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Why No Table of Contents

There 1s no table of contents for this workbook because the mate-
rial 1s not organized into chapters There are, however, two mam
sections

Pages 0-157, where the odd-numbered pages contain a series of
questions that you will answer about education 1n your country, and
the even-numbered pages contain information that may help you
think about the questions beimng asked 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

Pages 159-244, which contain information about programs to 1m-
prove education, you will be directed to this section after having
answered a ser1es of questions across the odd-numbered pages in the
first section

There are several ndexes 1n the workbook which will help you find
the nformation you seek

the “even-numbered pages” index on page 245,

the list of tables on page 248,

the list of figures on page 249,

key topics on page 250, and

the mdex of authors and references beginning on page 254

There are several 1cons which appear throughout the workbook These
have been included to help you locate information quickly or to help
you 1n cross-referencing the material

Administration  Buildings and Costs and Curriculum
and Management Facilities Finances and Materials
Policies and Students Teachers Women

Planning and Girls
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Introduction

This manual 1s written for education planners, managers and
policy makers 1n developing countries It was designed for people with
little or no training 1n social science or economic research We believe
1t will be most useful for people responsible for decisions that directly
affect what happens 1n schools ! We hope 1t will contribute to the
effort to obtain education for all

The nations of the world, concerned about education for all, seek
two objectives

1 to provide some kind of education to all children, and
2 to make that education as good as 1t can be

This manual relates what has been learned 1n recent years about
access and quality in basic education One key lesson 1s that access
and quality 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 1ssues that policy makers have to consider to 1m-
prove their education systems

Improvement 1n any organization depends on

1 availability of qualified persons and physical resources that match
the requarements of the situation,

2 effective actions and efficient use of resources, involving the i1ssues
of what and how and when, and

3 careful monitoring of consequences to correct the imtial plan and
adjust to changes 1n the situation

This manual will help you to identify the kinds of qualifications
that people require to improve basic education The manual discusses
the amounts and kinds of physical resources appropriate to different
situations It provides examples of programs that have been effective
in other countries The examples show how people and resources can
be combined 1n various ways to generate change Different goals can
be met by the same combinations of resources and people The same
goals can be met through different combiations

This manual 1s for people actively involved 1n the process of educa-
tional improvement Progress will come faster, we believe, if you can
make use of knowledge gained through experience Use of research
carried out by others can speed up the process of change The 1m-
provement of 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
mnformed about what policy analysis can, and cannot, offer as tested
solutions You will be made aware of the complex set of factors that
you, as policy maker, will have to take into account Hopefully, you
will also see that, although complex, the task of improvement of
education 1s not impossible

Note
1 Anumber of other sources of assistance are included i the Bibliography of this
Manual See page 161 for specific recommendations



How to Use this Manual
There are at least four ways m which you can use the manual

1 Furst, for diagnosis We ask you to describe what you think 1s not
working well in your country The manual takes you through a series
of questions intended to focus on the specific 1ssues you consider
most problematic

Facing each page with questions 1s a page that reports pertinent
research or statistics These data may serve as a standard against
which to compare your country

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

1 enrollment of all children,
2 1 programs in which they learn content valued by society

Page 1 asks you to indicate whether you are satisfied with your
country’s achievement of these goals The statement you choose as
most appropriate directs you to another page You are carried 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 diagnosis of your system and
have 1dentified the major problem areas In that case, you may wish to
turn to page 11, which provides a more detailed list of problems

2 Second, the manual can be consulted as a source of 1deas for
improvement Pages 159-244 describe a variety of policy options that
different countries have adopted to improve their education systems
Each page describes what was attempted and some of the conse-
quences of different programs

Any new program affects and 1s affected by other activities in the
education system Most new programs will not work effectively 1f
changes are not made also 1n other parts of the system We provide an
mdication of other factors that must be taken into account if the new
policy option 1s to work effectively

3 Third, you may find the manual a source of information about
which factors most mnfluence the performance of education systems
Beginning on page 250 we present an index of all the variables and
factors discussed in the book On the page(s) indicated appears a
short description of the research findings, and suggestions for further
reading

The Iist of research 1s as comprehensive as possible If you do not
find the kind of information for which you are looking, 1t 1s quite
possible that educational research has not yet addressed that 1ssue In
some cases, perhaps, you will find that research on a particular ques-
tion has not yet been done 1n your country

4 You could, therefore, consider that the manual presents an agenda
for research It suggests the kand of information useful in the policy
formulation process



Reading the Diagrams

The decisions and plans to make education systems more effective
are called policies In some cases the “central” management of the
education system will be located at the level of the mumicipahty 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 happens 1n classrooms

We use diagrams to suggest the range of policies that can be taken
to 1mprove learning

The diagrams can be interpreted as follows

a An arrow from one term or factor, e g, from A to B, 1s read as
meaning “A affects B” or “A leads to B” or “A produces B ” For
example, the following 1s read as stating that “more time spent
trying to learn the curriculum results 1n more learning of the
curriculum ” The sign on the arrowhead, + or -, indicates whether
increases 1n the first factor increase the second (+) or decrease the
second (-)

Time SpentTrying to + ) Amount of Learning
Learn the Curriculum of the Curriculum

b When a particular outcome has more than one direct antecedent,
all are represented For example, the following diagram 1s read as
saying “student absenteeism 1s a joint product of the distance
student lives from school, frequency of illness, and family demands
on time”

Distance from School t b
+ Frequency of
Frequency of lliness P Student
Ab
Family Demands + ' sences
onTime

¢ Some factors do not operate directly to produce outcomes, but
mstead facilitate or constrain the effect 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 that regulates the flow along the
horizontal arrow

Time Spent Trying to + P Amount of

Learn Learnin
+T g

Ability to Learn




d Insome 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
special skills, the teacher must have them, an easier curriculum
could be taught well by a teacher with fewer skills

Amount of Learning
What the Curriculum Requires

the Teacher to Know ————:I_ +
What the Teacher Knows —:l_

Almost all the “factors” we have included in these diagrams refer to
policies that can be taken by the central management of the educa-
tion system We know, as do you, that 1t 1s what teachers do in class-
rooms that directly determines how much children learn What
teachers do 1n classrooms depends, however, on a number of factors
These include the teachers’ training, access to materials, and the
qualities of the students In other words, teacher effectiveness 1s
conditioned by the actions of others, including policy choices



Now you can begin by turning to page

1, to identify problems in basic education 1n your country, or

11, to find a more detailed list of problems, or

159, the section that 1dentifies programs to improve education, or
248, which lists the tables included in the manual, or

250, which lists topics discussed n this manual, or

254, to find a hist of the various authors cited 1n this manual, or

257, to find the bibliography cited in the manual



Can We Learn Anything from Others’
Experiences?

There 1s a remarkable variety 1n the organization of education,
even though there are striking similarities i the goals pursued The
purpose of education systems 1s everywhere the same the learning by
students of the knowledge, skills, and values contained 1n the curricu-
lum The means used to achieve those objectives, however, differ
according to national and local circumstances Here are four ex-
amples

1 In all countries, major emphasis 1s placed on the learning of
language, which takes up about 35 percent of the curniculum Math-
ematics 1s second, occupying about 18 percent of the curriculum
These emphases are constant across countries irrespective of their
culture, former colonial status, or level of economic development
(Benavot and Kamens, 1989)

2 The length of the primary cycle vares from only four years in
some countries, to nine years 1n others, with shghtly more than half
the countries requiring six years to receive the primary certificate
(UNESCO Statistical Year Book) Countries vary in both the number of
days in the school year, and the number of hours in the school day
The worldwide average 1s reported to be 879 instructional 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 modern
school Insome 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 1n how
much prior academic education 1s required, and 1n the length of the
traimning period In some countries, many teachers have as little as six
years of schooling, while 1n others most are at least university gradu-
ates (Dove, 1986)

Education 1s everywhere similar, but different We can learn from
the experiences of other countries, even when we can not copy what
they have done



Start questions and answers here

Education systems serve multiple purposes, and suffer multiple 1lls

Which of the following statements best
describes your major concern about basic
education?

=» Not all children enroll in basic education, either public

or private If this statement matches your concern, go to page
3

=» Ali children enroll, but not all complete basic education
or learn as much as 1s expected If this statement matches
your concern, go to page 5



Difficulties in Estimating the Supply

of Schooling

L

Estimates of the supply or availability of schooling are difficult to
make This 1s because enrollment statistics represent the joint effect of
supply and demand We can have data on the number of schools 1n
each country, but the term “school” can describe several situations
For example, some schools may be without buildings, others with only
one or two classrooms, and others as many as thirty classrooms Many
munistries do not collect data on numbers of classrooms

The table below presents information on numbers of teachers, and
ratios of students per teacher As you can see, student-teacher ratios
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 stu-
dent-teacher ratio If schools are located only in urban areas, on the
other hand, the student-teacher ratio may be high Anincrease in
student-teacher ratio may, as mn the case of Burund, represent a
change from single to double shifts Because the Burundi government
used the same teachers for both shifts, the ratio of students per
teacher increased, but so did availability of schooling

Table |

Net Enrollment Ratios' and Student-Teacher Ratios

Country

Paraguay
R Korea
Egypt
Turkey

S Yemen
Nigeria
Benin
Burundi
Palistan
Ethiopia

Notes
I Or NER defined as

980 and 1985 in Selected Countries?

NER (%) Students/Teacher
1985 1980 1985
952 27/1 25/1
939 48/1 38/1
859 40/1 43/1
753 27/1 31
715 28/1 26/1
632 43/1 44/1
507 48/1 33/1
44 4 35/1 56/1
425 32/1 33/1
264 64/1 48/1

6 to |1 year old children enrolled as a proportion of the

6 to | l-year old population

2 Adapted from Lockl

heed and Verspoor (1991) Table A 9 pp 289-294




from page |

E nrollment mn school 1s the result of two kinds of factors
1 demand by parents for schooling for their children, and
2 the existence or supply of a school the children can attend
(Anderson, 1988)
In your country, which of these two factors

appears to be most important in explaining why
not all children are enrolled in school?

=»> Because there 1s no school for them to attend, some
children never enroll Include here a situation in which
school buildings exist, but are so overcrowded that
children seelang enrollment are turned away If this 1s
your situation, go to page 7

=» Some children never enroll in school because their
parents do not enroll them If this is your situation, go to
page 9

¢ For more information and discussion, see page 2

Figure |
Factors that Determine Total Enrollment

+T+

Supply of Schooling

Demand for Schooling - Number of Children Enrolled



How Can We Know How Well Schools Are
Doing?

Developing country education systems do not perform as well as
systems 1n the early-industrialized countries This 1s the conclusion of
studies that compare the academic achievement of students on
international tests

Table 2 below reports results from International Association for the
Evaluation of Educational Achievement tests, translated into natronal
languages

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

General Reading
Arithmetic Science Comprehension

Country (grade 8) (grade 6) (grade 6)
Japan 60 6l —_
Netherlands 59 48 69
Flemish Belgium 58 53 65
Franc Belgium 57 48 74
Hungary 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

— ndicates no data available
Adapted from Lockheed and Verspoor (1991) p 13

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

1 The comparisons of test scores are made only on 1tems common to
all countries They are not necessarily a good measure of all that 1s
learned 1n a subject for any country

2 Relative standings do not indicate whether 1n any country an
acceptable standard of performance 1s attained What 1t 1s
important to know in Malawi 1n general science should differ from
what 1t 1s important to know 1n Japan, or Hungary, or the United
States How much knowledge of arithmetic 1s required to be a good
crtizen, or productive worker, or responsible family member, will
vary from society to society

3 Itis also impossible to assess whether the level of difficulty of test
1tems remains the same when they are translated from one
language to another

=» See pages 169 and 228 for critiques of standardized tests
=» See page 227 for an example of successful use



from page |

E nrollment 1n school 1s necessary for achievement of the goal of
an educated population, but 1s not sufficient

Which of the following statements most closely
approximates the situation in your country?
=» Many students complete the basic education cycle, but

only after repeating one or more grades If this statement
matches, go to page 129

=» Many students repeat and dropout before completing
the cycle [f this statement matches, go to page 131

=» Even those students who complete the cycle without
failing even one grade learn too little of what 1s
expected If this statement matches, go to page 11

¢ For more information and discussion, see page 4

Figure 2
Total Learning Enrollment and Quality

Number of Number of Students
Students P Who Learn Amount
Enrolled Expected
- +
Dropout Quality of

Rate Schooling



Reasons for the Gender Gap in Enrollments

The enrollment rates of boys and of girls sometimes differ because
the supply of schooling 1s not the same for each group A gap can also
occur because of differences 1n the demand for schooling

Table 3 compares the ratio of female to male students at different
grade levels In some countries (e g, El Salvador) there 1s little dispar-
1ty between male and female enrollments, although the gross enroll-
ment ratio (GER)! 1s not huigh In other countries (e g , Egypt) although
the GER 1s higher, there 1s a large disparity or gap between enroll-
ments of boys and girls For a categorization of countries according to
amount of gender gap 1n enrollments see Anderson et al (1989)

In some countries female enrollments decline in the upper grades
This may be because as girls approach the age of puberty they are
withdrawn from (co-educational) schools by their parents In some
cases, this withdrawal 1s justified with religious explanations In other
cases, parents say they withdraw therr children to work in the house-
hold or in income-generating activities In other countries, the relative
proportion of girls increases 1n the upper grades, as boys find wage-
paying jobs 1n the labor force (Stromquist, 1989)

o Table 3

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

GER Ratio Female/Male Students
(1985) Grade | Grade 3 Grade 5

Mali 2i6 60 60 58
Guinea 303 50 46 39
Ethiopia 337 65 59 6!
Sudan 498 65 67 70
Burund 525 83 76 66
Benmn 647 52 51 49
El Salvador 751 96 99 10l
Nepal 822 45 40 37
Egypt 870 8l 79 75
Algeria 930 83 80 76
Zaire 942 77 69 70
Philippines 1062 92 93 98
Indonesia 1176 93 93 93

Adapted from Lockheed and Verspoor (1991) Tables A 2 and A 4 pp 247 252 259 264

Note
1 Theratio of total enrollment to number of children of school age



from pages 3, 135

Around the world, opportunities to go to school vary consider-
ably, according to

1 where children hive,

2 their gender,

3 their physical condition and health, and
4 the stability of their residence

Is this true in your country? If so, which of the
following describe the situation of limited
opportunities for enrollment?

=» Rural children are more affected than urban children If
this is true, go to page 13

=*» Girls are more affected than boys If this is true, go to page
15

=» Handicapped children are affected If this is true, go to
page 17

=» Nomadic children are affected If this is true, see
descriptions of programs on page 162

=» Refugee children are affected If this is true, see
descriptions of programs on page 163

If the lack of space in school affects all groups
equally, which of the following is true?

=» There aren’t enough school buildings If this is true, go to
page 19

=*» There aren’t enough teachers If this is true, go to page 21

€& For more information and discussion, see page é



Demand for Education

b e

Families seek education for their children when they beleve that
the education will contribute to the benefit of the children or the
family These benefits can be rehigious, social, or economic

There are significant differences 1n the amount and kind of educa-
tion that famihies seek for boys compared to girls, and these are often
justified by reference to religious teaching These distinctions are not
clear in the fundamental doctrine of world rehigions, but are enforced
by reference to mterpretations The Koran, for example, begins with a
call to read, and teaches complementarity between men and women
In some Islamic countries, however, education for girls 1s severely
limited while 1n others men and women have equal levels of opportu-

nity

Differences in demand for education vary also as a result of eco-
nomic expectations of parents Children are more frequently sent to
school when 1t 1s believed that their employability 1s greater with
education The more highly educated the parents, the higher their
expectations and, therefore, the greater their demand for education of
their children

Education improves a child’s social status, which can enhance the
social position of the family in the community Education may, for
example, improve the ability of a family to arrange a marriage favor-
able to the family’s interests (Stromgquast, 1989)

In most countries demand for education 1s high, and exceeds
supply This 1s true even among poor and supposedly “backward”
rural families The value of education 1s well-understood, and poor
families make proportionately greater sacrifices to educate their
children than do families with greater wealth or income (Tsang, 1989)

Furthermore, demand for education increases with supply That 1s,
as more children go to school, the importance of schooling increases
Education, or the certification that schools give, replaces traditional
methods of signalling the intellectual and social capabilities of an
mdividual The process 1s “inflationary” Once most children go to
primary school, a primary school education 1s no longer enough to set
a child apart Demand increases for secondary education When there
are more secondary school graduates 1n the labor market, employers
prefer to hire them over persons with only primary schooling



from page 3

even when space 1s available Some families look with disfavor on

education of girls In other cases, family income 1s too little to
enroll all children This 1s more likely to occur 1n rural areas and
marginal urban areas, and when schools charge fees, or families are
expected to purchase textbooks, dress their children in umforms, or
pay for transportation

I n some countries not all families enroll their children in school,

Which if any of these factors operate in your
country to imit demand for education?
=*» Families do not enroll some of their children because of

cultural or religious factors If this 1s your situation, go to
page 23.

=» Families do not enroll some of their children because
they can’t afford to provide education for all their
children |[f this is your situation, go to page 165

¢ For more information and discussion, see page 8

Figure 3
Factors that Influence Demand for Schooling

Culture
+
Family Desire + > Expressed Demand
for Schooling for Schooling
Rellglou%‘ +T

Beliefs Family Ability to

Meet Costs



Factors that Contribute to Learning

The concept of quality 1s widely used 1n education, but often with
different meanings Among recent works on quality of education in
developing countries are studies by Fuller (1989) and Heyneman and
Loxley (1983) Consult the index for a more complete listing of re-
search on this topic See also page 241

The term quality 1s used to refer to

1 characternstics of the factors that go into the education process,

2 aspects of the process 1tself, or

3 the outcomes of the process

The diagram on page 11 1s one version of how various factors affect
one kind of quality, the amount of learning that students experience

Opportunities for learning come about as the result of policies of
the central management Policies that affect the quality of the curricu-
lum, instructional materials, administration and teaching, and time
spent on trying to learn, can increase opportunities for learning The
impact of opportunities for learning 1s mediated by the “teachabihity”
of the students, or how much students are able to learn in a given
period (see page 40)

Note that in the model, improvement of any one of the six factors
will have an impact on the amount of learning Three of the factors
have multiplier or mediating effects, that 1s, the result of including one
of these 1s more than a simple addition

1 The quality of maternals affects the impact of the quality of the
curriculum

2 The impact of amount of time on the task 1s affected by the quality
of teaching

3 The teachability of the students affects the impact of opportunities
for learning

In the diagram on page 11 we have indicated that the quality of
admimistration 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
mstruction



from pages 5, 57, 87, 129

satisfied with the outcomes of the education process in your
country The questions that follow ask only about the quality of
mputs and the process that contributes to outcomes

Y ou are on this page because you have stated that you are not

Which of the following do you believe is the
major source of your dissatisfaction?

=» The quality of the curriculum If this 1s critical, go to page
153

=» The quality of teaching If this is critical, go to page 53

The quality of administration and supervision If this 1s
critical, go to page 43

=» The amount of time spent on teaching and learning |[f
this 1s critical, go to page 63

=» The quality of the instructional materials If this 1s critical,
go to page 111

We have used the concept of quality here to refer to inputs to the
education system There are, however, several other definitions of the
concept of quality Go to page 241 to read more about definitions of
quality Go to page 243 to read more about the stages of improvement
m quahty

¢ For more information and discussion, see page 10

Figure 4
Individual Learning Time, Quality, Expectations

Curriculum
Teaching
Quality of Supervision
+/ Matenals
Time Spent on + o Amount of
Teaching/Learning Learning

Assumptions

of School |
Characteristics I

of Students



Recruiting Teachers to Work in Rural Areas

Many countries find 1t difficult to staff rural schools The reasons
mclude

1 apercewved lack of physical amenities and cultural attractions 1n
rural areas

2 actual or percerved higher costs of teaching in rural areas, as these
affect immediate income or opportunities for future advancement

3 ethnic, racial, or inguistic differences between inhabitants 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 1n rural areas, against single
women living alone

There 1s no comparative research on the factors that make 1t
dafficult to recruit teachers for rural schools

Simularly, there 1s no systematic research on which policies are
most effective 1n overcoming this problem

The best we have 1s a careful reflection (by Dove, 1986) on the kinds
of policies that might be effective Dove analyzes the kinds of reasons
persons might have for becoming teachers Some persons are moti-
vated 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 earns is sufficient, non-economic
mcentives may become more important

Some countries offer financial packages to attract teachers to rural
areas These often include salary increments or premiurns, and hous-
Ing or a housing allowance These may be helpful in attracting persons
to rural 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



from page 7

E nrollment 1n school requires the fulfillment of three conditions
1 there has to be a building or some place identified as a school,
2 there has to be a teacher, and

3 1t has to be possible for the teacher to take on another student

Which of the following explains why some
children who want to go to school do not?

=» There isn’t enough space available in existing facilities
If this 1s your situation, go to page 19

=» There aren’t enough teachers If this Is your situation, go to
page 21

=» There are buildings and teachers, but there are many
students repeating grades who take up space and keep
out new students If this is your situation, go to page 129

¢ For more information and discussion, see page 12

Figure 5
Supply of Schooling and Repetition
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Investing in Education of Girls

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

Countries that have spent more on providing primary education to
girls tend to have

* “higher economic productivity,

* lower infant and maternal mortahty, but also lower fertility
rates, and

¢ longer life expectancy for both men and women

than do countries that have spent less (King, 1990, p 6)

”»

Also important 1s the disparity or gap between spending for girls
and spending for boys The closer the amount of spending for the two
groups, the greater 1s the contribution that education makes to devel-
opment and economic growth In those countries where there 1s a
large gap between education of boys and the education of girls,
economic growth and social 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 i general
increases their productivity, provision of primary schooling to
women may make the difference between subsistence and surplus
conditions

2 Women also make an important contribution to the nutritional
and health status of the home Particularly where men are drawn
into the wage labor force and are absent from the household,
mothers have primary responsibility for child-rearing, food
purchasing, and food preparation

3 Insome economies women increasingly are participating in the
labor force, erther as single mothers or as wives Educated women
earn higher mcomes than those without education They can apply
that mcome to the improvement of conditions in the home, such
as improved nutrition

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

=» See page 215 for ways to increase education for girls



from page 7

I he means by which education systems discriminate against girls
in favor of boys can vary from country to country

How is it in your country?

=*» Your country requires separate buildings for boys and
for girls, but there are not as many facilities for girls as
for boys If this is true, go to page 27

=» Your country has co-educational facilities, but not
enough schools for all boys and girls Boys are admitted
first If this 1s true, go to page 19

=» Discrimination against girls occurs because your
country requires female teachers for girls, and there
are not enough female teachers If this is true, go to
page 21

In developing countries expenditures on women'’s education have a
greater impact on economic growth than do expenditures on educa-
tion for boys (Crouch, Spratt and Cubeddu, 1992) From the point of
view of national development 1t would make sense to remove all
barriers to education of women

See also Floro and Wolf (1990)

¢ For more information and discussion, see page |4



Who is Handicapped?

The term handicap varies 1n definition and 1n acceptability Gener-
ally the term includes children who are blind (sometimes called
visually impaired or visually disabled), children who are deaf (hear-
ing impaired, hearing disabled) and children with other physical
mmpairments that hmit their participation 1n activities considered
mmportant to the learning process Sometimes the term includes
children who are termed mentally imparired, that 15, those who are
thought to lack the intellectual abihity or mental stability to be able to
benefit from schooling

Persons with “handicaps” often develop special skills to compen-
sate for their “deficiency” For example, the blind develop a keen
abihity to distinguish and remember sounds Deaf persons often
develop a capacity to understand speech from the movement of a
speaker’s ips Persons without these impairments less often develop
these abiliies They also place a lesser value on these abihties than on
those they themselves have developed

The “handicap” of a person 1s, therefore, 1n relation to the abilities
of the majority Other, less-often recognized “handicaps” might
include lack of fammliarity with the dominant culture, lack of fluency in
the dommant language, or, in some circumstances, not being of the
dominant gender

Schooling often 1s designed only for the dominant In this case
schools 1ignore the diversity of the population that makes up a dy-
namic and progressive country In effect, schooling creates handicaps
for some students

A few countries have provided separate educational opportunities
for these children In most cases the education provided 1s of lesser
quality than that provided in most public schools

Other countries have decided that 1t 1s unjust to deny these chil-
dren access to the education provided to others different from them
As aresult, handicapped children are now bemng incorporated nto the
daily routine of regular public schools

The process 1s called mamstreaming Research shows that handi-
capped children learn more when they are mainstreamed than they
do 1n special facilities There 1s no negative effect on the cognitive
learning of children without “handicaps”, on the contrary, their social
development 1s enhanced by contact with persons different than
themselves Also clear 1s that the learning capacity of these “handi-
capped” children exceeds what 1s generally presumed



from page 7

In your country, which of the following is why

there are not enough opportunities for

handicapped children to attend school?

=» Separate facihities are required for handicapped
children, and there aren’t enough buildings to

accommodate them If this matches your situation, go to
page 19

=» Speaially trained teachers are required and there aren’t
enough If this matches your situation, go to page 21

For an example of a program for handicapped children, go to page
177

¢ For more information and discussion, see page 16



How Much Should be Spent on School
Construction?

If students learn as much m inexpensive school buildings as m
expensive buildings, we should build less expensive schools Saved
resources can be used to expand access, or to improve quality

Data from the World Bank (Lockheed and Verspoor, 1991) indicate
that Sub-Saharan African schools built with local materials cost only
one-third as much as schools built to “international” standards

Table 4
Cost per Student Place for Local versus International Construction Materials

(US$)

Country “Brick and Mortar” Local Matenals

Senegal $593 $175

Central African R $478 $176

Burkina Faso $549 $203

Mauritius $355 $183

Chad $460 $156

Mali $417 $ 226

Source Lockheed and Verspoor (1991) p 179

At most there 1s only very weak evidence that quality of buildings
makes a difference to learning Although some sort of building 1s
necessary for a school to operate effectively, many studies show httle
or no relationship between the type of construction, the amount of
ventilation and illumination, physical condition of the roof, walls, or
furniture, and student learning (Fuller, 1987)

For example, 1n Pakistan researchers found no difference between
schools with high scores on an external achievement test in math-
ematics and science, and those with low scores, with respect to the
condition of the buillding and whether children had desks or chairs
(Warwick, Reimers, and McGinn, 1990)

Perhaps other factors are much more important in producing
student learning For example, suppose the difference between
effective and ineffective teachers 1s very large, much larger than the
effect of buildings Suppose also that teachers are assigned randomly
to buildings In this case we would see only the effect of teachers

A few studies do report that quahty of the building makes a differ-
ence (Mwamwenda and 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 1s the impact of effective teachers

=» For another point of view see page 78



from pages 7, 13, 15, 17, 45, 91, 133

I here are at least three ways to overcome himited availability of
school buildings

The first 1s, of course, to construct more

4B
Do any of the following account for the lack of 9
buildings? P

=» There 1sn’t enough money for construction If this is so,
go to page 29

Land isn’t available for school sites |f this is so,go to page 31

=» Poor planning Buildings were put in the wrong places,
not enough buildings were put up Iin time If this 1s so, go
to page 45

A second response to a projected shortage of school buildings 1s to
attempt to extend the useful “life” of those currently built This can be
achieved through improved maimntenance See page 230 for two
examples

It 1s also possible to use buildings more efficiently and intensively
See page 166 for examples

A third possible response 1s to make use of other structures not
originally designed to be schools

Would it be possible to use other buildings as
sites for schools?

= If YES, see page 213 for policy options

¢ For more information and discussion, see page |8

Figure 6
Increasing Available Space
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Salaries for Teachers Explain Most of Cost of
Education

Education 1s a “labor intensive” industry Salaries and benefits for
teachers are the largest line 1item 1n the budget of all ministries of
education Salaries generally amount to more than 90 percent of the
total

The starting level of teacher salaries varies from country to coun-
try The amount depends on the relationship between demand for and
supply of teachers, the structure of wages in the country, and the
political strength of teacher associations or unions

In most countries teachers receive salary increments 1n relation to
years of service and to further training and education This means
that two countries with 1dentical starting levels of salaries may spend
sharply different amounts on salaries because teachers in one country
have more years of service than teachers in the other

In recent years teacher salaries in many countries have declined as
a proportion of GNP/capita In some countries teacher salaries in
1985 1n umts of constant currency were only 50 percent of what they
were m 1970 (International Institute for Educational Planning, 1989)

This decline has been attributed (e g , by Reimers, 1990) to deci-
sions that governments have made about how to respond to pressures
from the International Monetary Fund to reduce overall government
expenditures Some countries chose to reduce spending on education
In most cases this was accomplished by not matching allocations to
education with the mflation rate or expansion of enrollments Teacher
salaries were held constant Not only did the real income or purchas-
mg power of teachers decline, but governments also did not hire
enough teachers Class sizes increased

It 1s politically easier 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 teach-
ers exceeds the number of available positions, independent of
whether all children are enrolled 1n school or the ratio of students to
teachers

The net effect of reduced salaries appears to be a reduction 1n the
quality of education Repetition and drop out rates have increased,
and public complaints about how little students learn are more
common

=» See page 84 for some data on teacher salaries relative to GNP



from pages 7,13, 15, 17, 91, 95, 133

The supply of teachers has been used in several ways First,
countries have enrolled all children in school Some have then
reduced class sizes Others have raised requirements for certification

S ome countries have had great success 1n producing teachers

Even countries with relatively low levels of GNP per capita have been
able to produce enough teachers

The factors imnvolved are

1 the overall supply of persons with the level of education considered
necessary to be a teacher,

2 the level of teacher salary compared to other persons with similar
education,

3 the cost of training, and

4 how long people stay in teaching once trained

Which of these statements applies to your
country?

=» There’s not enough money to hire additional teachers
If this i1s your situation, go to page 33

=» There 1s a rapid turnover rate in the teaching force If
this 1s your situation, go to page 77

=» There aren’t enough people who want to be trained to
be teachers If this is your situation, go to page 85

=» Too few people achieve the minimum level of education
necessary to become a teacher If this 1s your situation, go
to page 87

See page 214 for ways to increase training for rural teachers

€ For more information and discussion, see page 20

Figure 7
Supply of Teachers Recruitment, Funding, and Turnover
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Demand for Schooling

e

Planners distinguish between fotal demand for education, and
expressed demand The total demand for basic education is the num-
ber of children within the ages of compulsory schooling This number
of children 1s the same as that enrolled when a country has achieved
Unuversal Basic Education

Expressed demand 1s the number of children who seek enrollment,
that 1s, who would enroll if there were space 1n a school Expressed
demand can be greater than the total enrolled In some situations the
supply of schools and/or teachers 1s not enough, that 1s, demand
exceeds supply For example, the number of students who want to get
mto higher education often 1s more than the number of places avail-
able

Among the factors that imit enrollments in school 1s 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, 1988) In addition, the farther
children live from school, the more likely they are to stop attending,
that 1s, to drop out

Among the reasons why parents delay or prevent entrance of their
children 1n school 1s fear about their safety en route to and from the
school This concern 1s greater for girls than for boys Research in
Pakistan and Egypt shows that enrollments of girls increase sharply
when a school 1s one kilometer or less from the home

Demand 1s also limited by the costs of schooling to the household
Drrect costs include fees, uniforms, and textbooks Indirect costs may
include transportation and clothing Opportunity costs are the in-
come that the household gives up by sending the child to school

Demand 1s further reduced when the perceived benefits are low
Famuilies 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 1s unlikely to ever suc-
ceed

For more information on demand factors see Anderson (1988)



from page 9

Which of the following statements is true for
your country? 9
P

=» Some families do not enroll their children because they
fear for children’s security If this is your situation, go to
page 168 for possible solutions

=» Some families do not enroll female children because
education for girls i1sn’t valued See page 215 for policy
options to resolve this problem

¢ For more information and discussion, see page 22



How Many Teachers are Required?

The number of teachers a system requures 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 the students,

3 the cultural disposition of students to behave according to
requirements of the curriculum,

4 the availability to teachers of instructional materials that hold
students’ attention,

5 the availability of maternals for self-instruction,
6 the heterogeneity of students’ abilities and interests, and

7 the physical environment in which instruction takes place, both
the chimate and the building

Research states that better trained teachers can handle more
students with no dechne 1n learning outcomes

Large classes with instructional materials do as well or better than
small classes without materials See page 90

Of particular importance 1s to be able to assign teachers to the
subjects and levels for which they are prepared Supply 1s nadequate
when there are not enough teachers for a given subject, such as
mathematics or science (Dove, 1986)

Some mstructional technologies, such as interactive radio instruc-
tion, have been shown to permut teachers to handle larger classes
effectively See page 199



from pages 153, 166

Which of the following best accounts for the
difficulties you have with implementation of the
curriculum?

->

Teachers are ignorant of the approved curriculum If this
Is true, go to pages 112,116, 118, 120, 122, and 124 which
provide examples of an effective teacher’s guide to the
curriculum

Teachers know what the approved curriculum is, but do
not implement it If this 1s true, go to page 157

The approved curriculum conflicts with what is tested
If this is true, go to page 207

The requirements of the curriculum aren’t matched by
the quality of teaching If this is true, go to page 37

The requirements of the curriculum aren’t matched by
the quality and/or quantity of instructional matenals [f
this 1s true, go to page 39

The requirements of the curriculum aren’t matched by
characteristics of the students If this 1s true, go to page
4]

The requirements of the curriculum aren’t met
because teachers lack the time to put it into practice If
this is true, go to page 63

For suggestions on how to evaluate curriculum, go to page 237

¢ For more information and discussion, see page 24



Differential Participation in Education
of Girls and Boys

i &

As Table 5 below shows, 1n all parts of the world women are more
likely than men to have received no schooling Similarly in all parts of
the world the school completion rate of men 1s higher than that of
women

The ratio of educational attainment by women to that by men 1s
above 90 1n the industriahized market economies, in Eastern Europe,
and in Latin America and the Caribbean Women receive almost as
much education as do men In other regions of the world, however,
the ratio 1s lower It 1s 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
Who Receive No Education

Number of Women Men
Region countries % %
Sub Saharan Africa 14 577 460
Middle East/N Africa 7 722 480
South Asia 5 650 514
East Asia and Pacific 12 207 97
Latin America/Caribbean 17 243 202

Adapted from Stromquist (1989) Table | p 152

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 com-
pared to men A review of 90 empirical studies on women’s participa-
tion in education (Stromquust, 1989) reports few studies from the
Third World None of the studies appear to have included mformation
about differential opportunities for attending school for girls com-
pared to boys Instead, the studies focus on how demand for school-
ing varies according to the gender of the child

Systems that maintain separate schools for boys and for girls may
report enrollments 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 available to girls com-
pared to boys It1s possible, therefore, that lower school attendance by
girls 1s partly a result of a lower supply of education



from page 15

Is this correct for your situation?

=» There 1s not enough money for construction or for
rental of buildings If YES, go to page 29

=» There are enough funds, but planning has been poor If
YES, go to page 45

€ For more information and discussion, see page 26




How Much Money is Enough for Education
for All?

Third world countries vary widely in the amount of their national
“income” that 1s spent on education In 1989 the Government of
b Tunisia spent 5 5 percent of the gross national product on education
That 1s, education accounted for 5 5 percent of the total of goods and
services that were exchanged 1n Tunisia in a given year In the same
year, other countries spent less than two percent of their gross na-
tional product on education

Data of this kind are sometimes used to make an argument that
countries vary in the “effort” they make to provide a public education
system

These data may be misleading Central government expenditures
may be only a fraction of total public expenditures In some countries
a significant proportion of the education is provided by non-govern-
mental organizations The cost of providing education varies consider-
ably

Table 6 shows central government expenditures on education, for
the years around 1989, and the proportion of the age group enrolled in
primary school There 1s no relationship between either the percent of
government expenditures for education, or government expenditures
as a proportion of GNP, and the net enrollment rate in primary

Table 6
Central Government Expenditures
on Education around 1989

EXPENDITURES ON EDUCATION

As % of Total % Age Group
Gov’t Expend As % of GNP in Primary
Ethiopia 106 37 26
Malawi 123 36 55
Mali 90 26 18
Burkina Faso 140 16 27
Indonesia 100 21 100
Bolivia 203 34 83
Cameroon 120 25 80
El Salvador 176 18 72
Tunisia 146 55 85
Turkey 157 37 84
Costa Rica 170 47 85
Mexico 123 26 99
Rep Korea 185 31 100

Source World Bank World Development Report 1991 Table |1, pp 224-225




from pages 19, 27

Which of the following best explains why there <3
is not enough money for basic education? D

0.0
44

(/

=» More money needs to be allocated to education in
general If you think the problem is how to generate more
revenue In general, go to page 172 for possible solutions

=» What money 1s available needs to be spent more
efficiently For suggestions on how to get more for your
money, go to pages 171 and 175

€ For more information and discussion, see page 28




Choosing School Locations

There are excellent aids to assist in the planning of school locations
(e g, Gould, 1978, Hallak, 1977) There 1s a scarcity, however, of aids to
help 1n obtaming sites on which to locate buildings

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

Cost 1s 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 subsoil
or 1s subject to flooding

A second factor 1s access of the client population to schools This
problem 1s most serious for primary grades, and most serious 1n rural
areas 1n which students are widely scattered Time and mode of travel
to school have been shown to affect regularity of attendance (of both
teachers and students), They have an indirect effect on amount of
learning (see pages 100 and 104)

Recommended distances and time durations vary by the urban or
rural nature of the site, age and gender of the students, and level of
violence A current rule of thumb is that no child should have to walk
more than one and a half kilometers to reach a primary school

When land 1s not available for schools, educational planners have
shown great ingenuity n re-designing programs and buildings In
crowded urban areas, schools can be built vertically, that 1s, with
multiple floors Playgrounds can be located on roofs, or in central
areas accessible by transport Sumilarly, workshops and laboratories
can be concentrated n school clusters (Cummings, Gunardwardena
and Wilhams, 1992) in rural areas Page 213 suggests alternative sites
for schools Page 223 describes the effective use of a cluster system
See also Wheeler, Raudenbush and Pasigna (1989)

For additional reading see Almeida (1988), Gould (1978), and
Hamel (1977)



from page 19

1s procuring sites for school construction Urbanization
can increase the price of land to the point that the education
system can not afford to buy school sites The government may not
have either the political will, or the political power, to requisition land
at a price 1t can afford

Ahromc problem 1n large cities, especially those growing rapidly, A

Similar problems are found 1n rural areas In some countries the
government relies on large landowners for donations of land for
school sites Some landowners do not cooperate, they fear that edu-
cated children may not be willing to work under the same conditions
as their fathers and mothers

What is the situation in your country?

