
skill in item
writing, time to
write items

Assess thinking
skills and/or
mastery of a
structure of
knowledge
Writing task

Organize,
compose

Judge
understanding

Can measure
complex cognitive
outcomes

Poorly written
exercises, writing
skill confounded
with knowledge
of content, poor
scoring
procedures

Encourages
thinking and
development of
writing skills

Carefully prepared
writing exercises,
preparation of
model answers,
time to read and
score

Assess knowledge
during instruction

Open-ended
question

Oral answer

Determme
correctness of
answer

Joins assessment
and instruction

Poor questions,
students’ lack of
willingness to
respond, too few
questions

Stimulates
participation in
instruction,
provides teacher
immediate
feedback on
effectiveness of
teaching

Clear questions,
representative
sample of
questicns to each
student, adequate
time provided for
student response

Assess ability to
transiate
knowledge and
understanding
into action
Written prompt or
natural event
framing the kind
of performance
required

Plan, construct,
and deliver
original response
Check aitributes
present, rate pro-
ficiency demon-
strated, or describe
performarice via
anecdote

Provides rich
evidence of
performance skills

Poor exercises,
too few samples
of performance,
vague criteria,
poor rating
procedures, poor
test conditions

Emphasizes use or
available skill and
knowledge in
relevant problem
contexts

Carefully prepared
performance
exercises; cleay
performanca
expectations;
careful, thoughtful
rating; time to
rate performance




from pages 152, 155, 206
Altemative Forms of Assessment: Portfolios

What is g portfolio?

-A purposeful collection of student work which exhiblts a student’s efforts, progress and achlevements in

one or more areas;
-a collection which includes student participation In selecting the contents. the criterla for selection and

judging merit o the contents; and,
-avidence of student self-reflection and thinking about learning.

What do portfolios do?

-Portfolios raveal information about the ieamer;

-permit an undarstanding of the process of education at the individual level;
-serve as means for students to take control over their own isaming;
-require students to coliect and reflect on their work; and,

-act as an Intersection of instruction and assessment.

What are some of the quidelines for implementing the use of portflios?

1. A completed portiolio should contain evidence that the student has thought about his/her
own learning.

2. For students to iearn to value their work, thay must be involved In choosing the contents
of the portiolio.

3. Portfollos will not usually contaln test scores or other cumulative information.

4, A portfolio will convey the student's activitias.

5. Portfolios may serve different purposes throughout the school year. They may contain

works In progress or materiais ready to be made public (to other students, to
teachers and/or parents).

6. Portfolios should lliustrate a student's progress towards attaining Instructional goals.

7. The portfolio should demonstrate student growth. For example, evidence of changes .
In a student’s attitudes, interests, opinions, etc. may be kept in a portfolio.

8. Students should see examples of portfolios and recelve help in developing thelr
own porifolios.

(based on Paulson, Paulson, and Meyer, 1991)



from pazes 137, 155
Principles of Assessment

There are two Important things to remember about assossment: the entire process of assessing
student achlevement should be positive; and testing must never become more important than
instruction.

The following questions will help you evaluate the assessment process in your education
system:

1. Is assessment explicitly purposeful and related to one of the following educational needs:
screening, referrals, and/or Instruction?

2. Is asseesment related to the requirements of the cumriculum?

3. Do teachers choose the priorities for assessing subject areas most related to school success,
the skills needed for the next level, and the skills needed for participation in activities in and out
of school?

4, Are assessment instruments and techniques related to the purpose of the assessment?

5. Does assessment proceed from evaluating broad, general areas to specific skills?

6. Are student errors analyzed and used in approaches to prevent fallure?

7. Are assessment findings substantlated through several assessment trials on the same skiil; on
reassessment of skilis; and on student application of skills in every day shtuations?

8. Are results of assessment recorded and repcrted? Are the written reports brief and
undarstandable? Do they contain lists of the skills assessed? Are achievement records
maintained?

9. Are efforts made to continually improve assessment practices?

(based on Poteet, 1987)
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from pages 25, 97, 125, 137
Curriculum Based Assessment - Why Use It?

The curriculum defines for teachers the skills that students should leam. This curriculum may be
established by the State, or developed by a committee. It may be determined by the official textbook, or
in a list of leaming objectives. No matter its origin or form, the curriculum Is meant to guide the
teacher's behavior.

Given a curriculum, the teacher chooses: developmental strategles to introduce skills; corrective
strategles to reteach material the student has forgotten; and/or maintenance strategles to make sure
that the student practices using the material in order to Insure retenticn. At each point, the teacher
must assess students’ knowledge and skills. This compariscn, of current student level of knowledge and
skill, withe curricuium specifications, is often called ctirriculum based assessment, sometimes “continuous
assessment”. It Is this assessment, and not the results of standardized tests, that governs what teachers

teach each day.

Curriculum based assessment contribites to the continuous Improvement of quality of teaching
In 5 ways:

1. Immediate assessment of students to determine if they have reached an instructional objective.
Good teachers bulld this assessment Into thelr instructional practice. As part of the instructional
process, the assessment Is an efficient way to Insure student *mastery” of a given skiil or unit of
knowledge.

2. Regular charting of student progress. This makes it possible for teachers to Identify students who
are falling, or units or themes In the curriculum that are more difficult than others. Teazhers can then
adjust their Instructional strategles, changing the pace, or Introducing new material. I effect, this
assessment practice makes it possible for teachers to study systematically their own teaching.

3. Generatlon of reliable and valid Information about achievement. Curriculum based assessment is
valid becausa it uses material from the student's curriculum. Standardized test items may not measure
what the student has been taught. Curriculum based assessment Is rellable because It provides
repeated samplings of student performance. Traditional standardized norm referenced achisvement
tests cannot measure every skill on every curriculum. Such tests tend to be not very reliable because
they are usually given only once during a school year or only to targeted grade levels.

4. Focus on mastery of curriculum skills. Research has shown that when curriculum based assessment
Is used to develop controlled Instruction matched to the curriculum, i Is effective In promoting the
achievement of low performing students by Increasing time-on-task, task completion, and task
comprehenslon (Glckling and Thompson, 1985).

5. ldentification of students who can benefit from external asslstance. Curriculum based assessment
can help the teacher make referral decisions about low performing students. Regular classroom
teachers can use currlculum based assessment to Identify students who may need some form of extra
help and the area(s) for Improvement.

(based on Poteet, 1987)
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from pages 126, 127, 236
What Factors Make Multigrade Classrooms Effective?

1. Classroom management (page 106). Teachers can vary use of time, space and materials.
They can organize students in different combinations. The correct Instructlonal practices can produce

academic leaming outcomes that match those of single grade classrooms. Thase practices can
generate superior soclal and affective t2aming.

Effective teachers group students by abillity, according to the particutar subject matter. In
resource poor classrooms, the teacher spends more time with slower students. Advanced students
work alone or in small groups. Groups may shift during the day, for example to be able to see the
blackboard. In richer settings, students work In activity centers, reading cormmers or libraries.

Effective multigrade teachers give less class time to direct instruction (e.g., lecturing). They give
more time to student-led group discusslons, or individual or group exercises. Where possible students
work on workbooks or exercise sheets, or read in their textbooks. Sometimes teachers have written
exercises on the blackboard in advance. More advanced studsents are used to help slower students

while the teacher attends to another group.

This method works well when lessons are carefully sequenced. Teachers break up the day Into
units with well-defined objectives, and frequently test for student understanding. Student motivation Is
maintained by linking exercises to the local situation, and by frequent rewards for progress.

2. Curlculum. Some subjects can be taught effectively to a whole class. These subjects
inciude art, healith, literature, oral language, scienca. Other subjects are best taught to small groups of
students. These subjects Include mathematics and reading (Pratt and Treacy, 1986).

Heavy dependence on the textbook as the source of curriculum reduces the effectiveness of
multigrade teaching. Teachers in multigrade settings have to adapt objectives, content and methods to
match the current knowledge, abllities and Interests of different groups of students.

