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EXECUTIVE SUMMARY 

BACKGROUND 

In early 1994, Save the CMdren Federabon (US) and partner commuzllbes m Mangochl Distnct 
established four Village Based Schools (VBS) to provlde access to quality pnmary educabon for 
the local comrnmbes These schools followed the m o m 1  cumculum, usmg standard 
textbooks and teacher guldes, but abbrewated the curriculum to focus upon mathematux, 
English, Chlchewa, and general studies From 1994, the VBS also amed to keep classes at the 
recently announced nabonal norm of one teacher to 60 pupds Commum~es prowded school 
bwldmgs, and, together, SC and the commmhes set school schedules and selected local teachers 
wth pnmary school cerhficates SC m e d  these paraprofessional teachers usmg a partmpatory 
approach and supervised them frequently m adcfibon to promdmg m-semce trammg every other 
month Fmally, SC worked wth the elected school comt tees  to enhance thelr slalls m and 
expand thev support roles m educabon 

RESEARCH QUESTIONS 

The md-term evaluabon (Hyde et al , 1997) and a report by Strrckland and W11lia.s (1997) 
recommended two W e r  stuhes to learn from h s  pilot effort (1) pupd l e m g  gamy and (2) 
classroom observabons In both of these prevlous efforts and m h s  study, the VBS are 
compared to grant-zuded (GAS) and government schools (GS) to offer contrasts that both 
hghlight slmilanbes and offset the Merences Thls study bmgs both quanbtabve and 
qualitative evldence to bear m answemg eight quesbons that explore teachmg and l e m g  m the 
VBS and other Mangoch prunary schools Usrng the acluevement data four research quesbons 
concermng the learmng of student across the span of the 1997 school year can be addressed 

1 Do the scores of all Standard 2 pupzls show g m s  over the course of the school year', 
Are they equal m all school types? 

2 Do the scores of Standard 2 pupils of all ages show equal g m s  over the course of the 
school year? Are they equal m all school types? 

3 Do the scores of Standard 2 pupils at all schools show equal gans over the course of the 
school year? 

4 Do the scores of Standard 2 boys and grrls show equal g a s  over the course of the school 
year7 Are they equal m all school types7 

StncMand and Williams 1997) rased several key questions about VBS that are central to the 
classroom observation study design A prelmnary analysis of the pretest data @owd 
forthcomng) reinforced tiose questions and prompted others The study design drew upon t h ~  
mformatlon and sought answers to the second set of four questions 



Teachmg and leanung What are the condrhons for teachmg and l e a m g  m the 
classroom and m the school7 What patterns of mtrucbon can be observed m these 24 
Standard 2 and 3 classrooms? What matenals are used and how are pupils mvolved m 
the lessons? What ~ns~ghts can these classroom observabons provide for mderstandmg 
the prevlous year's achevement test scores? 

Pupil-hendly, glrl-hendly schools Williams and Stnckland hypothesized that VBS 
schools are pupd fhendly and especially grrl fhendly What evldence of &us do we see m 
VBS? What are the patterns across school types? 

Language use Whxh languages are spoken by pupils and teachers? How are first, 
second, and thlrd languages used by teachers and puplls m the classroom? 

Insbtubonal support for teachmg and leanvng What is the content and fiequency of 
mstmcbonal supervision and support for teachers? What support is there fiom the school 
and commmty (school head, parents, and others) for teachers and puplis and for teachmg 
and learrung m the classroom? How do the commmty, the school, and the drstnct 
support classroom teaclung and learmng7 

MAJOR FINDINGS 

On average, VBS students learn more over the course of a Standard 2 school year than do 
thelr GAS and GS counterparts, who learn at equal rates 

G ~ l s  m the VBS are learmng sigmficantly more m every subject than guls m the GAS 
and GS A s d a r  pattem of sigmficantly hgher gsun by boys m the VBS is clear 

Comparing boys and guls, they show equal l e m g  g m s  m both English and Chchewa. 
In math, however, boys learned more than glrls m the 1997 school year m all types of 
schools 

Loolung across ages, these data suggest that the VBS are more effectwe m teachg 
chldren of all ages, however, analysis of learmng over tune usmg larger sample slzes 
would provide more conclusive evldence 

The qualitatwe classroom observabon study revealed unportant dormahon about pupil 
success and effective teachmg m different types of schools 

Teachmg m VBS is charactenzed by well-prepared, mteractwe, pupil-centered teachmg 
and on-going opportubes for unprovmg teachmg through supervision 

VBS are orgamzed for and around pupil and teacher l e m g  



The VBS enwonrnent is "gul-hendly," promobng gender equty m the school and 
classroom 

Connections between pupil learmg g m ,  teachg and le-g m the classroom, and 
organlzabonal support for teachmg and l e a m g  are mterrelated and meparable Whde 
select mnovatlons fiom the VBS pilot study can lead to unproved education m Mangoch 
schools, the relabodups between the movat~ons and how one mnovation bwlds on 
another must also be cons~dered m the context of the "whole package " 

CONCLUSIONS 

The quanbtabve and the qualitatwe stuhes provide lrnportant mformabon about l e m g  m 
Mangoch's Village Based, grant-suded, and government schools Taken together, one study 
informs the other, momg lnquuy beyond supply and demand factors m educabon to the central 
questions of teachmg, learmng, and le-g garns for pnmary school pupils m Malaw 

The qualitabve data explored quesbons the quanbtabve data hmted at, and, m so domg, exposed 
the complexity of pupil-teacher mteracbons, teachmg and learmng, and language use m school 
classrooms As the VBS pilot comes to a close, the lessons for enhancmg the quality and quanbty 
of pmary educabon m Malaw can be h W y  explored by exammg parhcular innovations 
mtroduced m the pdot together wth  lessons learned h m  h s  study 

RECOMMENDATIONS 

Strengthen supervision of teachers m the classroom The VBS pilot and other hgh 
achevement schools suggest three ways that tlus mght be acheved m Mangoch's 
pnmary schools and beyond 

the local placement of PEAS near the school for whch they are responsible, 
the extension of head teacher supervision slulls and responsibilities, and 
the foundabon of peer teachmg groups in schools 

Support, encourage, and give tme and a d  to teachers to reflect upon thex teachmg 
practxe Emphasis should be given to checlung student l e m g  and providmg 
constructwe feedback 

Inform and lnvolve parents and commmbes m theu chldren's education Commmties 
should know what is happemg m the school and be mvolved beyond constructmg school 
blocks in such efforts as checlung pupils' daly work, encouragmg pupil attendance, 
supporting teacher performance, checlung teacher punctuality, etc 

Undertake additional research and project mplementation to explore questions and 
concerns rased in ttus report, mcluding lower achevement and gam by glrls m 
mathematics second language teachng and learmng, textbook usage, and increased 



l e m g  benefits for pup& studymg ms~de classrooms m two shfts (talung mto account 
educators' concerns, such as pupil alertness) 

5 Gul-hendly leammg enwoments must contmue to recelve hgh pnonty, they are 
constructed through mtenbonal, mtens~ve work Resistance to grls' education is -11 very 
evldent m Mangoch GABLE efforts, particularly those of the GAC wt, should be 
contmued and expanded. Creatmg leadershp opporhm~es for glrls, and rncreasmg the 
number of glrl leaders, and women teachers, head teachers, and school c o m t t e e  
members should receive hgh pnonty Laws pumshmg male teachers and male pupils for 
sexual harassment of p l s  should be stnctly enforced 



I BACKGROUND 

The rate of literacy m Mangoch Distnct on the southem bp of Lake Malaw is low compared to 
the rest of Malaw, m particular, glrls' literacy lags behmd boys' Early nutiahon, betrothal, and 
marnage practxes of the area vie for lrnportance wth completmg basx educauon The real~ty of 
poverty m famlies, and of opportunities for mcome through chld labor m tea and tobacco estates 
m the area, along mth tounsm, fishmg, and prostitubon also compete wth chddren's schoohg 
Mangoch was the only Qstnct m all of Malaw where the GABLE Social M o b h b o n  
Campagn's (SMC) Theatre for Development troupe returned a second tune to encourage 
cornmumties to send ther g d s  to school, due to the lack of gds' Increased enrollment m school 
For these reasons and more, USAID chose to be lnvolved m Mangoch Distnct and to fund the 
Vdlage Based Schools pilot project that Save the Chldren Federahon-USA (SC) had nubated m 
the &stnct 

Followmg the May 1994 mulb-party elechons, the wmmg Umted Democrahc Front declared 
Free Pnmary Educahon m October 1994 That year, enrollment at the prunary level Increased 
fiom 1,895,432 to 2,860,819 pupils and enrollment m the first class alone rose by 374,246 
pupds Th~s created a resource cnsis m Malam's educabon system, as planners estmate a need 
for 22,000 teachers and 38,000 classrooms to meet mcreased demand5 In nual areas of 
Mangoch Distnct, thee types of schools struggle to meet h s  increased demand for pnmary 
education They are 

1 Village based schools (VBS), pllot schools supported by Save the Chddren (SC) wth 
fundmg from Umted States Agency for Intemabonal Development (USAID) and the 
Mlmstry of Educabon (MOE), 

2 Grant-azded schools (GAS), established by a non-governmental organzation (e g , the 
Catholic Diocese of Mangoch, the Musllrn Association of Malaw) then supported by the 
MOE, and 

3 Government schools (GS), established, developed, and supported by the MOE 

The mbtutions supportmg these school types allocated resources differently between 1994 and 
1997 to support teaclung and le-g All school types use the national cumculum, textbooks, 
and teacher guides, although the VBS have abbreviated the cmculum to focus upon 
mathemabcs, English, Chchewa, and general stuQes Also m the VBS, partner commumhes 
constructed bwldmgs wth matenal support fiom SC and wrth funding from USAID and SC, the 
cornmumties also d e t e m e d  school schedules and selected local teachers As there were 
~nsufficient teacher canmdates avalable locally wth the rmnunum government reqwement of a 
Jumor Certificate of Educabon (two years of secondary school), the buUI of the teachers were 
hued wth prunary school certrficates SC tramed these paraprofessional teachers to teach m 
theu own villages and worked wth the elected school comrmttees to broaden and enhance thelr 

' Government of Malawi Mln~strv of Educat~on Baslc Educat~on Statlshcs Malawl 1996,3-9 
Li orld Banh Thxd Education Sector Credit Project Preparation Mlssion Alde Memolre (Februan 1995) 3-7 
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support roles m educatron SC undertook these t r m g  and support roles usmg a parhcipatory 
approach and then supervised the teachers frequently (once or M c e  a month) m addrtron to 
prowdmg m-service t r m g  every other month ' The VBS also auned from 1994 to keep classes 
at the recently announced natrod norm of one teacher to 60 pup~ls 

Prevlous studies of the VBS pdot project mcluded the Hyde et a1 md-term evaluation (1997) 
that compared VBS prunary schools to other government schools Subsequently, Smckland and 
Wrlhams (1997) looked at mdxators of pupd achevement, costs, commumty parbclpabon and 
abrhty to sustiun VBS, rephcabihty and larger polrcy questrons They recommended two further 
studes (1) puprl le-g gam, (2) classroom observations Achrevement tests gwen on one 
occasion, as Hyde et a1 conducted for the rmd-term evaluation, provrde a gllrnpse of puprl 
progress Admmstermg an achevement test at the beglnrung and end of the year, however, as 
recommended by Stnckland and Wrfiams provldes the opportuntty to look at pupd progress 
dunng the Standard 2 year These scores offer an opporhmty to compare the Impact of the 
drfferent mputs and pnonbes m pnmary educat~on provrslon m the three types of schools The 
quant&ttwe portron of th s  study undertakes an analys~s of mean gam m score among Standard 2 
puplls m the three types of school, and looks at scores accordmg to vmables of p o k y  mterest m 
Malawr 

The achevement test offers lrnportant mformabon on pupil learmng gams m 12 schools four 
VBS, four GAS whch recerve assistance from SC, and four GS m Mangoch Distnct The 
analys~s of the test, however, mses a number of quesbons that cannot be answered by such 
quanbtatxve data. Answers to those questmns are found through qual~tabve research methods 
that mclude school and classroom observatmns 

The achevement test data were collected d m g  the 1997 school year and the classroom 
observabons were made at the b e g m g  of 1998 Therefore, one study is not Intended to and 
does not explan another Exarmnrng the two together does, however, glve very useful 
iformabon about teachmg and leammg related to pupil achevement and the support for 
teachmg and I e m n g  gomg on m these 12 schools 

A QUESTIONS FOR THE TWO STUDIES 

1 Ouesbons for the Ouanhtatwe Study of Student Learnmg 

The quesbons asked usmg the achievement data all concern the learmg of student across the 
span of the 1997 school year Cons~denng the students grouped by school types, ages, schools 
and then sexes, we can ask and answer the followmg four questrons 

Hyde, et a1 report that this was agreed upon with the Mlnistry of Education smce there were no JCE or MCE 
holders m Save the Children's partner villages 
' Approach to trammg as well as frequency of supervision vislts and mservlce tramlngs in 1997 reported m Dowd 
Amy Jo Tra~nmng and Support for Paraprofes~onal Teachers and School Commtttees to Enhance Qualtty m 
Prmrnav Educat~on Save zhe Ch~ldren innovatrons m the Vrllage Based Schools of Mangochl Mulawt 
forthcoming 



1 Do the scores of all Standard 2 puph show g w  over the course of the school year', 
Are they equal m all school types? 