=» In urban areas land is too expensive for the Ministry of
Education to purchase

=» In rural areas the landowners will not donate or sell it
for school construction

=» Procuring and preparing land takes a great deal of
time

If any of these situations 1s true for your country, go to page 213 for
suggestions about alternative locations for schools

€ For more information and discussion, see page 30



How Much Money is Needed for Teachers?

In every education system salaries of teachersis the largest single
cost item The total 1s often above 90 percent of total recurrent expen-
ditures This 1s consistent with our understanding of education as a
“labor intensive” activity

As overall spending on education increases, the proportion of the
budget that is for teacher salaries declines More 1s spent on adminis-
tration, and on instructional materials and training

All ennidence indicates that investment i education 1s a fundamen-
tal requurement for economic growth as well as political and social
development Spending on education contributes to development by

1 slowing down the rate of population growth,

2 helping to improve overall health,

3 1ncreasing 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 istructional
materials?

Increased spending for teachers could be used to hire more teach-
ers If teacher/students ratios are held constant, this permuts an
mcrease 1n enrollments

Increased funds could be used to raise teacher salaries, to improve
quality of teaching See page 84 for a comment on research on this
1ssue

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 mstructional materials In
Brazil, research shows that spending on basic materials such as chalk,
paper, pencils and textbooks 1s much more cost-effective (more
1mpact on learning per unit cost) than are traiming courses for teach-
ers (Lockheed and Verspoor, 1991), see also page 60

The balance between spending on teacher salaries, administration,
and materals, will vary according to the kind of instructional technol-
ogy adopted Some ways of delivering education are less labor inten-
swethan others For examples see page 199



from page 21

Which is the reason why there is not enough
money to hire additional teachers?

=» More money needs to be allocated to education If this is
so, go to page |72 for possible solutions

=» Money available for education i1s allocated to other
areas n addition to teacher salaries If this is so, go to
page 175 for possible solutions

If 1t 1s not possible to increase the supply of persons who, with
adequate training, can become good teachers, 1t may be necessary to
mtroduce other methods that make up for what teachers lack See
page 220 for examples of distance education methods that can be
used when 1t 1s not possible to generate an adequate supply of good
teachers using conventional methods of training

€ For more information and discussion, see page 32

Figure 8
How Education Contributes to Economic Growth
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Instructional Design versus Curriculum
Design

There are two basic perspectives on how curriculum should be
designed The first emphasizes “correct” coverage of the subject
matter This perspective argues that each discipline or subject matter
contains its own logic Content should be presented according to this
logic Those persons most expert i 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 sub-
ject This view insists that presentation of content should be organized
according to how students learn The psychology of the learner 1s
more important than the logic of the expert in the disciphne Curricu-
lum should be developed according to research on learning This 1s
called the mstructional design approach (Gagne & Briggs, 1979,
Richey, 1986)

There 1s a growing body of research that shows that learning
technologies based on mstructional design methods

1 enable teachers to handle larger class sizes with no reduction in
learning outcomes,

2 enable students to learn the same amount of content in less time
(or to learn more 1n the same time), and

3 permuit less qualified teachers to be as effective as qualified
teachers using traditional technologies (Thiagarajan and Pasigna,
1988)

Instructional design methods emphasize the following principles

1 Students (and teachers) should be clear about what 1s to be
learned, that 1s, about instructional objectives

2 It should be possible to assess whether these objectives have been
achieved, that 1s, 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
The sequence of units should be organized according to the logic of
the learners

=» See pages 38, 216 and 217 for further information



from pages 47,77, 153, 157, 181

Which of the following factors best accounts for
the low quality of the curriculum?

=» Content is not relevant to the students If this so, go to
page 51

=?» It does not clearly specify what students are expected
to learn If this Is so, go to page 237 for suggestions of how to
evaluate the curriculum

=» It does not clearly specify how the teachers are
supposed to teach the content If this 1s so, go to pages

112,116,118, 120, 122,and 124 for an example of a
teacher’s guide to a curriculum

=» There is Inadequate pacing of the presentation of
materials. For an example of pacing of subject matter in a
textbook, go to page 122

=» There i1s inadequate and/or Incomplete sequencing of
units within subjects For an example of sequencing, go to
page 124

€ For more information and discussion, see page 34

Figure 9
Factors that Determine Student Learning
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Summary of Research on Background
Characteristics of Teachers Identified as
Effective

We can define an effective teacher as one 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 effec-
tive a teacher 1s depends 1n 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 learning outcomes do not produce consistent results Here are
some of the findings that often, but not always, appear

Characteristics of Implications for Selection and
Effective Teachers Traiming
Higher verbal ability, Screen for verbal ability

sometimes measured by IQ,
sometimes by social class

High expectations for learning  Screen on beliefs about learning
capacity of students Train
teachers to set high standards for
themselves and therr 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 1n-service traimning
to broaden knowledge

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

Sense of humor Select candidates on basis of
mterpersonal skills

For more information see Gumbert (1990) and Rugh (1991)



from page 25

E ffective teaching requures that the teacher meet requirements
established 1n the curriculum The minimum requirements are

1) knowledge of the language i which the curriculum s to be taught,

2) knowledge of the subject matter of the curriculum, and
3) ability to carry out the methods specified in the curriculum

Which of the following statements best
describes the situation in your country?

=» Teachers can’t teach in the language in which the
curriculum s written If this matches your situation, go to
page 47

=» Teachers don’t know the subject matter required in the
curriculum If this matches your situation, go to page 49

=» Teachers lack the skills needed to teach the curriculum
If this matches your situation, go to page 53

¢ For more information and discussion, see page 36

Figure 10
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Instructional Materials and Curriculum
Requirements

Students learn what they are taught (Fraser, Walberg, Welch and
Hattie, 1987) The curriculum 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 imple-
mentation of the curriculum

Like many plans, however, curricula often fail because of faulty
implementation Proper implementation depends on knowledge of
and commitment to goals, and the ability to carry out programs
Teachers often lack knowledge of official 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 official curriculum can be provided by
textbooks matched to the curriculum For many teachers, without
manuals and without in-service training, the textbook is 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 1s because
few textbooks have been printed, in others 1t 1s because poor parents
can not afford to purchase books for their 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 avail-
able in the language of mstruction used n the classroom In other
cases, the content of the textbooks 1s not consistent with official
curriculum objectives

An analysis of texts in 15 countries reports that curriculum content
1s often presented mn a form that makes 1t difficult for students to
learn Textbooks spend too little time on 1mtial learning tasks, too
quickly skip to more sophisticated material that few students can
master (Cope, Denning, and Ribeiro, 1989)

The Teacher’s Guide as Source of Curriculum Knowledge

An alternative or complementary source of information about the
curriculum 1s a guide written for teachers The guide can accompany
the textbook, and contain suggestions for how the text 1s to be used
Or 1t can be a stand-alone manual for implementation of the official
curriculum However, teacher guides are even more scarce than
textbooks

=» See page 110 for information about the importance of textbooks



from page 25

curriculum they must meet requirements specified in the

F or materials to contribute to teaching and learning of the
curriculum These requirements include

1) that materials be written in the language i which the curriculum
will be taught,

2) and that materials match the content of the curriculum mn pacing,
sequence, and emphasis

Which of the following matches the situation in
your country?

=» Materials are not written in the language of the
curriculum If this 1s your situation, go to page 123

=» The content of the matenals does not match the
content of the curriculum For an example of one attempt
to resolve this problem, go to page 181

Your country may experience two other kinds of problems with
materials

Which of the following matches your situation?

=» There are not enough materials If this 1s the case, go to
page 109

=> There are no teachers’ guides for instructional
materials For an example of what one country did, go to
page 181 See pages 112,116,118, 120, 122, and 124 for
sample pages from a teacher’s guide

€ For more information and discussion, see page 38




The Teachability of Students

be

The success of the formal school, as a means for providing large
numbers of children with basic education, lies in 1ts specification of
content and procedures The formal school specifies

e who can teach,

* what they will teach,

* how it will be taught,

* what materials will be used,

* how student learning will be assessed

To make these specifications, planners make assumptions about
the characteristics of children 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 1ts students Students who do not
match the assumptions, often experience failure

Low levels of learning by some children may, therefore, be ex-
plamed by their lack of readiness for school This lack of “readiness”
may be attributable to several factors

1 afamily 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 their alphabet, colors, and numbers
They expect children to have learned to listen and remember

3 differences mn language and culture that make 1t difficult for the
child to understand the teacher

Schools can 1mprove their ability to teach students by changing
their own assumptions They also can provide special tramning to
children to ready them for school Pre-school programs are designed
to accomplish this

Effective pre-school programs provide children with opportunities
to learn the social skills and habits required by the first grade of
school Children learn self-discipline, respect for others, and obedi-
ence to the teacher They also may be taught learning skills expected
by the first grade curriculum

Research shows clearly that pre-school programs can reduce
failure 1n 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 210



from page 25

Which of the following statements describe why
students can’t meet the requirements of the
curriculum?

=» They lack the language of the curriculum If this 1s your
situation, page 198 suggests a series of questions to help decide
which language of instruction to use

=» Teaching in the previous level was iInadequate and the
students are not prepared |f this is your situation, go to
page 125

=» Classes are too heterogeneous If this 1s your situation, go
to page 127

=» Attendance problems If this is so, go to page 105

¢ For more information and discussion, see page 40




Sources of Problems in Administration
of Education

The administration or management of education became a critical
1ssue beginning 1n the seventeenth century Schooling was seen as an
effective means to produce citizens loyal to the new European nations
(Ramurez 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 seeing to the proper use of
those mputs

Those who managed schools were 1n turn managed by district
mspectors who 1n turn responded to a national ministry The form of
most ministries of education was laid down 1n the early 1800s and has
not changed significantly

The following are among the sources of problems faced by manag-
ers 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
mputs As a consequence, managers at various levels may have
conflicting views of which activities are most important

2 Imprecise and overlapping job definitions Failure to specify
responsibilities leads to duplication of effort Perhaps worse, 1t may
lead 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 responsibilities 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 items to be cut are those that support activities of
managers, such as transportation and communication This makes
1t dufficult 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 1s made to anticipate the petty and serious crises that
every system faces during 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, 1984) but no
studies on how to solve these problems See pages 142 and 144



from pages 11,79, 101, 117

contribution to the quality of education Teachers have the
most impact on how much and what students learn, but, school
administrators, and their managers, also can improve quality

T oday we know that management can make an important

Which of the following is the major source of
your dissatisfaction with the quality of
administration in your country:

=» Administration as it directly affects the quality of
teaching Go to page 71

= The quality of administration at the central or national
level Go to page 139

=» The quality of administration at the regional or district
level Go to page 141

=» The quality of administration at the local or school
level Go to page 143

¢ For more information and discussion, see page 42




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

Many observers worldwide agreed that by the end of the 1980s
educational planning was in a state of confusion Most planning had
been normative, based on an assumption that it 1s possible to antici-
pate the future and therefore that 1t 1s meaningful to specify in ad-
vance what should be done Norms dictated from the center by
“experts” were to be applied uniformly throughout the system Critics
commented that there was a naive perception regarding the ease of
educational planning and a presumption that it would automatically
have a positive effect on economic growth (Hallak, 1989) As a conse-
quence, planning was carried out to satisfy international funding
agencies such as the World Bank, USAID, and UNDP They requured
governments to make educational plans in order to receive loans
Governments created plans without substance and direction (Morales
Gomez, 1989) Because planning was dictated from outside the coun-
tries, there was little micro-planning World planners underutilized
mdigenous researchers, creating a disparity between educational
planners and the actual conditions 1n the developing societies (Mo-
rales Gomez, 1989)

In most cases, central planners had little knowledge of actual
conditions 1n schools, the information with which they worked, often
out of date, generally was limited to quantities of nputs There was
little knowledge of variations i qualities of inputs, about the process
of nstruction that took place in classrooms, or the impact of inputs
and process on learning outcomes

Several new forms of planning have emerged that may or may not
resolve the 1ssues named above These mclude

a micro-planning, often called school mapping (Hallak, 1977) This
technique uses detailed information at the level of the school

b contingency planning (Rondinelh et al , 1990) An effort 1s made to
anticipate the range of situations that can occur and to be ready to
respond to them Strong emphasis 1s placed on implementation

¢ strategic planning (Bryson, 1988) The methods of long-range
planning are utilized to generate consensus among those who will
mmplement the plan, about objectives and ways to attain them

Central to the improvement of planning 1s the generation of timely,
comprehensive and accurate mnformation about the performance of
the system Planners have to be able to link variations in mputs to the
system, with variations in outputs and outcomes The development of
an education management mformation system permits the education
organization to learn from 1ts mistakes

For more information on educational planning see Hallak (1989),
Lewin (1988) and page 239 For a description of education manage-
ment information systems, see page 202 For more information on
sustamability of externally-funded projects, see page 194



from pages 19,27,79

Which of the following accounts for lack of
space?

=» This need was not anticipated

=» The need was anticipated, but the buildings were not
built

=» Buildings were constructed but not maintained

If any of these explanations 1s appropriate go to page 180 for a
description of planning in Pakistan Go to page 213 for alternatives to
school construction Go to page 230 for comments about mainte-
nance

=» Buildings were constructed, but not in the right places
Buildings were too far from where students live Go to
page 212 for a discussion of how school size affects availability

If none of these descriptions describe your situation, go back to page
19

¢ For more information and discussion, see page 44



Teacher Language and Student Learning

There are several reasons why education systems in multilingual
countries should provide mstruction 1n more than one language

1 There i1s abundant research that shows that students learn to read
more quickly when taught in their first language (“mother tongue”
orll)

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

3 Students taught to read 1n their L1 more quickly acquire academic
learning skills (See page 114 for details )

Unfortunately, many countries do not have enough qualified
teachers who speak languages other than the official language of
mstruction In this situation L2-speaking teachers often allow stu-
dents to use their L1 to help explain the lessons Research shows that
1n most cases this 1s not as effective as an explicit bilingual program
Students do not learn well in erther L1 or L2

The most successful teachers in bilingual programs are native
speakers of the students’ L1, from the same communaity Often there
are not enough qualfied teachers from the community Good results
have been obtained by training indigenous speakers as teachers

Bihingual teachers (whose “mother tongue” 1s the language of
istruction but who speak the students’ L1 as a second language) are
also effective We know little, however, about how proficient teachers
have to be 1n the students’ language There is very little research on
student learning that measures teachers’ language proficiency as an
mdependent variable

Teachers’ attitudes toward the indigenous language are important
to the success of the program (Corvalan, 1985) Also important are the
attitudes of parents and the community Negative attitudes toward use
of the indigenous language for instruction are found when

1 thendigenous language lacks prestige in the society at large, and
2 not learning the L2 has negative consequences for employment

For more information see Heise-Baigorna (1991)



from pages 37,59

Which of the following factors explains why
teachers can’t teach in the language of
instruction?

=» The inadequate process of selection of teacher
candidates If this fits your situation, go to page 184 for a
discussion of issues In selection of teachers

=» We need to train more people from rural areas If this
fits your situation, go to page 214

Another kind of solution to the problem of not enough teachers might
be to improve the curriculum

=» If this 1s possible in your country, go to page 35

€ For more information and discussion, see page 46



Should Teacher Training Emphasize Subject
Matter or Pedagogy?

W

An effective teacher needs to know both the subject taught, and
how to teach 1t As the chart on page 86 shows, countries vary in how
much time 1s spent on training 1n skills, and teaching of subject
knowledge We have almost no research about the proper balance
between tramning in teaching skills, and teaching of subject knowl-
edge

There are several reasons why this 1s so

1 Most research 1s not comparative

Some studies show that teacher knowledge 1s important for stu-
dent learning (Fuller, 1987) These studies did not, however, include
measures of pedagogical skills Other studies include measures of
training 1n skills, but do not analyze which combination 1s most
effective (Tatto, Nielsen, and Cummings, 1991)

Research 1s selective 1n 1ts attention Studies on teacher competen-
cies emphasize training in subject matter On the other hand, research
on teaching strategies gives priority to pedagogical traming (Organiza-
tion for Economic Cooperation and Development, 1989)

2 Itis difficult to study the training process

Little research has been done on what actually takes place in
teacher training programs (Dove, 1986) Many teacher training pro-
grams do not have a formal curriculum

Teaching of subject knowledge and training 1n skills may be com-
bimed 1n the same class This makes 1t difficult to assign levels of effort
to each We do not have well-developed methods to measure how
teachers have been transformed by therr training

3 It s difficult to distinguish effects of teacher knowledge from effects
of teacher skills

The 1mpact of variations in teacher knowledge and teacher skills on
student learning varies as a result of

a teacher motivation,
b students’ ability levels,
¢ working conditions 1n the classroom, and,

d the specific content (by subject and level)



from pages 37, 59

In your country, which of the following
statements is correct?

=» Elementary classroom teachers are the ones who don’t
know the subject matter If this is true in your situation, go
to page 67

=» There are not sufficient subject area specialists If this is
so, go to page 73 If there are enough specialists, go to page 65

€ For more information and discussion, see page 48



Obstacles to the Development of Relevant
Curriculum

There are few publhished 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 1986, 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” Some new subjects (such as agriculture) were mcluded,
others (e g, mathematics) were modified The intent was to make 1t
easter for school-leavers to find employment or become self-em-
ployed The new curriculum included guidehnes and materials for
English, Setswana, math, science, agriculture, and social studies It
included as four optional subjects art, home economics, religion, and
social studies

Implementation of the curriculum 1n grades 7, 8, and 9 was evalu-
ated during 1987 to 1988 The researchers visited schools, observing
classes and interactions between teachers and students The study
concludes that there was httle “practical curnculum” actually taking
place Instead,

a the curnculum actually used was heavily teacher centered,

b emphasis was placed on transfe1 of information from teacher to
student,

¢ repetition and drill were the most frequently used mstructional
methods, and

d httle attention was given to the knowledge and values that students
brought with them

Four explanations are offered as to why the new curriculum failed
in 1mplementation 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 competent in the students’ languages, and were
unwilling to deviate from the text, to adapt 1t to the local
circumstances This led to reductions 1n content taught

3 Teachers preferred to reinforce existing skills of students rather
than introduce the new material in the curriculum

4 Parents pressured teachers to prepare students for an external
certification examination not matched to the “practical”
curriculum (Prophet and Rowell, 1988)

=» For more on problems of implementation see page 218

=» For information on sustainabihty of externally-funded projects, go
to page 194



from page 35

our primary concern The term relevance 1s used 1n several

ways For example, lower enrollment rates for rural children are
explaied by arguing that the curriculum 1s not relevant to the inter-
ests of rural communities Relevance 1s understood as the connection
between the content or outcomes of education, and objectives of
some group

S ome experts argue that relevance of the curriculum should be

Parents are not, of course, the only group to define what education
should do In most countries curriculum is defined primarily by
experts n the various academic disciplines Employers may complain
that graduates do not have proper work habaits or skills Minority
groups often find that curriculum does not represent their values or
cultural heritage

The problem of relevance 1s compounded because 1n some socleties
educated persons may end up living and working far from their
communities of origin Which group should be taken into account
when deciding on relevance?

In your country, which of the following
describes why curriculum is not relevant?

=» It s specific to one group Go to page 181 for a possible
solution to this problem

=>» It s written in an unfamiliar language Go to page 181 for
possible solutions to this problem

¢ For more information and discussion, see page 50



Does Teacher Training Improve Quality of

Education?

Research on the effects of teacher traming 1s not conclusive In
some countries teacher training clearly makes a difference for student
learning, in others 1t does not (Fuller, 1987, Lockheed and Komenan,
1989)

Several reasons are offered (Chapman and Snyder, 1989) as to why
the impact of teacher training 1s not 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 1s too low for 1t to make much difference
This explanation has several parts

a tramning 1s too short,
b traming fails to provide required knowledge and/or skills,

¢ tramees do not have an opportunity to practice what 1s learned
n therr classrooms, and

d there 1s too much difference between what 1s taught, and actual
conditions 1 classrooms

3 Vanations i conditions of work in schools (matenals, physical
facilities, student characteristics), not taken mto account in the
study, may mask the true effectiveness of traimning

This last explanation emphasizes how local context can affect the
1mpact of training provided 1n central facilities The general academic
education a teacher recerves more often accounts for student learning
than does the professional training received Professional training 1s
more likely to be specific to certain situations and, therefore, inappro-
priate mn others

This 1s not an argument against teacher training On the contrary,
training has to be adapted to actual conditions in classrooms This can
best be done when planners visit classrooms, or teachers participate
mn planning

(For additional research see Anderson and Postlethwaite, 1989,
Avalos, 1986, Chapman and Carner, 1990, Husen, Saha, and Noonan,
1979)



from pages 11,37,99, 111,117, 166

I here are various factors that influence the quality of teaching

1 Qualty of teaching depends on the quahties of the persons who
become teachers, such as their intelligence, character, personality

In your system, is the quality of teaching
affected because the quality of the candidates
entering the teaching profession is poor?

=» IfYES, go to page 65

2 Training 1s the major means by which countries attempt to improve
upon the qualities of persons who want to become teachers Traiming
programs themselves can vary in quality or impact

Are you satisfied with the contribution made
by:
=» pre-service training programs? If NO, go to page 67

=» In-service training programs? If NO, go to page 69

If none of these questions match your situation, go to page 55

¢ For more information and discussion, see page 52

Figure |1
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Dimensions of the Behavior of School
Administrators

The behawior 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 summarized by an evaluation of the impact
of management reforms m Sr1 Lanka The major reform involved
moving responstbility for many school functions down to the level of a
cluster of ten schools

Management behavior was assessed by interviews with school
administrators Questions covered three sets of behaviors

1 management mitiative This refers to the extent to which adminis-
trators (in Sr1 Lanka, principals) make decisions for themselves

2 management practice Did administrators
a carry out goal definition and planning,
b encourage local curriculum development,
¢ supervise teacher behavior in classrooms,
d concern themselves with the welfare of students, and
e 1nvolve the school in community activities?
3 management style Did administrators
a 1nvolve teachers in decision making,
b delegate responsibilities, and
¢ communicate upward and downward?

The study found that administrators tend to focus erther on atten-
tion to academic activities 1n the school, or on activities that promote
student welfare and strong community relations

Administrators who include teachers in decision making also
mclude pubhc officials and the community Those who are not inclu-
sive, prefer to give responsibility for implementation to others

Admunistrators who stressed academic leadership put less empha-
s1s on relations with students and parents

Trained admmmstrators who participated in the reform were much
more active 1n school management, had better relations with their
teachers, and developed closer relationships with communities
Student performance (promotion rate) improved 1n schools where
administrators became more active Better relations with the commu-
nity resulted in larger donations of money and volunteer labor
(Cummings, Gunawardena, and Williams, 1992)

=» See also page 142



from pages 53,75

main responsibility was to help less-qualified persons become
better at teaching A good master teacher provided a model
that less qualified teachers could imitate to become good teachers

B t one time school administrators were master teachers whose

The school administrator also resolved problems of student discipline
This freed teachers to spend more time on instruction

Are you satisfied with the contribution made by
administrative practices to the quality of
teaching?

= [f NO, go to page 71

Admunistrative practices also affect the motivation of teachers, and
the conditions in which they work

Which of the following describes your quality of
teaching?

=» Affected by teachers who are not motivated If this 1s
true, go to page 77

=» Affected by working conditions in schools If this is true,
go to page 79

If none of these statements are appropriate for your system, go to
page 57

¢ For more information and discussion, see page 54

Figure 12
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\ Table 7
Availability of Qualified Teachers in Latin America and the Caribbean'

Percentage of teachers
without certificates

Colombia 294
rural areas 392
Cuba 16 |
El Salvador 23
rural areas 00
Guyana 352
Honduras 323
rural areas 456
Jamaica 91
Nicaragua 505
rural areas 736
Peru 432
Venezuela 149

" Adapted from Table 22 in UNESCO/OREALC (1990)




from page 55

I he quality of teaching 1s affected by several other factors, some
of which can be controlled by central administrators, others not

Which of the following other factors affect how
much students learn?

=» The teachers’ qualities do not match requirements of
the curriculum Go to page 59

=» Characteristics of materials do not match
requirements of curriculum Go to page 61

=» Quality 1s lowered by the heterogeneity of students
Go to page 127

If none of these statements apply, perhaps quality of teaching 1s nota
major problem for you In that case, go back to page 11




Table 8

Certification Requirements for Primary Teachers

Algeria Must have completed 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 and Postgraduate Diploma in Education
offered by University College of Arts Science and Education

Bangladesh Eight month course at a Primary Training Institute leads to a Certificate

Botswana Two year course at a teacher training college leads to a Primary
Teacher’s Certificate

Brazil During the professtonal training period in secondary school pupils can take
teacher training Training over three years qualifies one for the Diploma
de Professor do Ensino de ler Grau

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 they specialize in the last two years

India Teacher Training Certificate awarded after completion of a one to
two year course at a Teacher Training Institute

Ivory Coast | Training Is at upper secondary level and leads to the qualification of
Instituteur

Kenya Two year teacher training course after four years of secondary education
leads to P1, P2 or P3 Certificate depending on exam results

Malawi T3 teacher training colleges admit students with the Junior Certificate of
Education and run a two year program which leads to a T3 Teachers
Certificate

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 five GCE O level passes leads to Certificate tn

Education of the University of Zimbabwe

Source British Council (1987) Postlethwaite (1988)
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teacher In many countries the shortage of quahfied teachers

makes 1t necessary to hire persons who do not meet the
requirements Among the more important requirements for teachers
are

C ountries differ in the requirements set for who can become a

1 ability in the language of instruction,
2 skalls in teaching, and
3 knowledge of the basic subject matter

Teachers’ knowledge of the subject matter generally 1s linked to
having completed a specified level of education

The assessment of whether the candidate has the kinds of peda-
gogical skills required to implement the curriculum generally 1s
supposed to occur during a trial period Many countries lack sufficient
supervisory staff for this to be effective

Which of the following is a correct statement of
problems that you have in your country?

=» Many teachers don’t speak the language of instruction
If this 1s your situation, go to page 47

=» Teachers don’t have skills required by the curriculum If
this 1s your situation, go to page 67

=» Many teachers don’t have the level of knowledge

expected in the curriculum If this 1s your situation, go to
page 49

¢ For more information and discussion, see page 58



The Effect of Increased Spending on the
Quantity and Quality of Instructional
Materials

Research shows that spending on mstructional materials improves
student learning and reduces student failures As a consequence,
mvestments 1n mstructional materials can be cost-effective

These examples are taken from Lockheed and Verspoor (1991)

1 The Brazihan government was concerned with low student perfor-
mance 1n the schools of the northeast, the poorest region of the
country Budgets were increased for physical facilities, furniture,
teacher training, textbooks, student writing materials and other
school supphes

Evaluations over a six-year period showed significant improve-
ments 1n student performance Increased learning reduced failure and
repetition rates, and dropouts As a consequence, the average length
of time that students take to move from grade 2 to grade 4 was re-
duced by 13 years Total costs for educating a student through grade 4
were reduced by US$4 03, less than the cost per student of the pro-
gram

The largest returns were from expenditures on textbooks and
writing materials four times the orginal cost was saved by reductions
1n repetition and dropouts

2 Grades 4 and 5 1n rural schools m Fij1 were provided with a selec-
tion of well-illustrated story books considered to be of high mnterest 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 1n instruction Teachers were taught how to mvolve students 1n
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 received no books, only a
course on Enghsh taught using a conventional approach Tests of
reading were applied before and eight months and one year later

In the first exght months, classes that received the books improved
reading levels by 8 5 months more than classes without the books
(15 months to 6 5 months gain) At the end of two years, gains were
even more 1mpressive, and had also improved more than the control
group m writing, grammar and other subjects Pass rates on the
national Enghsh examination were over 70 percent for classes that
recerved books, and only 37 percent for those who did not receive
books

=» See also pages 108 and 110
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that may be resisted by ministries of finance As a consequence,

instructional materials are seldom a sigmificant part of the
education system’s annual budget In many countries materials are i
short supply

T he production of materials requires an up-front capital cost

Materials should, of course, be in the language of instruction actually
used 1n the classroom Effective use of the matenals for teaching the
curriculum 1s more lhikely when teachers are provided with instruc-
tions on how they are to be used

Which of the following best describes your
materials situation?

=» There aren’t enough matenals If this is your situation, go
to page 109

=» Matenials are written In a language which doesn’t
match the teachers’ language If this 1s your situation, go to
pages 181 and 198 for possible responses

=» There are no Instructions for the use of the matenals If
this 1s so, go to page 121

€ For more information and discussion, see page 60




How Much Time is Spent on the Task?

b &

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 learning from the curriculum (by stu-
dents) 1s called fime-on-task

There 1s probably an upper hmit to time-on-task, after which
learning starts to taper off A ten-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 obtamed by multiplying the number of
days 1n the official school year by the number of hours in the official
school day In fact there 1s variation from school to school in the same
district in number of days of actual classes and hours in the school
day

=» For a discussion of the importance of time-on-task see page 92

Table 9
Length of School Year in Hours per Year, Grade 6

Argentina 950 Ghana 800
Benin 1080 Guyana 1200
Brazil 800 Jamaica 950
Burkina Faso 1290 Jordan 1074
Central African Republic 885 Korea 1088
Chile 1140 Malaw 930
China 1320 Malta 1120
Costa Rica 800 Philippines 1200
Cote D lvorre 1140 Suriname 725
Ecuador 833 Venezuela 875

Source International Institute for Educational Planning (1991) pl
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spent on teaching the curriculum, that 1s, on task To
overcome this problem, managers look for ways to increase
time spent

M ost education managers worry that not enough time 1s being

Is this reasonable? Does length of day and school year make a
difference 1n student learning?

The answer 1s yes, but a simple extension of the school year will not
necessarily produce increased learning Research suggests that hours
m the school day are more important than length of school year
More important than either 1s student attendance and coverage of the
curriculum

That 1s because

1 spending to increase student attendance will produce greater gains
in learning than spending to lengthen the time the teacher spends
m the classroom

2 helping teachers to teach the official curriculum more completely
will produce more learning than will lengthening the ime teachers
spend 1n the classroom

Which of the following best describes why
teachers are unable to spend enough time on
curriculum?

=» Teachers are distracted from their work by classroom
disorder If this is true, go to page 81

=» Teachers are distracted from their work by other
factors If this is true, go to page 93

¢ For more information and discussion, see page 62



The Profession of Teaching

The teaching profession began at a ime 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 Initially most
teachers were men, and from religious orders (which educated all
their members) or from relatively prosperous families that could
afford to allow some of their members to become “mtellectuals ”

Industrialization 1n 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 Meij1 Restoration in Japan 1n the late 1800s, professional warriors
(samurai) were converted into teachers In countries achieving inde-
pendence in the 1900s there often was a shortage of teachers as new
governments absorbed those few persons working in education under
the colonial regime

Although “teachers” had existed for a long time, 1t was only 1n the
1700s, with the expansion of primary schools in France, that special
attention was given to how to train persons to carry out this role most
effectively Significantly, these developments occurred much at the
same tume that manufacturers were expermmenting with new forms of
organization of work Later to be defined as “bureaucracy,” these new
organizations specified in detail the tasks to be carried out to msure a
product of high quality with a mimimal use of resources Workers were
trained to follow rules of production that had been learned by observ-
ing skilled artisans

In education, the challenge was to teach persons without a “gift”
for teaching how to produce learning 1n a large class of children The
religious order of Christian Brothers in France learned in the 1700s
that if they arranged children by ages, and prepared books that in-
cluded learning assignments appropriate to those ages, they could
then train their young novices to become effective teachers

In the early 1800s, this principle was re-discovered 1n England by
Lancaster and Bell, who found they could use older children to teach
younger ones The older children were taught a series of norms or
rules that permitted them to be effective teachers The French mean-
while 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 mstitution in the Americas
was begun 1n 1832
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ersons have been prepared for the profession of teaching,
but also on how many prepared persons decide to enter the
profession

T he availabihty of teachers depends not just on how many
p

Sometimes the best persons do not go into teaching Thus 1s Iikely
to occur when teaching salaries are low, working conditions are poor,
and opportunities exist 1n other fields

In your country, which of the following best
accounts for the low quality of teachers?

=» Not many people want to become teachers If this is the
case, go to page 85

=?» Inadequate selection processes Go to page 184 for policy
options to Improve selection processes

¢ For more information and discussion, see page 64



Pre-Service Training of Teachers

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

The pre-service schools were intended to accomplish several tasks

1 allow planners to anticipate future supply of teachers,
2 1nsure that new teachers knew the subject matter content, and

3 provide teachers with the teaching skills expected by the
curriculum

Over time countries have differed in

a the level (secondary, tertiary) at which teacher training 1s
offered,

b the amount of training provided,

¢ the relative emphasis of training on subject matter knowledge,
or on teaching skills, and

d the nclusion of supervised practice as part of the training
program

The level of education provided for teachers increases with the
average level of education of the population What were secondary
normal schools become university-level teaching colleges In some
mstances these have become full-blown universities A further step
requires all teachers to have a basic university degree and one or two
years of graduate level training i education (Ghani, in Rust and Dalin,
1990)

These trends are compatible with research that shows that level of
academic education 1s the best predictor of teacher effectiveness
when effectiveness 1s measured as students’ achievement

Keep 1n mind that raising teachers’ education levels also raises
teachers’ salary expectations Some countries have not raised teach-
ers’ salaries to match general trends 1n society Cummings (in Rust
and Dalin, 1990) argues that the result 1s that new teachers now come
from a lower cultural stratum and are seen as providing a lower quality
education

See Rust and Dalin (1990) for a discussion of teacher training in
developing countries

=» For an alternative to raismg levels of academic training, go to page
187 for ways to upgrade teachers in-service

=» See page 199 for an instructional technology that does not require
highly educated teachers
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The use of curriculum requires a person with special knowledge

T he curriculum 1s a defining characteristic of the formal school

and skills The profession of teacher implies therefore special

traming

In most countries this training 1s given before persons are allowed to
practice the profession, that 1s, to teach This pre-service training
generally tries to strike a balance between the techniques of teaching,
or pedagogy, and knowledge of the subject matter

The best pre-service training programs include the following

elements

1
2

basic education 1n subject matter content,

exposure to the instructional objectives and methods specified in
the curriculum,

exposure to classroom management techniques, and

opportunities for student teaching, that 1s, supervised practice
teaching

Which of the following statements describes
pre-service training programs in your country?

->

Fail to provide opportunities for student teaching, that
1s, supervised practice teaching If true, go to page 192 for
possible ways to accomplish this

Fail to provide enough basic education In subject
matter content For policy options to improve teacher
knowledge of subject matter, go to page 185

Fail to provide sufficient exposure to the instructional
objectives and methods specified in the curriculum Go
to page 187 for some policy options

Fail to provide sufficient exposure to classroom
management techniques If this is true, go to page 106 for
suggestions of how to overcome this

Descriptions of teacher training programs are provided on page 189

¢ For more information and discussion, see page 66



The Functions of Supervision in Schools

Supervision 1s the monitoring of the work of teachers and princi-
pals in schools In some education systems, supervision of teachers 1s
carried out by the principal or master teacher In other systems, this
responsibility 1s 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 responsibility of supervisors

2 working with teachers to improve their teaching practices This s
the in-service training element of supervision

In some systems there 1s, 1n fact, little supervision of either kind,
except in urban schools This occurs because there are few supervi-
sors They reside in urban areas, and there 1s limited budget for trans-
port Rural school teachers may see the supervisor only once a year

Administrative supervision 1s the most common variety, for these
reasons

1 giwen heavy work loads supervisors cannot spend time 1n
classrooms,

2 supervisors are used by the central admunistration to carry
information to and from schools,

3 few systems provide supervisors with specific training in how to
observe teachers Supervisors don’t learn how to help teachers
improve their teaching practices, and

4 there are strong pressures, from friends and from unions, for
supervisors to avold any evaluation of teachers 1n classrooms

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

1 conceptuahization of good teaching,
2 “modeling” or demonstration of teaching techniques,

3 opportunities to practice 1n a non-evaluative situation,

4 1mmedate 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 principal (Fisemon, Schwille, and Prouty, 1989,
Raudenbush et al , 1991)
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always have a strong impact on student learning Go to page 52

T he amount of pre-service training teachers receive does not
for a summary of the research

There are several reasons why training may not have a big impact
on learning First, the effects of good training may diminish over time

1 Teachers, like students, forget what they learn, and develop
improper teaching methods

2 Curriculum and materials change over time Teachers who are not
brought up to date persist in methods and content no longer
appropriate

3 Teacher motivation may be reduced by poor working conditions or
poor administrative practices

Second, the mitial training may not have been appropriate There
may have been a poor fit between content of training and actual
conditions in classrooms

There are two main methods to overcome problems of the kind
listed above

1 supervision and training of teachers 1n classrooms, and

2 regular m-service training

Which of the following 1s most appropriate as a
description of what happens in your country?