The more the official curriculum prescribes specific objectives, methods and time for each
subject, the more difficult Is the task of a teacher In a heterogeneous classroom. Students leam when
the sequence and pace of information presentation matches their abliities to attend and absorb.
Multigrada teaching requires flexible presentation of Information, varied across groups, and according to
subject.

Instructional design (page 34) approaches take Into account differences in the interests and rate
of iearning of students of different ages. See page 202 for examples of their application in muitigrade
settings.

Based on Rowley (1992).



from page 115

Nutrition and Leaming

There Is a strong link between the nutritional atatus of children and their attendance and
performance in school (Levinger, 1989). Nutritional deficlencles In childhood reduce enroliment in
school, increase absenteelsm, and lower performance leading to early dropout (Pollitt, 1990).

Malinutrition takes three different forms that affect student achievement. Most common Is
protein-energy malnutrition. Second Is temporary hunger, followed by micronutrient (lodine, iron,
Vitamin A) deficlency.

Table 20 outlines the causes of these thrae forms of malnutrition, and their effects on studente.

Table 20.
Causes and Effects of Different Forms
of Malnutrition
Nutritional Status Cause Effect
Protein energy deficiency Deficlent dlet; exacerbated School absence; reduced
by parasites; poverty enrollment
Temporary hunger No breakfast Distractabllity;
Poor classroom performance
Micronutrient deprivation Deficlent diet Decreased mental
performance; Reduced
attention span; nutrition-
linked blindness; stunted
i growth; school absance

For more Information see Dobbing (1987).

Programs to Offset Malnutrition

The most common solution to proteln-energy mainutrition and temporary hunger has been the
supplementary feeding program.

School feeding programs have been used to offset the Immediate negative effects of hunger and
malnutrition. They also act as an Incentive that increases attendance, and they serve as an income
transfer to the poor. The most common programs have provided some form of lunch. Others provide
breakfast, or a snack.

For the most part, these programs have not been designed to meet nutritional goals. As a
consequence, evaluations often report no effect on feeding and student achievement. Succassful
programs lead to improved attendance and, as a consequence, greater leaming. A schoo! breakfast
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experiment in Jamalca resulted In higher rates of attendance and improved scores on arithmetic tests.
School feedings programs are expensive to malintain. They also tal-e students away from their
classrooms, that is, reduce instructional time (Pollitt, 1990).

Deficiencles In Iron, iodine and Vitamin A can be reduced through supplementation, fortification,
and elimination of parasites. Because the deficlencles have a serious Impact on learing abliity, thelr
correction Is cost-effective.

Nutritional programs are most effective when combined with health care and intellectual
stimulation. The soclal and economic factors that bring about malnutrition also are assnclated with the
general heaith and Intellactual environment of the child. The broad effects of poverty are best overcome

through an Integrated approach.
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from pages 40, 115
Should Pre-Primary Educaticn be Expanded?

Almost all countries have some kind of pre-primary "education.” Some countries offer a Grade
Zero, or pre-primary program through public primary schools. The most common form Is privately
organized. Child-tending services are provided along with some minimal amount of formal instruction.
A small number of pre-primary schools serve as feeders to selective primary schools, and provide formal

instruction In letters and numbers.

Research on the impacts of pre-primary education in developing countries Is relatively limited.
There is, however, clear evidence that pre-primary educatior can improve the performance of
children In the early primary grades.

Some pre-primary programs are successful in reduclng the rate of fallure, and repetition of
children. In Thailand, for example, 3rd grade children who had attended pre-primary schools scored
higher on standardized ‘ests of language and mathematics than did children of similar background, sex
and age who had not attended (Raudenbush, Kidchanapanish and Kang, 1991). Pre-primary programs
have been effective in reducing school fallure In Argentina, Bollvia and Chile. The Impact of these
programs s attributed to improved nutrition, intellectual stimulation, and soclalization Into the behavior
patterns expected In forn.al schools (Halpern and Myers, 1985; Intamational Development Research

Center, 1983).

Not all pre-primary prcgrams make a difference. The Sandinista government In Nicaragua made
great efforts to extend pre-primary education to rural youth. Enrollments grew from 3% of the eligible
population in the late 1970s tc 20% by the mid 1980s. But there was no noticeable change In overall
rates of promotion and repetition. It is likely that the quality of the programs suffered as a consequence
of the war (Chesterfleld, 1991). Under the right circumstances, however, pre-primary education can
Improve the Internal efficlency of the primary school, by raducing student fallure.

. Should a country invest In expanslon of public pre-primary education? The question is better
stated as: Should investments be made In expansion of pre-primary education, or in expansion
and/or improvement of primary education? Expansion of pre-primary education Is an additional cost,
even when it improves the efficiency of primary schools. If resources are constiained, money for pre-

primary schools has to be taken from primary schools.

1. When not all children are in school, expanslon of pre-primary education means less funds are
avallabla to expand primary school. Pre-primary education benefits some children at the
expense of others.

2. When all children are enrolled, tut failure and repetition rates are high, expansion of pre-
primary education can reduce repetiilon rates. But the funds spent to expand pre-primary
education could also be spent to Improve the quality of primary education, which would also
reduce repetition rates. No research has been done to compare the cost-effectiveness of
pre-primary education to that of improved primary education.

3. A program of pre-primary educatlon could be a way to extend the length of time that all
children are in school. This would be appropriate when all children are enrolled, and fallure and
repetition rates are low (which could be taken to mean that quality is high).

4. An untested alternative would be to move the school entry age downward, without making



the cycle longer. Here the question Is: can children leam more and faster if we start their
schooling younger?

The most effective pre-primary programs are radically different from conventional primary school
programs. The effective programs emphasize Individualized and active learning. In these programs the

teacher is a manager of the learning process rather than the sole source of knowledge for the student.
Pre-primary programs often have smaller class sizes, more highly trained teachers, and make more use

of instructional materials.

All of the methods that are effective in pre-primary programs can be implemented In primary
schools as well.
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from pages 45, 167, 169
Issues of School Size

Larger schools make more efficient use of certain school resources than do smaller schools.
This Is because of economies of scale. (Kenny, 1982). In a small school, the cost par student of speclal
facilities such as laboratories, libraries. audio-visual rooms, and gymnasiums can be very high. With
more students, the unit cost goes down. Especlally at the secondary level, large schools provide a
more varied curriculum (Monk, 1987).

The same Is true with respec* to provision of special teachers, for example for art, music,
guldance and counseling, physical education. There are economies of scale with respect to school
administration. Provision of health care and supplementary nutrition programs Is also less expensive,
per student, In larger schcals.

Land preparation and per square meter construction costs are also less for larger schools as
compared to smaller schools.

For all these reasons, it has been argued that countries shou!d favor larger over smaller schools.

Arguments for construction of smaile ~hools are:

1. Where population Is dispersed, as In rural areas, construction of large schools means each
bullding Is further apart. The greater distance between schools requires students to travel further. This
reduces enroliment, and increases dropout, especially among the poor, and glris.

2. In the United States, larger secondaiy (grades 9-12) schools have a broader range of
physical inputs and more diversity in course offerings and teachers, but also show lower levels of

student attendance and morale (Lindsay, 1982). It should be kept In mind that the average slze of
American secondary schoois may be large (e.g., 1600 students) compared to those of other countries.

For an example of a policy study on school size, see Ahlawat (1991).

For more discusslon of advantages of small schools In rural areas see Bray (1987).
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from pages 19, 30, 31, 45, 167
Altermative sites for schools

Eventually, of course, schools should be located in bulldings designed according to the
requirements of the curriculum. Where this is not possible there are several options. These have been
used as a temporary solution to the problem of shortage of school sites.

Option 1: Rent private buildings.