2 Do the scores of Standard 2 pupils of all ages show equal gam over the course of the 
school year3 Are they equal m all school types? 

3 Do the scores of Standard 2 pupils at all schools show equal gam over the course of the 
school year? 

4 Do the scores of Standard 2 boys and gzrls show equal gsuns over the course of the school 
year? Are they equal m all school types? 

2 Ouesbons for the Ouahtatwe Classroom Observabon Study 

Stnckland and Williams rased several key questions about VBS that are central to the classroom 
observation study design A prellrmnary analysis of the pretest data (Dowd, forthcormng) 
remforced those quesbons and prompted others The study design drew upon tlus mformabon 
and sought answers to the follomg quemons 

Teachmg and learmng What are the conditions for teachmg and learmng m the 
classroom and m the school? What patterns of lnstrucbon can be observed m these 24 
Standard 2 and 3 classrooms? What matenals are used and how are puplls mvolved m 
the lessons? What insights can these classroom observabons provlde for understandmg 
the prevlous year's achevement test scores? 

Pup~l-fnendly, glrl-fhendly schools Based on estmated trammon rates, enrollment 
rates, and numbers of women teachers, Williams and Stnckland hypothesized that VBS 
schools are pup11 fhendly and especially glrl hendly What evldence of thls do we see m 
VBS? What are the patterns across school types? 

Language use Wh~ch languages are spoken by pupils and teachers? How are first, 
second, and tlurd languages used by teachers and pupils m the classroom? 

Institubonal and orgmtlonal  support What IS the content and frequency of 
mstructional supervision and support for teachers? What support IS there from the school 
and commmty (school head, parents, and others) for teachers and pupils and for teaclung 
and learmng in the classroom? How do the commmty, the school, and the lstnct 
support classroom teachmg and leanung? 

METHODOLOGY 

To answer the above questions quantitative and qualltat~ve research studies were desgned The 
achievement test admimstered m 1997 begins to look at what pupils are l e m n g  relat~ve to the 
curnculurn The qualitative  stud^ undertaken m 1998 asks How can we make sense of these 
findlngs3 What IS gomg on In classrooms and schools that might explarn them3 



The quantitative data aun to define discemble patterns m the scores of students, m h s  case, 
according to school type The qualitative research m s  to consider the patterns and suggest 
possible sources The goal of the qualitatwe study, at its most basic level, is to descnbe a settmg, 
a process, behaviors, or mteractions, and, at another level, 1s to understand and mterpret the 
complexities of somehg-here, teaclung and l e m g  m classrooms--m the larger context 
(Kane, 1995) A challenge of qualitatwe research is to observe and rase questions, not evaluate 
or Inspect teachers7 mstrucmon and pupils' parhcipabon 

What counts as evidence m quahtative research? Observatms, mterviews, documents, and other 
carefully-gathered mformabon (such as is descnbed below) provlde evidence for hypotheses 
generated One piece of evidence is not sufficient for generatmg a hypothesis, a m u m  of 
three sources are used m the triangulation process to substantiate findmgs that emerge from a 
thorough analysis of the data (Bogdan & Blklen, 1982) The researcher's presence is 
acknowledged and taken xnto account m the data and the mterpretation of data, it does not 
dlscount the findmgs but informs them 

C METHODS 

1 Quanbtatwe Methods 

To compare school types quanbtatwely, the study uses 1997 pretest-posttest score g a m  Pretests 
were admuustered m March and posttests m October 1997 to test mathematm, Enghsh, and 
Chchewa (local language) slalls usmg a test based on the nahonal cumculum's Standard 2 
content m these three subjects The pretest sample comprises 238 non-repealmg, non-transfer 
pupils in Standard 2 m Mangoclu Distnct The sample of 12 schools represent four each of the 
three types noted above The VBS were the pilot schools first established and supported by SC 
m Chlipa Zone The GAS were randomly selected fiom 29 schools that SC works wth m 
Chlipa Zone The GS were randomly selected from a list of schools accessible by four-wheel 
dnve compiled by the Distnct Education Office and SC 

At each site, data collectors used the Standard 2 class registers to obtsun a sample of 10 glrls and 
10 boys, selectmg names identdied as both non-transfer and non-repeater from top to bottom on 
the alphabetical lists lo The pupils thus make up three cornpanson groups of 80 chldren each 
who attend the three different types of schools At the tune of the posttest, a smaller sample of 
176 pupils (73 9% of the o n p a l  sample) was avadable for testmg llus prevalence of absence 
requlred an mvestigation of whether absence from the sample vaned accordmg to school type 
pnor to analys~s of g m  scores Mathematics g m  score w11 be the pmary  measure of 
effectiveness as numerous studies suggest that mathematics scores are more sensitwe to school 
andlor teacher effect~veness than readmg or language scores (Mullens, Murnane & 'CVillett 1996, 

The sample onglnally cornpnsed 240 children However, one test was lost and another pup11 was dropped fiom 
the analysis as she became 111 after answering 13 of 66 pretest questions 

Damage to roads and lack of repaus for several ralny seasons made th~s  cnterla necessary 
'O The probab~linr of bemg m the sample is thus related to last name but 1s not b~asrng the sample v ~ s  a-vn test 
scores or absence 



Rock 1995, Behrman & Lavy 1994, Lockheed & Longford 1991, Remers 1991, Lockheed & 
Komenan 1 988, Murnane 1975) 

a VaIid~ty and Rehabihty of Measures 

The achevement test used m h s  study was devlsed by a 1996 evaluation team led by Dr Kam 
Hyde It is based on the Standard 2 national cumculum's content m mathemahcs, English, and 
Chchewa According to the report of Hyde et a1 , mathematm items lnclude "co~ntxg, number 
recogruQon, addibon, subtraction, muhplicahon, division, and money problems set m everyday 
context," whle Enghsh and Cluchewa items "covered readmg of alphabet letters, words, 
sentences, wntmg, and readmg comprehension" (p 26) The total posstble score by subject is 26 
m mathematics, and 22 m both English and CCluchewa for, a total of 70 pomts " l%s coverage 
of subjects, and the mvolvernent of Standard 2 teachers m nearby Zomba rn developrng the test, 
give the mstrument a measure of content v&&ty Confirmatory factor analysis assessed the 
vdihty of the measurement models for each set of slulls (countmg, etc ) wthm subjects In each 
case, the models fit, confimmg that mathemahcs, English and Cluchewa achevement are 
reflected m the measurement of subject skdk by t h s  mstrument 

The mtemd-consistency rehabllity of measures (calculated usmg Cronbach's alpha) for each of 
these subject categones was reported by Stnckland and W~lliams (1997) as 83 for Mathematm, 
and 75 for both Engllsh and Chchewa As they noted, m tt.lls scale 6 to 8 1s considered 
moderate to strong In the current sample of pupds, the correspondmg rehabllihes calculated on 
the pretest were 86 for mathematm, 92 for Enghsh and 96 for Cluchewa. All of these 1997 
rnternal reliability coefficients meet Nunnally7s (1978) suggestion of 80 as a threshold of 
acceptable rehabllity Fmally, item analysis of the slulls wthm subjects noted above (countmg, 
etc ) found the measurement of 15 out of 18 slulls reliable at a moderate, at 6 level or hgher and 
7 of 18 slulls measured wth  strong reliabihty at 8 or lugher (see Appendx 1) 

2 Quahtatwe Methods 

In the qualitatwe portion of h s  study, the same 12 schools m the Mangoch Distnct were studed 
over a two-week penod Research teamsi2 vlsited six schools for three days each and sur schools 
for one-day each Included m the longer three-day visits were three vlllage based schools, two 
grant-aded schools, and one govenunent school that I d  not receive assistance fiom SC In 
bnef, one-day "snapshot" visits,'3 the same lunds of dormahon were collected but wthout the 

" Wh~le the ongmal test adrnmistered by Hyde et a1 was scored with multlple pomts for some language questlons, 
this was not done consistently dunng this admmlstrat~on Therefore, a slmple 0-1 score was used 
" Joseph Chnnombo, Evelyn Chmgwuo, and Demls Kunje, served as team leaders The teams each consisted of 
two or three research assistants from the USAIDIGABLE Social Mobilmtion Campa~gn and a trlllngual (Yao 
Chichewa and English) mterpreter (former pnmary school teacher/admm~strator) fiom Mangochi 
I' Snapshot vlslts were first conducted m the Fall 1997 GABLE I1 program evaluation m Malawi Data collectlad 
from those field visits corroborated or challenged mformatlon the GABLE team gathered from other sources, md 
ralsed new Issues and questlons for research and consideration m future GABLE plannmg Miske (1997) colned the 
term snapshot' to acknowledge forthrightlv both the significance and the lunitatlons of mformation captured by 
three researchers m one school over a brlef four to five hour (12-1 5 person hour) period As m that stud}, the data 



benefit of three days of s-ed classroom observabons Each of the three teams was comprised 
of two or three research assstants, a Yao language interpreter, and a team leader 

Classroom observahons are at the heart of understandmg and mprovmg educatmn [Wske & 
Prouty, 1996) and were focus of tlus study School research team members observed teachers 
and pupds m Standard 2 and 3 classrooms rn each school for one to two hours (two to three class 
penods each day) for each subject These two standards were selected smce VBS mclude only 
standards 1-4 and these two standards had the potentml to provlde the most dormation about the 
Standard 2 cohort of the prewous year Researchers took detitlled field notes m mathematics, 
Chlchewa, and English classes and, where possible, recorded these lessons on auho tape l h s  
resulted m appromately 70 class observatrons over the two-week penod 

Researchers exammed documents that rncluded enrollment records and repehbon data fiom the 
official school register and fiom the teacher's register (where avsulable), the latter bemg more 
current Team members mtermewed teachers, headmasters, parents of school chldren and 
school comrmttee members, and conducted separate rntermews wth mothers only smce previous 
experience had demonstrated that women would speak less wth  men present. Five g d s  and five 
boys from Standard 3 were selected at random and mterwewed on thev asprrabons for level of 
schoolmg and occupabon. Three g d s  and three boys m Standard 2, whom teachers idenbfied as 
the pupils absent most frequently, were mterwewed on the reasons for therr absences 

In each Standard 2 and 3 classroom, researchers developed a classroom map, showmg the 
number of pupils, where g d s  and boys are seated, and the teacher's "acbon zone" (1 e , where the 
teacher moves around m the classroom) Classroom maps also mcbcated the location of charts 
and other t eachg  materials on the walls and m the room Researchers examrned the teacher's 
tunetable as well as enrollment and attendance records, and, finally, counted the number of 
textbooks m use or avsulable to pupils m classes 

D MAJOR FINDINGS 

On average, VBS students learn more over the course of a Standard 2 school year than do 
their GAS and GS counterparts, who learn at equal rates 

Teachmg m VBS ~s charactenzed by well-prepared, mteractwe, pupil-centered teachmg 
and on-gomg opportumbes for mproving teachg through supermsion 

The VBS school envvonment is "grrl-fhendly," promotrng gender equlty m the school 
and classroom 

Glrls m the VBS are l e m g  sigmficantly more m every subject than girls m the GAS 
and GS A smlar pattern of sigruficantly hgher gam by boys m the VBS is clear 

do not nor are thev Intended to be representatwe of the Malawl education system nelther can they provlde m-depth 
lnformatron on the dmenslons and dvnam~cs of school and classroom cultures 



Comparing boys and gnls, they show equal l e m n g  g m  m both English and Chchewa 
In math, however, boys learned more than glrls m the 1997 school year m all types of 
schools 

Loolung across zges, these data suggest that the VBS are more effective m teachmg 
chlldren of all ages, however, analysis of l e m g  over tune usmg larger sample slzes 
would provide more conclusive evidence 

n QUANTITATIVE RESULTS 

A DESCRIPTIVE STATISTICS AND SCORES FOR THE FULL SAMPLE 

A total of 120 gnls (50 4%) and 118 boys (49 6%) compnse the pretest sample, averaging 9 9 
years of age m l e  the ages of pupils m Standard 2 range fi-om 6 to 16, Figure 1 shows that the 
bulk of pupils are between 8 and 12 years of age 