=» Most teachers receive some in-service training during
the school year If this i1s true, go to page 89

=» Supervisors observe teachers while they are teaching,
and provide feedback If this is not true, go to page 103

€ For more information and discussion, see page 68




The Importance of the School Administrator

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

1 to provide on-site in-service training for teachers This 1s the
headmaster or headmistress model of school administration

2 to manage the human and physical resources of the school The
responsibilities of directors, principals, and sometimes

admunistrators include attendance, finance, and discipline

School administrators contribute to positive learning outcomes by
1 developing a positive school chmate,
2 focusing attention of teachers on goal-directed activities, and

3 setting clear and high standards for student achievement (Dawid,
1989, DeBevoise, 1984)

Although almost all countries have administrators, little research
has been done in developing countries on what makes an administra-
tor effective

A study 1n Thailand suggests what happens when administrators
are not properly trained

“If the principal went into the classroom and the teacher asked
some key words about the new 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] couldn’t find any principals So teaching was very
poor There was no supervision and no monitoring ” (Wheeler,
Raudenbush, and Pasigna, 1989, p 13)

Students in schools with trained administrators have higher
achievement scores than those in schools without trained administra-
tors (Fuller, 1987)

For a summary of recent innovations in school administration
the United States, see Keith and Girling (1990)

For a review of developing country studies see Georgiades and
Jones (1989)



from pages 43, 55

ctions of both local and central administrators Good
administrators contribute to conditions in which teaching
quality 1s maximal One way 1s through improvements 1n physical
conditions of work

T he quality of teaching depends to an important degree on the
a

Which of the following is what administrators
need to work on to improve quality of teaching?

=» Maintenance of physical facilities and equipment If this
is a problem, go to page 230 for policy options

=» Supply and distribution of instructional materials Go to
page 119

If neither of these two options 1s appropriate, go to page 73

¢ For more information and discussion, see page 70




How Administrators Contribute to Student

Learning

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 teachers have low levels of academic knowledge,

3 pre-service training of teachers has not been adequate,
4

the central mimstry provides few resources for equipment and
school maintenance, and

5 there 1s a shortage of instructional materials

Some schools are able to graduate students with high levels of learn-
1ng, 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 applied standards for student behawvior that are
accepted by students and teachers, and

3 mobihization of community resources to compensate for
msufficient resources from the central school agency (Purkey and
Smuth, 1983)

These characteristics are reflected 1n 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 school principal or director (headmaster or headmaistress)

Research on school directors or principals i developing coun-
tries 1s imited A few studies have shown that directors are most
successful when they use participatory methods to generate consen-
sus among teachers and students about goals, and methods to achieve
them (Georgiades and Jones, 1989, Cummings, Gunarwardena, and
Williams, 1992, Levin, 1992)

=» For an example of a successful program for traimning directors 1n-
service see page 226
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teaching involves actions to train teachers, and to match

n second way 1 which administrators can improve quality of
teachers to schools and subjects

Which of the following would you like
administrators to do to improve quality of
teaching?

=» Supervision and training of teachers n classrooms Go
to page 103

=» Actions to improve teachers’ morale and motivation
Go to page 77

=» Monitoring teacher attendance Go to page 101

If none of these options 1s appropnate, go to page 75

¢ For more information and discussion, see page 72




The Importance of School-Community
Relationships: A Case from Sri Lanka

Educators often emphasize the importance of good relationships
between school and community We found no studies on this topic,
other than that reported below

The Sr1 Lanka study was based on information from 273 schools
randomly selected 1n six districts chosen for geographic, ethnic and
economic diversity School principals responded to a questionnaire
Detailed interviews were carried out in 21 schools

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

As rural (and poor) schools charge smaller student fees, contribu-
tions are an 1important source of mcome Contributions improve the
physical condition of the building and furniture, which contributes to
student and teacher morale

The School Development Society 1s the channel for contributions
to the school The level of contributions 1s associated with level of
attendance at Soclety meetings Teachers who live close to the school
are more highly involved, as are teachers with higher morale

The principal 1s the major factor 1n the success of the School
Development Society The more importance the principal gives to the
Society, the more successful 1s the Society n raising money for the
school Principals who received district level management training
generated the lughest level of contributions Principals who have
positive attitudes toward the community and teachers, and who
delegate responsibility, are most successful in fund-raising

Source Anderson et al (1989)
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quality of teaching 1s through student discipline and

Athlrd way 1n which administrators contribute to improving the
relationships with the community

Which of the following do you wish
administrators would do more often, to
improve quality of teaching?

=» Maintain student discipline Go to page 81

=» Set goals and standards for the school Go to pages 98
and 224

=» Establish relationships in the community Go to page 74

If none of these options fit your situation, go back to page 55 and re-
consider the basis for your dissatisfaction with administrative prac-
tices

¢ For more information and discussion, see page 74




Teacher Motivation and Performance

Motivation of teachers becomes a critical policy 1ssue when

1 turnover rates become so high 1t 1s impossibile to fill available
positions,

2 teachers organize and protest against their conditions of
employment, or

3 the government seeks to mcrease efficiency or improve quality, but
wants to avoid increasing costs

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

1 monetary offers such as salary, allowances, fringe benefits, and

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

Almost all studies 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 1s, on factors that reduce teacher turn-
over Recognition and approval (including salary increases) contribute
to increased satisfaction (Chapman, 1983, Jenkinson and Chapman,
1990)

But increases 1n teacher satisfaction do not necessarily lead to
improvements 1n the quality of teaching Low satisfaction encourages
turnover and protest, but high satisfaction may lead to resistance to
change A study of junior secondary teachers in Botswana found no
relationship between how teachers conduct their classes, and their
level of satisfaction with teaching (Chapman, Snyder, Burchfield,
1991)

=» See page 12 for a further discussion of non-material incentives to
attract teachers to rural areas
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quality of education Some of the factors that contribute to
low teacher morale, and poor motivation for performance,
have little to do with what takes place in the classroom 1tself

M otivation of teachers 1s an important contributor to the

In your country, what are the major factors
outside the classroom that account for low
motivation?

=» People who enter the teaching profession lack an
adequate understanding of what teaching involves I[f this
Is true, go to page 83

=» Some teachers think the curriculum is not well-
designed If this is true, go to page 35

Difficult working conditions in schools Go to page 79

-» Salaries (and/or benefits) are considered to be too low
Go to page 193 for suggestions of ways to motivate teachers
without raising salaries
Go to page 172 for suggestions of ways to increase funds
available for teacher salaries

¢ For more information and discussion, see page 76




The Impact of Physical Facilities on Students

and Teachers

&

Although 1t 1s obvious that 1t 1s possible to have too many students
1n a classroom, 1t 1s not clear how many “too many” 1s Most studies in
developing countries have shown no sigmificant differences 1n levels
of achievement of students according to number of students per
teacher (Haddad, 1978) A review of research done 1n the United States

found that high student density in a classroom has a negative effect
on achievement 1n complex tasks (Weinstein, 1979)

An ethnographic study of schools 1n four countries in Latin
America describes how poor maternal conditions affect the quality of
work of teachers One teacher observed

“ the premises are not adequate In winter the room 1s very dark

It 1s too long, the children at the back cannot hear nor see well And
so I have to keep running backwards and forwards The children
are on top of each other One cannot teach ” (Avalos, 1986, p 129,
1talics 1n original)

One can imagine this particular teacher running backwards and
forwards A very good teacher could produce high levels of learning,
confounding an attempt to associate quality of facilities and level of
achievement (see page 18) Over time, however, these poor working
conditions might well drive even the best teachers out of the profes-
sion Some research (in Malta) has shown that teacher satisfaction 1s
higher when physical facilities are good (Farrugia, 1986) In general,
however, there 1s little research on this topic

Teachers who live in the community in which the school 1s located
participate more actively 1n school-community relations, are less
frequently absent from the school, and have students with higher
average levels of achievement (Anderson et al , 1989, McGinn et al ,
1992) Government provision of housing 1s an important incentive to
attract people into teaching (Chivore, 1988, Kemmerer and
Thiagarajan, 1989)
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orking conditions n schools are influenced by two kinds
of actions local administrative decisions, and policy

decisions made by the central ministry

Which of the following best accounts for poor
working conditions in schools in your country?

=» Primarnily a result of overcrowding, 1 e , too many
students per class If this is true, go to page ?1

=> Primanily a result of insufficient supplies of matenals [f
this 1s true, go to page 113

=» Primarily a result of the physical condition of the school
buildings If this is true, go to page 45

=» Primarily a result of actions, or inaction, of the school
administrator If this i1s true go to page 43 for a list of
problems

€ For more information and discussion, see page 78




How Physical Conditions and Classroom
Management Skills Affect Time-on-Task

The following 1s offered as description of a typical classroom 1n a
school 1n 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 Lighting1s provided by only one large
window The blackboard shines as it has been painted to give 1t
a smooth surface for the chalk to move on Maternals are scarce,
especially chalk and pencils

A roll call 1s taken by the teacher while students are asked to take
out notebooks or textbooks from the locked cabinets This activity
takes up about 15% of the allocated time About one-third [of the
remaining] time 1s 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 (1989) reviews 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 devel-
oping countries distribute their time Little 1s known about how much
time 1s taken from mstructional activities in order to punish or discl-
pline students Studies in Pakistan and Honduras (Warwick and
Remmers, 1992, McGinn et al , 1992) show that frequency of discipline
1s related to student achievement Achievement scores rise as fre-
quency of punishment by teacher declines
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Which of the following explains the level of
classroom disorder in your schools? . N

=» There are too many students in the class Go to page 91

=» Teachers do not know how to maintain discipline If this
iIs true, and if the problem is in pre-service training, go to page
67 If the problem is with in-service training, go to page 89

=» Administrators do not set and maintain standards |If
this is true, go to page 224

€ For more information and discussion, see page 80



The Relationship Between Pre-Service and
In-Service Training

The expansion of education to enroll all children requires a supply
of qualified teachers Some countries train persons before they begin
teaching This 1s called pre-service training Its objective 1s to insure
that beginning teachers have required knowledge and skills

In-service training 1s used as a means to up-grade the quality of all
teachers It 1s offered to those who received training as teachers before
beginning work and those who did not In some countries, most new
teachers are without specialized training prior to beginning work

In-service training 1s used to provide these persons with required
knowledge and skills

Teachers require three kinds of education or traimng

1 1n knowledge of the subjects that are to be taught,

2 1n knowledge of and ability to use the methods most appropriate
for teaching the subject, and

3 n the management skills required to make most efficient use of
material resources and time

Little research has been on the relative costs, and relative effective-
ness, of different kinds of pre- and in-service programs A recent study
provides this information

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

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

1 to maintain motivation of current teachers, and

2 to raise levels of knowledge of and abulity to use appropriate
teaching methods

Distance education training works best

1 when mstructional materials are used together with wvisits by
tutors, and

2 when large numbers of unqualified persons need to be trained as
teachers, at relatively low cost (Tatto, Nielsen, 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
187
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Which of the following describes the situation
with respect to teacher training in your
country?

=?» Pre-service programs provide opportunities for

prospective teachers to better understand the
profession If this 1s not true, go to page 67

=» In-service programs provide opportunities for teachers
to better understand the profession If this is not true, go
to page 89

If both of these statements are true for your country, go back to page
77

¢ For more information and discussion, see page 82




Will Raising Teacher Salaries Improve
Quality?

There is considerable variation across countries in terms of how
much teachers are paid To take into account variations in cost of
living, Table 10 below compares teacher salaries with per capita
income In some (very poor) countries, teachers are paid much more
than the per capita income In other countries, teachers are paid close
to the per capita mcome

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

Salary in As a Multiple
Country Year 1985 Dollars  of GNP/Capita
Mexico 86 17333 09
Dominican R 86 8985 13
Haiti 86 4917 14
Venezuela 84 51251 15
Ghana 86 7879 20
Bangladesh 86 3091 21
Liberia 79 18336 27
Trinidad & Tobago 85 18369 0 29
Tanzania 79 10720 30
Madagascar 85 7505 35
Tunisia 84 42256 39
Nepal 80 5754 43
Morocco 79 2900 3 57
Togo 84 13692 63
Burundi 84 17040 72
Rwanda 8l 31358 104

Adapted from Lockheed and Verspoor (1991) p 103

Several factors are at work here First, the education requirements
to become a certified teacher vary widely (see page 58) In some
countries teachers may be among the best educated persons in the
community In some countries strong teacher associations have won
salary concessions from the government

Across countries, there 1s no relationship between teacher salary
(as compared to GNP per capita) and quality of education Within
countries, teacher salary 1s not related to student learning Inthe U S,
merit pay plans (paying teachers more when test scores go up) have
not produced significant increases 1n learning outcomes (Murnane
and Cohen, 1986)

On the other hand, lowered teacher salares have been linked to a
decline 1n quahty of education in Latin America See page 20
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Why don’t enough people want to become
teachers?

=» Salaries and benefits are low as compared to other
careers or occupations It may not be possible to raise
teacher salaries Go to page 193 for suggestions of ways to get
teachers to work without raising salaries Go to page 172 for
suggestions of ways to Increase funds available for teachers
salaries

Sometimes, there just aren’t enough persons who, even with adequate
training, can become good teachers In these cases, 1t may be neces-
sary to introduce other methods to make up for the shortage of good
teachers Go to page 220 for examples of distance education methods
that can be used when 1t 1s not possible to generate an adequate
supply of good teachers

¢ For more information and discussion, see page 84



Comparison of Pedagogical Training
Instruction in Teacher Training Colleges in
Three Countries

< W

Sigmificantly more time 1s spent on academic training than actual
pedagogical training 1n teacher colleges 1n Haiti, Yemen, and Nepal
New teachers, because of the attention paid to general academic
learning during traimning, lack pedagogical skills Teachers with a wide
variety of teaching skaills are more effective than those with a more
limited repertoire (Fuller, 1987)

The few studies that have addressed the effectiveness of teacher
subject matter knowledge and student achievement 1n developing
countries indicate a positive effect of teacher subject matter knowl-
edge on student achievement (Lockheed and Verspoor, 1991)

We know little about the most effective proportions of subject
matter and pedagogical knowledge 1n teacher training programs On
the other hand, 1t 1s widely accepted that teachers need to know
effective ways to transmit their subject matter knowledge Teachers
need to know not only what to teach, but how to do 1t

Table |1

Teacher Training in Haiti,Yemen and Nepal

Haiti Yemen Nepal
average hours/week average hours/week total credit hours
Subject three year course five year course two year course
Academic Training 177 53% 254 70% General 500
Special 1050 86%
Pedagogical Training 77 23% 54 15% 150 8%
Introduction to education 00 00 50
Philosophy of education 00 00 0
Professional ethics 00 00 0
General pedagogy I0 00 0
History of education 03 2 0
Theories of education 03 00 0
Psychology 23 12 100
General didactics 10 00 0
School administration 10 00 0
Special pedagogy 07 00 0
Methods of teaching 00 I8 0
Instructional materials 00 12 0
Student Teaching 00 20 5% 100 6%
Social Education 33 10% 00 0
Practical Training* 47 14% 38 10% 0
Total 333 100% 366 100% 1800 100%

Source Lockheed and Verspoor (1991) p 99

See also page 48



from pages 21,214

arbitrary As indicated in Table 8 on page 58, there 1s wide
variation across countries in levels of education and training
required for teachers

T o some extent, the certification levels set for teachers are

These variations occur for several reasons When there 1s an over-
supply of educated persons 1n the labor market, then 1t 1s reasonable
to raise certification requirements Research shows that the level of
academic education of the teacher 1s related to student achievement

Is there, however, a minimallevel of academic education below
which we should not hire persons to be teachers? What 1s that level?

The level depends on the content of the curriculum, and on the
methods required to teach that content

It may be possible to introduce methods that can be handled
effectively by persons with lower levels of academic training

In your country,

=» Is it politically feasible to lower the minimum academic
requirements to become a teacher? If it is, it may be
possible to use as teachers persons with lower academic
qualifications Go to page 199 for examples

=» If it 1s not possible to use persons with lower academic
qualifications, you will have to consider other kinds of changes
in the system You can return to page | | to review other
factors that affect the system

€ For more information and discussion, see page 86



The Impact of In-Service Training
in Sri Lanka

One form of in-service education for teachers in Sr1 Lanka 1s
provided by using Distance Education The course emphasizes subject
knowledge (31 percent) and primary school teaching (49 percent)
Content of the program 1s provided through self-study printed materi-
als A tutor visits each teacher three times during the academuc year,
observes their teaching and provides feedback Tramnees also meet 1n
Regional Centers, in two 2-day sessions and one 5-day session to
discuss experiences

As a group, all tramed teachers do better than untrained teachers
Teacher training makes a difference 1n what the teachers do 1n the
classroom, and what teachers do 1s related to student achievement

Teachers who go through the in-service program gain less in
mathematics than do graduates from pre-service programs The
m-service graduates gain more in knowledge of mother tongue during
the program, but these gams are lost after they leave the program Pre-
service traimnees gain more 1n mathematics and mother tongue teach-
g skills

The students of teachers who receive pre-service training have
higher mathematics and achievement scores, controlling on school
type and pupil and teacher backgrounds, than do the teachers who
recetved In-service training

Pre-service traming 1n a residential institution, with supervised
practice instruction, 1s the most effective training, but it 1s also the
most expensive In Sr1 Lanka, the per year cost for a trainee 1s
US$1,401 for residential pre-service training, and $251 for Distance
Education

As a consequence, Distance Education 1s a more cost-effective
method of training Although residential training produced larger
gains 1n student achievement, the cost per unit of student achieve-
ment for residential traming was 4 5 fumes that of student achieve-
ment for Distance Education training

The impact of Distance Education training tends to fade over ime
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 Sr1 Lanka study see page 82

=» For more about distance education for training teachers, see page
220



from pages 69, 81, 83

Which of the following describes the in-service
training programs in your country?

Are they related to the content of the curriculum?

Are they related to teaching methods?

Do they provide opportunities for professional enrichment
and renewal?

Do they provide training in classroom management?

=» For examples of successful in-service training, go to pages
187 and 189

¢ For more information and discussion, see page 88



Is Overcrowding a Serious Problem?

PN

Overcrowding1s a relative term In a small room, 25 students
might seem to be too many A school with six 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 m some countries, but do in others (Haddad, 1978)
Several factors determine what student-teacher ratios constitute
overcrowding

1 Teacher’s abuity Experienced, 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 1n the learning process Topics that
permit students to learn on their own can be handled successfully
in larger classes

3 Instructional materials The availability of textbooks and other
self-study maternals permuts larger classes without losing quality

4 Characteristics of students Class sizes can be larger when students
are motivated to learn and are healthy

The use of the same building 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 mtroduction 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 n the day to permit a full program in
two shifts Some countries offer the same number of hours of instruc-
tion per week 1n single and double shift schools The number of
mstructional hours 1n the school week 1s not different from than in
countries with only single shift schools, that 1s, between 20 and 25
hours per week

Research on achievement of students 1n single- and double-shaft
schools 1s, like that on class size, ambiguous

1 Able teachers manage to teach as much material in shorter periods
of time

2 Some subjects and topics are more flexible with respect to time
than are others

3 The use of instructional materials, especially textbooks, allows
students to learn outside of class (see page 199)

For more information on double shifts and achievement, see Bray
(1989) For research on class size, see Haddad (1978), and Glass et al
(1982) See also page 166



from pages 79, 81

Which of the following best explains why there A
Is overcrowding in your system? %

=*» There aren’t enough school buildings Go to page 19

=» There aren’t enough teachers Go to page 21
€ For more information and discussion, see page 90 2



How Important is Time-on-Task?

Would lengthening the school year, or the school day, lead to an
improvement i student learning? Not necessartly, according to re-
b search in the United States, where because of local control of schools
there 1s considerable variation 1n length of year and day

One study found no relationship between length of school year and
student achievement 1n basic subjects (Lee, 1981) 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 that most results are not significant
(Rosenshine and Berliner, 1978)

These results go against our common sense Teachers know that
time 15 an 1mportant factor in the learning process Giving more time
to a subject increases the likelithood that students will achieve learning
objectives

But we also know that the passage of “time” by 1tself 1s not enough
What happens during that tume 1s most important Lengthening the
school year, with no change 1n teaching practices 1s 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 1s made to academically engaged time, or opportunity to
learn These concepts focus on exposure to the curriculum, 1n a way
that encourages student learning These measures are different from
allocated time, that 1s, how many minutes and hours are assigned to
mstruction by the rule books Studies show wide dispanties between
actual practices and allocated time (Fisher, 1980) Teachers alter the
curriculum, student discipline distracts from instruction, the teach-
1ng-learning process 1s interrupted by events outside the classroom

Instead of time-on-task, we can focus on opportunity to learn The
length of time teachers in Pakistan state they allow each week for
mstruction i math and science 1s unrelated to achievement test
scores 1n grades 3 and 5 On the other hand, the number of pages
covered 1n the textbook 1s directly related to achievement scores
(Warwick, Reimers and McGinn, 1989) Time spent studying math-
ematics was the only classroom-level factor associated with achieve-
ment 1n Thailand (Montero-Sieburth, 1989)



from pages 63, 117

l here are four general explanations of why too little time 1s spent
on teaching and learning

Which of the following best describes your
situation?

=» Factors outside the classroom are the major cause of
too little time on teaching and learning If this 1s your
situation, go to page 95

=» Various factors In the classroom reduce the time
available for teaching and learning If this i1s your situation,
go to page 97

=» Teachers don’t make good use of the time that i1s
available If this i1s your situation, go to page 107

=» The time available for teaching and learning the
content i1s adequate, but there are other problems |If
this Is your situation, go to page 99

€ For more information and discussion, see page 32



Restrictions on Time-on-Task

In Mexico, a typical teacher uses about 50 percent of the scheduled
school week on actual mstruction The rest of the time 1s lost to
absences, leaving early, administrative mnterruptions, and classroom
disturbances (Munoz Izquierdo, 1979) In Colombaa, off-task tume has
been estimated at about 40 percent (Arancibia, 1987) One third of
mstructional hours 1n Malawt are lost because the teacher’s voice 1s
drowned out by rain on metal roofs (Lockheed and Verspoor, 1991) In
Indonesia actual instructional time 1n early grades 1s less than half
that specified by the central ministry (Lockheed and Verspoor, 1991)

Although there 1s no mechanical relationship between time-on-
task and student learning (see page 92), 1t 1s clear that opportunities
for learning are reduced when the teacher 1s not present, when the
teacher 1s present but 1s not teaching, or when teaching 1s ineffective

Many education systems collect and report information on student
attendance Few systems collect information on teacher attendance,
and perhaps none report that information There 1s little research on
frequency or determinants of teacher absences, or on effects of
teacher absenteeism on student achievement

The reasons that teachers fail to attend school include

1 personal reasons, including sickness, attendance to personal
affairs,

2 lack of transportation, which applies to teachers who do not live in
or near the community in which the school 1s located, and which
increases 1n frequency during inclement weather

3 attendance to school-related matters This may mean going to get
paid, cashing the check, going to the central Mmnistry to straighten
out a mistake 1n payment, asking for a transfer, attending a training
session

The impact of teacher absenteeism can be great 1n schools with
few teachers For example, one-teacher schools are closed when the
teacher does not come In a school with several teachers, one teacher
may include the students of an absent colleague Some education
systems may have enough resources to hire short-term substitute
teachers This 1s not feasible for outlying rural schools if decisions are
made centrally

Rural teachers in Honduras make up for their absences by chang-
mg the pace of instruction, or skipping material There 1s no relation-
ship between frequency of teacher absence and student achievement
(McGmn et al , 1992)



from page 93

Which of the following factors external to the
classroom explain why too little time is spent
on teaching?

=> Not enough teachers are available If this is true, go to
page 21

=» Teachers are frequently absent I[f this is true, go to page
101

=» Supervision of teachers is Inadequate |If this is true, go to
page 103

¢ For more information and discussion, see page 94



Improving Time Spent on Teaching and

Learning

A,

Effective teachers are defined as those whose students score higher

than would be expected given the students’ background Effective
teachers use a series of practices that increase both the time spent on
learning by students, and the efficiency of that ime use

Effective teaching requires the organization of available mstruc-

tional time to maximize student involvement in learning tasks This 1s
accomplished by

1

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

use of an orderly sequencen the teaching of lessons This sequence
includes review of previous lessons, statement of learning
objectives for this lesson, linking the subject to students’ interests
or experlence, presentation of new information, practice by
students 1n using the new information, and feedback by teacher on
that use, and homework to continue the learning process outside
school

vartety 1n the specific methods in which material 1s presented This
helps maintain high levels of attention by students

pacing presentation of maternal to individual students This 1s
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 1s no single style of teaching that 1s

most effective The best teachers combine different methods and vary
them according to circumstances

But student learning 1s generally higher when
students are acfively engaged n the learning process,
what 1s taught 1s practiced by students until they assimilate 1t, and

student learning 1s recognized through frequent assessment by
student or teacher, and this information 1s used to guide selection
of the next learning tasks

For more information see Lockheed and Verspoor (1991), Rugh,

Malik, and Farook (1991)



from page 93

Which of the following best explains why too
little time is spent on teaching and learning?

->

High rates of student absenteeism If this is true, go to
page 105

A lack of instructional materials for student use If this i1s
true, go to page 109

A lack of matenals for teacher use If this is true, go to
page 111

Teachers don’t have enough information about how
much students have learned If this is true, go to page 207

The lack of discipline in the classroom and school keeps
teachers and students from teaching and learning Go
to page 182 for suggestions of ways to improve discipline

¢ For more information and discussion, see page 96




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 facihities—we associ-
ate these conditions with high achievement From that perspective,
the only way to achieve Better Education for All 1s to spend more
money, to make the schools of the poor like the schools of the rich

But some high achieving schools are i poor areas of the city, or in
1solated rural areas Some high achieving schools are in poor build-
ings Some have high levels of achievement even though many of the
teachers are not certified How can this be explained?

The term effective schools has been used by some researchers to
refer to schools whose levels of achievement are above those ex-
pected

The essential 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 1s often seen as an 1deology
or a set of spiritual beliefs, 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, admiistration, training, 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, 1in terms of increasing their influence on what
happens It also makes participants responstble 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 1n terms of content
and pedagogy Content 1s made more “relevant” to the concerns of
the community Teachers use active teaching methods which
require the student to assume some responsibility for learning

For an example of effective schools, see page 199 (Escuela Nueva)
For a Iist of common features of effective schools, see page 224 For
more mnformation on research on effective schools and fostering
positive student achievement, see Teddhie and Stringfield (1990)



from page 93

Which of the following best describes the other
problems your system has?

=» Poor quality teaching Go to page 53

= Poor quality and/or inadequate quantity of instructional
matenrials If this is true, go to page 111

=» A lack of fit between the assumptions of the school and
curriculum, and characteristics of students, prevents
effective teaching If this is true, go to page 115

¢ For more information and discussion, see page 98



Causes and Effects of Teacher Absences

There 1s almost no research on causes and effects of teacher

absences (See page 94)

Teacher absence 1s a behavior, and behaviors can be explained by

reference to three kinds of factors

1

Knowledge of what 1s expected Some organizations permit their
workers a certain number of absences per year, for illness, personal
affairs, professional improvement If persons know that some
absences are allowed or overlooked, they will sometimes be absent

Motwation Some research links absences to “burnout,” even when
the official explanation 1s illness Burnout occurs when teachers
spend long and hard hours doing routine tasks for which they
receive little recognition The causes of burnout are located
primarily in the school environment (especially administration)
rather than 1n the personality of the teacher (Friedman, 1991)
Motivation 1s a response to incentives m the environment

Abulity to respond Sometimes motivated teachers are unable to
attend school, as for example when the road 1s washed out, or the
bus drivers have gone on strike

Teacher absences affect the system 1n at least two ways

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

Support for Education Teacher absences have a direct effect on
public support for education Absent teachers mean that students
are home, requiring supervision Frequent absences convince
parents their children are recetving a low quality education



from pages 73, 95

Which of the following best explains why
teachers are absent?

=» They lhive far from the school where they work There 1s
Iittle information available about how to respond to this
problem

=» They are not monitored If this Is true, go to page 103
They need to go to the central office to arrange
salaries, promotions, transfers, etc [f this 1s true, go to

page 43

=» They lack motivation If this is true, go to page 77

¢ For more information and discussion, see page 100



Effective Supervision to Improve Learning
Outcomes

Supervision (or mspection) involves the monitoring of the behav-
101 of school directors, teachers, and students Supervision 1s intended
to meet one or more of the following objectives

1 Insure compliancewith system policies, rules, and regulations Thuis
includes correct use of the official curriculum, proper handling of
community funds, attendance

2 Collect data about system performance This includes routine
statistical information, director and teacher comments on
curriculum and instructional materials, vacant positions, repair of
buildings, etc

3 Prowvide guidance and training to school directors and teachers in
order to improve their performance

Supervision limited to the first objective assumes that comphance
wrth the plan will Insure achievement of system objectives

Supervision as data collection was originally intended to permit
central management to make critical decisions, but could also con-
tribute to a decentralized management system

The third objective for supervision is consistent with decentraliza-
tion of management, and makes the supervisor part of the in-service
traimning team

Anecdotal information suggests that in many countries supervi-
sory visits to schools are rregular and 1nfrequent Most supervision 1s
consistent with the first or second objective Supervisors make few
visits to classrooms, and seldom offer advice to teachers to help
mmprove their performance

When supervision occurs, it can have a positive effect on learning
outcomes More frequent visits to schools by supervisors in Pakistan
were associated with reduced teacher absences, improvements in
quality of teaching, improved student attendance and improved
information flow from school to central management (Warwick,
Reimers, and McGinn, 1992) In Bangladesh, twice-monthly visits of
supervisors to schools has improved teacher attendance (Verspoor,
1989) The level of supervision 1s an important factor in the imple-
mentation of school improvement programs (Verspoor, 1989) There
18 very little research on the behavior, or effectiveness, of different
patterns of school supervision See page 54 for research on principals

The school cluster system 1s an effort to move supervision closer to
the school See page 223 for an example See also Wheeler,
Raudenbush, and Pasigna (1989)



from pages 69, 73, 95, 101, 107, 157

Which of the following best describes why
supervision at the local level is Inadequate?

=» Supervisors have few incentives to enforce the
standards If this is true, go to page 188 for suggestions of
ways to Improve supervision

=» There are too few supervisors and/or they have too
much work If this Is true, go to page 193 for suggestions of
ways to make up for shortage of supervisors

=» Supervisors do not observe teachers in therr
classrooms If this is true, go to page 192 for examples of
supervisory programs

¢ For more information and discussion, see page 102




Causes and Effects of Student Absences

A major determinant of total student time-on-task (see pages 92
and 94) 1s attendance In most schools, most learning of the curricu-
lum takes place within the classroom (See page 96 for a discussion of
learning outside the classroom ) Students who are absent from school
do not recerve instruction from the teacher, in many schools do not
have access to textbooks, and miss opportunities to learn from their
peers

There are no comparative statistics on rates of student attendance
and few studies on the causes and effects of student absences Some
countries collect daily attendance data This 1s common in countries
i which annual allocations to schools are based on detailed informa-
tion about student attendance Jamaica, 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,
enrollment declined from 318,384 to 232,436 That is, as many as 27
percent of the students may have dropped out (Ministry officials are
not certain because some of the students may have enrolled in more
than one school 1n September ) Daily attendance of those enrolled
averaged 79 percent in September, and 57 percent in December Girls
had higher attendance rates than boys Average daily attendance
ranged from 73 percent 1n the capital, to 43 percent mn an outlying
district (Planning Institute of Jamaica, 1992)

But Jamaica, like most other countries, has carried out few studies
on why children fail to attend and what can be done to increase
attendance Student absences are often higher when teachers are
frequently absent When teachers have low expectations for their
students’ achievement, student attendance 1s lower (Munoz Izquierdo
and de Arrive, 1987, Montero-Sieburth, 1989)

Absences are most common among poor children in rural areas
Poor children are more likely to be 1ll and to come from families which
from time to time require their help at home Rural children face
topographic and climactic obstacles to regular school attendance

Female absences are highest in countries or regions in which
enrollment of girls 1s considerably lower than enrollment of boys
When girls achieve parity in enrollment 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 oppor-
tunities outside of the home

Student absences are a predictor of repetition (McGinn et al ,
1992) Student absences can, therefore, be a major source of neffi-
cliency 1n an education system



from pages 41, 97

Which of the following best explains why
students are absent?

=» They have to travel long distances to attend classes Go
to page |79 for suggestions of solutions to this problem

=» Because of their poor academic performance during
the school year Go to page 195 for suggested policy options

=» Other activities compete with school time, for
example, children must harvest crops Distance education
methods might help Go to page 222 It may also be possible to
adjust the school calendar

¢ For more information and discussion, see page 104



What is Classroom Management?

o i

The concept of classroom management considers the teacher as a
producer of learning The amount and quality of learning that 1s
generated depends (in part) on the ability of the teacher to use effec-
tively the resources available, and to affect the behavior of students

The resources include physical facilities, equipment, instructional
materials, and time Increased spending on facilities, equipment, or
materials may have hittle impact on learning outcomes 1f teachers are
not tramned 1n how to use them effectively Returns to improvements
m teachers’ management skills are probably higher than improve-
ments 1 the stock of physical resources There 1s, however, almost no
research on the mteraction between classroom management skills
and the effectiveness of improved physical resources

Time1s a special kind of resource There 1s a growing body of
research that shows that increased time spent on teaching of currnicu-
lum results in increased learning outcomes (see page 92) Teachers'’
ability to manage time use 1n the classroom 1s, therefore, an 1important
contributor to the amount of learning

The management of time 1includes action to increase
1 total time available to instruction, and
2 efficiency 1n the use of time

An effective classroom manager has high student attendance rates,
and spends little classroom time on non-instructional activities This
1s accomplished by actions to motivate attendance, and to control
student behawvior 1n class Physical resources (classroom conditions,
mstructional materials) make 1t easier for a teacher to engage students

n learning activities, but their effective use involves management
skalls

Little 1s known about the impact of conventional teacher training
on classroom management skills Alternative mstructional strategies
(see page 199) based on mnstructional design concepts (see page 34)
emphasize careful attention to pacing and sequence, that 1s to use of
time The Reduced Instructional Time Project (see page 219) was able
to reduce the time required by students to learn, and to reduce the
time spent by teachers m instruction

For additional information see Montero-Sieburth (1989)



from page 93

Which of the following best accounts for why
teachers don’t make good use of instructional
time?

=» They are not adequately monitored If this is true, go to
page 103

=» They do not receive adequate In-service training If this
Is true, go to page 69

=» They do not receive adequate pre-service training If
this 1s true, go to page 67

=» They have trouble maintaining order In the classroom
Go to page 182 for comments on problems of discipline

¢ For more information and discussion, see page 106



The Importance of Instructional Materials

Instructional materials are an essential element 1n the formal

school The term materials includes not just textbooks, but also
workbooks, reference books, tapes, posters, maps, globes, shdes,
movies, charts, models, and a variety of other devices to facilitate the

mstructional process

Instructional materials make three important contributions to the

school

1

Properly prepared instructional materials provide access to the
curriculum That 1s, instructional materials provide the content
that 1s specified 1n the curriculum

This may be important for teachers whose training did not include
adequate preparation in the content of the curriculum
Instructional materials can carry the content of new or revised
curriculum units

Instructional materials can contribute to the teaching process
Good nstructional materals carry suggestions as to how the
material can be used

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
multigrade classrooms Instructional materials can make 1t
possible for a teacher to work with one group of students while
another learns on 1ts own

Instructional materials can be used by students to learn at home,

alone or with the supervision of their parents

=» See page 199 for a discussion of self-instructional materials



from pages 39, 61,97, 119

In your country, which of the following best
explains the shortage of instructional materials?

=» The education system doesn’t have enough money to
develop them, or to provide them Go to page 172 for
some ways to overcome this problem

=» Families cannot afford to purchase them Go to page 196
for possible solutions

¢ For more information and discussion, see page 108



The Importance of Textbooks

Textbooks are the most common type of instructional materials
used m 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 1gnored by
the teacher

b Textbooks can present material in a sequenced, graded fashion
that makes learning easier

¢ Textbooks allow the student to learn even when the teacher 1s
not teaching

Research shows that students with textbooks learn more than
those without, holding teaching quality and student abilities con-
stant In two separate studies students who were given textbooks
scored significantly higher on end-of-year achievement tests than
their companions without books (Jamison et al , 1981, Heyneman,
Jamison, and Montenegro, 1984) In Brazil, students who had text-
books over a five-year pertod 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 cost less than two
percent of total expenditure on education

3 Use of textbooks 1n classrooms makes 1t 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 declines in learning

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 1s achieved only when certain
conditions are met Some textbook projects have failed to deliver
expected results, because of qualities of the textbooks themselves, or
because of the ways 1n which they were used 1n the classroom

Not much research has been done on the impact of mstructional
materials, other than textbooks There 1s little research on how
variations 1n the qualities of textbooks, or i their form of use, affect
therr impact For example, a classroom may have adequate numbers
of textbooks, but the books may have not been written for use at that
particular grade level Sometimes, in an effort to preserve textbooks
for as long as possible, the teacher locks them 1n a closet or uses them
mfrequently

Educational development 1s a growth process which occurs in
stages (Beeby, 1966 and 1986) Mismatches between the level or stage
of a teacher’s training, for example, and the textbooks to be used
contribute to the failure of textbook programs Go to page 243 for
more information on the stages of educational development and the
improvement of quality in education



from pages 11,97,99

What is it about the instructional materials in
your system that concerns you?