Some countries have found it useful to rent bulldings as locations for schools. This may be
appropriate in urban areas, where construction costs are high, and sites 2%ien not avallable, In Egypt, a
progressive government eager to provide universal primary education to a rapldly growing uroan
population, took possession of private buildings and compensated owners for their use. Somie of these
bulldings were former private resldences, cthers wers office bulldings.

Over time, land prices and therefore bullding rents in growing cities will increase far beyond their
original level. If rents for schools do not increase, their owners will not maintain them, and the quaiity of
the school bullding will decline. if rents are allowed to increase they may become too expensive for the
government to pay. This Is likely to happen as the area In which the school Is located changes from
residential to commercial use.

Option 2: Expand the capacity nf existing school sites with low-cost temporary tacilities.

Where a school site already exists, existing capaclty can be gererated for the short term by use
of temporary buifldings. These are structures that use low-cost materlals such as those ordinarily used In
construction of warehouses, and are not as well-equipped (for example with water and electricity) as are
regular buildings. This solution is tolerable for a limited length of time. Cheap buildin not last lon

even with_malntenance.
Option 3: Use other public buildings.

Some countries have used as schools other public or community buildings not in active use
during the time when schools are in session. For example, Pakistan has used mosques as the site of
public schools. Mosques are found in almost every village in Pakistan. Most are constructed with a
large patio, sometimes covered. Mosques have access to water for purification before prayers. The
imam or mullah responsible for the mosque Is oiten a respected man i the communlty. In rural areas
where there are no school bulldings, the Ministry of Education rents the mosque. The imam rsceives a
small stipend for teaching religlous studies. Teachers are regular Ministry employees. This program has
permitted enrcliment of at least 300,000 children in more than 17,000 communities. It has been
particularly helpful in increasing enroiment of girls (Anderson, 1989).
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from pages 21, 47

Options to Increase Training for Rural Teachers

Teachers can be trained before entering the professlon-this Is called pre-service training. It Is
also possible to admit untrained persons Into teaching and to provide ..aining In-gervice.

Pre-Service Training. Supply of trained rural teachers Is limited by two factors:

a. many urban-born teachers are unwilling to ssrve In rural areas.

b. too few candidates coms from rural areas. This occurs because too few persons attain
enough education be admitted to pre-service training programs (see page 79), and because
tralning Institutions are often located In distant urban areas.

To solve this problem In Rajasthan, India, the Natlonal Council for Educatlonal Research and
Tralning (NCERT) recrulted local villagers and provided economic support for them to attend reglonal
teacher training colleges. Tralning emphasized teaching in skills and content most relevant to village life;
textbooks were developed as alds for teachers. Student attendance rose from 41 to 80% of age group

(Aruna, 1980).



from pages 14, 23, 170
Interventions to Raise Female Enroliment

1. Increase Supply of Schools for Girds

A. Provide more places where gliris can ba taught.
Add classrooms to existing schools In rural areas.
Renovate existing bulldings.
Use public buildings (e.g., mosques) for classes.
See page 170.

B. Provide more female teachers.
Train ruial women with secondary education as teachers.
Recruit teachers from rural areas.
Provide residences for rural teachers.
Establish incentive systems tc. attract mcre women.
Bulld teacher training institutes In rural areas.

C. Provide alternative settings.
Bulld lower primary schools in rural areas (feeders).
Set up evenirg schools for dropouts.

2. Reduce Direct Costs of Schooling
A. Provide free uniforms or abolish use of uniform.

B. Provide scholarships.
Offer scholarships at secondary level only.
Offer scholarships at primary level.

C. Provide school breakfasts, lunches.
3. Reduce Indirect Costs of Schooling for Girls

A. Relleve girs of child-tending responsibilities.
Bulld work-site day care centers, preschool centers.
Provide sibling care at primary scheols.

B. Adapt labor-saving home technologas.
Distribute labor saving machines.
Distribute or disseminate fuel-efficient stoves.

C. Change schedule to permit work at home.
Introduce programmed instruction in schools.
introduce muitigrade teaching.

Use self-teaching materials.

D. Provide training in non-traditional occupations.
Centers to tralri midd!a level techniclans. -
Training located near primary schools.
Open programs for women In industriai occupations.
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4. Overcome Gender Bias
A. Revise textbooks, curriculum, make gender-neutral.
B. Media campaigns to promote education of girs.
C. Incentives to delay onset of pregrancy (e.g., scholarships).

(Adapted from Bellew and King, 1991)



From pages 34, 126, 224
instructional Materials

Based on Principles of Instructional Design

Instructional design encourages the use of multiple media In instruction. Among the less
expensive media are those based on print, the most common medium used In instruction in developing
countries, and the medium most likely to have been produced nationally. But conventional textbooks
often

1. do not match the scope and sequence of the officlal curriculum and

2. are beyond the reading level of students for whom they are intended.

Here are examples of instructional design materials.

A. Modularized Materlals

This approach replaces the traditional textbook with a number of separate units or modules.
These permit greater flexibllity in teaching, and use of self-instruction. Modular materials are more
expensive, but increase leaming outcomes. They are considered cost-effective.

B. Programmed Learmning Materials.

These are self-instructional materials that require students to make frequent responses, and
which provide feedback on response correctness. Programmed materiais have been shown to be highly

effective with older leamers. The Escuela Nueva Program (see page 202) has used programmed
materials with students in grades 2 though 5; students leam more than those taught with traditional

methods.

C. Workbooks. These are collections of exercises and drills that permit students to practice what they
have leamed, without direct supeivision by the teacher. They are most effectively used in combination
with textbooks. Costs can be reduced by having students copy exerclses from workbooks into their
own, less expensive copybooks.

D. Pogiers. These are large visual displays of gr-phlic and text material. Posters can reduce
deperdency on textbooks for carrying curriculum content. When developed using Instructional design
prinviples in conjunction with other iearning activities, they are cost-effective.

E. Instructional Games. The best teachers develop a numbe: of instructional games on their own.
Games can be highly motivating and effective for mastering baslc skills and for drill and practice.

Based on Thiagarajan and Pasigna (1988).



from pages 34, 224, 226

An Example of Use of
instructional Design Materials

The Improved Efficlency of Leaming (IEL) Project began in Liberia In 1979. The IEL Project was
a response to two major problems;

1. lack of Instructional materials In classrooms; and
2. shortage of trained and qualified teachers.

The Project was highly cost-effective compared to conventional methods, and was adopted
for all primary schools.

The Project used the following approaches:

1. programmed teaching and leaming;
2. seif-Instructional materials;

3. peer group learning; and

4. peer and cross-age tutoring.

All subjects In primary schoo! were Included. In the lower grades, use of programmed materials
overcame the lack of knowledge of under-trained teachers. In the upper grades, students used self-
Instructional materials.

Materials were produced by Liberians tralned In Instructional design principles, and were printed
using high quality equipment. The final products Included modules; an Impliementation handbook;
training manuals for students, teachers, supervisors and module writers; and arts and crafts manuals.
By 1986 the Project was In operation in 109 schools with 23,000 students.

On average, IEL Project students scored 17 percentile points higher on standard assessment
Instruments than did students taught traditionally. Enroliments in IEL schools wera expanded 71% with
no additlonal teachers. Class sizes in the lower grades were increased to 60 students per teacher; In
the upper grades the ratio was 70 to 1. Student fallure and d:opout rates declined.

The annual additional cost per student of the Project was US$3.05 in 20-student classes, and
US$2.13 In 60-student classes, about the same as conventional classes given textbooks. Teacher
tralning costs were significantly less.

For additional information and other examples see Cummings (1986).



From pages 50, 121
Factors that Afiect the Implementation

of Policies and Programs

1. Qrganizational intelligenge. Implementation requires two kinds of information, or intelligence.
At the beginning of the process, analysts and planners must have some knowledge or understanding of
whether a new policy Is feasible, and whether it Is deslrable. Managers require information during the
implementation of the policy, in order to work out faults In the design that could lead to failure.