F~gure 1 Dlstnbuhon of Ages m Pretest Sample 

6 8 10 12 14 16 
age 

The smaller posttest sample remaned s~rmlar, wth 50 9% girls, 49 1% boys, and an average age 
of 9 9 years Table 1 offers a view of the full sample averages for pretest, posttest and g m  
score Recall that there are 26 pomts possible m Mathematics, 22 m English and 22 in Chlchewa, 
for a total of 70 

Table 1 Average Score by Subject m Number of Pomts on Pretest and Posttest, as Well as 
the Gam Between Tests (Standard Dewation m Parentheses) 

Pretest (n=238) posttest (n=176) 
Math 14 75 (5 97) 18 88 (6 09) 
English 6 45 (5 75) 10 94 (7 87) 
Chlchewa 7 33 (7 43) 12 17 (8 93) 
Total 28 44 (17 45) 41 90 (21 18) 



In all subjects, there was a positive difference between pretest measures and posttest measures of 
pupil l e m g  The fact that there were 238 puplls who took the pretest and 176 who took the 
posttest reqwed that an analysis of absence at posttest precede discussion of posttests as well as 
gam m score between the two measurement pomts Of partxular Interest was identification of 
systematic patterns of absence by school type whch would endanger accurate gam score 
estmation as intended by USAID and SC Thls analysis concluded that there IS no difference m 
the probabhty of posttest absence across school types once mdividual pupil charactenstlcs are ,I' 
taken into account (for full analysis, see Appendur 2) G m  scores are not m danger of bias due 
to attrition so long as the gams are computed talung mto consideration these charactenstics sex, 
age, and nutla1 achevement Therefore, tins report controls for mdividual pupil charactenstics i 
and analyzes estunated, or fitted g m s  m Standard 2 mathematics, English, and Chchewa scores 

B COMPARISONS BY SCHOOL TYPE 

Building from th~s  conclusion, I can proceed mth a compmson of average pretest, posttest, and 
gam score14 across school types Th~s is of part~cular mportance m considemg the potential 
contnbuhons of the pilot expenence to pnmary educabon m Malam It offers a look at the 
unpact of both the innovations Introduced mto the VBS by SC and the less intensive SC support 
to the GAS The differences m inputs noted m the mtroduct~on also reveal themselves m 
mdicators related to achevement such as repebbon, attendance, and transition C o m p m g  these 
rates bnefly foreshadows the results of the achevement analysis 

1 Re~ehtion, Attendance, and Transrbon 

Accordmg to outcomes such as repetlhon, attendance, and trans~tion, unportant differences m 
Impact emerge ffom the approach to pnmary education provision m these three types of schools 
For example, Figure 2 displays the large school type discrepancy in repehtion in 1997 
Relatively fewer pupils at VBS and especially those m Standard 1 were repeating standards 

13 Regression analvs s of gain score showed no s lpf icant  Influence of sex or age upon gam, controlilng for school 
or school type Thl report therefore focuses upon the raw mean scores 



Figure 2 1997 Standard 1 and 2 ~ e ~ e a t e r s  by School Type and Sex 
(as a Percentage of Total Enrolled) 
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In Standard 2, however, the three types of schools had much more slrmlar repetit~on rates m 
1997, although the Standard 2 glrls at GS remmed a group repeatmg notably more often than 
thezr GAS and VBS counterparts As noted above, the analytic sample for the analysis of scores 
is compnsed of non-repeaters But these rates may lnfluence the overall quality of teachmg and 
l e m n g  and therefore be related to patterns of relavely hgher or lower scores In adhtion to 
repeatmg standards less often, VBS Standard 2 pupils were present at school in 1997 m larger 
percentages than GAS and GS Standard 2 pupils Figure 3 reveals t h s  phenomena by school and 
sex 

Flgure 3 1997 Standard 2 Attendance Rates by School and Sex 
(as a Percentage of Total Enrolled) 
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Approximately 90 percent of VBS pupils are present at school, whle GS pupils are nearer to 70 
percent of the total enrolled Agsun, these percentages represent attendance for all Standard 2 
pupils m these 12 schools, not just the 238 pupils m the achevement test sample But t h s  
approxunabon of the amount of tune these Standard 2 pupiIs spend m school builds the 
expectation of differences m achevement Fmally, the VBS pupils of both sexes made the 
transition to the next standard m 1998 m larger percentages than thelr counterparts as seen m 
Flgure 4 

Figure 4 1997 Est~mated Translhon Rates by Type of School and Sex 
(as a Percentage of Total EnrolIed) 
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Note that m both standards m 1997 and m all types of schools, a larger percentage of girls passed 
onto the next standard than boys did Tlus &fferential is especially apparent at GS m Standard 1 
These three mdicators, repetition, attendance aud transltlon reflect overall school quality and 
therefore presage the test score differentials that we turn to now 

2 Test Scores 

Among the three school types, boys and girls are equally represented m the tested sample of 
pupils In the VBS, pupils are a bit younger (9 6 years on average), whle m the GAS, half of all 
the standard two pupils in the sample, or 40, are 11 years of age or older Loolung at pupil 
pretest scores across school subjects in Table 2, in every school, pupils generally have hgher 
average scores m mathematics and more comparable scores m English and Chchewa 



Table 2 Average Pupil Pretest Score m Three Types of Schools by Subject and Total 
(Standard Dewahon m Parentheses) 

Math English Chlchewa Total 
I 

n Mean (sd) Mean (sd) Mean (sd) Mean (sd) 
VBS 78 1746 (594) 1044 (650)  1032 (811) 3822 

(19 11) 
GAS SO 1471 (5 60) 4 99 (4 34) 6 95 (7 39) 26 65 (15 30) 
GS SO 1214 (519) 404  (395) 4 53 (5 45) 20 70 (12 84) 

In all three subjects and m total pretest score, VBS puplls scored sipficantly hgher than did 
their GAS and GS colleagues and GAS pupils perform si@cantly better than pupils m GS @ < 
05) The pupils m these types of schools have very different starhng scores on average at the 

begimng of Standard 2 Note also that the 70-question test was designed based on the second 
year pnmary school cmculum Two months Into the year, VBS pupils answer almost 55% of 
the questions correctly on average, whle GAS pupils do so on 38% of the questions and GS 
pupils get just below 30% of the total correct 

T w n g  to posttest scores m Table 3, it appears that the overall scores m each subject have 
become more similar for VBS pupils, whde the differenbal between mathematics and language 
r e m a s  for GAS and GS pupils 

Table 3 Average Pupil Posttest Score 1n 3 Types of Schools by Subject and Total 
(Standard Dewahon m Parentheses) 

Math Engllsh Cfixchewa Total 
n Mean (sd) Mean (sd) Mean (sd) Mean (sd) 

VBS 68 22 53 (3 33) 18 21 (4 73) 19 13 (5 71) 59 81 (12 31) 
GAS 55 1845(551) 7 36 (6 14) 9 53 (8 33) 35 35 (17 74) 
GS 53 14 62 (6 54) 5 34 (5 07) 6 09 (6 77) 26 06 (16 35) 

VBS pup~ls agaln score sigmficantly hgher on average on the posttest m mathematxs, English 
and Chchewa than do their counterparts m GAS and GS And, GAS pupils score sigmficantly 
hgher on each subject of the posttest than GS pupils do on average At the end of the year, VBS 
posttest scores averaged 85% correct, GAS pupils averaged 51% correct and GS puplls averaged 
37% of questions correct 

T h s  end of the vear picture mirrors that from the b e g i m g ,  the two scores at part~cular points m 
time reaching the same conclusion VBS pupils do sipficantly better across subjects than thelr 
GAS and GS counterparts and GAS pupils do significantly better than the GS pupils 

A gam score -- the posttest score mlnus the pretest score -- offers a vlew of improvement over 
time rather than a score at one pomt In time In h s  case ~t prov~des a view of each pupil s 
progress over the course of a Standard 2 school vex BL controlling for indwidual pup11 
character~st~cs i ensure morc accurate mformatlon lr01-r whlch to learn about the relatwe 



lncrease m average test scores seen between Tables 2 and 3 Table 4 showsaa fitted average gam 
for each cumculurn subject by school type 

Table 4 F~tted Pup11 Gam Scores m Three Types of Schools by Subject 
(Standard Error m Parentheses) 

n Math Engllsh Chichewa 
VBS 68 8 39 (2 21) 9 44 (1 97) 12 52 (2 25) 
GAS 5 5 4 59 (2 39) 3 10 (2 13) 3 10 (2 45) 
GS 53 3 86 (2 17) 1 67 (1 93) 2 07 (2 20) I 

t 
The pattern of sipficant differences m scores between school types is smlar  to that repotted 
for pretest and posttest scores On average, VBS pupils have s~gmficantly hgher gams m 
mathematics, English, and Chchewa than GAS and GS pupils over the year Gam scores m all 
subjects are not sigmficantly different between GS and GAS 

The pupils m the VBS learn more over the course of a Standard 2 school year than do thelr GAS 
and GS counterparts Wlule issues such as class slze, access to teachmg and learmng mateds,  
teacher t r m g  and preparation, Intensty and content of supervlslon, follow up t r m g ,  etc 
may underlie these d~fferences m pup11 l e m g  by school type, these data do not allow an 
analysis of such phenomena Further research is md~cated to ~denbfy and understand potentml 
sources of such achevement chfferenbals 

C COMPARING SCORES BY AGE 

As the declara~on of Free Pnmary Education brought chldren of all ages Into the pmary 
schools, ths data offers an o p p o m t y  to cons~der the progress of puplls of different ages m 
mathematics dunng the Standard 2 school year l5 Table 5 shows scores by age at pretest, posttest 
and across the span of a year 

Table 5 Numbers m Sample and Average Math Scores by Age 
Age N at Pretest n at Posttest Pretest Posttest 

' humerous studies suggest that math score5 are a measure of effectiveness more sens~t~ve to school and/or reacher 
efiectn eness than readmg or language scores (Mullens Murnane & K ~llen 1996 Rock 1993 Behrrnan & Lam 
1991 Lochheed & Longford 199 1 Relmers 199 1 LocAheed 6, komenan 1988 Mumane 19'3) 



Eight year olds as a group are sigruficantly lower on pretest score from thelr 9 to 13 year old 
counterparts At posttest, they remam sigruficantly different fiom therr 9 and 11 year old 
counterparts The small number of seven year old pupils as well as the small differential m thelr 
pretest and posttest scores is problematic, slnce the official entry lnto school is 6 and therefore 
Standard 2 puplls would normally be expected to be 7 years of age Given that the focus of h s  
report is the cornpanson of achevement data from three types of pnmary schools m Mangoch, 
Table 6 shows the fitted mathematics gam scores for glrls and boys of eight and nlne years of age 
wth average English and Chchewa achevement m each school type 

Table 6 Math Gains by Sex and School Type, Controlling for Indlwdual Charactenstm 

Age VBS GAS GS 
Girls Boys Girls Boys G~rls Boys 

8 5 63 6 95 1 83 3 15 1 10 2 42 
9 5 67 7 00 1 88 3 20 1 14 2 46 

Whde these data suggest that the VBS are more effectwe m teachmg chlldren of these ages, 
analysis of learmng over time usmg larger sample sizes would provide more conclusive 
evidence 

D COMPARING SCORES BY SCHOOL 

One unportant step to contribute to further understandmg of lfferent~als between these three 
types of school m Mangoch is the analysis of the "types" themselves as coherent or 
homogeneous categones If they were homogeneous, we would expect pretest and posttest 
scores to be smlar w b  school type VBS, GAS and GS Table 7 offers a look at individual 
charactenstics as well as average pretest, posttest and fitted mathematics gam score for each 
school m the sample 

Table 7 Descr~pt~ve Statistm and Scores by School (Standard Denahon In Parentheses) 
Average Pre- Post- Pretest Posttest F~tted 

Age test n test n Average (sd) Average (sd) MathGain 
Village-Based Schools 

1 9 05 20 20 
2 9 89 19 17 
3 10 10 20 18 
4 9 47 19 13 

Grant-Azded Sclzools 
5 10 20 20 10 
6 9 75 20 14 
7 11 60 20 14 
8 10 65 20 17 

Government Scltools 
9 9 70 20 1 1  
10 9 50 2 0 12 
11 10 20 20 13 
12 9 10 20 17 