=» Is the problem with the materials themselves? If so, go
to page 113

=» Are the materials adequate, but teachers are not
trained to use them? Go to page 53 to review issues related
to training

For information on the production of textbooks see Gardner
(1982), Paxman, Denning, and Read (1989), Pearce (1982 and 1988),
Searle (1985)

€ For more information and discussion, see page 110



How Do Teacher’s Guides Help Teachers?e.. .

P

This 1s a page from the teacher’s guide for a grade 6 math textbook
(Rucker, Dilley, and Lowry, 1985) The information provided helps the
teacher prepare lessons, teach them, and then evaluate student
learnmg On this page from the guide, mformation 1s given about
pacing and learning objectives The overview of the chapter and

background information help the teacher teach this chapter success-
fully

=» Please turn to page 116 for another page from the same teacher’s

guide

Whole Numbers—
Addition and
Subtraction

Pages 1-34
(16 to 18 days—see the Pacing Chart on page T76)

Nor Todeterms eyou t dnts ead sstobegt Chapterl se
page T38

Learning Objectives

St dentswho acht  th major byct esofth chapt willb bl to
do the following

11 Change n mbers with up t 12 dig ts from wo d form to the
standard numerals

12 Change n mbers wath up to 12 digrts f om th standard
1 merals to word form

13 Wnte in quahties for pairs of whol numbers less than 1 suthon
14 Round whol numbers to the n a est ten, hundred  thousand
15 Add any two or more whole nuntbers

1-6  Subtract any two whole numbers

17 Sol e problems by relating addition and subtraction to real
sit atons

Chapter Overview

Pages Content

23 Thousands

45 Companng and ordermg rumb s
67 Rounding

89 Millio 5 and Ball ons

10 11 Roman numerals

12 13 Addwion—bas facts

14 15 Subt act on—b 5 ¢ facts

16 17 Additon

18 19 Addrion—3 or more addends
20 21 Subt a ton

2723 More about subtra ting

24 25  Estmat gsumsa dd ferences
26 27  Problem solving

28 29 Probiem solving-—reading a chart
30 Chapter Ch ckup

ta

31 Chapter Project
3z Chapte R v w
33 Chapt  Chalieige
34 Major Checkup

Thes pgesare p  alm mmum  co

Pages 2 3re ¢w place al ¢ for numbers with p to 6 digis Most of
your students wil be g te fam bar with place a8 Howe er some
may gam from the act ties wthmanp lats  objects thataegi n n
the T¢ ching Suoyg stions

Pages 4-5 mtroduce comparmg twe numbe s and usmg the symbals
< (sless than) and > (s great than) Studentswillhs s m trouble
remembenng the two symbol  so we suggest ths little memory ad the
small end of the s gn always points to the smaller n mb

6< 8 8>6

Pages6 7teachhowto o dnumbers Thisisave y mportant sksll for
two reasons Fust t hlp students develop an nt t e fel fo the
1 mwb rs and second t1s u ed exten v Iy 1n eshmat ng a skidl that 15
sdoerand o ern the rest of the HEATH MATHEMATICS
PROGRAM and m students’ lives as well
Pages 8 9 ntrodu ¢ oulkons and bithons. T] ese larg numbers are
d fficult to enderstand m any ¢ r L waybutaresowdly sdm
b sm s and go ernment that st dents should begin to use th m Use
som of th Teachin, Suggest ons and Lesson Follow ups o h Ip
t d nts unde stand these numbers
P ges 10 11 tea h som of the charactenstics of Roman n merals
Pages 12 13 review th basic addit on facts alon wth the
commutative (order} prope ty of addit on, the addmg O property of
addion and the asso at1 e (gr upr ) property of add t on The first
two prop riy s make the factsea “rtom morize Page 13 sasp dd il
toenco ag st de ts 1o learn the facts so w B that they can be ecalled
quickly a d co rectly Yo may find t aluable to v e this and  milar
sets of erc es reg larly
Page 14 h s a5 miar speed dnfl fo thebasic's braction facts a d
pag 15 provides pract ce w th th basi addition and subtr cto1 facts
Pages 16 17re ew theaddito algonthm with variow. regro p gs
that are usually ne essary Th t xt pro 1des an ¢ planation of why the
algo ithm works by s ng p ctures of a phy scal model Althongh most




from pages 79, 111, 117

I nstructional materials mncrease student learning of the curriculum
when the following conditions are met

1 The matenals are consistent with and cover curriculum content In
some countries, authors do not take curriculum objectives and
content into account when developing materials

2 The scope and sequence of the materials’ content matches
students’ abilities Textbooks, for example, vary considerably in
level of difficulty (Lockheed and Verspoor, 1991) When materials
are too difficult, or too easy, students do not learn

3 Thelanguage of the materials matches that used by students A
textbook produced in Honduras used words familiar to urban
children, but not used 1n the rural areas where most of the
population hives (McGinn et al , 1992)

4 The content of the materials 1s interesting to students

The pedagogical style of the materials matches that of the teacher,
or teachers are traimned 1n the pedagogical style that the materials
assume will be used

6 The materials provide students with an opportunity to use what
they have learned This can be 1n the form of quizzes or exercises,
or 1n activities to be carried out at home or 1n the classroom

7 Students actually use the materials This comes about through
teacher use of the materials 1n 1nstruction, or as seat-work for
students, or when students take materials home

Which of the following best describes the
problem you face with instructional materials?

=» There aren’t enough matenals If this 1s the case, go to
page 119

=» The matenals are of poor quality If this 1s the case, go to
page 121

€ For more information and discussion, see page 112



Does Bilingual Instruction 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 Asecond language, erther an official national language or an
“mternational” or “metropolitan” language, L2?

Assume that the objective for the language policy 1s adult profi-
clency in L2 What 1s the best way to achieve that objective? Three
kinds of bilingual education programs have been tried The results are
as follows

1 Transitional Bilingual Programs This approach uses the student’s
“native” language or L1, to teach the curriculum until proficiency 1s
attained in L2 These programs often begin 1st grade with all
mstruction in L1, but reduce the proportion of instruction in L1 in
each successive grade

Results This approach has had mixed results About half the
evaluations are positive as measured by achievement in basic
subjects, the rest neutral or negative One major factor 1s language
ability of the teacher It often 1s difficult to find teachers who are
competent in minority L1 languages

2 Mantenance bilingual programs This approach seeks to
strengthen the student’s ability in hus/her L1, in addition to
achieving proficiency in L2 L1 1s used as the language of
mstruction at least through completion of primary school L2 1s
taught as a second language

Results In the few applications of this approach, students learned
as much or more of academaic subjects as do L2 students, and 1n
addition learned L2 There 1s strong resistance, however, by L1
parents to this kind of program

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

Results This approach has been most successful in Canada, where
students whose L1 was English had French as language of
mstruction 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, social class, and language ability, 2) attitudes
of teachers, parents, and community, and 3) the role of each language
n the society

=» For an application of these factors see page 198



from page 99

about the children who become students The school makes

T he technology of the formal school 1s based on assumptions

assumptions about

the knowledge and abilities the child has on entering school,
the ability of the child to conform to the discipline of the school,

the child’s ability to attend to what teachers present, and to work
for a sustained period of time 1n the confines of the classroom

The school works best when children 1n a classroom are alike 1n

abilities and interest Heterogeneity makes the teacher’s job more
difficult If there are discrepancies in what the school expects, and
what children are like, the efficiency of the school 1s reduced

Which of the following best describes the
situation in your country?

->

->

Many students do not speak or understand the
language that 1s used for instruction Go to page 198 for a
description of a process of assigning children to different
languages of instruction

Children enter school without the cognitive skills that
teachers expect Go to page 210 for a discussion of
pre-primary education as a means of providing children with
expected skills

Some students are not physically able to attend to the

teacher Go to page 209 for an example of a program to
improve student nutrition

Some students fail at the next level because they are
not ready or prepared Go to page 125

Heterogeneity of classes 1s a problem Go to page 127

You may decide, after going through these questions, that 1t 1s

mmportant to look at other factors If so, go to page 117

€ For more information and discussion, see page | 14



How Do Teacher’s Guides Help Teachers?..: .

This 1s another page from the teacher’s guide for a grade 6 math
textbook (Rucker, Dilley, and Lowrey, 1985) The smaller box 1s an
actual copy of a page 1n the student’s text The larger box which
surrounds 1t 1s 1n the teacher’s guide The page provides the teacher
with a great deal of information The teacher is offered vocabulary, an
example of a readiness sheet, suggestions for using the textbook and
optional materals, 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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from page 115

In your country, is one of the problems...

the quality of the curriculum? If so, go to page 153
the quality of teaching? If so, go to page 53
the lack of instructional matenals? If so, go to page 113

insufficient time on task? If so, go to page 93

4 4+ 3

the quality of administration? If so, go to page 43

¢ For more information and discussion, see page |16




learn from and correct their

diagnosis and remediation
paragraphs to help students
mistakes

pages from this teacher’s

-1 guide (Rucker, Dilley, and

Lowrey, 1985)
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Once again, the smaller box 1s a page from the student’s book The
students complete this page in order to practice taking standardized

tests Thas also helps the teacher know that the program content 1s

The smaller box 1s from the student’s book The students complete
related to standardized tests Please turn to page 120 for additional
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How Do Teacher’s Guides Help Teachers?ga: .




from pages 71, 113

mstructional materials learn more than those with “fewer”
For example, in Chile (Schiefelbein and Farrell, 1982) the
more textbooks students have, the more they learn This effect 1s
greater for students from poor families

B number of studies have shown that students with “more”

But there 1s relatively little research on the question of how much 1s
sufficient 1n terms of instructional materials One of the few studies
was carrled out m the Philippines Investigators found that there were
no achievement differences between schools in which there was one
book for every two students, and schools in which each student had a
book In both sets of schools students learned much more than
students 1n schools 1n where there was only one book for every ten
students (Heyneman, Jamison, and Montenegro, 1984)

The questions below call attention to the fact that quantity 1s not
the only factor to keep in mind

Which of the following is correct with respect
to your country?

«» There are sufficient matenals for all students If this is
not the case, go to page 109

=» There is sufficient variety in the level of difficulty of
materials to match the range of student abilities in a
class If this 1s not the case, go to page 199 for suggested
solutions

=» The matenals are such that teachers can assign some
students to work on them on their own, while the
teacher works directly with other students If this is not
the case, go to page 199 for examples of programs that use
self-instructional materials

€ For more information and discussion, see page 118



How Do Teacher’s Guides Help Teachers? ...

Students will complete one of these two pages after they have done
fficulty with the Chapter
Checkup will be assigned the
Chapter Review The rest of
the class will complete the
Chapter Challenge
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Teacher’s Guides are complemented by worksheets, overhead
transparencies, filmstrips, and other instructional materials

See page 122 for another sample page from Rucker, Dilley, and

Lowrey (1985)
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from pages 61,113

he number and variety of instructional materials required
depends on

1 the content of the curnculum,

2 the mstructional technology used,
3 abilities of the teachers, and
4

characteristics of the students

In your country, which of the following
describes why the quality of materials is not
satisfactory?

=» They are not written in the appropriate language Go to
page 123

=» Their content 1s not inked with the expectations of the
curriculum

=» They do not clearly specify what students are expected
to learn

=» They do not clearly specify how teachers are supposed
to teach the content or how students are supposed to
learn on their own

=» The sequencing of units within the subjects is
inadequate or incomplete

=*» The presentation of material 1s paced too fast or too
slow for the students

Go to page 237 for a discussion of the criteria to take into account
in the design of materials

Go to page 238 for a checklist to be used 1n evaluation of textbooks
and other instructional materials

€ For more information and discussion, see page 120



How Do Teacher’s Guides Help Teachers?a.s.

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

= Please turn to page 124 for one more page from this teacher’s guide
(Rucker, Dilley, and Lowrey, 1985)

Pacing
Chart

The pacing chart helps you plan your whole year it
helps you make your long range plans in September—
and helps you modify those plans as needed during the
year On the second ine of the chart you can write the
dates of your math classes We estimate 160 classes in
the school year You can indicate the actual progress of
your class on the last line of the chart

The time you spend on each chapter should be ad
justed to fit the needs of your class The Learning Ob
jechives listed on pages T24 and T25 give you a quick
overview of the 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
idly through the text Other classes need to spend more

time on the early chapters For a minimum course con
sider omitting the last two chapters The content of
these chapters wilt be covered thoroughly i Level 7
and is optional in many curricula for Level 6 Check
your local requirements
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from pages 39, 121

Which of the following best describes why the
language of materials i1s not right?

=» The language of the materials doesn’t match the
language which the teacher uses For possible policy
options, go to page 198

=» The language of the materials doesn’t match the
language which the students use For possible policy
options, go to page 198

¢ For more information and discussion, see page 122




How Do Teacher’s Guides Help Teachers? ..

This page from the teacher’s guide (Rucker, Dilley, and Lowrey,
1985 1llustrates part of the scope and sequence chart It compares the

grade 6 program (second
[ ] olumn) with the grade 5
Adding whole numbers (continued) c ) g
B e Ggmhe. L& program (first column) and
5 o s
o cuis or ddtle 25 Eetinaling oms 24 &
e R s the grade 7 program (third
i e -
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This page from the same guide lists the learning objectives for
each chapter 1n the textbook This grade 6 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

Learning
Objectives
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from pages 41, 115,195

Which of the following best explains why
students coming from a lower grade are not
prepared to do the work?

=» Standards are too low, which allows unprepared
students to go to the next grade Go to page 224 for the
importance of setting and maintaining high standards

=» Assessment methods are inadequate See page 207 for
programs that improved assessment methods

€ For more information and discussion, see page |24



Should We Eliminate Multigrade Classrooms?

The single grade classroom, 1n which all children receive the same
curriculum and are about the same age, 1s a relatively recent inven-
tion Prior to the nineteenth century, most schools grouped children
on the basis of their knowledge of the subject matter A beginning
primary class might, therefore mclude adults as well as children of all
ages What they had 1n common was their illiteracy All were taught
using a common method of instruction, despite varying levels of
ntellectual and emotional maturity

This worked well enough with educated and dedicated persons as
teachers But the rapid expansion of education in Europe in the 1700s
(see page 64) required use of less-well educated persons as teachers
The problems of handlhing learners of different ages grew to be too
much

The solution was the graded school, 1n which learners were divided
up by age groups, more homogeneous 1n both ability and maturity
The homogeneous grouping of learners made 1t possible to train
relatively uneducated persons to be effective teachers

Single 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 development in the same
room This came to be referred to as the multigrade classroom

Some multigrade classrooms can still be found in the United States
(Muller, 1987) There are as many as 11,000 one-teacher schools in
France UNESCO (1989) reports common (but not predominant) use
of multigrade classrooms 1 many developing countries

Should countries attempt to eliminate multigrade classrooms?
Research indicates that students can learn as much 1n multigrade
classrooms as 1n single grade classrooms (Schiefelbein, 1991a) Learn-
ing 1n a heterogeneous classroom has important social and education
benefits as well (Pratt, 1986) But these gains are possible only when
additional inputs are provided in the multigrade classroom Those
mputs include

1 tramning for teachers on how to handle diverse groups of students,

2 structional 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 ele-
ments see pages 187, 199, 208 and 217, and Bray (1987), Miller (1987),
Thomas and Shaw (1992), and UNESCO (1989)



from pages 41,57, 115

To which of the following is the problem of
heterogeneity related?

=»> Multigrade classrooms Go to page 208 for possible ways to
improve quality in multigrade classrooms

=» High rate of faillure and repetition If this 1s true, go to
page 129

=» Single grade classrooms with wide ranges of student
interests and abilities Heterogeneous classrooms can best
be handled using the same concepts and procedures as the
multigrade classroom Go to page 208

¢ For more information and discussion, see page 126




Repetition and its Costs

In 1986 approximately 20 milhon children 1n Latin America en-
rolled 1n, or repeated, the same grade of primary school in which they
had been enrolled 1n 1985 The average cost per student per year 1s
$161 That means that the total cost of providing repeaters a second
year of schooling 1s about US $3 billion (Schiefelbein 1991b)

Rates of repetition are highest 1n grade 1, where they are estimated
to be above 40 percent of students enrolled, dechning to about 20
percent by grade 5 (Schiefelbein and Hetkinnen, 1991)

Each year some children 1n Latin America who have not yet com-
pleted the primary cycle drop out of school, that 1s, do not enroll This
figure 1s about eight percent of enrollment in grades 1 and 2, declining
to shightly more than one percent by grade 5 Most children who
repeat do so 1n grade 1, and almost all of those who drop out have
repeated grades 1 or 2 Very few children drop out without first
having repeated a grade

Factors Associated with Repetition

Repetition 1s most often the result of a decision that the student’s
academic abilities 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 1s, children are failed by teachers

In most cases, the decision that a child should repeat 1s made by
the teacher, 1n 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 1s that repetition of the grade will result
1n the child learning the knowledge, skills, and attitudes required to
learn effectively 1n the next highest grade

There 1s no research evidence to support the assumption that
repetition 1n early grades increases the learning capacity of the
student In the early grades, students who fail are labeled as less
qualified than others, and often receive less instruction as a result The
likelihood of future failure often increases with repetition (Grissom
and Shepard, 1989)

Repetition does not overcome failure to learn It reduces motiva-
tion to learn



from pages 5, 13, 127

There are two basic reasons why students repeat grades 1n school

1 teachers or parents decide the student has not learned enough to
go on to the next grade, or

2 there 1s no higher grade to attend and parents wish the child to
remain 1n school

In your country, which of the following
statements best accounts for why students
repeat grades?

=» The teacher fails the students because s/he believes
they have not learned enough Go to page ||

=» Children repeat not because they fail, but because
there are no higher grades for them to attend, and
parents/teachers feel they can learn more by repeating
the grade Go to page 133

=» Parents keep children back because they feel they have
not learned enough, no matter what the teacher says
Go to page 132

¢ For more information and discussion, see page 128




Why Students Drop Out of School

We say that a student drops out, or deserts school when she or he
leaves before completing the cycle (e g, primary, middle, secondary)
Some countries distinguish between within-year dropouts, and
between-year dropouts In primary schools, most within-year drop-
outs actually repeat the grade 1n the following year (Schiefelbein and
Heikinnen, 1991) They do not meet our definition of a drop outas a
student who leaves the system permanently

Because dropouts are not easily “accessible” to the researcher, 1t 1s
hard to ask them why they dropped out For this reason there 1s little
solid research on causes

Two Possible Reasons for Dropping Out

Some students do not continue their schooling simply because
there 1s no higher grade to attend This 1s most likely to be true in rural
areas 1n which schools do not have all grades, or where the nearest
secondary school 1s too far away

But the primary reason why students drop out of school 1s that
they (more likely their family) see less value in continuing 1 school
than in pursuing other activities This value can be 1n terms of imme-
diate or expected future economic gain, or it can be 1n terms of intel-
lectual or spiritual improvement Page 136 describes the kinds of
factors families take 1into account

The perception that there 1s less value 1n continuing school is
based on information from the school itself For most dropouts,
especially those who do so 1n the lower grades of primary school, their
earher failure 1n school 1s the signal that there 1s little reason for
continuing

Research shows that children who fail and repeat are more hikely
to drop out than those who never fail (McGinn et al , 1992) There are
several reasons why this 1s so

1 Student failure lowers mothers’ expectations for their children’s
future success, reducing pressures on the child to study (Lembert,
1985)

2 Teachers, especially 1n large and heterogeneous classrooms, are
not able to spend the time necessary to provide corrective
Instruction

3 Students older than the “correct” age for their grade are sometimes
asked, sometimes required to leave

=» Is automatic promotion the answer? See page 132



from page 5

In your country, which of the following are
reasons why children drop out of school before
completing the cycle?

=» There is no school with a higher grade for them to
attend Go to page 133

=» They reach working age before completing the cycle
and they or their parents believe that they can
contribute more to the household by going to work
rather than continuing schooling Go to page 135

=» Parents believe the possible gains from education are
too little compared to the cost Go to page 137

=> They get pregnant or are married, or parents withdraw
them to prepare for marriage Go to page 135

€ For more information and discussion, see page 130



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

Repeating grades after academic failure 1s not good for students,
* 1t lowers their self-esteem, and
P ¢ 1t seldom overcomes the teaching or learning situation that led to
failure the first time

Students who repeat two or three times are much more likely to drop
out than are students who never repeat

One apparent way to solve this problem 1s to promote all children,
regardless of their levels of learning This policy, called automatic
promotion (sometimes social promotion), increases the number of
years low achieving students spend 1n school before dropping out It1s
assumed that this increases their total learning Automatic promotion
also clears out the backlog of repeaters 1n grades 1 and 2, creating
space for new students

Chile promotes all children, irrespective of grades, up to the 4th
grade Egypt and El Salvador promote automatically in grades 1, 3,
and 5, and children who fail in grades 2 and 4 can repeat only once
and are then promoted In Korea less than one percent of children fail
to complete primary school 1n six years

But Does it Work?

If a policy of automatic promotion 1s implemented with no attempt
to eliminate the factors associated with school failure, problems of
learning 1n the early grades may only be passed on, reducing the
efficiency of teaching 1n the upper grades Automatic promotion by
itself increases the range of different abilities among children, increas-
ing the difficulty faced by the teacher

Countries that once favored automatic promotion are now turning
away from 1t Panama and Puerto Rico, faced with increasing numbers
of illiterate primary school graduates, reversed a policy of automatic
promotion (Munoz and Arrive, 1987) Ellwemn 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, 5,
and 7

Internal efficiency can be symbolically improved by automatic
promotion, but a real improvement requires attention to the causes of
low learning m school

=» See page 117 for questions to help you analyze the causes of low
learning in school



from pages 129, 131

ncomplete schools, that 1s, schools that do not offer instruction in

all the grades in the cycle, occur principally 1n areas of low

population density The ministry of education may decide that
there are too few students for the upper grades to warrant assignment
of a teacher or use of a classroom

In a few countries, there stmply are not enough classrooms, or
teachers to teach in them, to go around, even in urban areas

In your country, which is the main reason why
some children do not find a higher grade to
attend?

=» The small number of students does not merit
assignment of a teacher or use of an existing
classroom |If this is true, go to page 231 for several ways to
overcome this problem

=» There 1s a shortage of buildings [f this is true, go to page
19

=» There 1s a shortage of teachers If this is true, go to page
21

€ For more information and discussion, see page 132



School and Employment

Poor families face a difficult choice Should children be sent to
school, or put to work?

Arguments for sending a child to school are based on an expecta-
tion that this will increase the child’s hife chances This expectation has
two parts

1 The child will do well in school, and achieve a significant level of
education

2 Education will lead to achievement of goals such as greater social
status, a better marriage, higher levels of income, deepened
spirttuality

Families may decide not to educate a child if

1 therr immediate situation 1s such they must have the benefits of
the chuld’s labor,

2 they cannot afford the costs of schooling, and

3 they believe that the rewards of education are smaller than those of
mmmediate employment

The following quote 1s from a parent in India

{1

schools do not prepare for careers our primary schools are
worthless The children do notlearn These are precious years for
learning their trade, and these preparatory years would be gone 1f
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 1if they go to school, they are suited for nothing ” (Weiner, 1991,
pp 59-61)

Families 1n which parents have some education are less likely to
put their children to work (Psacharopoulos and Arriagada, 1989)

In an attempt to increase the relevance of primary education, some
countries have primary school students do manual work The objec-
tives have been to provide useful skills and make school seem more
relevant Most of these programs have failled Primary school teachers
are not competent to provide skills training or to teach basic agricul-
ture Primary school children are seldom skilled or efficient workers,
their products do not earn them respect from society, nor contribute
significantly to school costs Children from these schools do not
develop an affimity for manual labor (Psacharopoulos, 1986)

=» See also pages 130 and 136

For more information see Bequele and Boyden (1988), Chakravarty
(1989), and Mendehevich (1979)



from page 131

The reason(s) why many students reach
working or marriage age before completing the
basic education cycle is that:

=» They started late in grade | Delayed enrollment occurs
when schools are too far away for young children to attend Go
to pagel 68 for a few solutions

=» Delayed enrollment also occurs when there 1s no space
available in the local school If this is a problem in your
system, go to page 7

=» They repeated one or more grades Go to page 128 for a
discussion of factors associated with repetition

=» The working age i1s too young This is a political problem
that requires national legislation Most students do not leave
school before age ten or | |

=» The marriage age Is young This age often depends on
cultural and religious traditions Experience shows, however,

that as levels of education increase, age of marriage increases
See Crouch, Spratt, and Cubeddu (1992)

€ For more information and discussion, see page |34



Why Parents and Students Lose Interest in

Schooling

Families take several factors into account when deciding whether

to continue the education of a child

1

the educability of the child, that 1s, how far the child can be
expected to go in school

the direct costs of schooling, which can include fees levied by the
teacher, cost of textbooks, notebooks, pencils and other learning
materials, clothing, transportation, and food

the immediate opportunity cost or benefit lost if the child
continues 1n school What could the child earn, or learn, or enjoy, if
he or she were not 1n school?

the likely benefits at some time 1 the future What would the child
earn, learn or enjoy 1n the future?

The critical information for this estimation of costs and benefits

comes from the school principally, secondarily from the larger society

1

Success or failure 1n school (marks, teacher comments, promotion)
help parents estimate how far the child can be expected to go 1n
school

Repeated failure raises the direct cost of each completed grade of
schooling

Failure also increases the opportunity costs to the child The world
outside the classroom looks more and more attractive with each
failure and rebuke At entry age (e g, six years) the economic
benefit of children might be quite small, but each failure and grade
repetition pushes the child closer to a “productive” age threshold

Once a student 1s of “working” age, the expected return to one
more year of schoolng 1n grades 1 or 2 seems small The expected
return to completing grade 6, on the other hand, 1s tangibly larger

This analysis 1s consistent with research (Cuadra et al , 1990,

Schiefelbein, 1991b) that shows that very few students drop out of
school before age ten or 11 Furthermore, few students drop out of
school who have never failed

Parents and students lose interest in schooling when their experi-

ence, 1n school, tells them there 1s little to be gamed from continu-
ng



from page 131

Which of the following best explains why
parents believe that possible gains from
education are not worth the cost?

=» Central education officials have failed to report
adequately on the objectives and accomplishments of
the system, and of the importance of education for
society Go to page 235 for suggestions of ways to improve
reporting on progress of the education system

=» Teachers have told parents their children are not likely
to go far in school Go to pages 205 and 206 for suggestions
of how to improve the information teachers can provide
parents

=»> Parents believe the possible gains from education are
too hittle In comparison with the iImmediate, direct
costs of sending children to school (fees, books,
transportation, clothing, meals, etc ) are too high Go
to page 165 for ways to reduce the costs of schooling

=» Parents believe the possible gains from education are
too little in comparison with the economic benefit they
lose by sending the child to school, for example, from
labor in the house or iIncome gained outside the house
See page 165 for suggestions of ways to reduce the conflict
between participation In labor and attendance at school

€ For more information and discussion, see page 136



Problems of Education Administration

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

1 1mprove organizational structures,

2 mcrease managerial capacity, and

3 develop effective nformation systems (Lockheed and Verspoor,
1991)

Unfortunately we have few guidelines for these proposed changes
Almost no research has been done on the organizational, personnel,
or informational capacities of national mimistries of education What
studies are available 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 annual goals

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

¢ The structure of the orgamzation encourages data to flow from
bottom to top, there 1s little horizontal communication between
units

d Planning i1s most often defined as a staff function, with little
mfluence on actual operations

e The organization has no “memory” From year to year there 1s
little or no evaluation, no attempt to associate previous actions
with present outcomes — to learn from experience

Most mmustries of education are staffed by persons who have been
promoted up from teaching and school administration, on the basis of
sentority No special training 1s provided, either in general administra-
tion or 1n spectfic functions of the units in which they work

Most ministries do not have sufficient funds to maintain close
contact with districts and schools They operate in ignorance of what
actually takes place in schools Most data are about inputs to the
system, rather than outputs Data often arrive too late to permit use in
annual plannmg and budget-making Decisions about allocation of
schools and teachers often lag behind current needs

For a detailed description of the central ministry of an education
system, see Toronto (1990) For a comparison of ministries of educa-
tion 1n Colombia and Venezuela see Hanson (1986)



from page 43

Which of the following best describes your
concerns with the quality of administration at
the central or national level?

=» The quality and/or quantity of personnel If this 1s true, go
to page 145

=» Organizational or structural factors If this 1s true, go to
page 147

=» The resources available for education If this i1s true, see
page 149

€ For more information and discussion, see page 138




District or Regional Education
Administration

Many countries have one or more layers of administration between
the central ministry and local schools Even 1n relatively small coun-
tries, schools may be grouped together (e g, 1n clusters, districts,
regions — the specific terminology varies widely) The purpose of this
grouping 1s to facilitate communication and control by the center

In Egypt, for example, the central mimstry supervises the operation
of 42 mudirriyya, or regions Within each region are from ten to 20
idaaras Within each 1daara there are sectors, within sectors sections,
and within sections schools This series of hierarchically organized
units provides a chain of command that permaits the central ministry
to communicate its orders and requests downward to teachers, and to
recerve information upward (Toronto, 1990)

General research in organizations suggests that an 1deal ratio of
manager to managed 1s about 1 7 As the number of managed units
increases, the manager’s ability to keep track of what 1s going on in
each unit 1s reduced The larger the ratio, the more likely 1t 1s that
“managed” units will not recerve information or supervision from the
center

Prior to the most recent administrative reforms in Sr1 Lanka the
central ministry supervised 26 regional offices Each regional office
supervised three to five circuit offices, but there were 50 to 100 schools
for each circurt office Messages came down to the circuit offices, but
did not reach all the schools (Cummings, Gunawardena, and Wilhams,
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 1t reaches the central ministry
Prior to recent reforms, statistical data often arrived too late to be of
use As a consequence, each unit within the central ministry created
its own mformation system Local officers felt they were unheard 1n
the center and often failed to communicate important facts about
their schools The Mmister complamed that he had no way of knowing
what was really going on 1n schools

Egypt 1s pursuing a double-pronged approach to this problem
First, 1t 1s speeding up the capacity of the central ministry statistics
department to collect, record, and publish data on schools The
objective here 1s to discourage each central office from collecting 1ts
own data This approach 1s good but not sufficient Egyptis also
transferring some aspects of management of schools down to the
regional offices This will relieve pressure on the central ministry,
which hopes to spend more time on national policy 1ssues See pages
146 and 148 for a discussion of some of the 1ssues 1nvolved 1n this
form of decentralization



from page 43

Which of the following describes your concerns
with respect to the quality of administration at
the district or regional level?

=» The quality and/or quantity of personnel If this is true, go
to page 145

-» Organizational or structural factors If this 1s true, go to
page 147

=» The resources available for education If this is true, go to
page 149

¢ For more information and discussion, see page |40




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 de-
scriptive, either of the behaviors of administrators or of opinions
about therr performance The few studies that compare administrator
characteristics with achievement scores of their students report
conflicting results For example, years of experience 1s associated with
higher achievement 1n some countries, but not 1n others (see
Georglades and Jones, 1989)

Countries differ widely in terms of policies and practices with
respect to selection of school administrators In some countries they
are selected from the most experienced and senior teachers In some
countries school administration 1s seen as an unattractive job (be-
cause salary increments do not compensate for additional responsi-
bilities) The persons who actually accept appointments are not
always the most senior, or best, teachers Few countries have special
academic requirements for administrators Few appear to require
prior certification

As a consequence of no common definition of job responsibility,
and no convincing research, there 1s no agreement on what are the
most important skills and knowledge and values of an administrator
There 1s no agreement on how best to select for these skills, knowl-
edge, or values Nor 1s there agreement on the best tme 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 wall vary
according to the

1 objectives set for the school,

2 qualty of teachers,

3 characteristics of the community and parents, and
4 characteristics of the school organization 1tself

Schools that emphasize academic achievement will need one kind
of administrator, those that emphasize moral development another
Schools with experienced teachers may perform very well with a
young and unskilled admunistrator, while schools with young teachers
will requure a seasoned manager Similarly, the quality required of the
admunistrator will vary according to the support and level of develop-
ment of the community Schools that encourage high teacher partici-
pation i decision making will require one kind of admimstrator,
those 1n which the administrator makes all decisions will require
another

=» See also page 54



from page 43

Which of the following best expresses your
concerns with the quality of administration at
the local or school level?

= Quality and/or quantity of personnel I[f this is a concern,
go to page 226 for an example of an in-service training program
for school administrators For policies to create a training
program for administrators, go to page 234

=» Organizational or structural factors If this is a concern,
go to page 147

=» The resources available for education If this is a concern,
go to page 149

¢ For more information and discussion, see page 142




Personnel for the Central Ministry

There 1s a striking absence of studies on the kinds of persons who
work i the central education orgamzations We know little about
how people are hired into a mmistry of education, whether qualified
persons are available, what kinds of persons work most effectively,
and what kind of training 1s provided for new staff As a consequence,
there 1s little we can say about which policies to improve personnel or
the organization are most effective

The effectiveness of a given person mn an organization depends on
the organization 1n which she or he works A ministry that emphasizes
adherence to rules and regulations requires one kind of person, a
ministry that encourages 1nitiative requires another Research on
organizations argues that the latter kind of organization 1s more
effective, especially in a changing environment But to introduce
mnovative persons mto a rules-oriented organzation may actually
reduce levels of productivity and efficiency

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 sufficient guide to this philosophy What 1s
essential to know are the criteria that are used to assess the perfor-
mance of persons and units in the organization Organizations that
evaluate comphance with rules, and measure levels of activities or
1nputs, are distinct from those that assess the extent to which goals are
met, or which evaluate the quality and quantity of product or out-
comes

The organizational analysis typically divides the ministry into
levels of organization A conventional division 1s according to func-
tions strategy, pedagogy, and administration An alternative approach
divides the ministry mto a policy level, an executivelevel, and an
operationallevel In each case, the analysis looks for problems in the
operation of the organization, such as missed deadlmmes, insufficient
resources, 1dle staff, lack of information

See Toronto (1990) for an organizational analysis of the ministry of
education 1n Egypt

The International Institute for Educational Planning, in Paris, has
developed a methodology for carrying out an organizational audit

See page 225 for a case study of use of indicators to monitor the
performance of an education system



from pages 139, 141

An educational administration works well when all positions
are filled with qualified and trained staff who are motivated

Where do you locate the problem with
administrative personnel?

=» The selection process for filling administration
positions does not permit stability or continuity of
programs

=» There are not enough administrative staff to respond
to regional or local concerns

Administrative staff are poorly trained

Administrators are not well motivated

=» Administrative staff do not reflect national diversity in
terms of language or ethnic groups

For possible solutions to these problems, see pages 226 and 234

¢ For more information and discussion, see page |44




Modes 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 prunarily a private affair, but with the creation of nation-
states governments took on responsibilities for the provision, and
control, of education This process took place over several hundred
years, beginning first in Prussia 1n the early 1700s

The specific economic and political circumstances of the country
determined the particular mode of provision and control that devel-
oped Cummungs and Riddell (1992) summarize the complex process
as follows

1 The earliest systems developed in the now-industrialized
countries Those models were then exported to (and often
imposed upon) developing countries

2 The earliest developed systems took longest to be constructed

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

4 Few systems have made radical changes 1n the extent or form of
central control

5 Decentralized systems have more levels of administration, and
more admunistrative staff

6 Most countries (about 84 percent) in 1975, even those that were
centralized, had some private schools (The exceptions were all
1n “socialist” countries )

7 Asparticipation rates increase, central government involvement
increases 1n the higher levels of education, and private
participation dechnes 1n relative terms

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

9 There 1s no conclusive evidence that centralized systems are less
efficient, or effective, than decentralized systems

10 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

=» See page 232 for an assessment of four experiences in
decentralization in Latin America



from pages 139, 141, 143

Which of the following applies in your country?

=» Excessive centralization makes i1t difficult to improve
the quality of the education system If this is true, go to
page 151

=» Current organizational processes are inadequate or
imefficient If this 1s true, go to page 226 for how one country
trained local administrators to handle more responsibility

¢ For more information and discussion, see page 146




Different Modes of Finance of Education

There 1s considerable variation 1in both sources and application of
funding for education The table below presents information about
127 countries classified in terms of

1 how much government funding for education 1s centralized The
horizontal dimension of the table moves from most to least
centrahzed

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

Minimal private means less than five percent private enrollment 1n
primary, and no more than ten percent in secondary Government
funding of higher education generally parallels that of secondary
education

Table 12
Alternative Models of Source and Recipient
of Funding in 127 National Education Systems in 1975

Source of Funding Central Govt Only Central & Local Govt TOTAL

No Private Regulated/ No Private Regulated/

or Regulated Subsidized or Regulated Subsidized

Private only Private Private only Private
Emphasis in Funding
No Private 14 — 7 — 2]
Minimal Private 14 4 1 5 24
Private Secondary 15 8 8 4 35
Private Primary 4 4 4 9 —
Primary and Secondary 10 8 3 6 27
Minimal Public 2 8 — | I
TOTAL 59 32 20 16 127

Source Cummings and Riddell (1992)

=» See also pages 172 and 175



from pages 139, 141, 143

Which of the following applies in your country?