2. Sense of ownership. Policles and programs are more likely to be implemented when those
involved belleve in what they are doing. This belief is generated by participation in the process of
defining the policy Issue and designing a solution.

3. Jasks and technology. It must be possible to carry out the policy, which is to say that the
means to do so must be known. Clarity about what Is expected is essentlal, as Is abliity.

4. Management and organization. Implementation takes place within an organizational context,
and requires sustained management capabillity.

5. Culture. Implementation also takes place in a cultura! context. New proposals must not
deviate too much from existing norms and beliefs about what can and should be done.

6. Politics. Implementation takes place in a political context. Most changes of any
consequence affect the balance of power among groups, and therefore have important political
considerations. Reforms that are contrary to the prevalling powers are likely to falil.

7. lmplementors. The major reason why plans fall and policies are not implemented falthfully Is
because those responsible for their implementation are not aware of what Is expected of them, are not
convinced that they should do what Is asked, or are not able to do what Is asked.

8. Clients. Plans and policies are more likely to be implemented when there Is a clearly defined
set of stakeholders, beneficiaries or clients. These may be parents, the community are large, employers.
Clients help provide resources, as well as motivation to implementors.

9. Resources. Plans fail when they are not adequately financed, or if required resources are not
mobilized from client groups.

10. Benefits of the Policy. Policles and plans are implemented over time, generally in stages. if
obtained results are less than expected, or If costs are much higher than promised, or if much more
effort Is required than was thought, then clients and funders and implementors may reduce their support.
The program may die, or be killed, before It becomes fully institutionalized.

"Impiementation means transaction. To carry out a program, implementers must continually deal
with tasks, environments, clients, and each other...the key to success is continual coping with contexts,
personaiities, alllances, and events...cruclal to such adaptation Is the willingness to acknowledge and
correct mistakes, to shift directions, and to learn from doing.”

Based on Warwick, Relmers and McGinn (1991).

See also Verspoor (198J).



from page 106
The Reduced Instructional Time Project:

Thalland

The Reduced Instructional Time (RIT) Project was begun to compensate for a shortage of
teachers. The Project combined programmed instructional materials (see pages 34, 221 and 222) with
procedures for management and evaluation. The objective was to increase student involvement in
direction of the leaming process, and to reduce the amount of teachers' time required for instruction and
supervision of students. The Project was successful in malintaining or improving levels of student
achievement, while also increasing class sizes.

About the same time, however, Thailand began an Open University (distance education)
orogram for teacher training (Nielsen, 1991). This program also was successful, to the point that by the
mid-1980s class sizes had dropped sharply, and in mostly urban areas it was considered that there were

too many teachers.

Attention focused on the problem of isolated rural villages. Tihese have populations too small to
permit assignment of teachers for each grade; teachers have to work in a multigrade context. RIT was
used to permit these teachers to work with more heterogeneous classes. By 1988 RIT was being used

in 6800 schools in 72 provinces.
An evaluation carried out in 1984 reported:

1. Students using the RIT material: scored higher on achlevement tests than did students using
traditional textbooks and taught by traditional, teacher-directed methods.

2. Students in small RIT schools gained more from the use of materials than did students in
large RIT schools. That is, the Project was successful In reducing inequities in quality of
teaching and learning.

3. The RIT Project reduced the overall need for teachers. The savings was greater than the
cost of materials and training for the RIT Project.

Based on Wheeler, Raudenbush and Pasigna (1989).

For more information see Thiagarajan and Pasigna (1988).



from pages 33, 85, 88, 182, 184, 227

Use of Distance Education for
Teacher Tralning

Distance education methods employ print, audio or visual media to communicate with students
without the direct presence of the teacher. These methods are most appropriate when one or more of
these conditions holds:

there Is an acute shortage of qualified teachers

reglons vary widely in the quality of teachers

some groups e.g., gifls, lack access to schools because of not enough teachers
the costs of conventional teacher training make expansion unfeasible
infrastructure for transportation and communication ars in place.

capop

More than 40 ccuntries have used some form of distance education for teacher training, 18 In
Africa, 11 in Latin America, 8 In Asia. One model is the "Open University* or university extension model
(Kenya: Coldevin and Naldu, 1989; Pakistan: Abbas, 1987; Thalland: Nielsen, 1991). Some countries
have established special centers (Swaziland: EDC, 1985).

The varlous models differ in terms of emphasls on subject matter knowledge vs. pedagogy, and
the number of media used. About half the projects combined academic training with pedagogy, and use
some combination of correspondence, face-to-face training, and mass media (Erophey and Dudley,
1982).

Distance education is an_effective way of training teachers. A recent evaluation of 14 programs

rated 9 as effective, 4 as ambiguous, and one negative (Nielsen, 1991). Cost information was avallable
for 12 programs; the distance programs were less expansive for 10 of the cases, and the same for the
other 2. Of the 11 rated for cost-effectiveness. 7 were cost-effective compared to alternatives, 2 were
not cost-effective.

Distan ucatlon is a less expensive method for training teachers than are teacher coll .
The critical factor affecting cost-effectiveness Is size. Programs with few participants are not cost-
effective. Programs that are extended to reach many trainees have large economies of scale. Costs per
student trained, for equal level of ability, are lower than alternatives. An evaluation of programs In Sri
Lanka and Indonesla reports costs that are 1/6 to 3/5 those of campus-based programs.

ance edycation training for teachers reac : s o hecome
teachers. Distance education methods make training and teacher certificz”lon available to those who are
not able to attend residential training colleges. Because it reaches people In rural araas, It helps to
increase the supply of rural teachers. Most rural teachers trained In this fashion remain In rural areas
(Ayeni, 1984; Kamirapakorn, 1988).

Distance education programs transfer some costs from the government to the participant. Most
residential programs provide free materlals and may even include subsidization of living expenses.
Distance education programs typically expect the participant to bear those costs. Some programs even

charge fees. Despite these transfers, however, distance education programs Impose less of an absolute
cost on participants than do conventional programs.
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training In the 1970s. Within 8 years it had trained more than 45,000 teachers, and reduced the teacher
shortage significantly. The program was then stopped. Once the Open University in Indonesla had
trained enough teachers to mest the expected shortage in junior secondary, it switched to upgrading
primary school teachers in service. (See Nielsen, 1991, for more examples.)

Conditions for Success.

a. There must be adequate demand to permit expansion to scale.

b. Instructional methods and materials must be of high quality.  See page 222 on instructional
deslgn.

c. Formative evaluation Is the preferred method.
d. Participation of local groups helps insure program success.

For more information see Nielsen (1991) and Nielsen, Tatto, Djalii and Kularatne (1991).



from pages 105, 182
Distance Education for Improved Leaming

The impact of interactive radio instruction is greater than that of improved teacher training,
or textbooks (Lockheed and Hanushek, 1988).

When good teachers are in short supply, distance education ran provide Instructional processes
that contribute to high levels of learning. The most effective programs sypplement the work of teachers
but do not replace them. :

The most common method of distance education uses radio to deliver instructional units. Radio
lessons are provided daily for 20 to 30 minutes for each subject. During the radio lesson students are
encouraged to respond out loud. For this reason the programs are sometimes called interactive radio
instryction. The radio lesson generally Is followed by a teacher-led activity that reinforces the radio
lesson. In the best programs, teachers are guided In this activity by use of a workbook keyed to the
radlo lesson. Some programs also provide materials to be used at home.

Radlo instruction programs have been used in a number of countries. Interactive radio
Instruction programs are more effective than conventional classrooms. Studies in Bolivia (mathematics),
Honduras (mathematics), Kenya (English), Nicaragua (mathematics) and Thailand (mathematics) report
higher levels of student achievement on standardized examinations. Both students and teachers
respond favorably to the program.

Adding radio increases costs of instruction slightly. Recurrent costs are estimated at between
US$.50 and US$1 per year per student.