At School 7, pupils are 1 7 years older than the sample average, whle  School 1 pupils are 8 
years younger In adhtmn, parkular schools have a larger number of pupils absent Further 
study at these sites may rndicate problems or issues to be addressed vis-a-vis absenteeism and 
drop out Pretest scores m Table 7 vary qute  a bit across all schools, but also w h n  school 
types Flgure 5 offers ins~ght into the w t h n  school type vanabon in pretest score that exists m 
the sample 

Figure 5 Dlstribut~on of Pretest Scores by School 
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Accordmg to Figure 5, pupils in School 1 perform much worse on average than thelr VBS 
colleagues in Schools 2,3, and 4 In addition, those in School 2 are dnvmg up the VBS average 
score T h ~ s  supports Stnckland and Will~ams' conclusion that the school type category of vzllage 
based school may not be homogeneous It may also relate to another findmg that Str~ckland and 
Williams report They note from conversations w t h  Standard 1 and 2 puplls in School 1 that 
"there are some ideas whch can be expressed in Yao, whch are not very clear to them m 
Chchewa" (p 56) Such a linguistic barner, ~f absent in the other 3 VBS m the sample, would 
cause School 1 to stand out wth  a lower average pretest score Thus, further study of 
achievement in Mangoch should consider linguistic factors mfluenclng pupil l e m n g  and 
achevement scores Among GAS and GS m Figure 5, (5-8 and 9-12, respectively), there is less 
variation m the d~stnbutions of scores across the schools GAS display no outslde values whle 
GS show extreme values at all but one school Thus, the GS and GAS seem more homogeneous 
across their tvpes than those m the ongmal 1996 sample At the mdlvidual pupil level for all 
schools the ewnining the charactenstics of pupils whose scores are outside values (represented 
b\ an o above or belom the bol plot) may offer ~nslght Into health economlc or other aspects 
of pupils llves that Influence nchlevement 



Loolung at posttest scores in Table 7 above, School 1 scored an average of 58 points (or 82 9% 
correct) on the second round of testmg Th~s  score, however, is st111 well below the average 
posttest score of pupils at School 2 (66 94 or 95 6% correct), another VBS School 2 began wth 
a very hgh average pretest score of 55 84 and gamed almost 10 pomts on average (66 94) to near 
the total possible on the test 70 pomts Whlle the average pretests at the four VBS m Figure 5 
pant a picture of distrnct dlfferences among the schools (covenng a range of over 3 1 pomts), the 
posttest average scores are much more smlar  (covenng a range of just over 11 pornts) and at the 
lowest average scomg school, pupils get 79 7% of the questions correct Figure 6 shows the 
distributions of these posttest scores by school 

F~gure 6 Distnbuhon of Posttest Scores by School 
@ posttest 
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At the GAS and GS, posttest averages range across almost 17 points for both types of school, 
revealing broad variation m posttest scores among Standard 2 pupils at these elght schools Thls 
is particularly troublesome at the bottom end of the scale, where at School 9, Standard 2 pupils 
tested at the end of the year answered less than 23% of the curriculum-based questions correctly 
Importantly, differences between schools w b  types (School 1 differs fiom School 2, School 9 
fiom School 10, etc ) suggest that whle we detect sipficant differentials between the types of 
schools -- VBS, GAS or GS -- there may also be lnformat~ve dlfferences to note between the four 
different VBS, the four GAS and the four GS Fitted gam scores for each school also reveal a 
pattern by school type Figure 7 reinforces the conclus~on that overall the VBS pupils g m  more 
m mathematics scores than the GAS and then the GS 



Figure 7 Estmated Math Gam Scores by School 
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Witlun type, however, consider the large difference between schools 1 and 2 and schools 7 and 8 
Each of these pars of schools receive the same lunds of support fiom SC and/or the MOE, but 
show mathematics gams that differ by several pomts on average A closer look at processes 
(teacher instructional behawors, teacher qualification and support, etc ), as well as mdividual 
charactenstics of pupils and teachers m these schools (such as health, socio-economic status, 
distance fiom house to school, etc ) may help explam the vanaQon m scores between schools of 
one type 

E COMPARING SCORES BY SEX 

A final perspective on these achievement data comes through the lens of comparmg female and 
male achevement in the schools The Standard 2 girls in the sample are a few months younger 
on average than the boys, and both sexes range between 6 or 7 and 16 years of age Whde m h s  
analytic sample the boys are girls are equally represented wthm each type and school, glrls as a 
percentage of total enrollment vanes quite a bit by school and school type Figure 8 shows h s  
vanation 



F~gure 8 1997 Girls Enrollment by School and Standard 
(as a Percentage of Total Enrollment) 

Standard 1 g d s  outnumber boys m all four VBS Th~s  is the case m Standard 1 for only three of 
the eight compmson GAS and GS m Figure 8 In Standard 2, however, the VBS guls no longer 
consistently outnumber the boys They do so m two schools, whch is the case m two GAS and 
three GS as well Note that whde a they represent a smaller percentage of pupils enrolled than 
the boys m all of these cases, m the VBS, the different& are 3 and 4 percent, whde m the GAS 
they are 9 and 12 percentage pomts In the one GS where grrls represent a smaller proportion of 
the school population, they compnse only 16% of the total Thus, girls' and boys' enrollment 
d~ffers between schools and school types Do they dlffer m scores' 

On the pretests m Table 8, we see that boys sigmficantly outperform girls m Engllsh and to a 
lesser extent In Chchewa Thls duphcates the f m h g  of Hyde et aI (1996) m a correlat~onal 
study of test scores 

Table 8 Average PuplI Pretest, Posttest and Gain in each Subject by Sex (Standard 
Devlatlon m Parentheses) 

Math Enghsh Chichewa 
N Mean (sd) Mean (sd) Mean (sd) 

Pretest 
Female 120 14 33 (6 19) 5 57 (5 37) 6 53 (6 97) 
Male 118 15 18 (5 74) 7 36* (6 C I) 7 96- (7 83) 
Posttest 
Female 89 18 19 (6 15) 10 09 (7 67) 11 35 (8 98) 
Male 87 19 j7* (5 98) 1 1  83* (8 06) 12 99-(21 19) 
F~tted Gazn Scort 
Female 89 2 90 ( 1  90) 3 61 (3 1 4 )  4 05 (4 06) 
Male 87 3 72" ( 2  05) 3 53 (3 0- ) 3 83 (4 12) 



* boys' and glrls' average scores are significantly different at p< 05 
-boys' and guls average scores are s~gnificantly different at p< 10 

Considering the scores of these pupls at posttest, the dlfferentlals found by Hyde et a1 reemerge 
for mathematics, continue m English and are sl~ghtly less sigruficant, but present for Chchewa 
At these two p o w  m bme, boys sigruficantly outpzrform glrls m the majonty of subjects But 
are they also g w g  more than glrls over the course of the school year? 

A g q  whle  the pretest and posttest provide information at one point m m e ,  the fitted gain 
score offers a picture of pupil progress dunng the Standard 2 year controllmg for mdlvidual 
charactenstics The fitted gaul scores m the final secbon of Table 8 above reveal that m fact 
g~rls' scores Increase more on average than boys m English and Chlchewa and that boys gam 
more on average than glrls m mathematics None of these differences m language l e m g  are 
staWcally sigmficant, however, and we conclude that boys and girls are learmng these subjects 
equdly m Mangoch In mathematics, however, boys learned more than glrls m the 1997 school 
year across these school types 

Agam to focus t h ~ s  discussion on the cornpanson of school types, Table 9 offers a view of test 
scores sunilar m form to Table 8, but differenbated by school type 

Table 9 Average Pup11 Scores m Three Types of School by Sex for each Subject 
n Math Enghsh Chichewa 

Boys Girls Boys Glrls Boys Glrls Boys Glrls 
Pretest 
VflageBasedSchools 39 39 1807 1685 1136 951 1131 9 33 
Grant-Alded Schools 40 40 15 00 14 43 5 78" 4 20" 7 33 6 58 
Government Schools 39 41 12 46 11 83 4 97" 3 15* 5 26" 3 83* 
Posttest 
Vdlage Based Schools 33 34 2321- 218- 1903 1743 1985 1844 
Grant-Alded Schools 27 28 19 30 17 64 896" 582" 1100 8 11 
Government Schools 27 26 1541 13 81 585 481 659 5 57 
Fztted Gazn Score 
Vlllage Based Schools 33 34 5 29" 4 53" 747 7 66 8 15 8 48 
Grant-hded Schools 27 28 3 17* 2 27* 2 11 2 16 2 02 2 15 
Government Schools 27 26 273* 195" 104 116 135 1 70 
* boys' and glrls' average scores are s~gruficantly different wthm school type at p< 05 - - - boys' and girls' average scores are s~gruficantly different at p< 10 

At the tune of the pretest m Table 9, boys slgmficantly outperformed glrls m GAS m English and 
m they did so at GS in both English and Chchewa Later m the school year, however, at the 
time of the posttest, only the sigruficant difference between glrls and boys it GAS m English 
remams A somewhat slgnlficant difference (p < 10) between the sexes m mathematics, 
however, is visible at VBS At no school IS there a sigmficant difference between the sexes In 
Ch~chewa at posttest At these two points m time, several differences between glrls and boys are 
\ nble across school types 



For a perspectwe of learning between these two achevement tests, consider the fitted g m  scores 
by subject, sex, and school type m the final section of Table 9 In mathematics, boys g m  
signlficantly more m score than glrls m all school types In English and Chchewa, however, 
boys and glrls gam equally over the penod of a Standard 2 year at all three types of schools 

Now focus m upon the columns to compare pis l e a m g  gams across school types and boys 
learmng Controlling for individual charactenmcs, the glrls m the VBS are learmng sigruficantly 
more than thelr GAS and GS counterparts m every subject A slmrlar pattern of slpficantly 
lugher gain by boys in the VBS is clear Figure 9 offers a graphc dlsplay of these g m s  

F~gure 9 Average Gain Scores in each Subject by Sex and School Type 
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Math Enghsh Chlchewa 

Thus, whle two snapshots of glrls' and boys' scores offered by the pretest, then the posttest, 
display several differences between glrls and boys in Standard 2 in Mangochl, measuring thelr 
l e m n g  across the school year shows that glrls and boys are progressmg equally m language and 
that boys gam more than girls in mathematics Examination of learmng gans m a larger sample 
of girls and boys at these schools would reveal whch schools are most effectwe at promotmg 
learmng in each of these subjects 

F SUMMARY OF QUANTITATIVE FINDINGS 

The five man findings of t h ~ s  gam score analysis report the followmg 

C7rnparrng school types on average, VBS pupils have signlficantly hgher gains In mathematics 
E ~gllsh and Chlchewa than G 4 S  and GS pupils over the year The puplls In the VBS learn more 



over the course of a Standard 2 school year than do therr GAS and GS counterparts However, 
gain scores in all subjects are not sigruficantly different between GS and GAS 

Lookzng across ages, these data suggest that the VBS are more effective m teachmg chlldren of 
all ages, however, analysis of learmng over tune usmg larger samples would provide more 
conclusive evidence 

Comparrng drflerences between schools w h n  types reveals the potential of mformative 
differences between the four different VBS, the four GAS, and the four GS 

Comparing scores by sex shows that glrls' scores mcrease more on average than boys m English 
and Chchewa and that boys gam more on average than girls m mathematics None of these 
differences in language l e m g  are statistically sigmficant, however, and we conclude that boys 
and girls are l e m g  these subjects equally m Mangoch In mathematics, however, boys 
learned more than grrls methe 1997 school year across these school types f i s  pattern holds 
across all school types 

Fznally, comparzng gzrls ' scores across school types and boys' scores across school types, h s  
analysis fmds that controlling for mdlvidual characteristics, the girls in the VBS learn 
s~gmficantly more than then GAS and GS counterparts m every subject A s m l a r  pattern of 
slgmficantly hgher g m  by boys m the VBS is clear 

I11 QUALITATIVE RESULTS 

The qualitative study was designed to e x m e  teachmg and l e m n g  m schools and classrooms 
in order to understand better the differences and s~rnilan~es between and wthm the three types 
of schools In each sectlon patterns are presented that obtam across types of schools, then 
vanation between the VBS, GAS, and GS is discussed 

A SCHOOL CONDITIONS 

Whde th s  study focuses on teachng and learmng processes, the conditions under whch these 
processes are carned out have a strong unpact on pupil l e m n g  A discussion of class slzes, the 
presence of teachers m classrooms, and school facilities set the stage for the d~scussion of 
teachmg and l e m g  observed m Standard 2 and 3 classrooms 