=?» More resources are needed for education If thisis a
problem, go to page 172 for several sources of funding

~» Resources currently available for education are not
properly allocated within education The information on
page 175 may be of assistance

€ For more information and discussion, see page 148

Figure 13
Alternatives for Financing Primary Education
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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 patterns of centralized governance are the product of a long
process marked by considerable conflict Whether centralization 1s
excessive depends on the perspective of the group affected Central-
1zation of education benefits some groups, decentralization benefits
others

From a strictly technical perspective, 1t can be argued that some
aspects of governance should be centralized, but others should be
decentralized The most effective governance system 1s 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 about
students’ progress 1n learning, they should have the authority to
decide which methods to use, 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 1n their particular school

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

From this perspective, centralization 1s excessive when decisions
are located too far from the source of information Decentralization,
on the other hand, 1s excessive when decision-makers at one level do
not have information about the effects of their actions on the level
unmediately below

For more information see McGinn (1990, 1992), Winkler (1988)



from page 147

Which aspects of your education system are
most affected by excessive centralization?

=» the selection, placement and evaluation of teachers? Go
to page 232 for a discussion of the experience of
decentralization in Chile

=?» the selection, placement and evaluation of
administrators? We have no examples of decentralization of
administrators

=» the selection of curriculum content? Go to page 181 for
an example of local involvement in curriculum

=» the selection of teaching methods? Go to page 181

=» the evaluation of students? Many countries expect teachers
to evaluate students until the end of the cycle Go to page 228
for comments on the risks of using centralized achievement
tests

=» the construction of buildings? Many countries now expect
local communities to assume responsibility for school buildings
Go to page 232

=» the funding of schools? Go to pages 172 and 175 for
alternative forms of finance

=» the allocation of resources? Go to page 232
=» n-service training? See page 226 for an example of a

centrally-organized program that permitted local involvement in
In-service training

4 For more information and discussion, see page 150




Integrated Curriculum and Assessment

With curriculum and assessment 1ssues often at the center of
public debate about improving school quahty, one problem 1s that
mnovations or changes 1n curriculum are not usually integrated with
similar and simultaneous modifications i assessment

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

Some of the questions that can be asked to determine the degree of
mtegration between curriculum and assessment are

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

2 Are tests, exams, and other forms of assessment based on the goals
of the curriculum?

3 Isthe assessment process designed to be managed at the local
level?

4 Were the assessment methods developed by the same group that
developed the curriculum?

5 Do the assessment methods determine 1f
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 included 1n the assessment methods
used 1n the education system (in addition to standardized
achievement tests or national exams)?

a Portfolios (see page 205 for more information about portfolios)
b Exhibitions
¢ Profiles
d Open-ended problem solving exercises
e Essays and oral exams
Adapted from Fielding (1989)



from pages 11,117

The specification of content to be taught and learned often involves
indicating

1 the prior knowledge students should have,
methods to be used, including the language of mstruction,
appropriate maternals,

methods and content of evaluation of learning, and

G s W N

the abilities required of the teacher

Which of the following is correct with respect
to your country?

=» The curriculum itself 1s of poor quality If this is true, go
to page 35

=» There are difficulties with implementation of the
curriculum If this is true, go to page 25

=» Assessment of student outcomes is of poor quality If
this 1s true, go to page 155

=» The curriculum itself 1s not evaluated If this 1s true, go to
page 237 for suggestions on how to evaluate curriculum

€ For more information and discussion, see page 152




Educational Assessment and Standardized
Testing

“Curriculum” can be defined as what 1s taught “Assessment” refers
to what has been learned 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 achievement,
standardized test results are often used by policy makers and the
public to attack or defend school quality There 1s increasing pressure
on schools to prove that investments in education are producing
higher levels of achievement for all students This has resulted in
increased reliance on the use of tests developed by authorities beyond
the classroom (for example, see page 169) It 1s important for policy
makers and educators to understand the uses and limitations of such
tests

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

The most widely used standardized tests measure verbal, numeri-
cal, and analytical abilities Many educators would argue, however,
that over-reliance on these tests to determine school quality reduces
the possibility that students will be asked to demonstrate authentic
understanding and competence

Three main concerns about standardized testing are

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

2 General achievement and ability tests are insensitive to curriculum
1n specific areas, 1t 1sn't possible to predict from such tests how
students will perform when faced with more authentic forms of
achievement testing

3 Testitems on standardized tests (even in specific subject areas) do
not assess depth of understanding, integration of knowledge, and
production of discourse As a consequence, standardized tests of
general achievement often are used and interpreted mappro-
priately (Gould, in Archibald and Newmann, 1988)

But they should not be criticized for failing to measure what they were
never designed to measure



from pages 153, 202

ests ought to measure what schools teach There has been
widespread public interest in and demand for the use of
standardized tests to measure what schools teach But critics of
standardized testing are concerned that

1 these tests only measure a narrow spectrum of abilities,

2 the nature of these tests discourages creative and 1maginative
thinking,

3 the results of such tests sometimes have too significant an effect on
the life chances of young people,

4 the emphasis in a multiple-choice test 1s wrongly on the “right
answer” and on stmplicity instead of thoughtful judgments,

5 the tests favor the economically and culturally advantaged over the
disadvantaged while claiming to be neutral, and

6 the tests are biased against those who are unfamiliar with the
language and concepts of a majority culture (Ravitch, 1984)

Which of the following describes the situation
In your country?

=» Assessment of student learning is not integrated with
the curriculum taught in schools Go to page 203

=» Assessment of student learning i1s iInadequate or not
done at all Go to pages 206 and 227

=» Teachers teach to a standardized test in effect, the test
becomes the curriculum Go to pages 205 and 228 for
alternatives to the use of standardized tests See also page 156

¢ For more information and discussion, see page |54



The Functions of Assessment
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FORMATIVE ASSESSMENT SUMMATIVE ASSESSMENT
Student Motivation Selection and Social Control
Momtoring, Feedback Certification and

and Guidance Qualification

Diagnosis and Prediction

Remediation

Clear Recording and Reporting

of Student Attainment

FORMATIVE ASSESSMENT SUMMATIVE ASSESSMENT
Curriculum Evaluation Curriculum Control
Feedback on Teaching Accountability

Teacher Motivation Standards

Formative assessment of student performance and learning takes
place during the course of instruction The results of formative assess-
ment are used by both students and teachers

Summative assessment of student performance and learning takes
place at the end of the course, school year, etc The results of
summative assessment of groups of students have greater imphca-
tions for the education system than do the summative assessments for
one mdimvidual

Based on Broadfoot, Murphy, and Torrance (1990)
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Which of the following best explains why
teachers do not carry out the curriculum
properly?

=» They believe the curriculum is of poor quality If this is
true, go to page 35

=» Administrators and/or supervisors provide little or no
guidance to teachers about what they should do If this
Is true, go to page 103

=» There 1s no way, such as an external examnation, for
teachers to find out how they are doing with respect to
implementation of the curriculum [f this is true, go to
pages 225, 227 and 228 for comments about the use of
external examinations

¢ For more information and discussion, see page 156
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A Brief List of Readings on Policy Options to
Improve Basic Education

I Periodic Sources

Bulletin of Educational Planming Documentation, International
Institute for Educational Planning, Paris

International Yearbook of Education, International Bureau of
Education, Geneva

Resources for Education and theuwr Cost-Effective Use, Commonwealth
Secretariat, London

Various series of papers published by the World Bank,Washington

2 Recent Books

Chapman, David W, and Carol A Carrier (eds ) 1990 Improving
Educational Quality A Global Perspective New York Greenwood Press

Hallak, Jacques 1990 Investing in the Future Setting Educational
Priorities for the Developing World Paris UNESCO, International
Institute for Educational Planning

Hopkins, David (ed ) 1989 Improving the Quality of Schooling Lessons
from the OECD International School Improvement Project London
The Falmer Press

Lockheed, Marlaine E , and Adriaan M Verspoor 1991 Improving
Primary Education in Developing Countries A Review of Policy
Options New York Oxford University Press

United States Agency for International Development 1990 Lessons
Learned in Basic Education in the Developing Wotld Washington,
D C Bureau for Science and Technology, Office of Education

3 Professional Journals
Comparative Education Review, US
Comparative Education, UK
Compare, UK
Educacion, Organization of American States
Education Comparee, France
Educational Studies, UK
International Journal of Education Research,
International Review of Education, UNESCO
Prospects, UNESCO
Revista Latinoamericana de Estudios Educativos, Mexico

4 You may also wish to subscribe to FORUM, a quarterly popular digest
of policy studies in education, published by the Harvard Insttute for
International Development, Cambridge, MA 02138, USA, for the
USAID-funded ABEL Project
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Educational Problems of Nomadic Children

Nomads are groups of people who travel
and migrate 1n large or small clans 1n search of
a means of livelihood They travel within a
community Or a nation or across mternational
boundaries (Ezeomah, 1990)

Nomads can be classtfied 1n three catego-
ries hunters and food gatherers, itinerant
workers, and pastoralists

Traditionally, children of nomads are taught
by their parents, older relations, and peer
groups Their teaching emphasizes survival and
earning a living Nomadic children typically
assume adult responsibilities at an 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 fail to gain the skalls of literacy and
numeracy that are more easily learned 1n
schools

Several countries have moved to mnsure 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 Somahan nomads
In 1981 Nigeria 1ssued a statement promising
educational opportunities for all citizens, both
mside and outside the formal system

An Example of Education for Nomads

Following the Sahelian drought of 1968—
1974, the American Friends Service Committee
and the Government of Mali cooperated 1n a
rehabilitation project for nomadic families in
the wvillage of Tin Aicha A school was created 1n
1975, with one grade and 73 students In 1980
permanent buildings were completed

Most nomadic families resist formal educa-
tion for their children Typically education 1s
provided 1n boarding schools, distant from the
famuly, and often staffed with teachers not
farmihar with the customs of the nomads The
parents of Tin Aicha, however, were enthusias-
tic about their school This enthusiasm 1s
attributed to the location of the school 1n the
village, and to the staffing of the school with
teachers from the wvillage

Teachers adapted the national curriculum to
the requirements of the village They placed
greater emphasis on health and on the history
of the nomadic people Students were mvolved
n agriculture and animal husbandry

This school 1s one of the few in Mah 1n
which the majority of the students are from
nomadic families Participation rates are high,
and absenteeism 1s low

See Ezeomah (1990)
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Educational Problems of Refugee Children

A great deal has been said and written about
the need to provide educational services to
refugee children But there have been few
studies of the educational problems of refugee
children, or studies of how best to resolve
these problems Most studies have focused on
problems of adult refugees and the best meth-
ods of repatriation or resettlement

The education solutions offered for children
are generally in the form of short term emer-
gency rehef, rather than long term education
What research has been done focuses on the
psychological consequences of refugee status,
rather than on specific educational require-
ments “Educational problems” are generally
defined 1n terms of the actions of the organiza-
tions or countries that provide the educational
services The education of refugees in poor
countries 1s given a lower priority than the
provision of shelter and food

The most frequently cited problems that
providers of services face are the following

1 lack of space mn the school system,

2 msufficient teachers to handle the
additional burden on the system,

madequate supply of textbooks, and

4 1madequate supply of other mstructional
materials and supphes

These may also be problems that affect
children who are citizens of the country provid-
ing the education

Problems more specific to refugee children
are as follows

5 Textbook and curriculum content are
mappropriate for refugee children who
come from different cultural, economic,
political, or geographical contexts

6 Language of instruction — should refugee
children be taught in their mother tongue,
the language of the host country, or the
language of their country of destination (1f
that 1s known)? Sudan, for example, in the
1980s recerved a great many refugees from
neighboring countries who did not speak
Arabic, the language of mstruction in
Sudanese schools If the decision is to offer
mstruction 1n the language of the refugee
children, problem 2 looms large A country
may decide to hire as temporary teachers
adult refugees with teaching experence

7 Some refugee (parents and leaders) resist
education 1n another language and with
another curriculum, fearing that their
children will lose their cultural identity

The solutions to these problems will vary
according to how long the refugees will
remain 1n the host country

a If they will be permanently resettled 1in
the host country then 1t may be
important to begin assimilation
immediately See page 114 for a
discussion of alternative approaches to
language of instruction See page 198 for
a description of the factors that
condition which language of instruction
to choose

b If they will be repatrated to thewr country
of origin 1n a few years, it may be
acceptable to provide mimimal education
using mnstructors taken from the adult
refugee problem

¢ If they will be repatnated to another
country, decistons about curriculum
content and language of instruction
should take into account characteristics
of the receiving country



A Program toTrainTeachers for Refugees

Refugees began arriving mn Somaha from
Ethiopia in 1977 By 1981 there were estimated
to be 700,000 refugees 1n Somalia Many of
these were children of school age Somala,
meanwhile, was having a hard time providing
schoohing to its own children About one-third
of the age group was enrolled 1n primary
schools There were not enough trained teach-
ers

To respond to the refugee crisis, the Somal
Government, together with the UNHCR,
established an Institute of In-Service Teacher
Training (IITT) The Institute was modelled on
the UNRWA/UNESCO Institute of Education in
the Middle East, established for Palestinian
refugees Teenage or older refugees who have

completed primary schooling are recruited
They are given a crash course 1n teaching, and
placed 1n classrooms Weekly seminars held
locally are used to upgrade their teaching
abilities Correspondence courses are used to
increase knowledge of subject matter

Within 1ts first year, the IITT was able to
establish schools 1n nearly all the camps By
1988 the IITT was providing schooling to about
40,000 students per year More than 1,000
teachers were trained Since that time an
administrative structure has been built which 1s
continuing and expanding the operation

See Dodds (1986)

For more information see Journal of Refugee
Studies
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Reducing the Cost of Schooling

The enrollment of children of poor families
m schools can be increased by

1 reducing the direct costs of schooling
controlled by the education system,

2 reducing the indirect costs to the fammly that
result from sending a child to school

1 Direct Costs This includes family expendi-
tures on uniforms, admission fees, activity fees,
examination fees, “voluntary” contributions,
basic supphies such as pencils and notebooks,
textbooks, transportation, lunches eaten at
school These costs can amount to as much as
20 percent of family mcome (Lockheed and
Verspoor, 1991)

All of these costs can be met by the educa-
tion system In many countries, norne of the
above 1tems 1s charged directly to families
School finance 1s 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 provnides a break-
fast or lunch Uniforms are not required, or are
subsidized The community or school provides
free transportation Thailand prowides students
1n 1solated rural communities with bicycles
Other countries have constructed boarding
schools Countries that have abolished fees
have experienced sharp increases 1n enroll-
ments, indicating the suppressive effect of fees

Some countries, e g, Bangladesh, have
increased enrollment and graduation of girls by
offering scholarships These scholarships are
awarded at the end of the school cycle Parents
keep their girls in school, to be relieved later of
some of the costs

Countries that want to increase access
reduce costs to families for sending their
children See page 172 for suggestions of other
sources of ncome than poor families

2 Indirect Costs These refer to benefits lost by
the famuly as a result of sending a child to
school They include the child’s contribution to
the mnternal economy of the home, for example
as a child-tender or aid mn gardening They also
include the lost income that the child could
have generated had she or he worked instead of
going to school

Adjustments 1n the annual school calendar
can help with regard to reducing the conflict
between the school and demand for child labor
n agriculture Changing the daily schedule can
make 1t easier for girls, who generally have
responsibility for younger siblings, to attend
Schools can also provide day care facilities for
infants normally looked after by girls Pakistan,
for example, permits children to bring their
younger siblings to school This has negative
effects on the classroom environment More
effective would be the construction of nursery
school facilities next to the school building

The likelihood of working outside the home
increases with the child’s age Lowernng the
entrance age to primary and reducing repeti-
tion would raise the number of children who
complete the cycle before reaching age of
employment

=» To read more about access to school, see
page 168

=>» For more about finance, see page 172



from pages 19, 90, 168, 172

Increasing Efficiency Within School Facilities

Some policy makers attribute a lack of
educational supply to the low enrollment of
students If this 1s true, an obvious solution
would be to increase the number of school

facilities Three options are most prevalent
1 Buld more schools,

2 Rent buildings constructed for other
purposes,

3 Make more efficient use of current
structures

Construction of more schools requires
capital outlays, by erther the government or the
local community or some combination of the
two Renting buildings solves an immediate
need, but does not develop the capital stock of
the education system At the end of 20 years the
government 1s still paying rent, with nothing to
show for 1t

In situations 1n which government capital
funds are imited, where 1t 1s difficult to mob:-
lize commumnty resources for school construc-
tion, or where rents are seen as a waste of
resource, 1t may be possible to solve space
problems by making more intensive use of
existing facilities

Students can learn as much 1n a double shaft
school as 1n a single shift school The critical
factors are the quality of the curriculum (see
page 25) and the quality of teaching (see page
53) Table 13 reports on six different experi-
ments with double shifts as a way to make
fuller use of facilities The results are varied In
some cases, students 1n double shift schools
actually learned more than students mn single
shafts



from pages 166, 180, 213

Table 13
Options for Increasing the Use of Existing Facilities

Choice #| Multiple-Shift Schooling
One means of contaning costs while raising enrollment rates Muluple shift schooling 1s an especially helpful option for
is to introduce multiple shift schools where one school caters  governments with increased populations and restrained

to two or more entirely different bodies budgets
Country Results
| Singapore (1986) a Difficult to arrange remedial/enrichment classes due to lack of available space

b Double sessions effectively operated as separate institutions making it difficult to plan and
run both schools efficiently

¢ Lowered sense of student belonging to school greater difficulty building relationship
between students and teachers

2 Malaysia (1972) Schools used for double sessions were designed for single shifts As a result facilities
offered students more space and could be used at other times of day

3 Chile (1974) and Venezuela No noted distinction between achievement level and the number of shifts offered by
schools
4 Nigeria Double-shift schools found to have lower passage rate than in single shift schools Reason

cited lower socio economic status of double shift students

5 Guyana Achievement within double shift schools not adversely affected

6 Senegal (1972) Found double shift school students scored higher than single shift Reason cited lower
student /teacher ratio increased quality of education

Based on Bray (1987)
=» The 1ssue of school size 1s discussed on page 212
=» On page 213 we make several suggestions of how to reduce demands on school building

=» Finally, the cost of construction can be reduced by better maintenance See page 230

Choice #2 Increase Small Schools in Rural Areas

As most governments want to get the best education for the Although 1t may not appear cost effective initially in some
least expense another possible solution could be to build areas It may actually decrease governmental expenditures
smal! schools in low population areas

Observed Results
| In some areas it may be cheaper to run several small schools than one large school Establishing large schools in rural areas
increases the cost of transportation

Large schools become too impersonal and inefficient thereby decreasing quality and increasing administrative costs
The childrens fatigue from traveling long distances to large schools decreases the effectiveness of education
If schools become too large they may have to employ specialists thereby increasing costs

Large schools can typically operate at a lower unit cost per pupil

[= S ¥ . B N VI M

If large schools have poor access may need to board students thereby increasing recurrent and capital costs

Based on Bray (1987)
=» For additional ideas, see pages 30,212,213 and 230



from pages 23, 135, 165, 173, 215

Table 14

Policy Options to Improve Access to Primary School

BARRIERS POLICY OPTIONS EXAMPLES

| Space Provide more space Build schools some for certain groups
Use existing space more efficiently or equitably | Double shifts some for certain groups
Use alternative buildings as schools Community buildings mosques
Provide education at home Distance education

2 Distance Reduce distance to school More schools better use of space

education at home boarding schools

Provide safety on route to school

Transportation chaperones
community protection

3 Cost to household

Financial or in kind aid

Free schooling free textbooks uniforms
scholarships incentives to keep child
in school

Reduce opportunity costs

Change schedule to permit work
provide substitute for chiids labor
while in school

Increase expected returns

Increase access to higher levels
iImprove outcomes to training

4 Insufficient and
overworked teachers

Recruit and put into place more teachers

Lower certification requirements
improved incentives provide local
training place teachers near home

Increase workload of current teachers

Double shifts with same teachers

Enable current teachers to hand more students

Use of programmed self instructional
materials peer teaching distance education

5 Education not relevant
to some groups

Adapt education to community expectations

Reform or complement curriculum change
materials recruit or re train teachers

Change community attitudes toward schooling

Fines for non attendance mobilize
community support

Motivate teachers to recruit students from
groups not currently enrolled

Incentives for teachers with
non traditional students

=» See also page 166, 175, 215
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What Can Test Results Tell Us About School

Quality?

In 1991, a national magazine in Mexico
published a lead story with the following
headline, “Mexico A Country of Failures ” The
article described the application of a national
achievement test to primary and secondary
school students The author concluded

“The results of these exams are very
worrisome The great majority—83 7
percent of the primary students and 96 2
percent of the secondary students—of those
examined obtamed marks lower than 6
points 1n a scale of 10 ” (Guevara, 1991,

p 33

As a result, he concluded that there is a serious
decline 1n the quality of Mexican education

“The anxiety that in1tiated this evaluation
has been converted 1nto real alarm, taking
mto consideration the urgencies that the
country faces with 1ts integration into the
external market and technological and
scientific competition between nations ”
(p 33)

Was Guevara right? Has Mexican education
failed? At the same time he was publishing his
critique, another study showed that productiv-
1ty of Mexican automobile workers was higher
than that of automobile workers in the U S
(who have higher levels of schooling) Do the
tests applied show that schools have failed to
educate?

There 1s no doubt that students got low
scores on the tests The question 1s the meaning
to be given to those scores These are the
critical 1ssues

1 Do the test items measure what children
should know?

2 How much should children know about what
the test items cover?

3 Do schools teach what these test items
measure?

Issue 1 This 1s a question of validity, a technical
term that asks whether the item measures what
we want it to The best way to estimate the
vahidity of tests 1s to compare their results with
those of another measure about which we are
sure A second way 1s to examine the items to
see 1f they look and read like what we are
attempting to measure

The Mexican tests had the standard compo-
nents, 20 multiple choice questions about
mathematics, 15 about Spanish (national
language), 17 about natural sciences, and 12
about social sciences The mathematics test
mcluded questions about the basic operations
(addition, etc ), use of fractions, positive and
negative values, decimals, and word problems
The social sciences test included 1tems on
Mexican history, the Constitution, geography
and government

All this sounds reasonable, and 1s consistent
with the general objectives for primary educa-
tion of the official curriculum But 1s that all
that primary education 1s about? Were these the
most important topics to be covered? Each
country that wants to use a standardized
national examination to evaluate 1ts school
system has to make sure the test covers impor-
tant elements 1n 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 produc-
tvity of a worker? In fact, there 1s little research
that relates test scores used to evaluate schools
with adult performance

The second part of the first 1ssue deals with
technical questions of reliability Do the stu-
dents answering the questions read them the
same way the test makers do? Would the same
test applied again produce essentially the same
results? These are important questions to be
asked of every test



Issue 2 Do low scores on the test reflect how
much students know? For example, on the
Mexican social sciences examination there
were 12 1items Only 37 percent of the students
could 1dentify the article of the Constitution
(Number 123) that refers to the national educa-
tion system Is 37 percent a high or low num-
ber? Guevara assumed that students should get
at least 60 percent of the items correct The 60
percent level was arbitrarily chosen

It 1s easy to change the difficulty level of
multiple 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 1s by taking 1t
ourselves

Issue 3 Does the test measure what the school
18 trying to teach? Is the test a measure of the
quality of the school?We can be sure that a
school that tries to teach its students some-
thing but fails 1s of low quality If a school does
not teach what the test measures, however, that
school may still be of high quality

Research shows that opportunity to learn 1s
a major factor predicting to test scores Teach-

ers are asked, for each item of the test, whether
the material has been covered during the
school year Students score low on items that
the teachers say they have not taught This s
consistent with research on time on task (see
page 92}, the more time students spend trying
to learn, 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 curriculum
should be much different than to a demonstra-
tion that even when they try, schools do not
teach enough

What test results can tell us, therefore, 1s
that there 1s a difference between what some-
one expected, and what actually takes place
Test results are, therefore, symptoms of prob-
lems, but not in themselves diagnoses They do
not by themselves tell us what we should do

=» For a severe critique of the use of
standardized achievement tests, see page
228

=» For a discussion of the concept of quality,
see page 241



from page 29

School Construction:

Is Revenue the Problem?

The problem 1n funding of school construc-
tion 1s principally the total cost of new build-
mgs, rather than the expenditure per year on
buildings In most countries the annual cost of
buildings 1s less than ten percent of the total
annual expenditure on education This propor-
tion 1s low because school buildings generally
last 25 or more years

In many countries school construction 1s
financed from currently available funds, rather
than by long-term debt instruments, such as
bonds The Ministry of Education, or the school
construction agency, must therefore have on
hand a large amount of capital Many countries
rely on foreign sources of capital for school
construction, erther through loans from banks
or international assistance agencies, or dona-
tions (sometimes called “soft” loans because
pay back terms are very lenient)

Some governments are now resistant to
mcreasing foreign indebtedness The burden of
“servicing” the debt by paying interest on loans
often taken out by previous governments 1s
seen as excessive Some countries are unable 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 1n
other sectors and have transferred those funds
to education This policy requires a strong
government able to withstand attacks from
those benefitted by government spending 1n
other sectors

A second policy option 1s to increase gov-
ernment revenue for education This can be
done by increased central government direct or
indirect taxes—this too poses a political prob-
lem for the central government With the urging
of international assistance agencles some
central governments are looking at ways to shaft
some of the cost burden of education to local
governments, or to private citizens

Nigeria, for example, shifted the cost of
basic education to state governments by a
presidential decree Colombia permuits state
governments to use taxes on some consump-
tion goods and revenue from lotteres to fi-
nance basic education Kenya has offered to
provide salaries of teachers where local com-
munities construct the school building at their
expense Korea rehies on “voluntary funds” from
parents to finance purchase of materials

=» See pages 172 and 175 for a variety of
sources of funding



from pages 29, 33, 77, 85, 109, 148, 149, 151, 165,171, 176

Financing Education in Developing Countries:

Sources of Funding

There 1s a common behef that education 1s
underfinanced and that government financing
1s imited One hmitation 1s due to the
government’s lack of will to increase educa-
tional spending out of skepticism for economic
benefits and concern about unemployment for
the educated (Psacharopoulos, 1986) Asa
result, more energy 1s being put in researching
alternative methods for educational finance
Below are some suggested alternatives The
following page describes the positive and
negative outcomes which have resulted from
program 1mplementation 1n specific countries

Options for Financing Education (According
to principal sources of financing)

Government
1 Increase general taxes (federal, state, local)
Colombia, Brazil

2 Increase school fees Malawi, Mauritius,
Peru, Brazil

3 Increase distribution of student loans
(secondary and higher ed ) Kenya, Nigeria,
India

4 Increase efficacy of current school buildings
to reduce capital expenses Colombia, El
Salvador, Indonesia, United Arab Republic

5 Reduce repetition rate at primary level
Brazil

6 Decentralize educational financing Arab
countries, Nepal, China

7 Relax governmental control, give part of the
responstbility to the local people Nigeria

8 Have a national lottery, earmarking the
earnings for education Brazil

Community

1 Prowvide direct labor to build schools, cutting
capital expenses Nepal, Kenya, Tanzama, E
Nigeria

2 Raise supplemental contribution through
profits from fairs, donations, craft sales,
local lotteries Guyana

3 Prowide 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 Botswana

5 Finance all capital expenses at the local
level, local contributions include building
materials, labor and land Zambia, E
Nigena

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
traming), businesses provide in-service
training and pre-service traming institutes
Arab nations, Brazil, Colombia, Peru

3 Rent building space from private individuals
or compantes for educational facilities

4 Impose levels on alumni association
members E Nigeria

International
Accept outside, international aid for govern-
ment capital expenses many countries

What has Worked, What hasn’t Worked,
and Why?

Increase general taxes Increasing taxes theo-
retically redistributes income from rich to poor
The Colombian government taxes top income
earners to help finance public secondary and
higher education, the hope was that lower



income groups would benefit as for they receive
more benefits than they pay But higher income
groups are more likely to complete primary, and
secondary school, and therefore to enroll in
subsidized public umversities Conclusion tax
systems alone are not sufficient to insure
equality of educational opportunity
(Psacharopoulos, 1986)

Increase school fees The more mcome famihes
have, the more willing they are to pay for
education of their children On this basis it was
argued that by levying school fees on upper
mcome groups 1t would be possible to generate
enough income to provide subsidies to the
poorest children The problem 1s estimating
how much disposable income m fact families
have to spend on education When the govern-
ment of Malawi levied fees on secondary school
children, enrollments dechined When fees for
primary school were removed, attendance
nearly doubled

Increase distribution of student loans Increas-
ing 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 and Asian coun-
tries (Kenya, Nigeria, India) However, 1t has
been difficult to implement 1n some countries
(Sterra Leone, Cameroon) where under-
utilization of the available space resulted

Increase efficiency of school buildings Estab-
lishing double-shift schools for single buildings
has been tried in Colombia, El Salvador and
Indonesia However, 1t has been difficult to
implement 1n some countries (Sierra Leone,
Cameroon) where underutilization of the
available space resulted See comments on
pages 166, 168, and 175

Reduce repetition rate In Brazil approximately
20 percent of each class 1n primary public
schools repeat Policy options include

1 Automatic promotion reduces repetition
rate to zero and reduces cost by 20 6 percent
(Coombs and Hallak, 1987) For a criticism of
this option see page 132

n Improve the quality of instruction and hence
mcrease learning and decrease repetition,
improve the quality through improved
teacher in-service training See page 52

Decentralize educational financing Central-
1zed governments spend more money and take
more time allocating funds due to the bureau-
cratic system, leaving less money for education
Arab countries are trying to decentralize re-
source allocation and improve efficiency
(Ghannam, 1970) Also, with empowered local
governments, regional taxes can be levied as
needed (earmarked specifically for education)
See page 148

Relax governmental control Relaxing of gov-
ernmental control over finances can encourage
local participation and responsibility In Nige-
na, the schools are entirely responsible for
financing school faciliies The government
hires and trains teachers (Bray and Lillis, 1988)

National lottery Between 1970-74 Brazil raised
additional funds for education from a national
lottery The lottery financed 17 million people
on MOBRAL (mass literary program)

Communuty direct labor and donation of
materials Voluntary contributions of commu-
nity labor to build schools, donate materials
and design structures have worked i Nepal,
Kenya and E Nigeria These countries have
strong support for education In Eastern Nige-
ria respect 1s receirved through one’s ability to
finance projects It may not work 1n every
country It 1s more difficult in countries such as
Tanzania where equality 1s emphasized (Bray
and Lillis, 1988)

Raise contributions through fairs Voluntary
community donations are encouraged by the
Guyana government Local communities have
raised supplemental financing through activi-
ties such as fairs and craft sales The funds are
limited (Bray and Lillis, 1988)

Financial contribution through PTAs In
Burma and E Nigeria local PTAs are expected
to contribute to educational financing In
Burma the contributions are high community
construction — 21 2 percent, furniture and
equipment — 63 8 percent, repairs — 63 4 per-
cent In E Nigena, the financing 1s used for
buses and repaurs (Bray and Lillis, 1988) See
also pages 54 and 74

Accept private donations In Latin American
countries, private donations by businesses or
mdividuals constitute approximately 11 per-



cent of educational income (Psacharopoulos,
1986) However, usually the contribution in
developing countries 1s low Could this be a
source of untapped financing?

Employer financed education Employer-
sponsored education ensures education 1s
relevant to the labor market In Latin American
countries, the government takes fees from
specific mnstitutions to help finance vocational
training (Brazil, Peru, Colombia)
(Psacharopoulos, 1986) In many Arab coun-
tries, businesses help finance employees’
university training as needed, some firms are
requuired by law to allocate a percentage of
profits to education (Ghannam, 1970)

Impose levies on alumni association members
In E Nigeria additional educational financing is

levied from a school’s alummn: (Bray and Lillis,
1988) Thus 1s a lmited but relatively untapped
source of private income

International ard This 1s a good investment for
capital expenses but can have adverse effects at
the local level Asloans come due, the debt
adds burden on local taxpayers Accepting
excessive aid actually postpones and increases
rather than reduces educational expenditures
(Psacharopoulos, 1986)

These suggested “remedies” are supplemen-
tal Used in combination with current govern-
ment resources, they may alleviate excessive
financial burdens and contribute towards
improving the overall quality of and access to
education in developing countries

=» See also page 175



from pages 29, 33, 148, 149, 151, 168, 171, 172

Table 15

Suggested Financial Solutions to Educational Problems

Issue

Action

Fund Allocation

Source of Funding

| Increase access to
education

a Build more schools

Build schools close to
students Increase the
number of small schools in
rural areas

| Increase student fees

2 Hold national lottery

3 Community labor and material
donations

4 Fair contributions

5 PTA contributions

6 Private contributions

7 International organizations

8 Levy alumni

b Increase loans and
scholarships for poor
students

| Provide low interest loans
provided for poor students

2 Borrow Initial capital invest
In secure option use
interest to fund loans and
scholarships

3 Over time loan repayments
will establish revolving fund

a International organizations

b Increase school fees (high-income
students subsidize low Income)

¢ Income property taxes

d Private donations

¢ Lower private costs
for education at local
level

| Allocate to children and
schools based on financial
need

2 Offer tax rebate on
educational expenses for
low income families

a Replace local funding with national
funds |) 1ssue national texts and
supplies from revenue of high income
tax bracket 2) abolish need for
uniforms

b Fairs

¢ National lottery

d Parent Teachers Association

d Abolish school fees

Abolish according to financial
need of students

| Increase income taxes
2 Private donations
3 Levy alumni

e Introduce double-shift
schools

As needed in overcrowded
areas

I Inial funding through international
organizations

2 Recurrent expenses funded through
increased enrollment and student
fees

f Increase purchasing
power of low ncome
students

| Parent-supplement
vouchers

2 Tax expenditure vouchers
with no supplemental
Income

a Government pays value of voucher
or no strings grant

b Money for government collected
through income and property taxes

(Table 15 continued on next page)



Issue

Action

Fund Allocation

Source of Funding

2 Improve quality of
education

a Lower class size

Increase number of teachers

1 Increase the number of students (in
doing so increase revenue for hiring
more teachers)

2 Increase taxes

3 Increase school fees

4 Imitial increase In teachers funded by
international organizations

b Improve quality in
teacher training

Increase frequency and
quantity of teacher traming
(both in-service and pre
service)

I Use international aid to construct
higher quality in service training and
teacher colleges

2 Increase school fees to fund
recurrent In service training

3 increase taxes (1e export taxes)

¢ Increase efficiency of
educational system

Establishing a more efficient
system fewer funds will be
required to meet national
goals

[ Reduce costs of financing educational
system by cutting excess inputs

2 Decentralize system to redistribute
spending on bureaucracy in favor of
educational programs

d Increase retention
level

More efficient use of system
and an increase In the quality
of education offered

I Award scholarships upon graduation
2 Automatic promotion
3 Subsidize based on attendance

The above are based on Anderson (1988) Schiefelbein (1983)

=» See also page 172



from page 17

Educational Problems of Handicapped

Children

The principal causes of childhood disability
in developing countries are related to malnutri-
tion, poor hygiene, and preventable diseases
(Marfo, 1986) The four major categories of
disabilities are visual, auditory, physical
impairment, and mental impairment

Less than two percent of the children requir-
ing special services are enrolled 1n educational
programs 1n developing countries Response to
handicapped children has taken second place
to efforts to provide education to children
without disabilities, 1tself a daunting task
Tanzania, for example, has made great efforts
to provide services to children with disabilities
In 1986 Tanzama had five special primary
schools for the deaf, three special and 19
regular primary units for the blind, two schools
for the physically handicapped, and four
schools for the mentally handicapped Unfor-
tunately, these schools met the needs of only a
portion of its handicapped children

The Zambia National Campaign to
Reach Disabled Children

Prior to 1980, special education in Zambia
was 1n the hands of various missionary groups
In 1970 the education of the handicapped
became the direct responsibility of the Mimistry
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
national campaign Extensive use was made of
training packages designed by the World Health
Organization and field tested in Botswana and
other countries The WHO manual focused on
mental handicaps, acceptance by the famuly,
self-help skills for teachers, and the social
integration of the handicapped into the com-
munity The instructional packages vary ac-
cording to type of disability and age group

Immediate activities of the campaign were

1 raise the level of public awareness of the
special needs of disabled children,

2 establish provincial registers of disabled
children,

3 lay the foundation for a nation-wide health
and education service for disabled children,
and

4 supply technical aids and prosthetic devices
to as many disabled children as possible,
and tramn them and their families to use
them properly

A District Ascertainment Team was created
in each district These teams included a pri-
mary 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
demonstration of how they were being
educated by well-traimned teachers,

2 an mtroduction to the nature, causes and
consequences of auditory, visual, physical,
and mental handicaps,

3 demonstrations of and supervised practice
with procedures for assessing the various
handicaps,

4 famihanzation with registration and
reporting procedures,

5 an mtroduction to community-based
rehabilitation and to the development of
mdividualized health care plans, and

o]

discussion of anticipated problems and
possible solutions

During the first phase of the project 162
children were 1dentified Home-based inter-
ventions were designed for each These inter-



ventions included teaching at home, integra-
tion into local schools, construction of low cost
aids, referral for examination, treatment, and
assignment to special schools The major
difficulty experienced was transportation to
outlying areas

The nation-wide campaign to register
disabled children began with 3000 reporting
centers 1n 57 districts There were 1 7 million
children between five and 15 years of age in
Zambia at the time of the campaign Some
18,000 were brought into reporting centers
About one-third of the centers did not recerve
any children, lack of transportation was consid-
ered to be the main reason

Some 11,000 children were examined, of
whom 7,247 were considered severely disabled,
3,209 had auditory deficiencies, 1,549 were
visually impaired, 1,390 physically impaired,
626 mentally retarded and 473 multi-handi-
capped These figures indicate that about 80 of

every 1000 urban children and 31 of every 1000
rural children have handicaps severe enough to
merit attention

In 1987 1t was estimated that less than five
percent of all severely handicapped were
attending school, but that the proportion of
handicapped children contacted in the regis-
tration campaign was much higher This may
be because those handicapped children who
were registered are those who have fewer
problems of transportation The number of
handicapped children served 1n schools,
however, was higher than that of children
served 1n the 35 primary nstitutions for handi-
capped children

For more information about Zambia see
Csapo (1987)

For more mformation about education of
handicapped see Baine (1988), Marfo et al
(1986), Ross (1988)



from page 105

Distance Education for Children Who Can’t

Attend School

In many countries there are children who by
reason of distance of the nearest school or
disability are unable to attend school Distance
educationis a process in which much of the
mstruction 1s given by someone removed 1n
space and time from the learner (Perraton,
1986) Instruction through use of printed
materials that go back and forth between
teacher and learners—correspondence
schools—are a traditional form of distance
education This method works best with older
students with well-established reading and
study skills

More recently printed materals have been
combined with audio devices to permait volun-
teers or untramned teachers to assist students
The teacher speaks to students through audio
cassettes or radio Students may respond
imdividually or 1n groups, and fill out work-
sheets or quizzes These are returned to the
teacher, who can assess whether lessons have
been effective, and can provide feedback to
students by marking the quizzes and returning
them Sometimes lessons include immediate
mformation about correct answers so that
students can assess their own performance
Groups meet 1n homes, community centers,
religious buildings, even schools

Most of the available evaluations of these
programs have been carried out in Latin
America In 1982 there were at least 15 radio
education programs for primary school stu-
dents Students participating in RADECO 1n the
Dominican Republic scored as high as students
1n regular schools on achievement tests, with
only one hour of daily broadcast and some
discussions and exercises (Hanssen, Kozlow,
and Olsen, 1983) The recurrent costs of the
program, 1f 1t were widespread, are estimated to
be about 60 percent of regular school (Tison,
in Nielsen, 1991) Not available 1s information
on promotion and drop-out rates Ministry
officials 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 Malaw1 see Mkandawire
and Jere (1988)

For a general review of distance education
see Nielsen (1991)

=» See also pages 220 and 222



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 1s responsible for the construction and
maintenance of all public school builldings As
most of the 20 million inhabitants of Sindh are
widely dispersed in small rural villages, there
are many schools, and many yet to be bult
Each year the PMC manages about 600 con-
struction projects

The construction cycle begins with a pro-
posal The first action 1s a request for a school
building from the community or a headmaster
(in a rented building) Sometimes politicians
make the request Formal requests are sup-
posed to flow from the petitioner to the sub-
district education officer to the district educa-
tion officer, to the regional directorate, to the
PMC In fact, many requests are made 1n
person to the PMC Director, who spends a good
part of his day receiving delegations

Although some 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 inhabitants with no school within 1 5
km are supposed to be granted schools The

PMC relies on Settlement Reports produced by
the Bureau of Statistics (in the Secretary of
Government) to determine where schools are
located Population estimates are based on the
last census

Availability of a site 1s the next requirement
In most cases the village headmaster provides
the school site The PMC then estimates the
cost of construction, mcluding site preparation
costs A formal proposal 1s prepared (using a
standard form, PC-1), and submuitted 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 Develop-
ment, and then to the Education Ministry in
the Federal Government Once a budget1s
approved the PMC sends projects to the Eng-
neering Wing, and monitors completion of the
schools The PMC'’s responsibility ends when
the school 1s handed over to the community

=» For alternatives to new school construction,
see pages 167 and 213



from pages 39,51, 61, 151

Primary Education Curriculum Development

in India

The population of India 1s perhaps one of
the most heterogeneous in the world A wide
variety of economic, cultural, political, and
hinguistic traditions are represented among 1ts
800 million people

Early efforts to provide uniform learning
materials and common tramning of teachers mn
mstructional strategies were 1ll-advised, given
the diversity of both students and teachers But
how could the government provide relevant
curriculum and appropriate mnstructional
strategies for such a diverse population?