The advantages of using distance education methods in the classroom include:

1. Can be used to reduce differences in the quality of instruction provided In different regions.
Distance education can help improve quality and expand access simultaneously.

2. Can contribute to teacher improvemant by providing examples of alternative instructional
strategles.

3. Upgrading of teachers can take place in the classroom, that s, without removing the teacher
for long pariods of training.

4. Are relatively low cost. Radlo requires a relatively small capital investment.

For more information see Development nication Report, volume 48, 1985. Contact the
Acadsmy for Education and Development, Washington, D. C. Other published evaluations include:
Anzalone (1988); Friend (1989); Friend, Seare and Suppes (1980); Friand and Kemmerer (1985).

See also pages 202 and 225.
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from pages 30, 102, 121, 196, 236
The School Cluster Reform in Sri Lanka

Prior to the Reform, control over schools was exercised through 26 Districts, each with 3 to 5
Circults. Each Circutlt Officer, or Supervisor, was responsible for between 50 to 100 schools. Visiis to
schoois were infrequent, many schools were visited only once In two or three years. Central
bureaucrats were unsure about the validity of the statistics they recelved, and were aware that central
dictetes were not always carried out faithfully.

After a period of experimentation, the Ministry established 4 to 6 Divislons for each District, and

7 to 15 Clusters for each Division. Clusters were colloctions of 7 to 12 schools located close together.
One school in each cluster was designated as a core school, and its principal as the executive head of

the cluster.
An evaluation of the reforin after 4 years found the following:
1. Frequency of communication downward to the school Increased by about 60%. Frequency
of communication ypward from the school increased by about 90%. Communication among

schools also Increased by about 90%. Increases in communication were greatest in urban
areas.

2. Sharing of resources among schools doubled for rural schools, but declined for urban
schools.

3. The number of In-service tralning seminars increased by about 100% In rural schools, only
slightly In urban schools.

4. Schools that Implemented the cluster system fully experienced:
a. Increases In support from the local community;
b. increases in levels of teacher morale;
c. some improvements in student achlevement.

Overall school autonomy declined; schools In clusters have less autonomy than those existing
before the Reform.

For more information see Bray (1987); Cummings, Gunawardana and Wiillams (1991). |

For another example, see Wheseler, Raudenbush and Pasigna (1989).



from pages 75, 81, 98, 125
Common Features of Effective Schools

1. A quiding philosophy that provides a framework for all the activities of the school. This
philosophy can be understood as a vision, as a set of guiding principles, as a "mission statement®. It
should talk about fundamental changes in the school, not just marginal adjustments or refinements.

2. An gverall strateqy, a global plan for fulfilling the vislon stated In the philosophy. This
strategy, to be comprehensive, has to Include curriculum teachers, administration, students, community,
facilities. As a global statement, the strategy makes it posslble for both the central administration of the
school and Individual teachers to make adjustments and Improvements over time.

3. Responsibilities ar lgned to all takeholders, that Is, al! the persons who will be
affected by the changes proposed. This Includes adminlistrators, teachers, support staff, parents,
students, other members of the community. These responsibilities include financlal support (from the
community and pzrents), volunteer labor and donailon of materials, parental support in helping teachers
to carry out the program, school particlpation In and support of other community activities.

4. Stakeholders participate In islon-making. Small schools may use some form of
consensual decision-making. In larger schools, groups of stakeholders may elect representatives, or
they may be chosen by the schoo! administrator, with approval by the stakeholders. in all forms, It Is
understood that some decisions are made centrally or collectively, and others can be made locally or
Individually. The school Is most effective when there Is clarity abcut which decisions are left to teachers,
parents and students, and which are reserved to all the stakeholders.

5. Active Learning. Effective schools assign responslbllity to students for their own learning,
and therefore adopt methods In which the student Is highly engaged In the teaching-learning process.
This may include learning contracts, In which students set thelr own objectives, peer teaching, in which
some students are responsible for others, and Instructional units bullt around projects which are carried
out by teachers and students together.

6. Focus. Clarity of objectives, and emphasis on Involvement requires that schools narrow the
range of objectives they hope to achleve. The phitosophy that effective schools work out dellmits what
can and should be achieved. It Is not clear, however, that this means that the total learning in effective
schools Is less. On the contrary, it appears that curriculum clarity and active learning methods tend to
expand the range of learning that occurs.

7. Standards. Effective schools set clear, and high standards for the behavior and performance
of all thelr members. This may include dress codes for teachers and students, discipline codes for
students. It includes high standards for student achlevement. Combined with teacher commitment to
the program, this translates Into expectations by teachers that all children will achieve at higher levels
than is normally expected. It Is Important to note that as standards are consensually defined, they do
not act as bureaucratic reguiations that are evaded or applled punitively.

8. Resources. Effective schools require more resources. This statement does not mean that
spending more wiil necessarlly produce an effactive school. Instead, it refers o the fact that change
requires an additional expenditure of energy, and hence resources, at least until the reform is
successfully established. Most effective schools have accomplished this by raoblilization of resources
from the community.

Based on Levin (1992).
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from pages 144, 157, 196

Use of Indicators to Monitor Quality of Education:
Zimbabwe

The Ministry of Education decided to assess the quality of students in the 6th grade of primary
school. They posed the following as critical questions:

Which (of essential) inputs do schools currently receive?

What percentage of schools are below the norm?

How are inputs distributed across regions?

How does academic achlevement vary by region?

What Inputs contribute to achlevement? Which should be increased?

RN

Inputs were defined Iri three categories: 1) school buildings, 2) teachers and thelr living conditions,
3) facilities Iin schools and classrooms.

Reading achievement in English was defined as the critical gutput variable.

Questionnaires and tests were applied In a national sample of 145 schools to 2600 students and
their teachers. Field work required two weeks time. Some of the findings were:

1. Ministry norms for provision of notebooks, pencils and ballpoint pens were met in 11%, 26% and
1% of the schools respectively.

2. Only 18% of classrooms had sufficlent sitting spaces for students, and only 12% had sufficlent
writing spaces.

3. Only 24% of classrooms had sufficlent supplies to meet Ministry norms.

4. Levels of mastery on reading test items were below criteria set by teachers. About 38% of the
students were able master half of the 33 items on the test. Only 13% rnastered more than 70% of the items.

5. Teachers believe that Increased quantity and quality of classroom supplies Is most important for
improving their satisfaction with their work, even more important than improvements In their salaries.

6. Teacher listed furniture as least important as an input.

Based on Poss and Postlethwaite (1992).

For more information about the importance of instructional materlals see page 60. For a discussion
of teacher motivation see page 96.
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from pages 72, 143, 145, 151, 157, 196, 232

in-Service Training for School Principals:
An Example from Thailand

Thailand provided in-service training to all of its primary schoo! principals between 1985 and 1988.
In addition, it changed procedures for the selection of principals. Now o candidates must have approval
at the district and provinclal level, and complete a training program In educational adminisiration. =
Candidates are ranked according to scores on a test applied at the end of training, and on the quality of
a brief research paper on some Issue In administration. :

The In-service training program was designed by 15 experienced principals and supervisors.
Development of the program required one year, and Included piiot testing of video tapes, silde presentations,
and 20 booklets describing varlous aspects of the principal’s job. The materials also provided suggestions
of activities for principals.

Training was carrled out using a cascade method. The core group trained provincial supervisors,
who then met with principals in district offices. Emphasis was put on tha serlousness of the training, and
linked to the development of accountability indicators that would be used to judge the principal's

performance (see page 232).

The program began with a one-day session In which trainees took a test of thelr knowledge of 6
areas of responsibllity: academlics, personnel, clerical and finance, student affalrs, physical facllities, and
s~“o0ol-communilty relationships. These 6 areas are described In the basic manual provided by the Ministry.
Trainees then did exerclses In 3 of the booklets, and returned to thelr “ames to complete another 5
booklets.