1 Class Slzes 

The size of Standard 1-3 classes vaned wdely across school types, ranging from a low of 29 
pupils in a GS Standard 2 to a hgh  of 280 pupils in a GAS Standard 2 Several class :s m the 12 
schools have decreased in size since 1997 due to new pnmary schools in the area b u ~  class sizes 
for Standards 1-3 usually exceeded the government ideal ratio of 60 1 Of the four GAS m the 
stud1 no Standard 1 ,2  or 3 class had fewer than 72 pupds and 75% of the classes had more than 
100 Fiftv percent of GS classes also had more than 100 puplls per teacher VBS tcacher/pup~l 



ratios spanned a lower range than GAS and GS, however, three out of 12 VBS classes also had 
more than 100 pupils 

Where records were avalable for companson, class sizes were sometunes below or well above 
official reports For example, a GS officially recorded enrollment at 151 for a Standard 2 class, 
but the teacher register showed 129 pupils In a GAS Standard 2 the official count was 273, the 
actual enrollment, 103 In another GAS, the official count was lower than the number of pupils 
actually enrolled, 128 pupils were reportedly enrolled m Standard 3, but the teacher's record 
showed 140 

The national ratio of one teacher for every 60 pupils IS an unrealized goal, not an actual fact for 
the large majonty of classes observed From these data it appears that t h ~ s  goal, putatively 
already attamed, is acheved by averaging small class sizes m the upper standards mto the total, 
and does not o b k n  for lower standards '"age class sizes are debmental to pupil l e m g  and 
help to perpetuate low rates of literacy On-gomg efforts to reduce class sizes in lower grades are 
laudable and necessary 

2 Presence of Teachers 

Presenting a pupil-teacher rabo for a class assumes that each class has a teacher In three 
GSIGAS schools observed, teachers had been moved suddenly at the begiwng of the school 
year, and m e  classes were left wlfhout teachers One hundred sixty Standard 1 GAS pupils sat 
in a classroom wth  no teacher Standard 3 pupils at that same school received instrucbon only 
when the headmaster or another teacher dropped m and, wthout planned lessons, "taught" the 
pup~ls Parents told researchers they knew that then chlldren were leanung very little m those 
classes They commented "The [pupils] are gettmg one subject per day " Two teachers m 
School 5 were sent to teacher t r a m g  college for three months, and two others were transferred 
Three teachers in GAS School 8 requested transfers due to madequate housing, and these 
transfers were immediately approved at the dlstr~ct level, wthout advance notice to headmaster 
or the commurzlty The transfers disrupted the education program of the school and potenhally 
d~stanced the cornrnurzlty fiom a sense of involvement m the school In the r e m m g  five 
government schools and in all VBS, each class had at least one teacher " 

Th~s  1998 information on teacher shortages does not explam the Merence m l e m g  g m  
between Standard 2 pupils across school types for 1997, but it rases the possibility that some 
government school Standard 2 pupils m 1997 may not have had a teacher for the complete 
Standard 1 or 2 year Ths  obviously could have contnbuted to lower scores and smaller l e m n g  
gams 

'"ural-urban class size d~fferences must also be factored m to the national average 
" In several schools where teachers \%ere awaitmg a permanent asslz-ent, a class had two teachers 



3 School Facilitxes 

How pupils' basic needs are met affects their leanwg Shelter, water, samtary facilities--all are 
necessary for pupils to learn effectively and efficiently 

a Shelter 

All 12 schools had at least one school block wth  classrooms, but the number of classrooms 
could never accommodate the number of pupils registered in school ' lhs deficiency was dealt 
wth differently accordmg to school type VBS scheduled two sMs ,  and all Standard 1-4 pupils 
studied indoors under shelter beginrung either early m o m g  or late momng, and thus were 
protected from the sun and separated by walls from other classes In GAS and GS, overflow 
classes met out-of-doors under trees or, less commonly, under a thatched roof shelter Wlule the 
outside arrangement allowed all teachers and pupils to attend school at the same tune, there were 
many Istractions, such as younger pupils nuznrng around the school grounds dunng lessons 
The general preference of Malawan educators seems to favor a common m o m g  meetmg tune 
over separate shifts, due to perceived levels of pupds' energy, attentiveness, and eatmg patterns 
Nevertheless, studymg Indoors promoted focused l e m g  and potentially reduced pupil 
absences If the results of thls study are to provide insight into why VBS pupils have greater 
le-g gams and to enhance pupil success across the district, the Idea of extendmg shfts to 
other schools cannot be ignored 

Lower standard and most upper standard pupils across school types did not study at desks, so t h s  
cannot be factored in to Standard 2 pupil learmng gam Ifferentmls W l e  successful learmng 
obviously did not depend on the presence or absence of desks, sitting on the floor was p l d y  
more awkward for girls than for boys Smce grrls wore dresses to school, both sittmg on the 
floor and standing up to answer a question were more difficult for them 

Samtation facilit~es were substandard across school types In no school was there a suffic~ent 
number of well-constructed, clean lames  or toilets in structures wth appropnate doors for glrls 
and for boys Interviews revealed that parents in some commuties thought boys should bmld 
the new latrines, whde head teachers expected parents to take charge of ths Glrls at one 
government school were told to dig new l ames  as a pushrnent, but school parents qmckly 
intervened in what they considered to be an unsmtable task for glrls In a VBS commuty, 
researchers observed the school and commuty come together to correct the problem of 
substandard toilets ovemght, as ul11 be described in the comrnuruty sect~on below 

c Water 

More functioung bore holes and clean hnlung water were needed--only one or two fimctiomng 
bore holes were to be found in the 12 schools Pupils often had to walk significant dictances for 
a dm& of water, and teachers reported that pup~ls did not always return to class folloulng the 
trek to the water source 



The GOM and the MOE together wth their partners continue to grapple w t h  the stress on the 
educational system of introducing fiee pnmary education and providmg for the thousands of 
additional pupils who entered the system after 1994 The cond~tions for teachmg and leanung m 
the 12 rural Mangoch schools as descnbed above were not optlmum and too many chldren do 
not complete pnmary education Thls d~spmty, along w t h  the deslre to understand these 
differences and improve schoolmg for all Malawan chklren lead to the heart of the study, 
namely, exarmrung dynmcs  of teachmg and leanung m the 24 Standard 2 and 3 classrooms 

B TEACHING STRATEGIES 

Several key areas emerged to hghlight vanatlons in teachmg and learmng across and wthm 
school types These lncluded 1) the development and use of lesson plans, 2) teacher-pupil 
mteractions, including group vs mdmdual response patterns, small group work, and the ways m 
whlch teachers dealt wth  pupils' rmstakes, and 3) cmculum, that is, teacher famillanty wth 
teachng new cmculum, and the use of textbooks and teachmg a d s  

1 Lesson Plans 

Preparing lesson schema and daly lesson plans are an important component of a professional 
teacher's work m Malaw Teacher tramng covers lesson p l m n g  in detad, and a teacher's plans 
are one of the first items a Pnmary Education Advisor (PEA) asks to see on her or h s  
supervisory vis~t  to a school Teachers are expected to show their d d y  lesson plans for each 
subject to the school head at the be-g of the school day The daily ntual of teachers filmg 
into the head teacher's office w th  then plan books was an md~cation of a well-orgazed school 
and well-prepared teachers 

Across school types, most of the 24 teachers observed had prepared thelr lesson plans and were 
following them Most lessons were based on subject matter taken from textbooks and teachers' 
guides and usually followed a logical progression In several cases, GAS and GS teachers did 
not follow thelr lesson plans and the spontaneously developed objectwes faled miserably Where 
teachers had not prepared a lesson plan due to reported illness, lesson activities were 
disconnected and a clear lesson objective was d~fficult to ascertain Seven of eight VBS teachers 
had prepared thoroughly for the~r lessons and regularly used teachmg strategies that mvolved all 
or most pupils m l e m n g  tasks Teachers had w t t e n  extensive lesson plans, w t h  one 
particularly detaded English lesson covenng five pages in the teacher's notebook 

a Ind~vidual vs Choral Response and Repet~bon 

Indnldual repetition and choral response and repetition were methods used frequently across all 
hpes of schools and for all subjects Whole group response is usefd for pupils l e m n g  to 

IS As described m Hvde et a1 classroom lnstructlon h a s  teacher-dlrected Therefore pupll-pup11 classroom 
Interactions (bevond pup11 language use) were not a focus of thls two-week study 
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pronounce a new word or words Whole group response and repehhon becomes problemahc 
when it is the pnmary means of teacher-pupil mteraction If pupils routinely answer only as part 
of a group, they need not pay close attention to mstruction, nor are they accountable for thelr 
l e m g  Choral response gives teachers little rndication of pupils' comprehension 

Individual or whole group repetihon is commonly used for teachmg new vocabulary and word 
pronunciation It can be successfully combmed wth  other teachmg strategies or overused to the 
exclusion of checlung for pup11 understandmg, as the two cases below illustrate 

In VBS School 1, Standard 2 teacher Mrs Mlambala greets her 30 pupils rn 
English and says, "It's tune for English" She beglns by revlewmg the previous 
lesson She picks up one leaf, then several leaves, one stone, then several stones, 
one book, then several books Each tune she asks a different pupil, "What is 
h s ? "  or "What are these?" and the pupil stands and replies When one glrl 
incorrectly gives the smgular rather than the plural, another pupil IS called on He 
answers correctly, the girl repeats the correct answer, and both sit down f i s  
activity is repeated wth the same items to review color words m English 

Mrs Mlarnbala then mtroduces new vocabulary and a new activity She m t e s  
commands on the chalkboard "look up," "look down," "walk to the door " She 
reads the phrases to the class, demonstrates the commands, and uses choral 
repetition, aslung the class to read after her She next asks mdividual pupils to 
read out loud and then calls on pupils to read in groups of four or five After k s ,  
she agam asks indimdual pupils to follow her instruchons "Go to the wmdow," 
"open your mouth," she mtructs Individual pupils are called on, and by the end 
of the lesson she has interacted wth  each chld at least three trmes The lesson 
closes wth  the entire class learmng a new song through choral repetit~on and 
singing the song together 

In contrast, a GS teacher--one of two teachers assigned to t h~s  Standard 3 class--used repetition 
throughout her English class to teach pupils a new dialogue 

Mrs Roda begm the lesson wth choral repetition, instructmng pupils to read each 
line of the dialogue written on the board after her, line by lme, repeatmg each lrne 
several times Most pupils focus on the chalkboard Followmg thq she calls on 
several mdividual "star" pupils to come to the board and read the dialogue or 
dlscrete words from the dialogue out loud No pupil can do h s  mthout 
assistance, although several "stars" can speak the first three or four lmes The 
pupils ended up repeatmg the last several lines after the teacher These same star 
pupils agam return to the board and read every other line of the dialogue each 
chld takmg one role Few pupils focus on the chalkboard Those who d> pay 
attention stumble through the second half of the sentences agam, ind~cating that 
they understand only some of the words and phrases Nevertheless, after the star 
pup~ls slt down, Mrs Roda Instructs all pupils to open then books and "read" the 



same dialogue silently Thelr f d  actwity is to read, (agam, choral repetition) 
each h e  after her, lme by h e ,  as they had at the b e g m g  of the lesson 

Mrs Roda had prepared a lesson plan, but she seemed unsure of how to use the commmcatlve 
approach to language teachng, or how to proceed when pupils faded to answer questions about 
word meamgs She resorted to choral and individual repetition as her pmary  teachmg 
strategies 

Mrs Mlambala and other VBS teachers used choral response muumally for English, Chchewa, 
and mathematics She followed the choral method by callmg on mdmdual pupils, assignmg 
them to work m groups or m p u s  as described above Aslung mdividuals to respond allows 
teachers to check for pupil l e m g  and to incorporate pupil responses mto the teaclung (Thls 
strategy is intentionally taught to VBS teachers and is llsted on the VBS teacher evaluation 
form ) f i s  emphasis on vaned teachmg strategies that enable pupils to practice new m a t e d  
and allowed teachers to check on pupil learnmg may be a key to understandmg the sipficant 
dfferences m learmng g a s  across school types m the quanbtatwe study 

b Small Group Work 

Individual teachers m each school type used small groups m teachng English and mathematics 
A more detaded analysis of the data would be reqwed to detect if there were differences 
between the ways m wluch small groups were used in the schools VBS teachers orgamzed 
pupils mto small groups for mathernatm and English classes A GAS Standard 3 teacher taught 
pupils the words "borrow" and "lend," then orgazed  pupils into small groups to practxe the 
concepts wth  the group leader Two government school teachers taught the concept of tens and 
ones m mathematxs, then orgamzed the pupils Into small groups to practice the concept by 
drawng on the floor w th  chalk or bundling stnps of paper 