The proposed solution has been the diversi-
fication of the production of curriculum, while
applying uniform standards for quality In
collaboration with State Institutes of Education
and State Councils of Educational Research and
Tramning, the National Council of Educational
Research and Traimning 1 1975 launched a
program for Primary Education Curriculum
Renewal

The objective of this program was to provide
as many students as possible with a curriculum
that fits their ingwistic and cultural back-
ground, and which matches the abihties of
teachers The strategy pursued was to develop
the capacity of state-level groups 1n curriculum
preparation and teacher training

The project began 1n 13 states, 1n a set of 30
schools chosen for their wide variation in terms
of characteristics of students A detailed socio-
economic and education survey was carried
out to identify requirements and abilities of
students and teachers Training was provided to
teachers and curriculum developers, 1n the
elaboration of content and appropriate meth-
ods The mstructional materials produced

mcluded textbooks, teacher guides, and work-
books for students

The success of the mnitial pilot program led
to a second stage that involved 450 primary
schools and 45 elementary teacher training
institutes and their staffs Materials were
produced 1n regional languages and various
mstructional strategies were tested

By 1984 the project was operating 1n all
states, with 180 teacher training institutes and
2,469 primary schools actively involved 1n the
design and production of curriculum The
project at that date had trained 11,000 teachers
in the new materials and methods

States with common languages used the
same textbooks, accompanied by teacher
guides that suggest alternative teaching-
learning activities to match local culture and
economy Instructional practices are designed
to respond to regional differences

The various curricula set objectives for
minimal learning in computation (mathemat-
ics), communication (language), health, envi-
ronmental studies, artistic expression, and
productive work Emphasis 1s laid on promo-
tion of desirable values and attitudes Use of
local resources 1s encouraged, teachers are
expected to devise or adapt suitable teaching-
learning strategies

Even 1n the smallest states of India (e g,
Nagaland and Sikkim) teachers now use mate-
rials that are appropriate to their circum-
stances

Based on UNESCO (1984)

-» See page 35 for factors that influence the
quality of curriculum



from pages 97, 107

Student Discipline

There 1s Iittle systematic research on the
relative effects of different patterns of student
discipline On the other hand, there 1s wide-
spread agreement that an orderly atmosphere
1s necessary 1n schools for effective teaching
and learning to take place (Jones, 1989)

Lack of student discipline has been associ-
ated with poor class management by teachers
(pages 106, 208), and with poor school admin-
1stration (page 72) A study of student disci-
pline 1n 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 class-
room, vandalism, and drug use In addition,
lack of discipline 1n school 1s associated 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 methods, preference
for methods that attract rather than require
student participation, and

4 preference for rewards rather than
punishments

Table 16 (page 183) presents examples of
successful actions (Lasley and Wayson, 1982)



Table 16

School Level Actions Associated with Good Discipline

Action

Why 1t Works

Example

Teachers and students involved in
designing a solution

Schoolwide and class problems are
responsibility of all who work in and use
the school Teachers students and
administrators contribute to
development of effective rules

Asking students to paint 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 social growth When
students learn how to do better

they value the school more and are
less likely to vandalize it

One school developed a student
leadership conference that taught
students how to develop more realistic
and how to achieve 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
overcrowding)

One school developed separate 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 ability teachers used
punishment less

Schools have success with award or
honor days positive messages home
to parents assemblies to recognize
students accomplishments

Principal 1s a strong leader

Strong leadership sets standards
for teacher and student

Principal 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 approprate persons to teach makes
sense when

1 there 1s a surplus of candidates to be
teachers,

2 the requirements of effective teaching are
well-defined, and

3 1tis possible to identify persons capable of
meeting the requirements

1 Can we 1n fact choose?

In many countries, there 1s a shortage of
teachers Ideal requirements have to be relaxed
m order to meet demand for schooling Selec-
tion 1s often based on no more than whether
the candidate has a certificate or diploma
Stmularly, some countries employ all graduates
of their teacher training institutions In these
cases, selection 1s 1n fact determined by the
candidate, and not by the government

In these cases, the indicated policy 1s one
that deals with recrurtment of teachers (or
candidates to teacher training institutions),
rather than a policy of selection Recruitment
policies have included subsidized education for
teacher trainees, forgiveness of government
loans for university study, to graduates who
take up teaching as a career, and salary incre-
ments

2 What are the requirements to be an effective
teacher?

The definition of “effective” depends on the
goals set for the education system The require-
ments to be effective depend on the instruc-
tional technology used, and the working condi-
tions 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 define some fundamentals for
effective teaching (see page 96), but there 1s no
one style of teaching that 1s most effective for
all conditions, technologies, and goals

3 Can we 1dentify who will be an effective
teacher?

There has been a great deal of research on
teaching effectiveness in the United States
Factors used to assess teacher candidates can
be grouped 1nto seven categories They are
ordered here from most to least important in
terms of relationship to effectiveness

“1l Work samples

2 The ability to engage students in learning
activities

3 The ability to perform the functions
required of teachers

Skills related to teaching

Knowledge related to teaching
Experience with children and youth
Intelhgence and academic abihity”
(Schalock, cited 1n Applegate, 1987, p 3)

~N G

Thus list indicates that tests, and evidence of
previous academic achievement, are the least
satisfactory predictors of teaching effective-
ness The best way to find out who will be a
good teacher 1s to put the candidate to work
and observe learning outcomes 1n students

This 1s done n teacher tramning 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 1s provided through distance
education programs (see page 220)



from page 67

Should Pre-Service Education Be Extended?

How much professional training should
teachers receive before they are allowed to
teach? As Table 8 on page 58 demonstrates,
there 1s considerable variation from country to
country In wealthier countries, most teachers
are educated at the university level Would poor
countries raise the quahty of teachers by
requiring unversity level education?

Perhaps, but this may not be 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 1n special
teacher training mstitutions, at either the
secondary or university level Much of the
“training” that 1s provided 1s general academic
education This emphasis on general academic
education occurs for at least two reasons

1 Countnes that emphasize knowledge
acquisition and use a discipline-based
curriculum (see page 67), believe 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 achievement It 1s believed that
teachers need remedial education to be able
to teach effectively

The education provided in teacher training
mnstitutions 1s more expensive than that pro-
vided 1n general academic mnstitutions Table 17
(on page 186) presents data from several
countries comparing the unit cost of teacher
tramming compared to that for general second-
ary education On average, teacher training at
the secondary level 1s more expensive that
general secondary education

There 1s no enidence, however, that teacher
training institutions are more effective than
general secondary institutions On the contrary,
research (Fuller, 1987) suggests that graduates
of teacher training institutions often do no
better than secondary school graduates, in
terms of student achievement

Teacher training institutions may be less
effective than general secondary education in
imparting general knowledge The professors in
teacher training imstitutions often are less well
quahfied than professors in regular academic
mstitutions The high cost of teacher training
comes not from high quality professors, but
from subsidies to students in teacher training

For a comparison of various methods for
training teachers, see page 82



Table 17
Unit Cost of Teacher Training as Compared to General Secondary Education

Unit Cost Compared to

Country General Secondary
Bangladesh | 64
Cape Verde 907
China 85I
Dominican Republic 868
Gambia 296
Guatemala |36
Guinea Bissau 63l
Indonesia 10
Liberia 1012
Madagascar 1282
Malawi 461
Nepal 265
Swaziland 428

@ Zambia 325

Source Lockheed and Verspoor (1991) p 97

Policy Alternative Train teachers 1n relatively short programs that focus on pedagogical
methods, and knowledge specific to the curriculum to be implemented Provide this tramning to
persons who have completed a general education program See page 220

See Lockheed and Verspoor (1991), Chapter IV



from pages 66, 67, 82, 89, 126

Examples of In-Service Training Programs

Bangladesh Two months of intensive training
covering general topics was provided to both
teachers and assistant teachers After the
training, trainees received three days of training
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,

¢ classroom management in multigrade
classrooms, and

d community relations

In addition, the program increased the
number of supervisors, and introduced “sur-
prise” visits to classrooms to reduce absentee-
1Sm

Results Enrollments increased more rapidly
Repetition and dropouts were reduced See
Verspoor and Leno (1986)

Nepal The Ministry of Education and Culture
used a programmed 1nstructional method
delivered by radio called Interactive Radio
Instruction (see page 199 for a description) to
train and upgrade unqualfied prumary teach-
ers

The ten-month course was directed at 5,592
teachers in 72 of 75 districts The program
emphasized teaching techniques, candidates

recetved a tramning allowance 1n addition to
regular salaries

Results More than half (2,944) of the teach-
ers passed the final examination and were
certified A second course 1s now aimed at
umproving content knowledge See Sedlak
(1988)

Nigeria This program was mitiated following
the introduction of compulsory science in the
primary school curriculum Teachers in the
program met for four to six weeks during the
long school vacation They reviewed existing
science programs and adapted them to the
needs of their students After applying the new
programs, teachers met again during holidays
to discuss difficulties and learn new materials

Results Students of teachers who partici-
pated 1n the program were more likely to gain
admuission into secondary schools See Alabi
(1978)

Swaziland “Sub-qualified” teachers (1,200)
participated 1n this program Training included
three residential courses of six weeks duration,
eight correspondence assignments in five
subjects, tutorial supervision n their schools,
and a program of radio broadcasts

Results Almost all trainees completed the
program Many continued their training
through correspondence courses See Nsibande
and Green (1978)



from page 103

Examples of Attempts to Improve

Supervision

Bangladesh The major education problems
included unequal access to primary education,
especially for girls and rural children, a high
dropout rate, teacher absenteeism, low quality
of mstruction and low achievement

Training of women as teachers was com-
bined with production of materials, construc-
tion of classrooms, and increased community
participation

Additional supervisors were hired and
traimed to help teachers apply new mstruc-
tional materials Regular supervision and
“surprise” visits contributed to a reduction in
teacher absenteeism Training was provided to
4000 headteachers 1n school supervision,
administration and community relations

Results Enrollment increased at a rate
higher than the national average, especially for
girls Attendance increased, and repetition and
dropouts decreased

Paraguay Teacher training was coordinated
with traming in supervision for directors
(headmasters and headmuistresses) Schools

were grouped 1nto clusters of ten to 15 They
shared a common “learning center” stocked
with materials for teachers The director of each
cluster was provided a motorbike to permit
visits to each of the schools in the cluster

Results School directors were not freed from
teaching responsibilities and could not ad-
equately supervise other teachers Funds were
1nadequate to maintain the motorbikes of
cluster directors They made infrequent visits to
schools

Hait1 Traimming of teachers in pedagogy was
combined with training for supervisors, who
were provided transportation to visit schools

Results Trained teachers did poorly 1n a test
of inguwistic ability The conclusion 1s that
traming should have included attention to
subject knowledge as well as to pedagogy Visit
by supervisors did have positive results Teach-
ers who were visited by supervisors had higher
test scores

For more information see Verspoor and
Leno (1986) and page 192



Table 18

Approaches to Pre/ln-service Teacher Training

Country Type of Training Benefits Programmatic Description Works Best When Duration/Location Costs
Bangladesh Recurrent Support reform to Each teacher and assistant Nation wide Permanent and
School Based strengthen primary/ teacher receives two months commitment to continuous feature at
In service Training education Intensive training on general strengthening school sites
Based on needs of topics primary education
teachers/schools Bi monthly teachers receive Teachers unskilled/
three days of training on unaware of effective
common teaching problems instructional
Content concentration on strategies
subjects important to Increased
student achievement
Brazil Logo Il Responds to need for Curriculum consists of a number | Shortage of teachers | Self Paced Low opportunity
Distance qualified teachers in of modules on specific topics All participants are Usually takes 30-50 cost
In service remote/isolated areas presented in different pamphlets | currently employed weeks Generally less
Tutoral activities Students do not need to | Students study pamphlets at unqualified primary At home and at expensive than
in learning centers leave posts as teachers home school teachers learning centers traditional forms
Teachers do not forego Students return to learning Need to increase of training
salaries center for testing socializing primary education especially when
No need to recruit study groups and tutoring opportunities In economies of
substitutes remote and isolated scale are reached
Can immediately apply regions and to staff through large
what 1s learned these schools with enrollments
qualified teachers
Zimbabwe ZINTEC Professionally equivalent | 16 week residential course Shortage of qualified | Four year course

Zimbabwe Integrated
Teacher Education
Course

Pre/In service

to conventional training
course

«Efficient in use of scare
education personnel
Attracts and retains
teachers

10 terms of teaching (continue
studies through correspondence
assessed In class by visiting
mentors)

teachers (15 000 new
untrained teachers in
Zimbabwe)

Need to increase the
number of trained
teachers to meet the
needs of school
expansion

68 ‘19 soded wouy



Table 18 (continued)

Approaches to Pre/ln-service Teacher Training

Country Type of Training Benefits Programmatic Description Works BestWhen Duration/Location Costs
Lesotho LIET Lesotho Potential to engage Correspondence study tutorial Large numbers of Estimated five years Relatively low Few
(1976-1983) In service Education| teachers in talloring visits and short residential unqualified teachers of part time study trainers move from
for Teachers (mobile | traning to their own courses Operates In tandem place to place rather
teacher training) contexts with pre service than moving large
training numbers of teachers
Roughly similar to
three year campus
based pre service
course
Lesotho DRT (District Major responsibility in School based teacher support Remote and DRTs (master Approximately $20
(1988 Resource Teacher) the hands of Lesotho model based on the master inaccessible areas are | teachers) visit about | per pupll per year
Program tramers and teachers teacher concept targeted ten schools each (1988)
Primary In-service | Functions within existing | *DRT s (experienced and qualified | Large numbers of usually four times a Start up costs can
Education Program educational system primary school teachers) trained | unqualified teachers year and remain now be eliminated
DRT s offer systematic to visit advise and consult with Mult grade class- there for several Training materials
follow up of classroom other primary teachers rooms days will only need to be
teachers SRTs (senior resource teachers) | Support at every reproduced
Teachers are offered a visit and support the DRT s In educational level
new career path the field national district
Community involvement | DRTs help rural teachers create | classroom and
IS encouraged instructional materials from the comrunity
environment
Malaysia Cascade Reaches large numbers | +Top personnel (inspectors Necessary to improve| School sites No costs associated

In-service Traning

of teachers quickly
Provision for follow up
training at school level
(lends teachers support
in solving implementa
tion problems)

teacher trainers sentor teachers)
are brought together and

trained in cooperation with the
Curriculum Development
Center to train large numbers of
middie level personnel who in
turn train teachers at state and
district levels

teaching methods and
curriculum implemen
tation

There 1s time to
prepare and test
material and training is
not rushed

Training message Is
simple informational
and a formal didactic

style 1s appropriate

Amount of time
varies depending on
content and goals
Follow up 1s ongoing

with traditional
methods of bringing
teachers to training
centers



Table 18 (continued)

Approaches to Pre/ln-service Teacher Training

Country Type of Traiming Benefits Programmatic Description Works Best When  Duration/Location Costs
Nepal Radio Education Quick economic and Printed materials complemented | Shortage of teachers | *Self paced Low opportunity
Teacher Traming effective by radio Teachers lack specific | Broadcast daily cost
Project (RETT) Il / Apply learning immed Instead of oral responses the subject matter Totals 150 hrs Room board
Interactive Radio ately and contextually radio teacher asks the listeners | knowledge Listen individually in transportation
Instruction (IRI) Can train large numbers | to read appropriate passages Teachers have passed | homes In evenings facilities costs
In service quickly and inexpensively | from accompanying materials or | school leaving exam reduced
Teachers don t need to to fill in sections of a workbook | but have not Fewer persons
leave classrooms to Substitutes for traditional course | participated in any required for
participate with the same time requirements | kind of training training
Sri Lanka Teachers Colleges Updates teachers Traditional curriculum focused on| Tramning large Full time Relatively high

In service

knowledge and skills
Motivates teachers for
long years of service

pedagogy and includes supervised
teaching and follow up

Lectures and teacher centered
Instruction

numbers of teachers
Is not urgent
Teachers need to
develop pedagogical
knowledge and skills
Resources available
for selected groups of
teachers

Two years of course
work

Optional residency
Campus based

*Teachers receive
leave pay while
studying

Based on Dove (1986) Greenland (1983) Lockheed and Verspoor (1991) Tatto Nielsen and Cummings (1992)

See also page 220



from pages 67, 103, 188

Two Systems of Supervision

Supervision, understood as provision of
guidance as training (see page 102), 1s critical
to the success of efforts to improve schooling
In some countries, supervision from the district
level has been important (Verspoor, 1989) In
other cases, countries have done well by first
developing local admimistrative and supervi-

sory capacity

The school cluster system (see page 223) has
been used in a number of countries, including
Sr1 Lanka and Papua New Guinea Clusters help
make more efficient use of both physical and
human resources When properly imple-
mented, they permit schools to share equip-
ment, but also talented teachers and effective
prmcipals The cluster system moves authority
closer to the scene of the action, increases
teacher participation 1n decision making,
which improves morale and leads to greater
effort

In Sr1 Lanka each cluster 1s organized as a
partial federation or an amalgamation of
neighboring schools The cluster head can
move staff and resources In this system each
school loses some autonomy m exchange for
access to resources in other schools In Papua
New Guinea, the cluster system was used to
group schools for in-service traming, and for
common use of Education Resource Centers

Schools kept their 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
Learning Coordinator was defined as a person
whose sole responsibility was to help teachers
to improve mstruction Coordinators were
responsible for ten to 20 schools (most with
one or two teachers), which they visited at least
once a month Initially the Coordinators got
around on motorbikes but these broke down
and funds had not been allotted for mainte-
nance The Coordmators reviewed lesson plans,
observed classes, did some demonstration
teaching, and provided samples of instruc-
tional materials that teachers could make

This program was highly successful in one
region of Palustan Enrollment, attendance, and
achievement scores improved Communication
from schools to district management was
noticeably better In another region, however,
the District Education Officers resented the
Coordinators They were seen as recerving
preferential treatment and not responding to
authority (Warwick, Reimers, and McGinn,
1990)

=» See page 193 for alternatives to supervisors



from pages 77, 85, 103, 192

Alternatives to Supervisors

Page 102 lists three functions for supervi-
SOIS

1 to ensure compliance to ministry
regulations,

2 to serve as an information link between
schools and the ministry, and

3 to provide teachers with feedback about
their teaching and help with improvement

1 The first function for supervisors can be
made unnecessary by the imntroduction of a
system of performance-based management In
this system, the central ministry monttors the
performance of teachers by use of standardized
tests of achievement Attention 1s paid to
schools, directors, and teachers whose students
perform at a level below that expected See
pages 225 and 227 for examples In one sense,
the ministry no longer cares whether 1ts regula-
tions are followed What 1s important 1s that 1ts
goals are achieved

2 The second function for supervisors can be
supplanted by the improvement of current
systems for collection, analysis, and utihization
of information Information becomes the
responsibility and concern of all participants in
system In some cases there 1s a special officer
who 1s responsible for making the system work,
but she or he has no supervisory functions

3 The most important function of supervisors
18 the third — reinforcement of the work of
teachers In effect, this function makes the
supervisor part of the in-service traming
program If the program provides other ways
for teachers to get information about their
performance, and to learn about, and learn
new methods of teaching, then supervisors are
not necessary

This replacement of the supervisor can be
done 1n at least two ways

1 Traming of the school director to be an
mstructional leader, and trainer for teachers
Examples of this approach are seen 1 pages
223 and 226 The school director becomes a
master teacher, who provides models of good
teaching for the teachers in the school The
director 1s trained in methods of observation of
teacher performance in the classroom, and in
techniques of instruction that motivate teach-
ers to welcome suggestions for change This
policy 1s most feasible in large schools in which
directors have few or no instructional duties,
and a staff that can handle routine administra-
tive 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
permuits them to suggest changes They are
more knowledgeable of the conditions in which
teachers work Costs of transportation are
eliminated

2 Development of peer coaching relationships
among teachers A common observation 1s that
teachers have only imited repertories of
teaching techniques Exposure to other models
and methods of teaching allows teachers to
expand the range of activities they can carry
out with their children Research has shown
that range of activities 1s directly linked to levels
of learning (see page 96) Peer coachingrefers
to teachers learning from each other

This can be accomplished 1n teacher meet-
ings that focus on 1ssues of pedagogy and
curriculum

These meetings may not be formal Palkistan
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 1n schools
with more than one teacher



from pages 44, 50,218

Sustainability, or What Happens After the
Funder Leaves?

Many countries now depend on loans or

grants from international assistance agencies
to fund new programs 1n education But exper1-
ence shows that many externally-funded
projects fail to reach their objectives Many
projects that are actually implemented fail
when external funding ends There are several
reasons why this happens

1

Most projects are not designed with
sustainability in mind Both funders and
borrowing countries devote their efforts to
planning the installation of the project Cost
and personnel requirements of keeping the
project going into the future are generally
overlooked

In their concern for mstallation, lending
agencies nsist on the establishment of
special units to oversee implementation
These implementation units often are given
special authority and resources When the
project funding ends, the unit can not be
mtegrated into the regular structure of the
ministry and the project dies

3 Few munistries carry out the kind of

monitoring and evaluation that 1s necessary
for long-term project development Most
statistics are collected to permit observation
of the annual cycle of the mimistry It may
take five or more years for a new project to
begin producing results

4 As a consequence, new projects often are

not designed to support earlier projects
There 1s too httle “follow-up” activity

The projects most likely to continue and
prosper after the funder leaves are those

a designed to continue without external
support,

b 1ntegrated into the structure of the
ministry, and,

¢ that enhance the capacity of the ministry
and the government to solve their own
problems

Based on World Bank (1990)



from page 105

Keeping Failing Students in School

Children who fail are more likely to be
absent during the school year The relation of
cause and effect works both ways absences
lead to failure, failure lowers motivation to keep
attending A common pattern for weak stu-
dents 1s to attend faithfully until they have their
first failure This might come on a quiz 1n the
middle of the semester Then their attendance
becomes spotty There are more failed quizzes
Eventually the child stops coming altogether,
but enrolls again the next year, as a repeater

Success, or the avoidance of failure, 1s the
means to break this chain Success with stu-
dents prone to failure will require more effort
than will success with bright students But the
result can be a student who completes the year,
does not repeat, and does not form the negative
self-attitudes associated with faillure

Remedial work designed to help failing
students to succeed can be carried out by
teachers, or by student peers In most cases the
parents of falling students themselves lack
academic abilities They are not in a position to
help their child succeed Teacher remediation
can be carried out during class tune, using self-
mstructional activities for other students
Teachers and peers can also work with the
failling student after hours

Remediation requires an adequate under-
standing of the falling student’s learning prob-
lems These may be a result of failure to learn
requusite concepts or skills 1n an earlier level, or
1t may be difficult with a new concept or skill
The teacher must identify the learning prob-
lems Once those are 1dentified the teacher can
then design exercises and materials that can be
used by a teacher, or by peers, to help the
student

Teachers with large classes, who hve far
from the school, or who must work a second
job m order to support their family, are unlikely
to be able to spend time with failling students A
policy to maintain failling students will, there-
fore, require additional resources Mexico, for
example, required 1ts teachers to 1dentify at
mud-year all students likely to fail the year The
education system then provided additional
funds for remedial teaching This could be
carried out by the classroom teacher, or by
another teacher The Mexican experiment
demonstrated that 1t was possible to reduce
significantly the failure rate, and that the cost of
the remedial program was less than the cost to
the system of the student repeating

=» See also page 125



from pages 109, 197

School Libraries

The importance of hbraries mn instruction 1s
well understood We lack, however, research on
how best to organize libraries to be effective
There have been few evaluations of initiatives

to improve library services

Libraries provide an opportunity for stu-
dents to learn on their own, without the inter-
vention of the teacher Because they contain
many books, they supplement the narrow
range of information and values found 1n the
textbook In Papua New Guinea, school ibrar-
1es are 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
mformation For example, the hibrary was a
central element when Nigera decided to move
away from emphasis on memorization toward
“Inquiry and discovery” methods of learning

Libraries can also provide the books re-
quired for classes that famihies cannot afford to
buy When children are not allowed to take
textbooks home, they may spend more time 1n
school Books last longer when they are not

taken home In the Escuela Nueva (see page
199), students copy the text from their work-
books into notebooks, which then become
their property

The most common problems faced by
libraries are lack of trained staff and physical
resources Library personnel often lack special-
1zed training Learning materials are limited,
mappropriate and culturally irrelevant The
building or room of the library 1s often inad-
equate Facilities and collections of books are
planned centrally without taking into account
local circumstances

The Department of School Libraries m
Oman 1n 1987 established a university level
program 1n Library and Documentation Studies
(Karim, 1991) In Ghana, the Ministry of Educa-
tion enabled the Ghana Library Board to make
books available to students through a mobile
Iibrary system (Alemna, 1983) In Nigeria, a
“Book Depot” was established to help libraries
build their collections (see page 197)

For more information see Trask (1984)



from page 196

The “Book Depot” in Bendel State, Nigeria

Most of the primary schools in Bendel State
have a library However, the quality of their
collections, staff, and accommodations vary
widely The improvement of these hbraries 1s a
large task, given the many schools The State
has relatively few booksellers that stock rel-
evant books and materials Teacher-librarians
have not been trained 1n book selection, orga-
nization and leadership of libraries

The State Library Board 1s responsible for
improvement of school libraries The Board has
been successful 1n setting up a working “book
depot” designed to meet the collection require-
ments of school libraries The State Library
centrally acquires and processes maternals,
using funds deposited by the schools Schools
are by law required to depostt 75 percent of
their hibrary fees with the State Library The
State Library then distributes materials to the
school ibraries

The “book depot” program mvolves

1 penodic visits to assess school library
facihues,

2 use of professional advice for the
reorganization of existing school library
collections,

3 bulk deposit of books 1n schools,

4 prowvision to schools of mobile library
services,

5 provision of training to teacher-librarians
and hbrary assistants, and

6 availability of reference and information
services from the State Library

The “book depot” program has been evalu-
ated to have these advantages

1 cost effectiveness Costs of book purchasing
and cataloguing to schools are reduced
Deliveries of books take less time

2 collections of good and uniform quahty
This insures that students and teachers have
access to a lhibrary that 1s well-balanced 1n
terms of subject, type of material and
variety of content High standards are
maintained for selection of materials

Source Apeji (1990)
=» See also page 196



from pages 41,61, 114,115, 123, 163

Figure 14

A Process for Assigning Children to Language of Instruction
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from pages 24, 32, 66, 87, 90, 98, 106, 108, 119, 126, 187, 196, 208, 216, 222, 231

The Use of Self-Instructional Materials

Dependence on the teacher as the sole
source of instruction can be reduced by the
itroduction of mstructional matenals de-
signed 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 ample information
about the pace of learning of the student

This approach to curriculum uses “instruc-
tional design” in which emphasis 1s on se-
quencing and pacing according to the psychol-
ogy of the child Maternal 1s presented in small
modules These permit a child, even a slow
learner, to master content 1n a reasonable
amount of ime Each module includes meth-
ods for self-assessment The child can decide
whether he or she 1s ready to go on to the next
module

The role of the teacher 1s changed from sole
source of information about what 1s to be
learned, to facilitator of the learning process of
the child Much less time 1s spent on teaching
by the teacher, much more time 1s spent on
studying by the student Emphasis 1s on mas-
tery by the student of the material in the mod-
ule

In the conventional curriculum design
approach, evaluation tells the teacher what
proportion of the total material has been
learned, but does not indicate what level of
understanding has been reached This contrib-
utes to heterogeneity in upper grades The
structional design or mastery learning ap-
proach indicates exactly what level of under-
standing has been attamned The conventional
approach attempts to reduce heterogeneity by
streaming, assigning all fast students to one
teacher, all slow students to another This i1s an
expensive and 1nefficient solution It also
widens the gap between slow and fast students

The instructional design/cooperative learning
approach takes advantage of student heteroge-
neity, and reduces differences

Examples

1 The Learning Technology Project of USAID
uses mstructional design materials from
transmussion through radio Approximately 30
minutes per day of instruction (mathematics,
English have been evaluated, others are now
being used) The instruction presents material
i small modules and asks students to respond
out loud 1n class, or to respond 1n notebooks
Teachers monitor student responses The
program has been used mn Nicaragua, Thailand,
Domimican Republic, Kenya, Bolivia, and
Honduras

The major source of costs for this program 1s
production and transmission of programs
Estimates of 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
million or more) are mmvolved In Nicaragua
where 120,000 students were 1nvolved, the
operating cost for an additional student was
$164

Research 1s clear that instruction by radio of
the type described above 1s as effective as
conventional instruction When directed to
schools with crowded classrooms and teachers
with low levels of qualifications, radio instruc-
tion of the type described above 1s more effec-
tive than conventional instruction, students
learn more 1n less ime Teachers are willing to
cooperate with radio mstruction of this kind, mn
part because 1t takes only a half hour of their
class day

For more information see Anzalone (1988)
2 The term “low-cost learning systems” has

been used to describe a program based on
mstructional design concepts that has been



apphed (under different names) in Philippines,
Indonesia, Liberia, Thailand, Bangladesh,
Malaysia, and Jamaica

This program replaces traditional textbooks
and other mstructional materials with pro-
grammed mstructional materials The set of
materials includes a teacher’s guide with
detailed, programmed instructions for the
entire school year, and texts and workbooks for
students The mnstructional material 1s modu-
larized, that 1s divided into relatively small
units, with attention to sequencing and pacing
The materal includes assessment devices The
curriculum 1s re-written with attention to the
learning psychology of the child

Problems have been experienced 1n the
implementation of this program in some
countries Low-skilled teachers welcomed the
material, but teachers with more skills resisted
learning the new approach which reduces thewr
autonomy and freedom to innovate In Thai-
land the program was adopted but then slowly
abandoned

The method 1s clearly effective in compari-
son with conventional teaching methods
Students do as well or better than students in
conventional schools on conventional achieve-
ment tests

Cost for the entire package ranges between
US$2 to $23 A more useful comparison low
cost learning system materials cost less than
half the cost of conventional materials 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/
pupil ratios The optimal class size for the low
cost system 1n 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” com-
bines the instructional design and pro-
grammed mstruction concepts of the Radio
Learning Project and low cost learning systems,
with a re-organization of the structure of the
primary school This system, now implemented

1n 20,000 rural primary schools in Colombaa,
seeks to increase tume spent studying in and
out of school, and to hink the school more
closely to the community

All teachers 1n the New School were already
m service when they began their new assign-
ments Teachers who volunteered to transfer
were screened during their participation in a
two-week training program 1n a demonstration
school The most difficult requurement for the
new teachers 1s to learn to not attempt to
control all aspects of the classroom

A key element 1n the program 1s the creation
of a student government which makes students
(under the authority of the teacher) responsible
for all aspects of the functioning of the school
This includes discipline, mamtenance of the
school garden, sweeping and cleaning, organiz-
ing and maintenance of the library, organiza-
tion of the sports program A significant
amount of time 1s given over to election of
student officers and participation 1n commuit-
tees for decision making about the school

In contrast with the Radio Learning and low
cost learning projects, almost no direct instruc-
tion occurs 1 the New School All student
work, especially after the first year, 1s pro-
grammed through modularized workbooks
These books are kept in the school, students
copy out of the books both the lesson content
and their assignments Each lesson 1s divided
mnto activities Students choose which grade
they wish by electing 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 move to the
next year’s book No students fail grades, as
grades no longer need to exist Some students
can and do finish the five-year program in less
than five years, others take more than five
years

Each unit requires students to pose ques-
tions based on the material they have read, and
to then collect evidence to answer these ques-
tions This work 1s done 1n small groups, stu-
dents work around small movable tables (there
are no desks) A classroom can have any num-
ber of “grades” wathin 1t, and one teacher works



with students at several different levels Many
of the New Schools have two teachers for all
five grades

At the beginning of the year the teacher
visits the home of every student and interviews
the parents using a standard questionnaire The
teacher 1dentifies skills and interests of the
parents, and later involves the parents in
demonstrations of their skills in the school The
students collectively develop a map of the
community which locates all houses and other
landmarks Each month parents are invited to
the school where children put on a demonstra-
tion of what they have learned The school’s
link to the community 1s further reinforced by
the lesson units which require students to
collect information from and about their
parents and others

Students from the New School do better
than students from conventional schools on
the standard achievement tests Evidence that
the program teaches children to think cre-
atively and independently 1s suggested by their
experiences in secondary school Reports are
that New School students find the conventional
secondary program dull and slow, teachers
complain that New School students ask too
many questions, want to work on theiwr own

The New School program 1s shghtly more
expensive because of the instructional materi-
als Teachers are required to spend more time
working in the New School, designing new
materials and new activities for students This
has been accomplished in Colombia without
salary mncrements, but with much higher levels
of job satisfaction because teachers feel more
like professionals

For more mformation about the New School
see Schuefelbein (1991)
General Comments

All three of the options described are cen-
tralizing, 1n that they attempt to improve the
quality of education by reducing unwanted

variation 1n teacher coverage of the curriculum,
and 1n teacher quality The radio approach does
this through a single master teacher, the low
cost learning approach programs the classroom
teacher’s behavior using a programmed
teacher’s guide, the New School substitutes a
programmed text for the teacher See pages
150-151 for 1ssues related to decentralization

The radio approach 1s homogenizing, in that
all students are exposed at the same tume to the
same material at the same pace The low cost
learning and New School approaches take into
account the heterogeneity of students in the
classroom and allow each to learn at their own
speed, this 1s more true 1n the New School
approach

The radio and low cost learning approaches
maintain the teacher as the source of all know!-
edge, while the New School approach encour-
ages students to see others, including them-
selves, as sources of knowledge The New
School approach 1s therefore intrinsically much
more connected to the local community, and
makes much more use of parents and other
adults as mstructional resources