The second phase of the training lasted 5 days. The remaining Looklets were completed, anvi
trainees participated In simulations on common problems In school administration. The Initial test was re-

administered. Tralnees who scored less than 60% correct were asked to review all the booklets and other -

training materlals, and to take the test again in one month.

As other principals, and teachers, found out about the high standards of the program, ievels of
motivation Increased and the quality of later training sessions iImproved.

During the year following training, principals were monitored In thelr schools to see K they had
carried out the activities recommended by the bookiets. Those principals who had passed the final test, and
who had Implemented the program, received a certificate. An evaiuation in 1987 indicated that more than
60% of the principals trained were ranked *high* In their performance. Ruring this period of time student
achievement scores bzgan to Increase.

As a consequence of the program, about 2000 principals elther resigned, or were assigned to
teaching positions.

For more Information sec "‘'heeler, Raudenbush and Pasigna (1989).
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from pages 4, 147, 1585, 157, 196, 231, 233

Use of Standardized Achlevement Tests to improve Quality:
the Case of Thalland

In 1984 the Office of the Natlonal Primary Education Commission (ONPEC), the top educational
policy organization in Thalland, began development of a national test of achlevement for 6th grade students.

The action was motivated by a judgment that the quality of education In primary schools was lower
than it should be. Low quality was thought to be a consequence of inadequate implementation of the official
curriculum. Public comparison of the performance of provinces on the achlevement test would motivate
provinclal education directors to work harder to get district officlals to pressure principals te improve the
quality of education. In effect, the test would Increase tho control of ONPEC over the performance of
teachers in schools. The test would be a form of indirect supervision (to insure compllance with objectives.

See page 102).

Each year ONPEC hosted a meeting of all provinclal education directors. The directors were
presented with information comparing the performance of schools by province. ONPEC presented them
with mean scores, standard deviations, current ranking for the year, and ranking In terms of amount of
improvement from the previous year.

The directors from the provinces with highest average scores, and those with greatest geins, were
asked to make presentations explaining their strategles. Directors from the provinces ranked In the bottom
third had private meetings with ONPEC officlals. These directors were asked to explain reasons for the low
performance, and pians for improvemerit.

The meetings were reported to make the provinclal directors “very nervous." The directors were
embarrassed by having been singled out, and left the mseting motivated to work on raising the average leve!
of achievement in their province.

One strategy used by the provinclal directors was to rank each of their districts on the test, and to
meet with the heads of the district offices to review results, much as ONPEC had done at the national level.
Districts then began their own testing systems, and ranket' schools and Individual teachers according to
average student performance.

By 1988 a common practice was for district officers to grant double promotions to school clusters
with high rankings, and for principals to recommend promotions for teachers with high average scores.

The policy had immediate effects on test results. Average test scores rose from 49.08 in 1984 to
56.84 in 1985 In Thal (national lar-auage), and from 33.11 to 36.52 In Mathematics. Gains were less In Thal,
but much larger in Mathematics In 1986. Gains were also recorded in "Life Experience" and "Work-Oriented”
subjects. Smal! gains were reported In "Character Development".

It Is important to note that this progiam was accompanled by an In-service tralning program for
teachers, and anotier for principals. Both were evaluated as successful (see page 231).

Source: Wheeler, Raudenbush and Pasigna (1989).



from pages 4, 151, 155, 157, 172, 173
Dangers in the Use

of Standardized Achievement Tests

The main arguments for the use of standardized achievement tests are that tests provide an
objective standard by which parents, teachers, and managers of the education system, can measurs --
progress.

. Parents can tell whether thelr children are learning.

-bh

2. Teachers can assess the effectiveness of their teaching practices.
3. Managers and planners can, over time, evaluate the impact of different policles.

Atthough there Is relatively little research on the impact of achievement tests on education in
developing countries (for one example, see page 232), there is an abundance of research on the impact
of testing in the United States and other early-industriaiized countries.

Some research says the Impact is negative. The argument Is not that all testing Is bad, but that the
use of achievement tests alone to make critical decisions about students, teachers and schools
reduces the quality of education.

Testing has been on the Increase in the United States at least during the past 20 years. A number
of states have required local districts to apply standardized achlevement tests and to report thelr results.
Test results have been used to evaluate students, and schools and school districts. Thls policy has had
effects on Instructional practices, currlculum, and students.

1. lmpact on Ingtructional practices. There Is no doubt that the use of a standardized test to .-
evaluate student (and teacher) performance has an impact on what takes place In schools. Parents eager
that their children succeed, pressure teachers to cover the materlal covered In thetest. Teachers concemed
about thelr own evaluation, give students practice using the same kinds of questions used In the test.

. Most standardized tests rely on multiple cholce tests, as these are more easlly scored. When
teachers teach students how to answer multiple choice questlons, they spend less time on activities that
develop higher order thinking skills. These activities such as carrying out experiments, cooperative leaming,
free compositions, critical discussions, Interviews in the communtty, activities that permit studsnts to go
beyond the simple facts presented in books and lectures, and appearing on muitiple cholce tests.

Research has shown that with propar coaching Individual scores on achlevement tests can be ralsed
significantly. The most effective coaching teaches students how to Identify the correct answer by attention
to format, rather than by learning the content, or by learning how to think about the question posed.

The performance of American students on multiple choice tests of basic skills has on average
Improved since 1970. At the same time, however, scores In higher order thinking, in almost every subject
area, have been deciining. Research also has shown that these higher order thinking skilis begin to develop
In the primary school years. Emphasis on drill and practice, as opposed to thinking and problem solving,
limit students acquisition of these skills. It is important to note that the most successful (often privata)
primary schools, emphasize thinking and learning skills over drill and practice.

2. Impact on Curriculum. A number of studies have shown that the use of tests with important
consequences (for students, teachers) leads to reduced content In the curriculum. In the primary grades,



4

use of achievement tests has meant not only less time spent on "luxury” subjects such as art or citizenship,
but also less time on sclence and social studies. More attention Is given Instead to the "baslcs", reading and

mathematlcs.

3. Impact on Students. Mistakes are made when a test with less than perfect reliabllity Is used to
make decislons about the future of individual students. Some students are promoted who should not be.
More serlously, sorne students are failed who deserve to be promoted.

In the United States, tests are often used In early grades to assign students to “tracks" or "streams"
according to thelr supposed ability to learn. The argument is made that teachers do better In more
homogeneous classes (for example see page 126). What In fact happens is that teachers set lower
standards, which leads to lower student achievement (see pages 36 and 104). Studies of tracking show
that students in the "slow” tracks are limited to rote-orlented teaching, and receive less of the school’s
physical and human resources than students in the “faster” tracks. The net effect Is to insure that students
identified by the test as low In learning ability learn less.

Tests are sometimes used to assess minimum competencies, as "gates” through which students
must pass. Student failure and repetition (for any reason) is likely to further depress learning, by its effect
on studznts’ motivation (see page 128). Even the best achlevement tests are selective in their content,
presenting situations, concepts and words more familiar to some soclal groups than others. Research
shows that tests are biased against members of ethnic and linguistic minorities, and girls.

Based on Shann (1991).

For additional Informatlon see Phi Delta Kappan, 73(3), November 1991.



from pages 19, 45, 71, 169

The Importance of School Maintenance

Malintgnance refers to actions to repair and restore to original functioning condition buildings,
equipment, materlals. Proper maintenance of buildings and equipment prolongs their useful life, avoids
premature replacement and thus reduces the costs of construction. Some research suggests that the
physical condition of the school affects levels of student learning. Whether or not this is true in all
circumstances (see page 18), there Is evidence that the condition of bulldings and equipment affects the
morale of teachers (see page 78). )

The preventive care and repalr of 7acllities Is one of those Issues ir: which the proper response Is
not always the most obvious. Managers faced with limited resources may defer maintenance until funds are
available. New buildings may be constructed instead of repairing those that are old. But cost analysis
shows that it i3 more expensive to respond to emergencies than to do preventive maintenance, and
that routine maintenance can reduce the requirements of new construction.