Although h s  study dld not allou for a systematic study of pupil l e m n g  m mathematics, paylng 
close attention to small group work m mathematics, to other teachng methods and matenals used 
(such as the bamboo counter), and to the length and frequency of teacherlpupil mteractions mght 
begm to provide some answers to boys' hgher l e m n g  gams m mathematics across school 
types In several GAS classrooms, teachers called on boys 30-50% more than girls--m 
mathematics class only Examlmng the preparation, shll, sex, and gender awareness of the 
mathematics teacher could also prowde unportant insights One parhcular mcident lughlights the 
cntical lrnportance of conducting such a study 

An untramed GAS Standard 2 teacher insisted that she treated glrls and boys the 
same However, d u n g  a mathematics lesson she spent seven minutes and 20 
seconds explamng and discussmg mathemabcs problems wth  at least 10 boys m 
tie class She spent onh 20 seconds wlth gnls--and all 20 seconds wth just one 
girl 

This lack of awareness of gender bias among women and men teachers is not umque to th~s  
teacher Internat~onal stud~es of classrooms have shown repeatedly that even teachers comrmtted 
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to gender equity demonstrate such bias and must learn to see h s  bias m thelr own teachmg 
(OYGara, 1996) , 

c Dealing with Pupils' M~stakes 

When a VBS pupil made a rmstake, she  routmely remamed standing until someone else 
answered the question correctly Then the pupd repeated the correct answer and sat down In 
h s  way, rmstakes became tools for learmng, not emblems of falure m s  strategy was used 
occasionally but less consistently in several government school classes GS pupils who 
answered a question incorrectly were not regularly given the opportumty to verbally correct thelr 
rmstake after the nght answer had been given Researchers were surpnsed that pupils in VBS 
classrooms appeared not to be embarrassed by rmstakes Instead, they volunteered to make 
additional mstakes--still rasmg thew hands even when they had already gwen several wrong 
answers Developing thls self-confidence m malung rmstakes and danng to try new thmgs is 
important, especially to the process of glrls' developmg Into educated women (Wolf & Odonkor, 
1998) 

3 Curnculurn 

Malaw's prunary education curnculum was recently revised in all areas Perhaps the most 
dramatic change was the swtch to a commmcafion-onented approach from the tradihonal 
grammar-based method for English language mtruction VBS teachers were "well aware" of the 
new cmculum and they appeared comfortable actwely lnvolvmg pupils m leammg English 
f i s  was due m no small part to the monthly or tvvlce monthly supervisory visits from an SC 
staff member 

Government school teachers cited the lack of orientation to the new cumculurn as problematic, 
six reported uncertainty in teachng the new cumculum They noted that a workshop had been 
given once to all Standard 1 teachers, but all other new Standard 1 teachers were requlred to 
learn the new cmculurn on their own, mthout t r m n g  or assistance Thls uncertamty was 
clearly connected wth  pup11 behavior m English class, where, as descnbed above, GS pupils 
demonstrated that they did not understand the English lessons 

Three-day visits to schools precluded collectmg sufficient data to make a conclusive statement 
about the VBS reduced curnculum, however, researchers' observations suggested that the 
reduced curnculum contributes to pupil achevement Pupils in VBS Standards 2 and 3 have up 
to 75 more mnutes per week of learung tune in the four main subjects Smce a given subject is 
often taught M c e  dady, teachers were able to revlse and follow through on difficult matenal the 
same day For example, a Standard 3 VBS teacher Introduced pupils to the days of the week in 
English Pupils hesitated in pronouncmg the words dmng that session, so the teacher wrote the 
words on the board and called on mdividual pupils to "fill in the blanks" and read the words, 
teaching the same lesson in a different way durmg the second session of the day Another teacher 
reinforced the Chchewa lesson by focusing on recogmvng and reading Chchewa words m the 
first session, then revlewng and wnting the same words later in the momng 



a Textbooks 

One of the early cnt~cisms leveled at VBS stated that government schools could enjoy the 
success of VBS ~f government schools had smla r  class s m s  and access to the same matends 
With regard to textbooks, t h~s  study found that more pup~ls m Standard 2 and 3 government 
school classes (GAS and GS) had the requred textbook than d ~ d  VBS pup~ls (A large shpment 
of new textbooks had been distnbuted to schools throughout the country several months earher ) 
Frequently the government puplVtextbook ratlo was 1 1, whde the VBS raho was 2 1, although 
the ratio was not consistent for any school type and data were scant for two GS In GAS School 
6, Standard 3 textbooks were scarce m all subjects, espec~ally mathematics, where 14 puplls 
shared one textbook In Standards 2 and 3 of one VBS, three pupils were requlred to share one 
mathematics textbook Due to the llmtations of t h~s  study the distnbuhon of textbooks accordmg 
to sex is not known 

The extent to whch prunary school textbooks promoted gender eqmty and a reduction m gender 
stereotypes was not a focus of t h s  study, but it is the focus of another component of the GABLE 
Pol~cy, Plannmg, and Curnculum Project (PPC) The Gender and Curnculum (GAC) m t  at the 
Malaw Institute of Education has participated m curnculum development, thereby promotmg 
gender sensitrvity 1x1 specific sub~ect matter Moreover, concurrent wrth data collection for t h s  
study, the GAC u t  deslgned a more comprehensive lnstnunent to evaluate gender sensitivity m 
curnculum matenals and teachmg The results of the GAC urut's evaluation usmg thrs 
mstrument ~111 provide important rnformation about gender equlty m the school curnculm 

Future research on textbooks should explore differences m textbook distribution and usage 
accordlng to sex, age and the Ilke, slnce the ways in whch textbooks are used are cntical to thelr 
role m pup11 l e m n g  (Hams, Okyere, Mensah, & Kugbey, 1997) %le some pupils across 
school types appeared very Interested m the content of a glven textbook, others unknowngly 
held their books ups~de down Some teachers encouraged pupils to take textbooks home, others 
forbade th~s  

Supplementary l e m n g  matenals or teachng ads  can enhance and dlrect pup11 leamrng 
Teachers across school types--although not all teachers--used teachmg ads, many of whch were 
constructed of local matenals Flash cards and sentence stnps made out of "banana bark" were 
most commonly seen in language classes and bamboo counters were used for mathemahcs 

U%le across schools teachers used some teachng a~ds  in the lesson, VBS teachers had more 
teachmg ads  avalable in the classroom and consistently used them in ways that relnforced the 
lesson Charts were d~splaved on the walls of all VBS classrooms except one, a room m an 
unfi~ushed classroom block In one VBS the teacher took a chart off the wall to use lt m a lesson 
and then replaced the chart on the wall Only one commercially prepared v1sua.1 a ~ d  was used, a 
GS teacher showed puplls a large picture as part of her English lnstructlon but set lt aside when it 
mould not stick to the chalkboard 



Flash cards, sentence stnps, and counters fiom local matenals (banana bark, cardboard, bamboo) 
were used routinely and correctly in VBS One VBS Standard 2 teacher used sentence stnps 
made fiom b e d  banana bark for English class In mathematics class, a Standard 3 teacher 
instructed pupils to count out ones and groups of tens on a bamboo counter Teachng a d s  were 
not used solely by the VBS teacher One VBS Standard 2 teacher used flash cards for English 
and Chichewa, calling on mdividual pupils to come forward, read what was on the flash card, 
then select a card fiom the pile and ask the class to read it 

Nature tables made of sticks and covered w t h  stones, sticks, leaves, vegetables, and other items 
were observed in each fmshed VBS classroom Nature table Items were used in mathematics 
and language classes VBS classrooms also had "shoppmg areas" w t h  empty cartons and 
wrappers, areas where pupils were encouraged to practice buymg and selling 

c Homework 

There was a marked absence of homework assigned m Standards 2 and 3 across school types 
Researchers did not hear classroom teachers assign or check homework, nor did they see pupils 
bnng written homework to school Yet parents who were Interviewed spoke of helpmg 
daughters with homework or of siblings assisting each other wrth homework Therefore, to say 
homework was not assigned may not be true, but there was no matenal evidence of it 
Appropriately assigned homework gives pupils an opportumty to practice new lessons, 
synthesize new matenal, and use then creat~vity to expand on what they have learned Whde 
lack of wntmg matenals, tme  constmnts for teachers of large classes, and other factors may rule 
out assigmng c e m n  kmds of homework, the role of homework should be explored m future 
studies 

C LANGUAGE USE AND LANGUAGE LEARNING 

Given the inextncable linkages between language and leammg, the study explored language use 
and instruction in the 12 cornmuties where the schools are located Predominantly Yao and 
Chlchewa are the languages spoken in these communities Tonga and Turnbuka, languages of 
the northern region are also spoken in villages near GS School 12, w t h  Chchewa reported to be 
the common language of cornmucation there Two commumties--School3 (VBS) and School 
5 (GAS)--also included Chlchewa-spealung Ngom people To begin to capture the linguistic 
complexity of the 12 schools of the study, Yao language interpreters listened to pupil-teacher and 
pupil-pupil interactions in classes, llstened to pupils converse and play dmng their break penod, 
occasionally spoke wth  pupils, and systematically interviewed teachers 

The majorin of pupils in almost all classes observed sped  Yao at home kao is the 
predominant language of the region which extends fiom Mangochi Distr~ct to Machinga 
Zomba and parts of Ch~radzulu Tht languages taught in schools and the languages through 
u h ~ c h  pupils are expected to learn are ('hichefia and English desp~te the official language polic\ 



of 1996 acknowledgmg the extensrve research that pupils learn new concepts best m thelr home 
language A number of Muslim pupils also studied Arabic m after-school madras classes 

Pupils in two VBS m the Ngom area were never heard to speak Yao m the classroom, and "not 
much" Yao was heard m the other two VBS, accordmg to Yao language mterpreters Pupils m 
GAS and GS spoke Yao more frequently m the classroom, pnmanly among themselves Pup~ls 
used Yao m the followmg ways (1) to assist another pupil w t h  a task related to the lesson (e g , 
to borrow a penal, to tell another pupil how to wnte correctly m the exercise book), and (2) to 
chat about personal thmgs (e g , to talk about what one did the previous evemg or before 
coming to school) 

The fact that the majonty of pupils are learmng and studymg m a second (Chchewa) and thu-d 
(English) language has strong mplica~ons for companng the achevement of those who speak 
Chchewa as a first language wlth those who must learn Chchewa as a second language and 
simultaneously study other subjects m Chchewa As noted in the dwussion of pretest scores 
above, Standard 1 and 2 pupils m VBS School 1 mdicated to Stnckland and Williams (1997) that 
some ideas in Yao were not very clear to them when taught m Chchewa Dowd hypothesized 
above that l~nguistic barners rmght be a contributing factor to lower average pretest scores m 
VBS School 1 Prelmunary mqmes m the qualitative study suggest that the lmgmstic challenge 
of learmng subject matter m Chchewa whle simultaneously l e m g  how to speak Chchewa is 
a bamer for the majonty of pupils across schools and school types (smce the home language of 
the majonty of pupils is Yao) and not just for School 1 pupils A study of athtudes toward and 
use of Yao and Chchewa at home and in the commulllty for grrls and boys, and a gender- 
sensitive exammabon of second language instruction and leamng m school would provide more 
of the information reqwed to answer h s  question 

2 Teachers 

Approximately half of all teachers observed across school types spoke Yao Just over 50% of 
Standard 2 and 3 teachers m the eight GS and GAS schools observed were fiom the reglon and 
also spoke Yao (One spoke TumbuLa ) All the Yao-speakmg teachers swtched between Yao 
and Chchewa (and English) m the classroom They commonly used Yao for translation and 
clarification of Chchewa words 

In Chchewa class a pupil gave the Yao meanrng for the Chchewa word "litala" 
(path), whch sounds like the Yao word for a small device used to hl1 termites 
The teacher sad 'Yes, that s correct in Yao, now can you give me the memng 
of the Chchewa wordy 

A GS teacher told the class in Chchewa, "Stop w t i n ( ~  " The class stood up 
Pupils had confused the tuo  meanings of the word (stopping and standmg) and 
stood up instead of laving their pencils down The teacher explaned in Yao that 
pupils should s~rnph stop Lmting and reminded pupil5 of the two memngs of 
the word 



Teachers also occas~onally used Yao to reprimand a pupil, "Do not bother otherst" or to urge 
pupils on, "Raise up your voicel" 

One GS teacher who had not prepared a lesson plan used Yao almost exclusively m teachng h s  
Standard 2 Chchewa class 