The radio approach requires almost no pre-
service teacher training and could be imple-
mented as soon as materials were made avail-
able The low cost learning approach requires
little or no training but has provoked resistance
from teachers who do not wish to be “pro-
grammed ” The New School approach requires
m-service training of teachers, but this can be
done without interrupting the school year

The New School and low cost learning
approaches have the lowest infrastructure (fixed
capital) costs and higher expendable material
costs The radio approach has high fixed capital
costs unless 1t uses existing transmaitters Costs
can also be reduced by using a generic
approach to script-writing All programs
require an up-front investment in a radical
transformation of the curriculum, with atten-
tion to instructional design concepts See pages
216 and 217



from pages 44, 236

Management Information Systems

A management information system includes
procedures for the collection, organization,
retrieval, and presentation of information to
decision makers Not all collections of statistics

serve as management mformation systems

1 The indicators (measures of performance)
may not be linked to goals

2 Data may not be available 1n time to inform
current decisions

3 Decision makers may not be able to extract
useful mformation from complex tables

Most collections of statistics were designed
originally to keep track of inputs to the educa-
tion system For example, data are collected on
numbers of students, numbers of teachers,
numbers of classrooms, each classified in a
number of different ways This information may
be useful for accounting purposes, but 1t does
not help 1n assessing how well schools are
doing In an effort to keep track of every input
to the schools, some countries collect so much
information they can not process 1t within the
annual school cycle

Some education management information
systems include information about what can be
called process indicators Generally these tell
about actions For example, some countries
collect information about student attendance
Not collected 1n any systematic way, however, 1s
immformation about coverage of the curriculum
(see page 92)

There 1s increasing effort to collect informa-
tion about the outputs of the education process,
about student learning 1n the form of achieve-
ment scores (see pages 4, 154, 155, 227, 228)

A management information system (MIS)
shifts attention away from accounting for
mputs, to identification of those combinations
of inputs and processes that maximize outputs
Less effort 1s paid on counting everything, more
on explaining why things happen For example,
with a properly designed MIS 1t 1s possible for a
manager to

a 1dentify those units (regions, schools,
classrooms) with highest and lowest
rates of student attendance,

b list the characteristics of those units (for
example size, location, qualifications of
teachers, grade level), and

c estimate what it would take (for example,
how much training for teachers) to raise
units with low student attendance up to
the average level

This kind of analysis 1s not possible using
the traditional statistical yearbook kind of
information system The yearbook 1s a collec-
tion of two-dimensional, or flat file, tables The
categories In the tables can not be changed or
recombined Because the data are aggregated it
1s not possible to know the value of a particular
unit

An MIS 1s like a set of files in a cabinet Each
file 1s a case, with information on all the mndica-
tors for that case This makes it possible to
relate any one indicator with all other indica-
tors For example, the manager can go through
the files picking out all the cases that meet
certain criteria, for example, classrooms with
more than 60 students and under-qualified
teachers This characteristic makes 1t possible
to design and carry out a wide variety of analy-
ses

All the data 1n the education management
information system of a large country can be
stored 1n a microcomputer This low cost
technology makes MIS available to all coun-
tries Also, 1t 1s now possible to design simple
programs that allow decision makers to interact
easily with data about inputs and performance
The MIS makes 1t possible for the decision
maker to have more rapid access to informa-
tion, and to explore a much wider variety of
possibilities than 1s possible with traditional
approaches

For more information about management
information systems 1n education see
Chapman and Mabhlck (1993)



from page 155

Classroom Assessment of Student Learning

Every school day classroom teachers make a
wide variety of decisions They concern them-
selves with the academic, personal, and social
characteristics of their students They make
decisions about planning, teaching, and evalu-
ation of learning outcomes and student perfor-
mance Assessment, the process of gathering
and organizing information, helps teachers
make these and many other decisions
(Arrasian, 1991)

Paper-and-pencil tests are frequently used
for classroom assessment Such tests may be
teacher-constructed, developed by the text-

book publishers, or standardized to be taken by
all students 1n the education system

Successful classroom assessment requires
integration of assessment with the curriculum
Teachers can control this mmtegration by devel-
oping their own tests and by using alternative
forms of assessment (see pages 152, 205 and
207)

There are two basic types of test questions
selection items and supply items Selection
1tems requure students to make a choice among
options while supply items require students to
provide a response (Airasian, 1991)

Table 19
Comparison of Selection and Supply Test Items

Selection

Supply

Type of item

Multiple choice matching
true false interpretive exercise

Short answer essay completion

Behaviors Assessed

Memory recall and comprehension
thinking and reasoning behaviors
such as application and analysis
using Interpretive exercises

Memory recall and comprehension
thinking and reasoning behaviors

such as organizing ideas defending positions
and integrating pomnts

Major Advantages

Items can be answered quickly so
broad sample can be surveyed

items are easy and objective to score
test constructor has complete control
over the test items

Preparation of items relatively easy

only a few questions needed

students have a chance to construct own
answers students less likely to guess

Major Disadvantages

Time consuming to construct
most teacher time s spent before
testing many items must be
constructed for testing

guessing Is a problem

Time consuming to score most teacher
time is spent after the test sample of
of instructional topics Is small

continued on page 204



The type of assessment a teacher chooses
should depend on the purpose of that assess-

ment Teachers should be encouraged to use a
variety of methods when assessing student

learning and performance The following chart
compares various types of assessment

Table 20

Comparison of Various Types of Assessment

Objective Test

Essay Test

Oral Question

Performance
Assessment

Purpose

Sample knowledge with
maximum efficiency

Assess thinking skills
and/or mastery of a

Assess knowledge
during instruction

Assess ability to translate
knowledge and

and reliability structure of knowledge understanding nto action
Typical Exercise | Test items Writing task Open ended question Written prompt
Multiple choice or natural event framing
True/False the kind of performance
Fill in required
Matching
Student’s Read evaluate select Organize compose Oral answer Plan construct and
Response deliver original response
Scoring Count correct answers [ Judge understanding Determine correctness Check attributes
of answers present rate proficiency
demonstrated describe
performance via anecdote
Major Efficiency—can administer | Can measure complex | Joins assessment and Provides rich evidence
Advantage many items per unit of cognitive outcomes Instruction of performance
testing time
Potential Poorly written items Poorly written exercises | Poor questions students | Poor exercises too few
Sources of overemphasis on recall writing skill confounded | lack of willingness to samples of performance
Inaccurate of facts poor test-taking | with knowledge of respond too few vague criteria
Assessment skills fallure to sample content poor scoring | questions poor rating procedures

content representatively

procedures

poor test conditions

Influence on

Overemphasis on recall

Encourages thinkung

Stimulates participation

Emphasizes use or

Learning encourages memorization | and development of In instruction provides avallable skill and
can encourage thinking writing skills teacher immediate feed knowledge in relevant
skills if properly back on effectiveness problem contexts
constructed of teaching

Keys to Clear test blueprint Carefully prepared Clear questions Carefully prepared

Success or specifications that WrIting exercises representative sample of | performance exercises

match nstruction
skill in item writing
time to write items

preparation of model
answers time to read
and score

questions to each student
adequate time provided
for student response

clear expectations
careful rating and
time to do rating

=» For more on assessment, see pages 205 and 206

Based on R ] Stiggins 1n Arrasian (1991)



from pages 137, 152, 155, 203, 206

Alternative Forms of Assessment: Portfolios

What is a portfolio?

* A purposeful collection of student work
which exhibits a student’s efforts, progress
and achievements 1n one or more areas,

¢ acollection which includes student
participation in selecting the contents, the
criteria for selection and judging ment of
the contents, and

» evidence of student self-reflection and
thinking about learning
What do portfolios do?

* Portfolios reveal information about the
learner,

¢ permit an understanding of the process of
education at the individual level,

¢ serve as means for students to take control
over their own learning,

» require students to collect and reflect on
their work, and

¢ actas an intersection of mstruction and
assessment

What are some of the guidelines for

implementing the use of portfolios?

1 Acompleted portfolio should contain

evidence that the student has thought about

his or her own learning

For students to learn to value their work,
they must be involved 1 choosing the
contents of the portfolio

Portfolios will not usually contain test scores
or other cumulative information

A portfolio will convey the student’s
activities

Portfolios may serve different purposes
throughout the school year They may
contain works 1n progress or materials ready
to be made public (to other students, to
teachers and/or parents)

Portfolios should illustrate a student’s
progress towards attaining mstructional
goals

The portfolio should demonstrate student
growth For example, evidence of changes in
a student’s attitudes, interests, opintons, and
the Iike may be kept in a portfolio

Students should see examples of portfolios
and rece1ve help in developing their own
portfolios

Based on Paulson, Paulson, and Meyer (1991)
=» Read page 228 for risks of standardized

achievement tests



from pages 137, 155, 203, 204

Principles of Assessment

There are two important things to remem- 5
ber about assessment the entire process of
assessing student achievement should be
positive, and testing must never become more
important than mstruction

The following questions will help you
evaluate the assessment process in your educa-
tion system

1 Is assessment explicitly purposeful and
related to one of the following educational
needs screening, referrals, and/or
mstruction?

2 Is assessment related to the requirements of
the curriculum?

Does assessment proceed from evaluating
broad, general areas to specific skills?

Are student errors analyzed and used 1n
approaches to prevent failure?

Are assessment findings substantiated
through several assessment trials on the
same skill, on reassessment of skills, and on
student application of skills 1n every day
situations?

Are results of assessment recorded and
reported? Are the written reports brief and
understandable? Do they contain hsts of the
skills assessed? Are achievement records
maintained?

3 Do teachers choose the priorities for 9 Are efforts made to continually improve
assessing subject areas most related to assessment practices?
school success, the skills needed for the next
’ Based on Poteet (1985
level, and the skills needed for participation ( )
n activities i and out of school? =» Read also about portfolio assessment (page

4 Are assessment instruments and techniques
related to the purpose of the assessment?

205), curriculum based assessment (page
207) and r1sks 1n the use of standardized
tests (page 228)



from pages 25, 97, 125, 203, 206

Curriculum Based Assessment: Why Use It?

The curriculum defines for teachers the
skalls that students should learn This curricu-
lum may be established by the state, or devel-
oped by a commuittee It may be determined by
the official textbook, or 1n a list of learning
objectives No matter its origin or form, the
curriculum is meant to guide the teacher’s
behavior

Given a curriculum, the teacher chooses
developmental strategies to introduce skills,
corrective strategies to re-teach material the
student has forgotten, and/or maintenance
strategies to make sure that the student prac-
tices using the material 1n order to 1nsure
retention At each point the teacher must
assess students’ knowledge and skills Thus
comparison of current student level of knowl-
edge and skill, with curriculum specifications 1s
often called curriculum based assessment,
sometimes “continuous assessment ” It 1s this
assessment, and not the results of standardized
tests, that governs what teachers teach each
day

Curriculum based assessment contributes
to the continuous improvement of quality of
teaching 1n five ways

1 Immediate assessment of students to
determine 1f they have reached an instructional
objective Good teachers build this assessment
into their instructional practice As part of the
istructional process, the assessment 1s an
efficient way to insure student mastery of a
given skill or unit of knowledge

2 Regular charting of student progress This
makes 1t possible for teachers to identify
students who are failling, or units or themes n
the curriculum that are more difficult than

others Teachers can then adjust their instruc-
tional strategies, changing the pace, or intro-
ducing new material In effect, this assessment
practice makes 1t possible for teachers to study
systematically their own teaching

3 Generation of reliable and valid mnformation
about achievement Curriculum based assess-
ment 1s valid because it uses material from the
student’s curriculum Standardized test items
may not measure what the student has been
taught Curriculum based assessment 1s reli-
able because 1t provides repeated samplings of
student performance Traditional standardized
norm referenced achievement 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 (see page
228)

4 Focus on mastery of curriculum skills
Research has shown that when curnculum
based assessment 1s used to develop controlled
mstruction matched to the curriculum, 1t 1s
effective in promoting the achievement of low
performing students by increasing time-on-
task, task completion, and task comprehension
(Gickling and Thompson, 1985)

5 Identification of students who can benefit
from external assistance Curriculum based
assessment can help the teacher make referral
decisions about low performing students
Regular classroom teachers can use curriculum
based assessment to 1dentify students who may
need some form of extra help and the area(s)
for improvement

Based on Poteet (1985)



from pages 126, 127, 182, 231

What Factors Make Multigrade Classrooms

Effective?

1 Classroom management (page 106) Teach-
ers can vary use of time, space, and materals
They can organize students in different combi-
nations The correct instructional practices can
produce academic learning outcomes that
match those of single grade classrooms These
practices can generate superior soctal and
affective learning

Effective teachers group students by ability,
according to the particular subject matter In
resource-poor classrooms, the teacher spends
more time with slower students Advanced
students work alone or 1n small groups Groups
may shift during the day, for example to be able
to see the blackboard In richer settings, stu-
dents work 1n activity centers, reading corners
or libraries

Effective multigrade teachers give less class
time to direct instruction (e g, lecturing) They
give more time to student-led group discus-
sions, or individual or group exercises Where
possible, students work on workbooks or
exercise sheets, or read 1n their textbooks
Sometimes teachers have written exercises on
the blackboard in advance More advanced
students 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
mto units with well-defined objectives, and
frequently test for student understanding
Student motivation 1s maintained by linking

exercises to the local situation, and by frequent
rewards for progress

2 Curriculum Some subjects can be taught
effectively to a whole class These subjects
include art, health, literature, oral language,
and science Other subjects are best taught to
small groups of students These subjects 1n-
clude 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,
abilities, and interests of different groups of
students

The more the official curriculum prescribes
specific objectives, methods, and time for each
subject, the more difficult 1s the task of a
teacher in a heterogeneous classroom Stu-
dents learn when the sequence and pace of
information presentation matches their abili-
ties to attend and absorb Multigrade teaching
requires flexible presentation of information,
varled across groups, and according to subject

Instructional design (page 34) approaches
take mnto account differences 1n the interests
and rate of learning of students of different
ages See page 199 for examples of their appl-
cation in multigrade settings

Based on Rowley (1992)



from page 115

Nutrition and Learning

There 1s a strong link between the nutri-
tional status of children and their attendance
and performance 1n school (Levinger, 1989)
Nutritional deficiencies in childhood reduce
enrollment 1n school, increase absenteeism,
and lower performance leading to early drop-
out (Pollitt, 1990)

Malnutrition takes three different forms that
affect student achievement Most common 1s
protein-energy malnutrition Second 1s tempo-
rary hunger, followed by micronutrient (10dine,
1ron, Vitamin A) deficiency

Table 21 outlines the causes of these three
forms of malnutrition, and their effects on
students

Table 21
Causes and Effects of Different Forms of Malnhutrition

Nutritional Status Cause

Effect

Protein energy deficiency

Deficient diet exacerbated
by parasites poverty

School absence reduced
enrolliment

Temporary hunger No breakfast

Distractability
poor classroom performance

Micronutrient deprivation Deficient diet

Decreased mental performance
reduced attention span
nutrition-linked blindness stunted
growth school absence

For more information see Dobbing (1987)

Programs to Offset Malnutrition

The most common solution to protein-
energy malnutrition 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 mncentive
that increases attendance, and they serve as an
mcome 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 Success-
ful programs lead to improved attendance and,
as a consequence, greater learning A school
breakfast experiment in Jamaica resulted in

higher rates of attendance and 1mproved scores
on artthmetic tests School feedings programs
are expensive to maintain They also take
students away from their classrooms, that 1s,
reduce 1nstructional time (Pollitt, 1990)

Deficiencies 1n iron, 10dine and Vitamin A
can be reduced through supplementation,
fortification, and elimination of parasites

Nutritional programs are most effective
when combined with health care and intellec-
tual sttmulation The social and economic
factors that bring about malnutrition also are
assoclated with the general health and intellec-
tual environment of the child The broad effects
of poverty are best overcome through an inte-
grated approach

=» For more on student attendance, see page 104



from pages 40, 115

Should Pre-Primary Education 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 1s 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
mstruction in letters and numbers

Research on the impacts of pre-primary
education 1n developing countries 1s relatively
limited There 1s, however, clear evidence that
pre-primary education can improve the
performance of children 1n the early primary
grades

Some pre-primary programs are successful
in reducing the rate of faillure, and repetition of
children In Thailand, for example, grade 3
children who had attended pre-primary
schools scored higher on standardized tests 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 i reducing school faillure in Argen-
tina, Bolivia and Chile The impact of these
programs 1s attributed to improved nutrition,
intellectual stimulation, and socialization mnto
the behavior patterns expected in formal
schools (Halpern and Myers, 1985, Interna-
tional Development Research Center, 1983)

Not all pre-primary programs make a
difference The Sandinista government in
Nicaragua made great efforts to extend pre-
primary education to rural youth Enrollments
grew from three percent of the eligible popula-
tion 1n the late 1970s to 20 percent by the mid
1980s But there was no noticeable change in
overall rates of promotion and repetition It 1s
likely that the quality of the programs suffered
as a consequence of the war (Chesterfield,

1991) Under the right circumstances, however,
pre-primary education can improve the inter-
nal efficiency of the primary school, by reduc-
ng student failure

Should a country invest in expansion of
public pre-primary education? The question 1s
better stated as Should mnvestments be made
1n expansion of pre-primary education, or in
expansion and/or improvement of primary
education? Expansion of pre-primary educa-
tion 1s an additional cost, even when 1t 1m-
proves the efficiency of primary schools If
resources are constramed, money for pre-
primary schools has to be taken from primary
schools

1 When not all children are 1n school, expan-
ston of pre-primary education means less
funds are available to expand primary school
Pre-primary education benefits some children
at the expense of others

2 When all children are enrolled, but faillure
and repetition rates are high, expansion of pre-
primary education can reduce repetition 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 pri-
mary education

3 A program of pre-primary education could
be a way to extend the length of time that all
children are 1 school This would be appropri-
ate when all children are enrolled, and failure
and repetition rates are low (which could be
taken to mean that quality 1s high)

4 An untested alternative would be to move
the school entry age downward, without mak-
ing the cycle longer Here the question i1s can
children learn more and faster 1f we start their
schooling younger?



The most effective pre-primary programs primary programs often have smaller class
are radically different from conventional sizes, more highly trained teachers, and make
primary school programs The effective pro- more use of instructional materials
grams emphasize individualized and active
learning In these programs the teacheris a
manager of the learning process rather than the
sole source of knowledge for the student Pre-

All of the methods that are effective m pre-
primary programs can be implemented in
primary schools as well

Figure 5
Impacts of Pre-School Programs

Pre-School Impact

Pre-School Impact
Adults learn more about Improve poor children’s
the importance of

schooling and get involved / slalls and energy levels,

improve general health
Children with
Poor Personal
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Successful
Adjustment

Functional
llliterates /
\ Repetitions Pre-School Impact

Drop-Outs Boost poor children’s
capacity to cope with

school system’s

dysfunctionalities



from pages 45, 167

Issues of School Size

Larger schools make more efficient use of
certain school resources than do smaller
schools This 1s because of economies of scale
(Kenny, 1982) In a small school, the cost per
student of special facilities such as laboratories,
libraries, audio-visual rooms, and gymnasiums
can be very high With more students, the unit
cost goes down Especially at the secondary
level, large schools provide a more varied
curriculum (Monk, 1987)

The same 1s true with respect to provision of
special teachers, for example for art, music,
guidance and counseling, physical education
There are economies of scale with respect to
school administration Provision of health care
and supplementary nutrition programs 1s also
less expensive, per student, 1n larger schools

Land preparation and per square meter
construction costs are also less for larger
schools as compared to smaller schools

For all these reasons, 1t has been argued
that countries should favor larger over
smaller schools

Arguments for construction of smaller
schools are

1 Where population 1s dispersed, as in rural
areas, construction of large schools means each
building 1s farther apart The greater distance
between schools requires students to travel
farther This reduces enroliment, and increases
dropout, especially among the poor, and girls

2 Inthe United States, larger secondary
(grades 9-12) schools have a broader range of
physical inputs and more diversity 1n course
offerings and teachers, but also show lower
levels of student attendance and morale (Lind-
say, 1982) It should be kept in mind that the
average size of American secondary schools
may be large (e g, 1,600 students) compared to
those of other countries

For an example of a policy study on school
s1ze, see Ahlawat (1991)

For more discussion of advantages of small
schools 1n rural areas see Bray (1987)



from pages 19, 30, 31, 45, 167, 180

Alternative Sites for Schools

Eventually, of course, schools should be
located 1 buildings designed according to the
requirements of the curriculum Where this 1s
not possible there are several options These
have been used as a temporary solution to the
problem of shortage of school sites

Option | Rent private buildings

Some countries have found 1t useful to rent
buildings as locations for schools This may be
appropriate 1n urban areas, where construction
costs are high, and sites often not available In
Egypt, a progressive government eager to
provide universal primary education to a
rapidly growing urban population, took posses-
sion of private buildings and compensated
owners for their use Some of these buildings
were former private residences, others were
office buildings

Over time, land prices and therefore build-
Ing 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 quality of the school building
will dechine If rents are allowed to increase they
may become too expensive for the government
to pay This s likely to happen as the area in
whuch the school 1s located changes from
residential to commercial use

Option 2 Expand the capacity of exist-
ing school sites with low-cost temporary
facilities

Where a school site already exists, existing
capacity can be generated for the short term by
use of temporary buildings These are struc-
tures that use low-cost materials such as those
ordimarily used 1n construction of warehouses,
and are not as well-equipped (for example with
water and electricity) as are regular buildings
Thus solution 1s tolerable for a limited length of
time Cheap buildings do not last long, even
with maintenance

Option 3 Use other public buildings

Some countries have used as schools other
public or commumity buildings not in active
use during the ime when schools are 1n ses-
sion For example, Palastan has used mosques
as the site of public schools Mosques are found
1n 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 s often a
respected man 1 the community In rural areas
where there are no school buildings, the Minis-
try of Education rents the mosque The imam
receives a small stipend for teaching religious
studies Teachers are regular Ministry employ-
ees This program has permitted enrollment of
at least 300,000 children in more than 17,000
communities It has been particularly helpful
increasing enrollment of girls (Anderson, 1989)

=» See page 166 for a discussion of mcreasing
efficiency within school facilities

=» See page 167 for more ways to increase
space



from pages 21, 47

Options to Increase Training for Rural

Teachers

Teachers can be trained before entering the
profession—this 1s called pre-service training It
1s also possible to admit untrained persons mnto
teaching and to provide training in-service

Pre-Service Traiming Supply of trained rural
teachers 1s hmited by two factors

a many urban-born teachers are unwilling
to serve 1n rural areas

b too few candidates come from rural
areas This occurs because too few persons
attain enough education to be admuitted to pre-
service traimning programs (see pages 66 and

87), and because training mstitutions are often
located 1n distant urban areas

To solve this problem 1n Rajasthan, India,
the National Council for Educational Research
and Training (NCERT) recruited local villagers
and provided economic support for them to
attend regional teacher training colleges
Training emphasized teaching in skills and
content most relevant to village life, textbooks
were developed as aids for teachers Student
attendance rose from 41 percent to 80 percent
of age group (Aruna, 1980)



from pages 14, 23, 168

Interventions to Raise Female Enrollment

1 Increase Supply of Schools for Girls
A Provide more places where girls can be
taught See page 168
* Add classrooms to existing schools 1n rural
areas
* Renovate existing buildings
* Use public buildings (e g , mosques) for
classes

B Provide more female teachers

e Train rural women with secondary
education as teachers

* Recruit teachers from rural areas

¢ Provide residences for rural teachers

 Establish incentive systems to attract more
women

¢ Build teacher training insftitutes in rural
areas

C Prouvide alternative settings
¢ Build lower primary schools in rural areas
(feeders)
¢ Set up evening 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 Prouvide school breakfasts, lunches

3 Reduce Indirect Costs of Schooling for Girls
A Relieve girls of child-tending responsibilities
¢ Build work-site day care centers, preschool
centers
* Provide sibling care at primary schools

B Adapt labor-saving home technologies
¢ Distribute labor saving machines
* Distribute or disseminate fuel-efficient
stoves

C Change schedule to permit work at home
* Introduce programmed 1nstruction mn
schools
¢ Introduce multigrade teaching
* Use self-teaching matenals

D Provide training in non-traditional
occupations
* Centers to train middle level technicians
* Traming located near primary schools
* Open programs for women in industrial
occupations

4 Overcome Gender Bias
A Reuise textbooks, curriculum, make gender-
neutral

B Launch media campaigns to promote
education of girls

C Offer incentives to delay onset of pregnancy
(e g, scholarships)

Adapted from Bellew and King (1991)

See also Herz, Subbarao, Habab and Raney (1992)

Figure 16
Conceptual Model of Mother’s Education and Daughter’s Educational Intentions
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from pages 34, 201, 219

Instructional Materials
of Instructional Design

Instructional design encourages the use of
multiple media mn mnstruction Among the less
expensive media are those based on print, the
most common medium used 1n instruction in
developing countries, and the medium most
likely to have been produced nationally How-
ever, these textbooks often

1 do not match the scope and sequence of the
official curriculum and

2 are beyond the reading level of students for
whom they are intended

Here are examples of instructional design
materials

A Modularized Materials This approach
replaces the traditional textbook with a number
of separate units or modules These permit
greater flexibility 1n teaching and use of self-
mstruction Modular materials are more expen-
sive, but increase learning outcomes

B Programmed Learning Materials These are
self-instructional materials that require stu-
dents to make frequent responses, and which
provide feedback on response correctness

Based on Principles

Programmed materials have been shown to be
highly effective with older learners The Escuela
Nueva Program (see page 199) has used pro-
grammed materials with students in grades 2
though 5, students learn more than those
taught with traditional methods

C Workbooks These are collections of exer-
cises and drills that permut students to practice
what they have learned, without direct supervi-
sion by the teacher They are most effectively
used in combination with textbooks Costs can
be reduced by having students copy exercises
from workbooks into their own, less expensive
copybooks

D Posters These are large visual displays of
graphic and text material Posters can reduce
dependency on textbooks for carrying curricu-
lum content

E Instructional Games The best teachers
develop a number of instructional games on
their own Games can be highly motivating and
effective for mastering basic skills and for drill
and practice

Based on Thiagarajan and Pasigna (1988)



from pages 34, 126, 201, 219, 220

An Example of Use of Instructional Design

Materials

The Improved Efficiency of Learning (IEL)
Project began in Liberia in 1979 The IEL
Project was a response to two major problems

1 lack of mstructional materals i1n
classrooms, and

2 shortage of tramed 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 learning,
2 self-instructional materials,
3 peer group learning, and
4 peer and cross-age tutoring

All subjects 1n primary school 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
trained 1n instructional design principles, and

were printed using high quality equipment The
final products included modules, an imple-
mentation handbook, traimning manuals for
students, teachers, supervisors and module
writers, and arts and crafts manuals By 1986
the Project was 1 operation 1 109 schools with
23,000 students

On average, IEL Project students scored 17
percentile pomnts higher on standard assess-
ment instruments than did students taught
traditionally Enrollments in IEL schools were
expanded 71 percent with no additional teach-
ers Class sizes in the lower grades were 1n-
creased to 60 students per teacher, in the upper
grades the ratio was 70 to one Student failure
and dropout rates declined

The annual add:itional cost per student of
the Project was US$3 05 1n 20-student classes,
and US$2 13 1n 60-student classes, about the
same as the cost of textbooks 1n conventional
classes Teacher training costs were signifi-
cantly less

For additional information and other
examples see Cummings (1986) and page 222



from page 50

Factors that Affect the Implementation of

Policies and Programs

1 Organizational intelligence Implementa-
tion requires two kinds of information, or
intelhgence At the beginning of the process,
analysts and planners must have some knowl-
edge or understanding of whether a new policy
1s feasible, and whether 1t 1s desirable Manag-
ers require information during the implemen-
tation of the policy, 1n order to work out faults
1n the design that could lead to failure

2 Sense of ownership Pohicies and programs
are more likely to be implemented when those
mvolved believe i what they are domng This
belief 1s generated by participation in the
process of defining the policy 1ssue and design-
g a solution

3 Tasks and technology It must be possible to
carry out the policy, which 1s to say that the
means to do so must be known Clarty about
what 1s expected 1s essential, as 1s ability

4 Management and organization Implemen-
tation takes place within an organizational
context, and requires sustained management
capability

5 Culture Implementation also takes place in
a cultural 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 conse-
quence affect the balance of power among
groups, and therefore have important political
considerations Reforms that are contrary to
the prevailing powers are likely to fail

7 Implementors The major reason why plans
fail and policies are not implemented faithfully
1s because those responsible for their imple-

mentation are not aware of what 1s expected of
them, are not convinced that they should do
what 1s asked, or are not able to do what 1s
asked

8 Clients Plans and policies are more likely to
be implemented when there 1s a clearly defined
set of stakeholders, beneficiaries, or chients
These may be parents, the community-at-large,
or 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 Policies and plans are
implemented over time, generally in stages If
obtained results are less than expected, or if
costs are much higher than promused, or if
much more effort 1s required than was thought,
then clients and funders and implementors
may reduce their support The program may
die, or be killed, before 1t becomes fully institu-
tionalized

“Implementation means transaction To
carry out a program, implementers must
continually deal with tasks, environments,
clients, and each other the key to success 1s
continual coping with contexts, personalities,
allilances, and events crucial to such adapta-
tion 1s the willingness to acknowledge and
correct mistakes, to shift directions, and to
learn from doing ”

Warwick, Reimers, and McGinn (1991)
See also Verspoor (1989)

=» Implementation over time brings up 1ssues
of sustainability See page 194



from page 106

The Reduced Instructional Time Project:

Thailand

The Reduced Instructional Time (RIT)
Project was begun to compensate for a short-
age of teachers The Project combined pro-
grammed mstructional materials (see pages 34,
216, and 217) with procedures for management
and evaluation The objective was to increase
student mmvolvement in direction of the learn-
1ng process, and to reduce the amount of
teachers’ time required for instruction and
supervision of students The Project was suc-
cessful in mamtaining or improving levels of
student achievement, while also increasing
class sizes

About the same time, however, Thailand
began an Open University (distance education)
program for teacher training (Nielsen, 1991)
This program also was successful, to the point
that by the mid-1980s class sizes had dropped
sharply, and 1n mostly urban areas 1t was
considered that there were too many teachers

Attention focused on the problem of 1so-
lated rural villages These 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 1n 6,800 schools 1n 72
provinces

An evaluation carried out 1n 1984 reported

1 Students using the RIT materials scored
higher on achievement tests than did
students using traditional textbooks and
taught by traditional, teacher-directed
methods

2 Students 1n small RIT schools gained more
from the use of materials than did students
in large RIT schools That 1s, 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 were 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, 179, 184, 186, 191, 222

Use of Distance Education for Teacher

Training

Distance education methods employ print,
audio, or visual media to communicate with
students without the direct presence of the
teacher These methods are most approprnate
when one or more of the following conditions
hold

a there1s an acute shortage of qualified
teachers

b regions vary widely in the quality of teachers

c some groups, e g, girls, lack access to
schools because there are not enough
female teachers

d the costs of conventional teacher training
make expansion unfeasible

e 1nfrastructure for transportation and
communication are in place

More than 40 countries have used some
form of distance education for teacher training,
18 1n Africa, 11 1n Latin America, eight 1n Asia
One model 1s the “Open University” or univer-
sity extension model (Kenya Coldevin and
Naidu, 1989, Pakistan Abbas, 1987, Thailand
Nielsen, 1991) Some countries, such as
Swaziland, have established special centers

The various models differ in terms of em-
phasis on subject matter knowledge vs peda-
gogy, and the number of media used About
half the projects combined academic training
with pedagogy, and used some combination of
correspondence, face-to-face tramning, and
mass media

Distance education is an effective way of
training teachers A recent evaluation of 14
programs rated nine as effective, four as am-
biguous, and one negative (Nielsen, 1991) Cost
mformation was available for 12 programs, the
distance programs were less expensive for ten
of the cases, and the same for the other two Of
the 11 rated for cost-effectiveness, seven were

cost-effective compared to alternatives, two
were not cost-effective

Dustance education 1s a less expensive method
Jfor trarning teachers than are teacher colleges The
critical factor affecting cost-effectiveness is size
Programs with few participants are not cost-
effective Programs that are extended to reach
many tramnees have economues of scale Costs per
student tramned, for equal level of ability, are lower
than alternatives An evaluation of programs in
Sn Lanka and Indonesia reports costs that are
one-sixth to three-fifths those of campus-based
programs

Distance education training for teachers
reaches those who would not otherwise become
teachers Distance education methods make
training and teacher certification available to
those who are not able to attend residential
training colleges Because 1t reaches people 1n
rural areas, 1t helps to mncrease the supply of
rural teachers Most rural teachers trained 1in
this fashion remain 1n rural areas

Distance education programs transfer some
costs from the government to the participant
Most residential programs provide free materi-
als and may even include subsidization of iving
expenses Distance education programs typi-
cally 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

Distance education programs can be stopped
or altered once they meet their original goal
Faced with a serious shortage of teachers, Tan-
zania instituted a distance education program
for teacher training m the 1970s Within eight
years 1t had trained more than 45,000 teachers,
and reduced the teacher shortage significantly
The program was then stopped Once the Open
University in Indonesia had trained enough



teachers to meet the expected shortage in b Instructional methods and materials must

junior secondary, 1t switched to upgrading be of high quality See page 217 on

primary school teachers in service (See instructional design

Nielsen, 1991, for more examples ) ¢ Formative evaluation 1s the preferred

Conditions for Success method

a There must be adequate demand to permit d Participation of local groups helps insure
program success

expansion to scale
For more information see Nielsen (1991) and
Nielsen, Tatto, Djalil, and Kularatne (1991)



from pages 105, 179,217

Distance Education for Improved Learning

The impact of mteractive radio mstruction
1s greater than that of improved teacher
training, or textbooks (Lockheed and
Hanushek, 1988)

When good teachers are 1n short supply,
distance education can provide instructional
processes that contribute to high levels of
learming The most effective programs supple-
ment 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 some-
times called interactive radio instruction The
radio lesson generally 1s 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 radio
lesson Some programs also provide materials
to be used at home

Radio mstruction programs have been used
1n a number of countries Interactiveradio
mstruction programs are more effective than
conventional classrooms Studies in Bolima
(mathematics), Honduras (mathematics),
Kenya (English), Nicaragua (mathematics) and
Thailand (mathematics) report higher levels of
student achuevement on standardized exami-

nations Both students and teachers respond
favorably to the program

Adding radio increases costs of instruction
shghtly Recurrent costs are estimated at be-
tween US$ 50 and US$1 per year per student

The advantages of using distance education
methods 1n the classroom include

1 Can be used to reduce differences in the
quality of instruction provided 1n different
regions Distance education can help
unprove quality and expand access
simultaneously

2 Can contribute to teacher improvement by
providing examples of alternative
instructional strategies

3 Upgrading of teachers can take place in the
classroom, that is, without removing the
teacher for long periods of traming

4 Arerelatively low cost Radio requires a
relatively small capital investment

For more information see Development
Communication Report, volume 48, 1985,
published by the Institute for International
Research, Rosslyn, Virginia Other published
evaluations include Anzalone (1988), Friend
(1989), Friend, Searle and Suppes (1980),
Friend and Kemmerer (1985)

=» See also pages 199 and 220



from pages 30, 102, 192, 193, 231

The School Cluster Reform in Sri Lanka

Prior to the Reform, control over schools
was exercised through 26 Districts, each with
three to five Circuits Each Circuit Officer or
Supervisor was responsible for between 50 to
100 schools Visits to schools were infrequent,
many schools were visited only once 1n two or
three years Central bureaucrats were unsure
about the validity of the statistics they received,
and were aware that central dictates were not
always carried out faithfully

After a period of experimentation, the
Minustry settled on the following structure
Each District was divided into four to six
Divisions Each Division had seven to 15
Clusters Clusters were collections of seven to
12 schools located close together One school 1n
each cluster was designated as a core school,
and 1ts principal as the executive head of the
cluster

An evaluation of the reform after four years
found the following

1 Frequency of communication downward to
the school increased by about 60 percent
Frequency of communication upward from
the school increased by about 90 percent
Communication among schools also

increased by about 90 percent 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 training seminars
increased by about 100 percent in rural
schools, only slightly in urban schools

4 Schools that implemented the cluster
system fully experienced
a 1ncreases 1in support from the local
community,
b 1increases in levels of teacher morale,

c some improvements in student
achievement

Overall school autonomy declined, schools
n clusters have less autonomy than those
existing before the Reform

For more information see Bray (1987),
Cummings, Gunawardena, and Willhlams (1991)

For another example, see Wheeler,
Raudenbush, and Pasigna (1989) and page 226



from pages 75, 81, 98, 125

Common Features of Effective Schools

1 A guiding philosophy that provides a frame-
work for all the actrvities of the school This
philosophy can be understood as a vision, as a
set of guiding principles, as a “mission state-
ment ” It should talk about fundamental
changes mn the school, not just marginal adjust-
ments or refinements

2 An overall strategy, a global plan for fulfilling
the vision stated 1n the philosophy This strat-
egy, to be comprehensive, has to include
curriculum teachers, administration, students,
community, facilities As a global statement, the
strategy makes 1t possible for both the central
administration of the school and individual
teachers to make adjustments and improve-
ments over time

3 Responsibuities are assigned to all the
stakeholders, that 1s, all the persons who will be
affected by the changes proposed This in-
cludes administrators, teachers, support staff,
parents, students, and other members of the
community These responsibilities include
financial support (from the community and
parents), volunteer labor and donation of
materials, parental support in helping teachers
to carry out the program, school participation
n and support of other community activities