Problems and Solutions

Most managers in education have no training In how to tell when maintenance is required or in how
to set up a maintenance plan. Some countries have developed speclal departments dedicated solely to
Issues of maintenance. This Is most appropriate In large systems. Small systems with relatively few facllities
might rely on private contractors to pravide maintenance services. For an example from Maldives see Luthfi
and Zubair (1986).

Another approach has been to make local districts or communities responsible for the maintenance
of facilities. Community involvement in facllities maintenance is recommended because It promotes more
careful and responsible use (Aimeida, 1988).

In Paraguay the Ministry of Education bulit schools in communities that promised to maintain them
in good condition. A follow up evaluation after 6 years found that bulldings were still In good condition, with
maintenance provided by the communities. Some communities had even improved their schools.

“Through direct Contributions, fees, school canteens and parties, teachers, parents and others have
not only maintained but have improved the schools left in their stewardship.” (Nicholson, 1983, p.
14)

The Maldives Community Schools Project made communities responsible for construction of their
own schools. These schools were designed to make use of traditional types of spaces and indigenous
bullding rnaterials. The community's commitment to their building insured their maintenance of it (Luthfi and
Zubair, 1986).

In some areas of the Sudan, parents’ council take on the responsibility of school maintenance. Fees
or donations are levied on parents of students. Fund raising aiso includes sale of agricultural products
grown on donated lands (Lyons, 1981).

Community-based maintenance of schools can be part of reforms to transfer some aspects of
governance to local districts or communities. See page 54.



from pages 44, 133
What to Do When There are not Enough Students

In some countries or regions the ratio of students to teacher, or students per classroom is below
the national standard‘ because:

1. population density I~ ! _w;
2. population has declined because of migration; or
3. enroliments have declined because of declining birth rates and aging of the population.

In these circumstances, what can be done to provide full educational services, and to maintain quality?

Policy Option 1. Admit Students Every Other or Third Year

The opportunity to complete all 6 grades (in a 6 year primary cycle) is generated by admitting new
classes every other or every third year. If students are admitted every other year, teachers work with 1st,
3rd, and Sth grade In the first year, and 2nd, 4th and 6th grade in the second year. In the third year the
process Is repeated. In a trignnial system, the first year offers 1st and 4th;, the second year 2nd and 5th,
the third year 3rd and 6th grades. Other combinations are possible.

This policy requires teachers to stay with the same group of students for one or more years, and
to be able to shift from teaching 1st grade, for example, to 2nd grade the following year.

Policy Option: 2. Set up a Network of Schools

This policy generates access to all 6 grades by locating lower grades In some schools, and higher
grades In others. The schools with the lower primary grades are located In the least accesslble areas, so
that small children do not have far to travel to school. These schools *feed” children who have completed
the lower grades to schools with the higher grades. These schools may be located in the center of several
small schools.

The policy Is similar to the cluster school approach (see page 228). The success of this policy
depends on the quailty of school administration (see page 140) and on sufficient resources to permit
communication between teachers in the various schools in the network. Parents often do not want to send
chiidren away from their communities.

Policy Option 3. Use Multigrade Teaching

Schoois with smali student populations can achleve efficiency in the use of resources, and offer ali
grades of instruction, by combining students at different levels in a singie classroom. Because several
grades of students are tavght by a single teacher, this is called a multigrade classroom.

The major requirements for an effective muitigrade classroom are found on page 211. Examples
of application are found on page 202.

Details of how to organize and operate a multigrade school are found in Thomas and Shaw (1992).
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from page 151
Latin American Experiences with Decentralization

Decentrallzation of education from national control was begun in Argentina in 1976; Mexico In 1978;
Chile In 1981; and Colombla in 1986. In none of the countries Is the process complete. And In ncne of the
countries is there a thorough evaluation of the experience. We can, however, iearm something from these

attempts to shiit contro! over education.

Each country kept some responsibliities at the central level, and shified others downward In the
system. The government units to which responsibllities were transferred varied. In Argentina, Colombia and
Mexico, responsibllity passed to state (province) govemments. in Chile, responsibilities were given to 325
municlpaiities. Table 21 shows some of the responsibliities and how they were affected.

Table 21.
Distribution of Some Responsibilities for Education
Following Implementation cf Decentralization

Responsibility Argenting _Chile Colombia Mexico

Resource allocation
School calendar
Curriculum desion
Teacher accreditation
Hiring of teachers
In-service training
Teacher salary schedule
Data collection

School construction

(>lviolvivNoNoNo)w)
(slviololvNoNoNoNe)
("l oNolvivEoNoNoNe]
(=iviololvNoNoNoNe)

Implementation of decentralization has been completed in most but not all of the governmental units
involved. In each country some of the iocal governmental units were either unwilling to take on the
responsibilities assigned to them, or were not competent to take them on. Resistance to decentralization
in Colombia, for example, came from wealthy and well-organized departments that feit they had little to gain
by taking on the rasponsibility of the centrai government. in Chile some municipal governments lacked the
skills necessary to assume responsibllity for running schools.

Results
Argentina was successful in getting provinclal governments to assume the financlal burden for

primary education. Total spending on education as a percentage of GNP increased from 3.89 to 4.91%.
This was not true in the other countries. Central government's share of spending on primary education
actually increased In Mexico. Chile was successful In reducing government spending on higher education
(shifting the burden to the private sector) and increasing spending on primary education. The
decentralization reform had little impact on pattems of finance in Colombia.

Evidence that decentralization contributed to improved efficiency is ambiguous. Internal efficiency
(repetition, drop out and comptetion rates) did improve after decentraiization. But these rates aiso improved
In other countries in the region that did not decentralize. Students/teacher ratios remained essentially the
same in both decentraiizing and non-decentralizing countries.

The impact of decentraiization on student leaming has been assessed only in Chile. Scores on an
8th Grade Achievement test administered between 1982 and 1984 were compared with scores on a updated
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verslon of the test administered In 1938 and 1989. Scores In 1989 were lower than scores In 1982, for
Spanish and mathematics. In additizn, the gap between high-scoring and low-scoring schools widened.

If the soclal class of students Is taken Into account, the most effective schools (in terms of student
achlevement) are the subsidized private schools. Taking soclal class into account, there Is no difference
In test scores between the fee-charging private and public schools.

The subsidized private schools have been particularly effective In low Income nelghborhoods. These
private schools organize drum and buigle bands, require students to wear uniforms, assign more homework,
Involve parents In fund-raising. It Is likely that familles with high educational aspirations for their chlldren
prefer these private schools to less-discipilned public schools. There Is no evidence that the quality of
teaching Is better In the subsidized private schools.

Summary

Decentralization of basic education can be achleved, but full Implementation may take a number
of years. Obstacles to iImplementation Include: resistance from government units that feel they may lose
from the shift of authority and/or resources; lack of competence by local governments to manage
rasponsibliities; lack of consensus with regard to objectives to be achleved through decentrallzation.

Decentralization does not necessarlly lead to Increased local spending on education. In addition
to transferring responsibllity for finance to local units, the central government has to give these units the
capacity to mobllize resources.

Decentralization does appear to Improve Internal efficlency, In terms of repetition, promotion and
completion rates. On the other hand, there s as yet no evidence that local control of schools Improves
quality of teacher or levels of leamning overall. Improved quality depends. on Increased participation by
teachers In the design and implerentation of Innovative programs.

Decentralization requires that the central ministry carry out continuous monitoring of local units, In
order to correct problems of incompetence and Inequity. In effect, the central ministry has to become more
informed about local schools than It Is at present.

Based on Prawda {1992).
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from pages 143, 145

Improving Administration at the Local Level

There Is a strong relationship between effactive schools and the role of the school administrator
or manager. Research says that effective school administrators are instructional or curricuium leaders:
student-centered, persistcnt, aggressive; and, that they Initiate action for change (Lelthwood, 1989).