Mr Bongwe approached the chalkboard and sad m Yao, "My notebook is the 
chalkboard" Pupils replied m Yao, "Ours is a notebook " Mr Bongwe wrote 
two Chchewa syllables on the board and asked a glrl m Yao, "Have you seen 
what and how I have written?" She replied m a qwet voice Mr Bongwe 
commanded her m Yao, " h s e  up your voice " She spoke more loudly He 
contmued m Yao to the class, "The words just fit m exactly--can you see them?" 
and wrote more Chchewa words on the chalkboard Agam, m Yao, he told 
pupils, "Wnte on a blank page " Fmally, m Yao he warned pupils not paymg 
attenbon, "Do not bother others " Instead of wtmg,  a group of boys contmued 
to chat wth each other m Yao 

At another GS, the head teacher forbade the use of Yao on the school grounds and sad  that he 
pmshed pupils who did not comply 

Five out of eight VBS teachers were Yao speakers but never used Yao m class They used 
English in English class and spoke Chxhewa m mathematxs, general stuhes, and Chchewa 
class Interpreters &d not hear VBS teachers speak Yao wide or outside the classroom One 
VBS head teacher m a multilingual cornmuruty misted that pupils and teachers use Chchewa as 
the common language and not speak Yao, since Yao was just one language among several 
spoken m the area One non-Yao-spealung VBS teacher made a hsparagmg remark over a 
chld's mispronunciation of a Chichewa syllable When the pupil sad, "nda/nda7' and rmssed 
'htha," the teacher said, "You never get it nghtl" 

Given the complexity of language l e m n g  and the lack of data, no particular conclusions can be 
drawn from h s  very prelmmary information However, it does point to the lunds of questions 
that could be included in a more detaded study, exammg, for example, teacher attitudes toward 
Yao and teacher expectations of Yao-spealung pupils 

3 Language Teaching 

As mentioned above, not all teachers felt adequately prepared to use the new, commmcation- 
onented approach to English language teachng, six GAS and GS teachers complaned about lack 
of training to researchers Not all teachers felt comfortable spealung English either Researchers 
heard grammatical and pronunciation errors across school types m English classes An SC staff 
member noted that spoken English continued to challenge VBS teachers, however, thelr lesson 
plans indicated that they prepared thoroughly for class, and they used commmcaiive methods 
wth ease In one VBS a Standard 3 teacher with over 70 pupils in his class called on each of h s  
pupils to read sentences or mdividual words from an Engl~sh paragraph and pupils were able to 
do this success full^ 



All teachers taught Chlchewa wth  confidence Many focused on matters of pronuncia$on 
When they did, teachers asked pupils to practice those sounds not m the Yao language and 
therefore most easily mspronounced m Chchewa For example, (ChchewaNao) nkwhahgwa, 
nsongahzonga, nkhdnga Most teachers corrected pup~ls each hme a word was rmspronounced 

A Standard 2 GAS teacher asked an older teenage boy to repeat "ntha/nda7' over 
and over The boy never pronounced it correctly and the teacher called on 
another pupil The boy sat down and said to h s  hends, "I've faled " 

Research indicates that by the tune a chld approaches puberty, pronunciation and accent have 
been well established Beginzwg wth  Standard 1 classes, older pupils who cannot pronounce a 
word like a native Chchewa speaker should not be made to feel as though they have ''faded " 

In all language teachmg, a pedagogically sound balance should be struck between focusmg on 
m e m g  and understandmg and on pronunciation Slnce the meantng of words and sentences 
can be understood m the context of speech despite consistent pronunciation errors (1 e , "s/he 
speaks Chchewa wth a Yao accent"), m e m g  and understandrng are more cntical m language 
~nstruction and l e m g  and should not be sacnficed at the expense of seekmg perfect 
pronunciation 

D INSTITUTIONAL SUPPORT FOR CLASSROOM TEACHING AND LEARNING 

The quality of classroom teachmg and l e m g  is dlrectly mfluenced by the lunds and qual~ty of 
mstitutional support provided to the classroom teacher and the pup~ls The study's onginal 
quesbon in h s  area targeted mstruchonal supervision of teachers--support from districts, head 
teachers, and SC--and strategies for reducing pup11 absences that SC had helped to develop m 
cornmumties However, as data collection progressed, other lunds of support also became 
apparent The questioniere expanded to query, "What other hnds of rnst~tut~onal support 
helps to foster a good environment for teachng and learmng?" The list is illustrative rather than 
comprehensive 

Teachers across school types reported that they had received supervisory vis~ts by PEAs or SC 
staff members and that these vis~ts helped them to h n k  about and Improve thelr teachmg GAS 
and GS teachers reported approximately one to three visits year, the PEA vis~ted one GS m e  
times VBS teachers received one or two supervisory visits per month or, for new teachers and 
those expenencing &ficulties, weeMy vis~ts 

PEA reports mdicated that dmng teacher evaluations PEAs pad  attention to lesson plans, 
effective use of teachmg aids, and gendered seating patterns in the classroom, among other 
thmgs Their reports are kept on file wth official records m the distnct office VBS teachers 
rece~ved frequent supervision as often as twice per month or four times per month wth new 
VBS teachers VBS staff attend to categones s~milar to the PEA s but the longer VBS 
supervision form also mqulres mto teacher p l m n g  the teacher s relationshp wth the 



cornrnmty, and participabon m comrnmty activltles These forms are not kept as official 
records 

In the VBS supervision process, the education tramer observes a class for one or more penods 
and meets with the mdividual teacher as soon after the lesson as possible The post-observabon 
discussion begrns by the education tramer aslung the teacher to ~denhfj  strengths and 
weaknesses in the lesson, thus modeling and promotmg the process of teacher reflecbon on 
h e r h s  teachmg The content and frequency of instructional supervision for Mangoch teachers 
was a hgh  pnonty fiom the begimng of VBS since teachers had been recruited from the 
cornmuty, and most had neither the credential required to teach pnmary school nor been 
tramed to teach The fiequent supervlslon gave these new teachers regular feedback about 
practical ways to work wth chlldren and improve their teachrng Knowng that they would be 
supervised regularly probably also prompted teachers to prepare carefully and thoroughly for 
teachmg 

In one VBS a "peer teachng" schedule was posted m the head teacher's office Dmng 1997, the 
teachers at this VBS observed each other on a regular basis One teacher taught a lesson whle 
other teachers observed, then all teachers cntlqued the lesson One teacher remarked that the 
process had been very beneficial for her, but she was uncertam whether the program would 
contmue under the leadershp of the new headmaster 

The VBS school-based supervision strategies fit well wth  the program and plans of the Malaw 
School Service System Project (MSSSP) The possib~lity of mcorporatmg the VBS mteractwe 
approach into the MSSSP wth its focus on school-based teacher l e m g  and in-service could be 
fruitfully explored 

Across school types the supervision of classroom mstruction was pnmmly conducted by an 
outside authority, that is, the PEA andlor the SC staff member Head teachers spoke of thelr 
intention to observe and evaluate teachers, but many also taught thelr own classes--large classes, 
frequently--and found ~t d~fficult to schedule teacher evalua~ons There was precedent for head 
teachers evaluating teachers, a GS teacher spoke of helpful feedback given bun by the prevlous 
year's head teacher who had even mvited teachers to observe hun teach The qualitative study 
design intended to observe h s  headmaster and h s  methods of teacher supervision at close range 
over a three-day penod, but h s  transfer made h s  impossible 

The findings from both the quantitative and qualltatlve studies demonstrate that VBS teachers 
have been successful, presumably due largely to the supervision process Standard 2 pupils at 
VBS acheved s~gmficantly hgher l e m n g  gan scores than thelr government school 
counterparts, and VBS teachers planned effective lessons and used a vaneor of teachng 
strategies to facilitate pupil l e m g  The viability of contmnumg to select and tram community 
teachers depends on many socio-political factors, however, and the current cl mate has not 
favored continuing th~s method of recrultrnent and trainlng Nevertheless, these combined 
studles lndlcate that the method Itself is efficacious and, wth regard to pupil l e m n g  and 
achievement is v~able 



2 Leadership by Head Teachers 

Well-orgmzed schools had head teachers respected by the commuTllty At these schools the 
head teachers saw to ~t that pupils lmed up promptly for before-school exercises and that the 
school grounds had been swept by pup~ls Teachers' filed m and out of the head's office to show 
h m  or her their lesson plans at the begmng  of the day Head teachers' achons made schools 
safe l e m n g  envlronrnents For example, one GAS head teacher removed (that is, transferred) a 
teacher wth  a drvllung problem, as well as a second teacher who was absent too frequently 
Community members of h s  school noted, "Teachers at this school can't rmsbehave " Another 
head teacher orchestrated a transfer for a teacher who had Impregnated a schoolgirl Cooperatwe 
head teachers had access to or found other resources for the school (e g , matenals from SC or 
fiom the Roman Catholic church) 

3 Communltv Support and Mobilization 

C o ~ r ~ r n u t y  members across school types were aware of condmons for pupil learnmg, the 
content of what pup~ls were l e m g ,  and the mportance of pup~ls bemg m school VBS parents 
talked about what and how pupils were l e m n g  VBS parents spoke about what was gorng on m 
the classroom and knew that thelr chldren were achevmg Parents at one VBS school told 
researchers that pupils read m groups, could read at home, and that wth lower teacher/pup~l 
ratios teachers had more opporturuty to concentrate on pupils Parents at another VBS noted that 
pupils were l e a m g  more at the VBS than GS-indicated by compmg the ability of transfer 
chldren to VBS chldren One father noted a hfference in achevement between I s  own 
chldren, one at the VBS who had learned to read, another at the GS who could not 

At the GAS lackmg four out of m e  teachers, parents noted that chddren were mstructed in only 
one subject per day They observed that teachers appeared more Interested in farming than m 
teachng and added that slnce the school had been established m 1969 only one pupil had been 
selected for secondary school (in 1996) At a GS the school comrmttee complamed that the 
headmaster was not dedicated to h s  job and had a side business vending bicycle parts The head 
also taught Standard I--and filed 127 out of 140 pupils m 1997 The school comrnlttee 
engmeered the head's removal and he was transferred to another school--a VBS where he is now 
headmaster and, once agam, a teacher of Standard 1 pupils 

The analys~s of attendance patterns m the quantitative study revealed that Standard 2 VBS 
students were present at school in 1997 m larger percentages than GAS and GS Standard 2 
students--90% compared wth 70% (see Figure 2 above) l9 The amount of time pupils spend 
ulth the teacher and the cumculum is unportant for pupil l e m g  and success In VBS 
comrnut~es,  SC staff had met and worked wth  head teachers, teachers, parents, and village 
leaders to ensure that pupils--and girls m particular--would attend school VBS mothers reported 

'' rhls qual~tatlve study, conducted at the beglnnmg of the 1998 school vear, also attempted to exarnlne attendance 
patterns for the first three weeks of school, but attendance data were not readlly available Not all pupils had begun 
anendmg school the first week of classes and not ail teachers or head teachers had kept careful records durmg the 
first several weeks of the school vear 



that teachers vlslted (or ?ere expected to nsxt) thelr chldren at home d thelr daughter or son 
were absent fiom school In one school the head teacher also kept track of grrls' and boys' 
absences as &d the vlllage head man At another VBS parents had learned that they could expect 
teachers to call on then chlldren at home d the chldren were absent fiom school-and were 
dlsappolnted because thelr chlld's teacher had not followed through Ths expectauon of school- 
home cornmucation for the sake of a chld's welfare created a safety net to ensure good 
attendance, especially mportant for the guls, whose literacy rate contmues to lag behmd boys 

Whde Standard 2 parents reported that absences were most often due to illness, hunger, and lack 
clothmg were also mentioned G d s  were also absent to help wth chores at home, or to care for 
slblmgs, admg parents or grandparents At GS 12, boys worked m fishmg, grrls were sent to the 
market or to plck tea leaves at tea estates-where theu labor was desxred because rt was cheap and 
the guls were submsslve Whde opuons are few for those living m poverty and ulth hunger, 
dstnct and naaonal officials can play an actwe role m discouragrng chdd labor, thus opemg up 
jobs for adults and helplng chldren to stay m school 

VEIS parents were aware of the opporturuty to be mvolved m the school cumculum. In one 
VBS the school cormruttee head had been mwted to talk to the general studies class about h s  
dubes and role as school comrmttee head. The school cormruttee char at another VBS sad he 
was aware of the arrangement that parents could go and teach lessons (such as folk tales) at 
school, but he Qd not know when ~s would start 

School-commumty relabons were uneven, but several Mangoch commumhes demonstrated that 
they were able to work together to support theu schools School cornrmttee members and parents 
of one GAS had made enough bncks to buld another school block and were awamng donor 
funds to proceed wth  construcaon All VBS cornmumties had bmlt the classroom blocks where 
thelr pupils studied The abhty of a VBS commumty to mobdize qmckly for the sake of xts 
children s educatlon was vividly dlustrated dunng the first three days of data collection 