4  Stakeholders participate in decision making
Small schools may use some form of consen-
sual decision making In larger schools, groups
of stakeholders may elect representatives, or
they may be chosen by the school administra-
tor, with approval by the stakeholders In all
forms, 1t 1s understood that some decisions are
made centrally or collectively, and others can
be made locally or individually The school 1s
most effective when there 1s clarity about which
decisions are left to teachers, parents and
students, and which are reserved to all the
stakeholders

5 Actie Learning Effective schools assign
responsibility to students for their own learn-
g, and therefore adopt methods m which the
student 1s highly engaged in the teaching-

learning process This may include learning
contracts, in which students set their own
objectives, peer teaching, in which some
students are responsible for others, and 1n-
structional units built around projects which
are carried out by teachers and students to-
gether

6 Focus Clarty of objectives and emphasis on
involvement requires that schools narrow the
range of objectives they hope to achieve The
philosophy that effective schools work out
delimits what can and should be achieved It1is
not clear, however, that this means that the
total learning 1n effective schools 1s less On the
contrary, 1t 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 perfor-
mance of all their members This may include
dress codes for teachers and students, disci-
pline codes for students It includes high
standards for student achievement Combined
with teacher commitment to the program, this
translates into expectations by teachers that all
children will achieve at higher levels than 1s
normally expected It 1s important to note that
as standards are consensually defined, they do
not act as bureaucratic regulations that are
evaded or applied punitively

8 Resources Effective schools require more
resources This statement does not mean that
spending more will necessarily produce an
effective school Instead, it refers to the fact
that change requires an additional expenditure
of energy, and hence resources, at least until
the reform 1s successfully established Most
effective schools have accomplished this by
mobilization of resources from the community

Based on Levin (1992) For additional
mformation on effective schools see Bickel
(1990), MacKenzie (1983), and Teddlie and
Stringfield (1993)



from pages 144, 157,193

Use of Indicators to Monitor Quality of

Education: Zimbabwe

The Minustry of Education decided to assess

the quality of students 1n grade 6 of primary
school They posed the following as critical
questions

1 Whach (of essential) inputs do schools
currently receive?

2 What percentage of schools are below the
norm?

3 How are inputs distributed across regions?

4 How does academic achievement vary by
region?

5 What inputs contribute to achievement?
Which should be increased?

Inputs were defined 1n three categories 1)
school buildings, 2) teachers and their hiving
conditions, 3) facilities in schools and class-
rooms

Reading achievement 1n English was de-
fined as the critical outputvariable

Questionnaires and tests were applied in a
national sample of 145 schools to 2,600 stu-
dents and their teachers Field work required
two weeks time Some of the findings were

Inputs were low

1 Mimstry norms for provision of notebooks,
pencils and ballpoint pens were met in 11
percent, 25 percent and one percent of the
schools respectively

2 Only 18 percent of classrooms had sufficient
sitting spaces for students, and only 12
percent had sufficient writing spaces

3 Only 24 percent of classrooms had sufficient
supplies to meet Ministry norms

As a consequence, outputs were also low

4 Levels of mastery on reading test items were
below critena set by teachers About 38 percent
of the students were able master half of the 33
1tems on the test Only 13 percent mastered
more than 70 percent of the 1tems

The most important inputs are those that
directly improve quality of instruction

5 Teachers believe that increased quantity and
quality of classroom supplies 1s most important
for improving their satisfaction with their work,
even more 1mportant than improvements in
their salaries

6 Teacher listed furniture as least important as
an 1mput

Based on Ross and Postlethwaite (1992)

=» For more information about the importance
of instructional maternals see page 60

=» For a discussion of teacher motivation see
page 96

=» For defimitions of “quality” see page 241



from pages 72, 143, 145, 147, 151, 193, 223, 227, 234

In-Service Training for School Principals:
An Example from Thailand

Thailand provided 1n-service training to all
of 1ts primary school principals between 1985
and 1988 In addition, 1t changed procedures
for the selection of principals Now all candi-
dates must have approval at the district and
provincial level, and complete a training
program in educational administration Candi-
dates are ranked according to scores on a test
applhed at the end of training, and on the
quality of a brief research paper on some issue
1n administration

The mn-service training program was de-
signed by 15 experienced principals and super-
visors Development of the program required
one year, and included pilot testing of video
tapes, shde presentations, and 20 booklets
describing various aspects of the principal’s
job The materials also provided suggestions of
activities for principals

Training was carried out using a cascade
method The core group trained provincial
supervisors, who then met with principals in
district offices Emphasis was put on the
seriousness of the training, and linked to the
development of accountability indicators that
would be used to judge the principal’s perfor-
mance (see page 227)

The program began with a one-day session
in which trainees took a test of their knowledge
of six areas of responsibility academiucs, per-
sonnel, clerical and finance, student affairs,
physical facihties, and school-community
relationships These six areas are described in
the basic manual provided by the Mmuistry

Tramnees then did exercises in three of the
booklets, and returned to their homes to
complete another five booklets

The second phase of the training lasted five
days The remaining booklets were completed,
and trainees participated in simulations on
common problems 1n school administration
The mitial test was readministered Trainees
who scored less than 60 percent correct were
asked to review all the booklets and other
training materials, and to take the test again 1n
one month

As other principals, and teachers, found out
about the high standards of the program, levels
of motivation increased and the quality of later
traming sessions improved

During the year following training, princi-
pals were monitored 1n their schools to see if
they had carried out the activities recom-
mended by the booklets Those principals who
had passed the final test, and who had imple-
mented the program, recerved a certificate An
evaluation in 1987 indicated that more than 60
percent of the principals trained were ranked
“high” 1n their performance During this period
of time student achievement scores began to
mncrease

As a consequence of the program, about
2,000 principals erther resigned, or were as-
signed to teaching positions

For more information see Wheeler,
Raudenbush, and Pasigna (1989)



from pages 4, 155, 157, 193, 202, 226, 228, 235

Use of Standardized Achievement Tests to
Improve Quality: The Case of Thailand

In 1984 the Office of the National Primary
Education Commuission (ONPEC), the top
educational policy organization in Thailand,
began development of a national test of
achievement for grade 6 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 achievement test would
motivate provincial education directors to work
harder to get district officials to pressure
principals to improve the quality of education
In effect, the test would increase the control of
ONPEC over the performance of teachers in
schools The test would be a form of indirect
supervision to msure complhiance with objec-
tives (See page 102)

Each year ONPEC hosted a meeting of all
provincial education directors The directors
were presented with information comparing
the performance of schools by province
ONPEC presented them with mean scores,
standard dewviations, current ranking for the
year, and ranking 1n terms of amount of im-
provement from the previous year

The directors from the provinces with
highest average scores, and those with greatest
gains, were asked to make presentations
explamning their strategies Directors from the
provinces ranked 1n the bottom third had
private meetings with ONPEC officials These
directors were asked to explain reasons for the
low performance, and plans for improvement

The meetings were reported to make the
provincial directors “very nervous ’ The direc-

tors were embarrassed by having been singled
out, and left the meeting motivated to work on
raising the average level of achievement 1n their
province

One strategy used by the provincial 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 ranked 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 1n
1984 to 56 84 1n 1985 1n Thai (national lan-
guage), and from 33 11 to 36 52 in mathemat-
1cs Gains were less in Thai, but much larger in
mathematics in 1986 Gains were also recorded
1n the subjects titled “Life Experience” and
“Work-Oriented ” Small gains were reported in
“Character Development”

It 1s important to note that this program was
accompanied by an in-service training pro-
gram for teachers, and another for principals
Both were evaluated as successful (see page
226)

Source Wheeler, Raudenbush and Pasigna
(1989)

=» For a critique of the use of achievement tests
see page 228

=» For definitions of “quality” see page 241



from pages 4, 151, 155, 157, 169, 202, 205, 206, 207,227

Dangers in the Use of Standardized

Achievement Tests

The main arguments for the use of standard-
1zed achievement tests are that tests provide an
objective standard by which parents, teachers,
and managers of the education system, can
measure progress

1 Parents can tell whether their children are
learning

2 Teachers can assess the effectiveness of their
teaching practices

3 Managers and planners can, over time,
evaluate the impact of different policies

Although there 1s relatively little research on
the impact of achievement tests on education
1n developing countries (for one example, see
page 227), there 1s an abundance of research
on the impact of testing 1n the United States
and other early-industrialized countries

Some research says the impact is negative
The argument 1s not that all testing 1s 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 n the
United States at least during the past 20 years A
number of states have required local districts to
apply standardized achievement tests and to
report their results Test results have been used
to evaluate students, and schools and school
districts This policy has had effects on instruc-
tional practices, curriculum, and students

1 Impact on instructional practices There 1s no
doubt that the use of a standardized test to
evaluate student (and teacher) performance has
an impact on what takes place 1n schools
Parents, eager that their children succeed,
pressure teachers to cover the material covered
in the test Teachers, concerned about their own
evaluation, give students practice using the
same kinds of questions used 1n the test

Most standardized tests rely on multiple
choice questions, as these are more easily
scored When teachers teach students how to
answer multiple choice questions, they spend
less time on activities that develop higher order
thinking skills These activities such as carrying
out experiments, cooperative learning, free
compositions, critical discussions, and inter-
views In the community permit students to go
beyond the simple facts presented in books and
lectures, as well as on multiple choice tests

Research has shown that with proper coach-
ing mdividual scores on achievement tests can
be raised significantly The most effective
coaching teaches students how to 1dentify 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 tune,
however, scores 1n higher order thinking, n
almost every subject area, have been declining
Research also has shown that these higher
order thinking skills 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
skalls It1s important to note that the most
successful (often private) 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 1n the curriculum In the
primary grades, use of achievement tests has
meant not only less time spent on “luxury”
subjects such as art or citizenship, but also less
time on science and social studies More
attention 1s given nstead to the “basics,”
reading and mathematics



3 Impact on Students Mistakes are made
when a test with less than perfect reliability 1s
used to make decistons about the future of
individual students Some students are pro-
moted who should not be More seriously,
some students are failled 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 their supposed ability to
learn The argument 1s made that teachers do
better in more homogeneous classes (for
example see page 126) What in fact happens 1s
that teachers set lower standards, which leads
to lower student achievement (see pages 36
and 104) Studes of tracking show that stu-
dents 1n the “slow” tracks are limited to rote—
oriented teaching, and receive less of the
school’s physical and human resources than
students 1n the “faster” tracks The net effect 1s

to 1nsure that students 1dentified by the test as
having low learning ability learn less

Tests are sometimes used to assess mini-
mum competencies, “gates” through which
students must pass Student faillure and repeti-
tion (for any reason) 1s hikely to further depress
learning, by its effect on students’ motivation
(see page 128) Even the best achievement tests
are selective 1n their content, presenting situa-
tions, concepts, and words more famihar to
some social groups than others Research
shows that tests often are biased against mem-
bers of ethnic and linguistic mmorities, and
girls

Based on Shann (1991)

For additional information see Pht Delta
Kappan, 73(3), November 1991



from pages 19,45,71, 167

The Importance of School Maintenance

Maintenance refers to actions to repair and
restore to origmal functioning condition
buildings, equipment, materials Proper main-
tenance of buildings and equipment prolongs
their useful life, avords premature replace-
ment and thus reduces the costs of construc-
tion Some research suggests that the physical
condition of the school affects levels of student
learning Whether or not this 1s true 1n all
circumstances (see page 18), there 1s evidence
that the condition of buildings and equipment
affects the morale of teachers (see page 78)

The preventive care and repair of facilities 1s
one of those 1ssues 1n which the proper re-
sponse 1s not always the most obvious Manag-
ers faced with limited resources may defer
maintenance until funds are availlable New
buildings may be constructed instead of repair-
ing those that are old But cost analysis shows
that 1t 1s more expenstve to respond to emer-
gencies than to do preventive maintenance,
and that routine mamtenance can reduce the
requirements of new construction

Problems and Solutions

Most managers 1n education have no train-
ing 1 how to tell when maintenance 1s required
or i how to set up a maintenance plan Some
countries have developed special departments
dedicated solely to 1ssues of maintenance This
1s most appropriate mn large systems Small
systems with relatively few facihiies might rely
on private contractors to provide 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 involve-
ment m faciliies maintenance 1s recom-
mended because 1t promotes more careful and
responsible use (Almeida, 1988)

In Paraguay the Ministry of Education built
schools in communities that promised to
maintain them n good condition A follow up
evaluation after six years found that buildings
were still in good condition, with maintenance
provided by the communities

“Through direct contributions, fees, school
canteens and parties, teachers, parents and
others have not only maintained but have
immproved the schools left in their
stewardship ” (Nicholson, 1983, p 14)

The Maldives Community Schools Project
made communities responsible for construc-
tion of their own schools These schools were
designed to make use of traditional types of
spaces and 1ndigenous building materials The
communities’ commitment to their builldings
msured their maintenance of them (Luthfi and
Zubauir, 1986)

In some areas of the Sudan, parents’ council
take on the responstbility of school mainte-
nance Fees or donations are levied on parents
of students Fund raising also 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
o' governance to local districts or communities

=» See page 54



from page 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
1s below the national standard because

1 population density is low,

2 population has declined because of
migration, or

3 enrollments have dechned because of
declining birth rates and aging of the
population

In these circumstances, what can be done to
provide full educational services, and to main-
tain quality?

Policy Option I Admit Students Every
Other or Third Year

The opportunity to complete all six grades
(in a six—year primary cycle) 1s generated by
admitting new classes every other or every
third year If students are admitted every other
year, teachers work with grade 1, 3, or 5 1n the
first year, and grade 2, 4, or 6 1n the second year
In the third year the process 1s repeated Ina
inienmal system, the first year offers grades 1
and 4, the second year grades 2 and 5, and the
third year grades 3 and 6 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 grade 1,
for example, to grade 2 the following year

Policy Option 2 Set up a Network of
Schools

This policy generates access to all six 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
accessible 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 polcy 1s stmilar to the cluster school
approach (see page 223) The success of this
policy depends on the quality of school admin-
1stration (see page 140) and on sufficient
resources to permit communication between
teachers 1n the various schools in the network
Parents often do not want to send children
away from theirr communities

Policy Option 3 Use Multigrade Teaching

Schools with small student populations can
achieve efficiency in the use of resources, and
offer all grades of mstruction, by combining
students at different levels in a single class-
room Because several grades of students are
taught by a single teacher, this 1s called a
multigrade classroom

The major requirements for an effective
multigrade classroom are found on page 208
Examples of application are found on page 199

Details of how to organize and operate a
multigrade school are found i1n Thomas and
Shaw (1992)



from page 146, 151

Latin American Experiences with

Decentralization

Decentralization of education from national
control was begun 1n Argentina 1n 1976, Mexico
m 1978, Chile 1n 1981, and Colombia in 1986 In
none of the countries 1s the process complete
And 1n none of the countries 1s there a thor-
ough evaluation of the experience We can,
however, learn something from these attempts
to shift control over education

Each country kept some responsibilities at
the central level, and shifted others downward
in the system The government units to which
responsibilities were transferred varied In
Argentina, Colombia, and Mexico, responsibil-
1ty passed to state (province) governments In
Chile, responsibilities were given to 325 mu-
nicipalities Table 22 shows some of the respon-
sibilities and how they were affected

Table 22
Distribution of Some Responsibilities for Education
Following Implementation of Decentrahzation

Responsibility Argentina Chile Colombia Mexico
Resource allocation D C C C
School calendar C C C C
Curriculum design C C Cc Cc
Teacher accreditation C C C C
Hiring of teachers D D D D
In-service training D D D D
Teacher salary schedule D D C C
Data collection D D C D
School construction D D D D
C= Centralized D= Decentralized
Source Prawda (1992)

Implementation of decentralization has Results

been completed 1n most but not all of the
governmental units involved In each country
some of the local governmental units were
erther unwilling to take on the responsibihities
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 felt they had
little to gain by taking on the responstbility of
the central government In Chile some munici-
pal governments lacked the skills necessary to
assume responsibility for running schools

Argentina was successful 1n getting provin-
cial governments to assume the financial
burden for primary education Total spending
on education as a percentage of GNP increased
from 3 89 to 4 91 percent This was not true in
the other countries Central government's share
of spending on primary education actually
increased 1n Mexico Chile was successful 1n
reducing government spending on higher
education (shifting the burden to the private
sector) and 1ncreasing spending on primary
education The decentralization reform had
hittle impact on patterns of finance in Colombia



Evidence that decentralization contributed
to improved efficiency 1s ambiguous Internal
efficiency (repetition, drop out, and completion
rates) did improve after decentralization But
these rates also improved in other countries in
the region that did not decentralize Student-
teacher ratios remained essentially the same in
both decentralizing and non-decentralizing
countries

The impact of decentralization on student
learning has been assessed only in Chile Scores
on grade 8 achievement tests administered
between 1982 and 1984 were compared with
scores on a updated version of the test admin-
1stered 1n 1988 and 1989 Scores 1n 1989 were
lower than scores 1n 1982, for Spanish and
mathematics In addition, the gap between
high-scoring and low-scoring schools widened

If the social class of students 1s taken into
account, the most effective schools (in terms of
student achievement) are the subsidized
private schools Taking social class into ac-
count, there 1s no difference 1n test scores
between the fee-charging private and public
schools

The subsidized private schools have been
particularly effective in low mcome neighbor-
hoods These private schools organize drum
and bugle bands, require students to wear
uniforms, assign more homework, involve
parents 1n fund-raising It 1s likely that families
with high educational aspirations for their
children prefer these private schools to less—
disciplined public schools There 1s no evidence
that the quality of teaching 1s better in the
subsidized private schools

Summary

Decentralization of basic education can be
achieved, but full implementation may take a
number of years Obstacles to implementation
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 responsibilities, lack of
consensus with regard to objectives to be
achieved through decentralization

Decentralization does not necessarily lead to
increased local spending on education In
addition to transferring responsibility for
finance to local units, the central government
has to give these units the capacity to mobilize
resources

Decentralization does appear to improve
mternal efficiency, in terms of repetition, promo-
tion and completion rates On the other hand,
there 1s as yet no evidence that local control of
schools improves quality of teachers or levels of
learning overall Improved quality depends on
mcreased participation by teachers in the design
and implementation of nnovative programs

Decentralization requures that the central
ministry carry out contmuous monitoring of
local units, 1n order to correct problems of
mcompetence and mequity In effect, the
central ministry has to become more informed
about local schools than 1t 1s at present

Based on Prawda (1992)

=» For more on centralization and finance see
page 148



from pages 143, 145

Improving Administration at the Local Level

There 1s a strong relationship between

effective schools and the role of the school
administrator or manager Research says that
effective school administrators are mstruc-
tional or curriculum leaders, student-centered,
persistent, aggressive, and, that they imitiate
action for change (Leithwood, 1989)

The following 1s a partial list of policies to

develop and maintain effective school adminis-
trators or managers

1

Identify how schools should be improved,
mternally and 1n terms of school-
comumunity relationships Assess the relative
immportance of each problem 1n terms of the
capabilities of the education system and 1ts
personnel

Involve district officials and school
administrators 1n efforts to prepare, design,
plan, and execute programs to accomphish
school improvement

Create policies for identification,
recruitment, and career movement of
school administrators

Establish programs for careers in school
administration These programs should
mclude general competence 1n fields not
covered by academic courses, contact
between administrative trainees and active
school adminmistrators, and, opportunities

for supervised practice as school
administrators or managers

Create programs to support and guide newly
appointed school administrators or
managers One suggestion would be to pair
new administrators with more experienced
colleagues (mentors)

Specify the general direction and standards
for categorizing school administration or
management positions Develop guidelines
for duties and responsibilities

Develop methods to assess administrators’
or managers’ performance of professional
duties

Provide opportunaities for school
administrators to famiharize themselves
with and analyze far-reaching social
questions

Develop external support for such activities
as the recruitment 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)
=» See page 226 for an example



from page 137

Evaluating and Reporting about School

Programs

Education authorities, policy makers,
district and school administrators, and manag-
ers often have to evaluate school programs and
prepare reports on their findings Sometimes
specific data are misused to make mcorrect
statements about the state of education sys-
tems Sometimes the reports do not communi-
cate effectively the accomphishments of the
system This may weaken public support for
education It may decrease parents’ confidence
in the importance of education for their chil-
dren

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 Description Include here a descrip-
tion 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 commu-
nity Include information about any other
umportant variables 1n your education system

Program Objectives Include 1n this section
objectives for knowledge, skills, attitudes,
understandings, and appreciations State the
objectives 1n terms of expected student perfor-
mance

Describe the criteria against which the
program will be evaluated Explain how stu-
dents, teachers, parents, administrators, and
policy makers will know that the objectives
have been attained

Program 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 descrip-

tion of the program content should be hmited
to this particular program and 1its objectives

Program Processes What are the processes
that students will learn? Some examples are
classifying, deciding, solving, performing, and
creating What are the attitudes and values that
students will acquire? These might be respect,
fairness, honesty, sense of humor, cooperation

Program Evaluation You may decide 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 the evaluation will
occur

After you establish what 1s to be evaluated,
you must decide who will be evaluated In most
cases you will be considering student perfor-
mance, but the objectives might require evalua-
tions of parents or even teachers as part of the
evaluation design

Evaluation Package Prepare an outline that
includes the objectives, which factors will be
evaluated for each objective, and the
mstrument(s) (achievement tests, checklists,
etc ) that will be used 1n evaluating the factors

Data Analysis Before you prepare this portion
of the report, vou should have examined the
data with various constituencies These can
mclude teachers administrators, supervisors,
etc Your discussions will center around the
meaning of the data, the conclusions you can
draw, the likely recommendations, any alterna-
tives, factors to be discussed, and so on

When 1t 1s completed, thas 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 concerns or cautions that
should be considered when mterpreting the
data

The report should be concise Present data
using diagrams and charts You will probably
want to hold meetings to discuss the report
with groups most directly affected by 1it, such as
parents, teachers, community groups, etc

Agenda for the meetings should include
discussion of the report, alternative programs

that might be considered and the impact on
personnel, finances, and resources

Based on DeRoche, 1987

=» To read about management information
systems, go to page 202

=» To read about curriculum evaluation, go to
page 237

=» To read about standardized achievement
tests, go to page 227



from pages 25, 35, 121, 153, 235

A Matrix for Curriculum Evaluation

To use this matrix, fill in the blanks with a The answers to the matrix questions will aid
curniculum focus or component You might you 1n evaluating the existing curriculum as
choose, for example, problem solving in pri- well as provide an agenda for curriculum
mary math You would then write “problem revision/reform

solving in primary math” in the blanks and
answer the questions

Table 23
A Matnix for Curriculum Evaluation

Planning Implementation Outcomes
Design What are the needs for What are todays priorities for | What expression of
in today s society? In soclety business can be found In the

communication and in schools?

education systems goals
philosophy and
whritten curriculum?

Planning Implementation
Instructional What lessons activities and What classroom
Means methods enhance the communication environment
teaching of and sequence of events are

? | required to facilitate

Outcomes
How do we know that the
teaching for

has been successful?

Planning Implementation Outcomes

Resources What curricular material By what criteria have we Are these resources used and
media facilities teachers and acquired the best resources do they facilitate the
resources are needed to to facilitate teaching and learning of
facilitate the teaching of ? ?

?

Planning Implementation Outcomes

Staff What type of preparation will Is the in—service consistent with | What

Development the teachers and staff need the actual strategies and teaching strategies were
to teach or facilitate process that the teacher will actually developed In the

? | use n the classroom?

teachers through the in—service
staff development?

Planning Implementation

Learner How does the learner What are the optimum
recognize and respond to conditions and personal style
situation which demands of the learner engaged in
a ?
response?

Outcomes
In what situations
can our learners

apply ?

Based on Hill (1989)



from page 121

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 attamn curriculum
goals

The text has a recent copyright date (within

five years)

The content of the text

» covers all or most of the course to be
taught,

* 1sup-to—date,

* accurately portrays minority groups,

e accurately reflects ethnic cultures and
Iife styles,

¢ 1s free of racist and sexist connotations,

* presents controversial 1ssues objectively,
and accurately reflects representative
points of view, and

e provides material or examples of how the
concepts or contents are correlated with
other subjects

Concepts, generalizations, and relationships
are clearly and accurately presented They
are developed from concrete to abstract
when and where 1t 1s approprate

Students find the textbook interesting to
read

Most students find the textbook easy to
read

The textbook highlights new and difficult
words

Graphs and tables are clearly illustrated and
easy to read

Diagrams and scale drawings are clearly
llustrated and easy to read

10 The text has
¢ atable of contents,
* anndex,

* main 1deas at the beginning of each
chapter or subsection,

» directions that are clear and complete,

* sumimaries appropriately placed
throughout the chapter, and

* chapter summaries and reviews of the
concepts, generalizations, and
relationships

11 New deas are introduced through
motivating social or personal situations or
1ssues

12 Quotations or other authoritative sources
are used to highlight concepts or content

13 The textbook contains recommended
readings for students

14 End-of-the-chapter activities
* are Iinteresting and stimulating,

* requure students to apply concepts or
contents,

* emphastze creative problem solving,

» provide for immediate practice of a skill,

¢ and include several forms of questions
15 The textbook 1s attractive, colorful, well-

designed with a type-size that 1s easy for
students to read

16 The textbook binding and page—paper 1s
strong enough to withstand student use
over a number of years

Based on DeRoche (1987)



from page 44

Towards Democratic Planning

Although the planning of education can be
done by 1solated individuals, the intended
results are always social or collective planners
use their knowledge to devise strategies to
affect the actions of others This separation of
knowledge and action 1s problematic How can
the planner gain an objective knowledge of the
subjectivity that conditions the actor? In other
words, 1f I as planner want to affect your behav-
101, how can I know why you do what you do?

One way to minimize this problem 1s to
reduce the size of the unit for which planning 1s
carried out, and to increase participation in the
planning process The form of decentralization
called school-based management/shared
decision making (Hanson, 1990) 1s one ex-
ample, teachers participate in planning the
activities of the school in which they work, they
are both planners and actors

This type of planning has been called
transactive (Friedmann, 1987, Warwick, 1980)
or mteractive (Adams, 1988), to suggest that
planning 1s based on the dialectics between
plan and reality (or action and consequence)
and between the persons attempting to shape
their collective future

There 1s another kind of educational plan-
ning, which until recently dominated the field
This kind locates the planner (as mdividual or
group) outside the reality which 1s the object of
planmng, and apphes the methods of objective
science 1n an effort to overcome problems of
subjectivity The term “rational” has been
preempted to apply to this kind of planning, an
unfortunate choice that has caused much
confusion because all planning requires the use
of reason and information to choose among
alternative methods to achieve goals

The major difference between the two types
of planning (and their many variants) 1s not
their degree of rationality (or systematic use of
information 1n the choice among alternatives
for future action), but their assumption about

the extent to which the necessary information
exists prior to the planning process

The rationalist approach focuses on plan-
making If objectives are fixed, alternative
policies already identified, and the environment
stable, then planning can be effective as a
technical exercise in which manipulation of
data 1s sufficient for discovery of the alternative
with the most likelihood of achieving that
objective

An alternative to plan—making 1s to under-
stand the process of planning as the construc-
tion of possibilities for the future Not all possi-
bilities can be seen 1n advance because some
will depend on the actions of others who also
engage 1 planning From this perspective
successful planning requires the generation of
consensus about both goals or objectives and
means

This approach to planning 1s overtly politi-
cal Itincludes the distribution of power as a
central variable to be modified by the process of
planning In one vanant, called policy dialogue
by the international assistance agencies, con-
ventional defimtions of sovereignty or domain
of authority are set aside and foreign lenders
and donors 1nsist that certain conditions be met
by the government seeking funding

There has been no systematic treatment of
the practice of policy dialogue, or its effects on
the content and effectiveness of educational
plans It will be important to distinguish be-
tween 1nstances of genuine dialogue, m which
outcomes cannot be predicted from erther set
of planners’ objectives, to instances of political
manipulation in which the powerful impose
their plans based on “rational” planning

Policy dialogue as a form of planning 1s
simular to the strategic planning carried out by
private sector organizations 1n a competitive
environment An effective planning approach in
this situation 1s fundamentally inductive rather



than “rational deductive ” The model 1s one of
political decision—-making Strategy 1s required
to guide actions beyond the foreseeable future
(Bryson, 1988)

The concept of strategic planning has also
been adopted for public education in the
United States, but with an important change
(McCune, 1986) Now emphasis 1s on the
development of community-wide consensus
about what the goals of the education system
should be The task 1s not to plan to beat out
competitors m the market but rather to satisfy
multiple client populations often with compet-
ing goals Once again politics 1s explicit, goals
and 1deologies have to be made clear for groups
to be able to communicate effectively with each
other

Strategic planning begins with defimtion of
the mission (long~term objective) of the orga-
nization The planner acts to collate and syn-
thesize the expressions of the various groups
within the organization At each stage, from
definition of performance standards to specifi-
cation of budgets, the planner both suggests
alternatives and attempts to synthesize sugges-
tions made by the participants In the process,
musston and short-run objectives may be
rewrltten, as constituent groups become
dissatisfied with what they are likely to achieve
The dominant method 1n these processes is
communication rather than analysis

The “rational” approach to planning has
been described as a “search through a solution
space of alternatives,” while the interactive
approach 1s one that treats “designing as
malking sense together” (Forester, 1989, p 121)

In strategic planning, the important alterna-
tives do not yet exist when planning starts,
therefore, they cannot be discovered, instead
they are brought into existence, they are con-
structed Who participates m the construction
process 1s critical to the success of the planning
exercise, political criteria are primary and

overt

Tending toward the moribund at the begin-
ning of the 1980s, educational planning 1s
regaining attention as a means for working
through political differences and designing the
future Although educational planning as a
centrally controlled activity carried out by a
handful of highly trained experts may never
regain the importance it was given 1n the 1950s
and 1960s, planning 1s Iikely to proliferate in
the future

The major 1mpetus to the “rebirth” of plan-
ning has been, 1ronically, democracy — once
considered threatened by the power of central-
1zed and “rational” planning because 1t ex-
cluded the voice of the people The democratic
revolution that will matter 1s not just the
movement to replace self-appointed princes
wrth elected representatives, but especially that
which results in more control over representa-
tives 1n the hands of citizenry Decentralization,
understood as moving the locus of control of
education from larger toward smaller civic
units, requires more rather than less planning
Decentralization requires planning i and by
local units, and a new role for central planning
n the promotion of equity and system-wide
efficiency

=» See page 146 for more about
decentralization



from pages 10, 11, 170, 225, 227

Definitions of the Concept of Quality

The quality of something 1s an attribute
assigned by humans The judgment 1s most
rehably made when there are pre-established
criteria about what constitute high or low
quality, and what exactly will be judged

The assessment of the quality of education
systems, schools, and teachers has often been
controversial because of a failure to specify not
only the criteria for quality, but also what
would be yjudged For example, one person
mught focus on the methods a particular
teacher uses for instruction, while another
judges the teacher’s quality in terms of what s
taught, a third focuses on the mnstructional
materials used, and a fourth looks only at how
much students learn

Until the early 1960s, almost all research on
education used the term “quality” to refer only
to the content, materials and methods used in
teaching When researchers evaluated teachers,
they seldom, if ever, measured amount of
student learning as an indicator of quality

In recent years, attention has shifted from
an assessment of the mnputs and process of
teaching, to measurement of how much learn-
ing has taken place There are several reasons
for this shaft First, we now have much better
methods for assessing student learning than
before Second, education systems have been
recognized as important elements in the
development of a society, and their manage-
ment has been taken over by persons not
necessarily trained as teachers Third, there has
been a shift in perspective from management
by pre-determined rules, to management in
order to reach objectives

Here are five definitions of education quality
currently in use

1 The gquality of inputs Refers to whether
resources (materials, personnel, physical
facilities, etc ) meet pre-established standards

2 The quality of process Includes not only
what teachers do 1n classrooms, but also

management practices, school traditions,
school chmate

3 Quality as outputs As a result of mputs and
process, students are transformed 1n certain
ways We call this learning We can assess the
quality of this learning by comparing 1t with
standards we have established

4 Quality as outcomes The evaluation and
valuation of graduates of an education system,
by themselves, parents, employers, society in
general, can produce outcomes such as 1im-
proved social standing, employment, higher
mmcomes These outcomes are not direct prod-
ucts of the education system, but many people
argue that education 1s not relevant unless it
affects their economic, polttical, social, and
spirttual lives

5 The amount of value added A simple assess-
ment of how much a student knows, or how
much a graduate earns, does not tell us
whether the education system actually trans-
formed the student What seems like a “good”
school could merely be one that managed to
enroll bright students (who learn outside of
school), but didn’t teach them anything At the
end of the process, the students may have
increased knowledge, but not because of the
school The highly paid graduates of a presti-
gilous Institution may not know anymore than
graduates of a lesser mstitution, but receive
higher wages because of the reputation of their
school, not its ability to transform them

When we assess value added, we are asking
whether the current state of the mdividual (in
terms of knowledge, values, behavior) can in
any way be attributed to the school attended If
so, then we can say that the school “added
some value ” The state-of-the-art 1n assessment
of education systems, schools, and teachers 1s
not yet far enough advanced to assess how
much value has been added We are still in the
stage of assessing outputs and outcomes

continued on page 242



Standards for Quality

Until now, quality has been defined
situationally and subjectively This has made it
difficult for planners and policy makers to
compare the effectiveness of alternative pro-
grams If “quality” 1s what anyone wants 1t to
be, 1t 1s not a very useful concept

There have been at least two kinds of efforts
to rescue the concept of “quality” One ap-
proach has focussed on 1dentifying education
systems or schools that people are willing to
agree are of high “quality,” whatever 1s meant
by the term Then the characteristics of that
system or school have been carefully described
For example, 1f you choose this alternative, you
can read what some people have said are the
characteristics of an “effective” school (mean-
ing a school with high value added)

A second approach has attempted to de-
velop a consensus about the mimimal requure-
ments that every system or school should meet
One version of this approach has produced a

Fundamental Quality Level list, which includes
indicators of mnputs, process, and outputs
against which schools can be compared (Horn,
1992)

The major difficulty with both approaches is
that they require agreement about a complex
process that varies considerably according to
characteristics of students and teachers, that
changes over time based on its own internal
dynamic and external events, and that pursues
multiple, sometimes conflicting, goals As a
consequence, these attempts to generate
consensus may have generated even more
contention and confusion

At present, the term quality continues to be
used widely, and with wildly different mean-
ngs

For more information, see Adams (1993),
Organization for Economic Cooperation and
Development (1989), and Richardson and
Skinner (1991)



from pages 11,110

Stages of Improvement in Quality

Read the following stages and determine
which one most closely describes the situation
1n your country At the end of each stage, there
are suggestions for change(s) which can help
your education system advance towards the
next stage(s) of development

It should be noted that an attempt to intro-
duce elements of more developed stages into

less developed ones results in mismatches that
prevent successful implementation of innova-
tion or change For example, providing un-
trained teachers from stage one with instruc-
tional materials that were designed to be used
by well-educated teachers from stage four will
probably result, at best, 1n inadequate use of
those materials

Stage One Unskilled

Table 24
Stages of Improvement in Quality

Teachers

Untrained little mastery of subject content or teaching techniques poorly motivated

Curriculum

Emphasis on basics low standards subject content is imited high dropout rates

Textbooks and Other Materials

One textbhook/class used by teacher few or no other materials

Teaching Techmiques

Recitation rote learning memorization students copy from chalkboard

Supervision

Limited to control and compliance with regulations

Teacher Reaction to Innovation

Ignorance confusion doesnt apply innovations/changes

Possible change(s)

Provide structured teachers guides textbooks and minimal instructional materials
Provide teacher training in subject matter and basic teaching techniques
Provide teachers with opportunities to understand need for improvement

Stage Two Mechanical

Teachers Lower secondary education little professional training some in—service traming
Curriculum Highly structured standards are set by examinations high rate of repetition
Textbooks One or two textbooks for each student in main subjects

Teaching Techmiques Memonrization curriculum strictly followed short—term activities/objectives
Supervision Emphasizes compliance and standardized use of curriculum and teaching materials

Teacher Reaction to Innovation

Uncertain innovations are adapted to personal/professional capacity/motivation

Possible change(s)

Broaden the curriculum

Increase traming in subject area mastery and introduce simple teaching techniques
Teachers guides and textbooks set standards that are enforced by exams
Increase teacher confidence through training and school-level support

Table 24 continued on page 244



Stage Three Routine

Teachers

Secondary education with training subject area mastery some contact with colleagues

Curriculum

Broader goals opportunities for adaptation/experimentation exist concern with prevention
of failure

Textbooks and Materials

Several textbooks available small school library selective use of textbooks

Teaching Techniques

Increasing attempts to introduce learning by doing more goal-oriented planning tracking

Supervision

More frequent supervision and in—service emphasizing teaching

Teacher Reaction to Innovation

Wil try to adapt innovation to make classroom management easier

Possible change(s)

Focus on teaching for understanding

Promote flexibility and diversity in curriculum

Develop broader objectives to include emotional/creative development of students
Encourage professional exchange between teachers

Stage Four Professional

Teachers Well-educated/trained read professional publications interested in improving student
performance
Curriculum Emphasizes meaning/understanding variety in content and methods considerable attention

to emottonal and creative development of students

Textbooks and Materials

Broad availability of textbooks supplementary materials reference books other instruc
tional materials well-supplied school library

Teaching Techniques Ability to investigate new ideas longer—term planning to adapt curriculum/materials to
student needs individualized and group Instruction
Supervision Traiming emphasizes professional skills development principal is source of pedagogical

support

Teacher Reaction to Innovation

Focus on student needs willing to try/test alternative approaches able to master and adapt
innovations to particular group of students

Possible change(s)

Innovation is a permanent feature
Teachers behave and perceive themselves as professionals

Verspoor (1989) adapted from Beeby (1966 1986)
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