The following Is a partlal iist of policies to develop and maintain effective school administrators
or managers.

1. identify how schools should be improved, intemaliy and in terms of school-community
reiationships. Assess the relative iImportance of each problem in terms of the capabiiities of the
education system and its perscnnel.

2. invoive district officlals and school administrators in efforts to prepare, design, plan, and execute
programs to accompiish school improvement.

3. Create policies for identification, recrultment and career movement of school administrators.

4, Establish programs for careers in school administration. These programs should include general

competence In flelds not covered by academic courses; contaci between administrative trainees
and active schoo! administrators; and, opportunities for supervised practice as school
administrators or managers.

5. Create programs to support and guide newly appointed schooi administrators or managers.
One suggestion would be to pair new administrators with more experienced colleagues
(mentors).

6. Specify the general direction and standands for categorizing school administration or
management positions. Develop guidelines for duties and responsibilities.

7. Deveiop methcds to assess administrators’ or managers' performance of professional duties.

8. Provide opportunities for school administrators to familiarize themselves with and analyze far-
reaching social questions.

9. Develop external support for such activities as the recrultment and selection of school
administrators or managers; the development and/or Improvement of pre-service and in-

service training; the selection of models for self-assessment, etc. Such support may come from
universities, consultants, international organizations, professional organizations, etc.

(based on Stego, 1987)



from page 137
Evaluating and Reporting About School Programs

Education authorities, policy makers, district and school administrators and managers often have
to evaluate school programs and prepare reports on thelr findings. Sometimes specific data are
misused to make incorrect statements about the state of education systems. Sometimes the reports do
not communicate effectively the accomplishments of the system. This may weaken public support for
education. It may decrease pareats’ confidence In the importance of education for their children.

4

What can educators and policy makers do to prepare effective reports about the education
system? The following profile offers a format that might be useful when evaluating and reporting about

school programs.

Program Dascription

Include here a description of the program. The evaluation may have already taken place or you
may be preparing for an upcoming evaluation process.

If you are writing about a particular school or school district, include Information about the
students, their families, and the community. Include information about any other imporiant variables in

your education system.
Pr m v

Include In this section objectives for knowledge, skills, attitudes, understandings, and
appreclations. State the objectives In terms of expected student performance.

Describe the criterla against which the program will be evaluated. Explain how students,
teachers, parents, administrators, policy makers will know that the objectives have been attained.

Pr m Content

In this section describe information such as the concepts, knowledge, curricula, etc. that the
students have already learned or that they will be learning. A description of the program content should
be limited to this particular program and its objectives.

Program Processes

What are the processes that students will learn? Some examples are classifying, declding,
solving, performing, creailng, etc. What are the attitudes and values that students will acquire? These
might be respect, fairness, honesty, sense of humor, cooperation.

Program Evaluation

You may declide not to evaluate all the objectives of the program. However, once you have
chosen the objectives to be evaluated, you should decide how they will be evaluated and when thy
evaluation will occur.

After you establish what Is to be evaluaied, you must decide who will be evaluated. In most
cases you wlll be considering student performance, but the objectives might require evaluations of
parents or even teachers as part of the evaluation design.
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Evaluation k

Prepare an outline that Includes the objectives, which factors will be evaluated for each
objective, and the Instrument (achievement tests, checklists, etc.) that will be used in evaluating the
factors.

Data Analysis

Before you prepare this portion of the report, you should have examined the data with various
constituencles. These can include teachers, administrators, supervisors, etc. Your discussions will
center around the meaning of the data, the concluslons you can draw, the likely recommendations, any
alternatives, factors to be discussed, and so on.

When it is completed, this section of your report will present the data in summary form.

Program Report

What can be Included in a public report? In addition to a brief description, the objectives, and
evaluation procedures, include a summary of the results and what they mean. Include any concems or
cautions that should be consider>. when interpreting the data.

The report should be concise. Present data graphically. You will probably want to hold
meetings to discuss the report with groups most directly affected by it, such as parents, teachers,
community groups, etc.

Agenda for the meetings should include discussion of the repon, alternative programs that might
be considered and the impact on personnel, finances, and resources.

(based on DeRoche, 1987)



242

from pages 25, 35, 153

A Matrnix For Curriculum Evaluation

To use this matrix, fill in the blanks with a curriculum focus or component. You might choose,
for example, problem solving In primary math. You would then write "problem soiving in primary math®

In the blanks and answer the questlons.

The answers to the matrix questions will ald you in evaluating the existing curriculum as well as
provide an agenda for curriculum revision/reform. .

Planning
Deslgn
What are
the needs
for
In today's
soclety?
Planning
Instructional
Means

What lessons,
activitles,
and methods
enhance the
teaching of

?

implementat!

What are today’s
priorities for

in soclety,
business,
communication,
and In schools?

Implementation

What classroom
communication,
environment,
and sequence of
events are
required to
facllitata

Outcomes

What expression
of

can be found In
the education
system'’s goals,
phllosophy, and
written curricuium?

How do we know
that the
teaching for

has been
succassful?



g
=
=

Learner

Planning

What
curricular
material,
media,
facllitles,
teachers,
and
resources
are needed
to facllitate
the teaching
of ?

Planning

What type of
preparation
will the
teachers and
staff need

to teach or

facilitate
?

Planning

How does the
learner
recognize and
respond to a
situation

which demands
a

response?

(based on Hill, 1988)

Implementation
By what
criteria
have we
acquired the
the best
resources to
facilitate

?
Implementation

Is the Inservice
consistent with
actual strategles
and processes
that the teacher
will use in the
classroom?

Jmplementation

What are the
optimum
conditions and
personal style
of the learner
engaged In

?

Outcomes

Arg these
resources used
and do thay
facilitate the
the teaching
and learning of
?

What
teaching
strategies
were actually
developed in
the teachers
through the
inservice

staff
development?

LQutcomes

In what
situations
can our
learners

apply
skills?



from page i21

Textbook Evaluation:
Characteristics and Properties of Good Textbooks

The check list that follows may be helpful In evaluating textbooks.
1. The textbook contributes to helping teachers and students attain curricuium goals.
2. The text has a recent copyright date (within five years).

3. The content of the text:
-covers all or most of the course to be taught;
-Is up-to-date;
-accurately portrays minority groups;
-accurately reflects ethnic cultures and life styles;
-Is free of raclst materials and connotations;

-presents controverslal Issues objectively, and accurately refiects representative points of

view;

-and, provides material or examples of how the concepts or contents are correlated with

other subjects.

4. Concepts, generalizations, and relationships are clearly and accurately presented. They are
developed from concrete to abstract when and where it Is appropriate.

5. Students find the extbook interesting to read.

6. Most students find the textbook easy to read.

7. The textbook highlights new and difficult words.
8. Graphs and tables are clearly lllustrated and easy to read.
9. Dlagrams and scale drawings are clearly iilustrated and easy to read.

10. The text has:
-a table of contents;
-an index;
-main Ideas at the beginning of each chapter or
subsection,;
-directions that are clear and complete;
-summaries appropriately placed throughout the chapter;
-chapter summaries and reviews of the concepts,
generalizations, and relationships.

11. New Ideas are introduced through motivating soclal or personal situations or issues.
12. Quotations or other authoritative sources are used to highlight concepts or content.

13. The textbook contains recommended readings for students.



14.

15.

16,

End-of-the-chapter activitles:
-are interesting and stimulating;
-require students to apply concepts or cuntents;
-emphasize creative problem solving;
-provide for immediate pra.tice of a skill; and,
-Include several forms of questicns.

The “oxtbook is attractive, colorful, well-designed with a type-size .hat is easy for students to
read.

The textbook binding and page-waper Is strong enough to withstand student use over a number
of years.

(based cin DeRoche, 1987)
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