On the fust day the headmaster pomted out to researchers the need for a decent 
latnne m the school The second day the school commxttee and v~llage heads 
gathered wth  head teacher and school comrmttee to dlscuss the problem Two 
village heads quened why they should help solve the problem smce a thrd head- 
-the one after whom the school was named-annoymgly and persistently masted 
that the school be considered hrs school The school c o m t t e e  chau rermnded 
the men that the school chldren s need for a latnne was at Issue, the headmaster 
told the men that the government could close the school if it d d  not have a 
proper toilet At the end of the meetmg the villagers agreed to work together 
On the thud day a tractor and several women amved at the school s~ te  to begm 
diggrng the new latnne 

Rn alries and between village heads 21e not uncommon Sening aside disagreements for the sake 
of chldren s l e m n g  1s a pou erfid testlrnonl to a cornmurun s ab~l~t;, to mobillze for educatlon 
These same hnds of behaviors can bt encouraged and taught in commwues across school qpes 
throughout the dlstnct for the enhanccament of teachng and l e m n g  in Mangoch~ schools 



E. GIRLFRIENDLY SCHOOLS 

A “glrl-friendly" l e m g  enwonment supports and :nccmages gxls' parhcipabon m school It 
lncludes teacher-pupd mteracbocs, amtudes toward glrls, guls' aspmom, all that IS related to 
curnculurn, gender-sensitwe a-tors and parents, and more There were signs m each 
school type that glrls' needs r e q m  and, m select cases, were receivmg heightened attenboa 
Indicators fiom the VBS pomted to a learmng enwonment that was moxe encouragmg of guls 

Several GS and GAS mothers reported that the GABLE (Gxls Attmmg Basic Literacy m 
Educahon) program had msed the awareness of the commuz~lty about educamg glrls and that 
more gvls were enrolled m school as a result of GABLE efforts Yet the GABLE SMC Theatre 
for Development troupe that worked wth Mangoch commuru~es to encourage guls' educabon 
found tbs  hstnct the most dd5cult one m whch to spark changes for mcreased enrollment of 
guls GS fathers at School 7 agreed that PIS' educabon was mportant and blamed the mothers 
for guls' early marnage and dropout Fathers and mothers zn other commmbes blamed the guls 
themselves, not acknowledgmg the bamers glrls face and the many factors &couragmg girls 
from fimshmg school 

Efforts on many fronts enable VBS gvIs to expect to succeed m school The VBS attendance 
"network" desmbed above, where teachers, head teachers, and vlllage leaders check mto pupd 
absences may be especially mportant for t h ~  In adhbon, VBS parents, teachers, and gvls can 
expect that grrls wdl advance from one standard to the next m a tmely fkhon, smce VBS have a 
fugh pass rate for puplls fiom one standard to the next. In the quant~tatrve studyy relatwely fewer 
pupils m VBS than m g o v m e n t  schools, especially m Standard 1, repeated standards A hgh 
rate of advancement creates expectahons of success for p l s ,  thelr famhes, and others m the 
commumty Advancement figures vaned for government schools Accorhg to the 1998 GAS 
enrollment data only 50% of the pup* enrolled m Standard 1 could expect to pass to Standard 2 
The quanbtatwe study (1997 data) concluded that as a group Standard 2 GS glrls repeated 
notably more ofien than thelr GAS and VBS counterparts 

VBS have women head teachers, teachers, and school comrmttee members to serve as role 
models With the transtion of VBS from SC to the d~stnct, new head teachers were assigned to 
the W3S One of the four VBS was headed by a woman, the deputy head at another VBS is a 
woman She was replaced by a male teacher but she remans deputy head of the school About 
half of VBS teachers are women, there are fewer m government schools Two GS have one 
woman teacher each, one has three out of 15, and m the fourth 8 out of 22 teachers are women 
VBS school committees also have women members Although researchers kept no official count 
across school types, they met more women school c o m t t e e  members m VBS mterviews than at 
GS and GAS, not surpnsmg slnce SC has strongly encouraged women to serve on school 
commlttees 

VBS teachers spoke pos~t~vely to and about grls One new VBS head teacher re~orted that boys 
had been more acme that IS alert and lnvolved m les,ons at h s  previous school However a 
VBS teacher and hls own observat~ons had conwncetl hlm that girls were more actwe at the 
VBS VBS teachers called on girls as frequenth or more often than they called on bow h s  



vaned in GAS and GS Neither girls nor boys were subjected to abusive language m a VBS, 
whereas a male GS teacher used offensive and abusive language m fiont of all pupils three days 
in a row 

Gender-mixed seating patterns charactenzed the VBS classroom, glrls and boys sat m every row 
and in every area of the room Gender segregated patterns were observed more frequently m 
GAS and GS, with glrls in fiont of the classroom and boys m back or glrls on one side and boys 
on the other 

Standard 3 girls across school types had hgh aspirations for the level of schoolmg they would 
attain and the lund of work they would do, although t h s  vaned by school type VBS glrls m 
equal numbers wanted to complete Standard 8 and secondary school, half of VBS boys wanted to 
finlsh secondary or mversity More GAS girls than GS or VBS glrls hoped to complete 
secondary school One or two girls fiom each school type aspired to attend uxuversity, a total of 
four glrls out of 60 Three-fourths of the boys across school types wanted to fmsh secondary 
and twxe as many boys as girls hoped to h s h  mversity The largest majonty of Standard 3 
girls and boys wanted to work as professionals--teachers, nurses, clerks, auplane pilots--and 
nearly one-hrd of all boys wanted to work m a trade, pnmanly as a dmer 

VBS promote a safe environment that encourages glrls to dare to do new k g s  Glrls m VBS 
dld not have to wony about being sexually "proposed" or harassed by male teachers (or, as far as 
we were mformed, male pupils) Some mght conclude that h s  is not a problem because VBS 
currently span only Standards 1-4, however, there are overage, post-pubescent glrls m some VBS 
classes The fact that 50% of VBS teachers are women and that all teachers are fiom and live m 
the commun~ty is arguably a key factor m mamtamng h s  safe envrronment 

By contrast, parents at GS and GAS are very aware of male teachers harrassmg and "proposing" 
glrls in thelr schools Parents at one GS spoke of a male teacher's designs on glrl pupils, golng 
L. 

to sporting events and returmng late (' a calculated g~rnmick to fool around with targeted glrls," 
noted one former teacher ) A girl at the school was Impregnated by the teacher The commumty 
sald they pressed for the removal of the teacher but the father flatly refused to bnng a case 
against the teacher--quite likely because he had been p a d  off by the teacher, a common practice 
The headmaster, while aware of the teacher's conduct, faled to take action because he did not 
want the teacher dismissed Parents at another GS told of a male teacher who had become 
involved ulth another teacher's daughter, a problem resolved by the headmaster A GAS mother 
stated that a male teacher in another vlllage had impregnated her daughter so, to contmue wth  
the daughter s schoolmg, mother and daughter moved to t h ~ s  GAS 

Other evidence from the study points to the md~spensability of increased attention to gnls' 
education and to gender Issues In school Teachers must come to recogmze and correct for 
gender bias in their own teachng For example, two male GS teachers reinforced gender 
L 

stereotypes with their comments, "glrls are better at sklpplng [rope] than boys" and "nurses are 
uomen ' Three out of eght  GS teachers called on boys m c e  as often as girls m mathematics 
class A Standard 2 GAS teacher insisted that she treated glrls and boys the same but spent 
330% more tune with boys than w t h  prls In a mathematics lesson, a reminder that assigmng 



women teachers to a schooldoes not guarantee that these teachers w l l  be good role models, have 
high expectations for gxls, or mantam classrooms charactenzed by gender eqwty (Prouty & 
Miske, 1997) 

In many ways VBS offered girls a hospitable, more gender equitable environment for l e m n g  
Individual teachers and schools across school types also &splayed some charactenstics of a g~rl- 
fnendly learmng environment It is urgent that the lessons learned here be extended to schools 
throughout the distnct to close the current gender gap that exlsts m pmary  educatlon 

F SUMMARY OF QUALITATIVE FINDINGS 

These are the five mam findlngs of the classroom observabon study 

Obsewrng teachers andpupzls m classrooms revealed zmportant znformatzon about pup11 
success and efectme teachrng zn dzflerent types of schools Qualitative data answers 
important quesbons, such as, why7 how7 m what ways? It also offers cntical msights 
mto major questions of lrnprovmg educabon 

Vrllage based schools are organzzed for and around puprl and teacher learnrng 
Teachers were present m classrooms, engaged pup~ls m l e m g ,  and received 
institutional support and lnstructiond supemsion from SC staff and, m some cases, 
peers Commmty members Interwewed were aware of what was gomg on m 
classrooms, of what they could expect of teachers and teachmg, and of their 
responsiblllties toward the school Pupils actively participated m lessons 

VBS teachers use teachrng strategzes that faczbtate puprl learnrng Teachers a) followed 
lesson plans, using teachrng a~ds  effectively and appropnately, b) were farn~l~ar ulth the 
new currzculum, c) use a range of teachzng strategzes that mformed them in the course of 
a lesson about pupil understandmg and achevement, d) saw that puplls had fiequent 
opportumties to practzce a new lesson, and e) received fiequent supervzszon and reflected 
on improvmg thelr own teachng practice in post-observation sessions or through peer 
teachmg 

G d s  experzence greater success m VBS, the school envzronment u "gzrl-fizendly " It is 
safe, teachers teach in ways that enhance girls' learmng, and comrnumtles develop 
strategies to support glrls (and a11 pupils') presence m school Attenbon must contmue 
to be pad to developmg a gender-equ~table l e m n g  environment in all schools and 
classrooms since glrls especially continue to face sigmficant bamers to completmg 
school 

Connections between pup11 learnrng gazns, teachrng and learnrng zn the classroom, and 
organlzatronal support for teachrng and learnrng are Interrelated and mseparable 
Whlle select innovations from the VBS pilot study can lead to improved educatlon in 



Mangoch schools, the relabonshps between the mnovabons and how one innovation 

builds on another must also be considered m the context of the "whole package " 

In addition to the major findings, the study learned that across school types, the majonty of 
pupils and half of Standard 2 and 3 teachers speak Yao The use of Yao vanes across and wthm 
school type and needs to be stubed further to understand the relationshps between language 
learmng, usage, and teachmg that enhance pupil learrung 

IV CONCLUSIONS 

Each of the above studies, the quanbtative and the qual~tative, provides mportant mformation 
about learrung m Mangoch's Village Based, grant-aded and government schools Taken 
together, one study informs the other, movlng beyond inqulry mto supply and demand factors m 
educabon to the central quesbons of teachmg, learrung, and leamrng g a m  for pnmary school 
pupils m Malaw Schools wth greater l e m g  gams had better rates of attendance and lower 
rates of repetition In these same schools--albeit not in the same classes, since the studies were 
conducted in consecutive school years--teachers gave pupils more opporhmties to practice new 
matenal using more teachmg ads  Teachers gave themselves more chances to check pupil 
l e m g  Supervisors regularly evaluated teachers, contnbutmg to unproved teachmg practice 
Teachers worked together wth parents to follow up on pupil absences The schools had targeted 
unproved schoolmg for gds, and "glrl-friendly" schools resulted fiom the pilot project 

Yet the quantitat~ve data hghlighted that not all pupils wthm a school type expenenced the same 
success or fmlure The quailtatwe data examined what was gomg on wthm schools whch the 
quant~tatwe data hnted at and, m so doing, exposed the complexity of school classrooms, 
revealing some surpnsrng simlanties and puzzling--occasionally glanng--d~fferences, such as 
male teachers' sexual harassment of glrls m government schools 

As the VBS pilot comes to a close, its lessons for enhancrng the quality and quantity of pnmary 
education in Malaw emerge from parbcular innovations mtroduced m the pilot These Included 
monthly or hnce monthly teacher supermion by a locally resident supervisor, pupil-centered 
teachmg, a class size cap, comrnuty mobilization, participatory methods, and hnng teachers 
from the locality It is 11kely that a combination of these innovations enhances student 
achevement Nevertheless, whether the innovations are considered one or two at a tune, or 
taken together as a web of connected relationshps and activities as was the perspective of tlus 
study, they have great capacity for changing the education system on a local, district, and 
national level VBS innovations have sparked much discussion, additional questions can 
contribute to the debate and to future research 

Whrch teacher rnstructlonal behavro*~ most eflectrvely enhance student learnrng7 
Are smaller class srzes rn and oJ themselves a su@crenr condrtron to rarse student 
learnrng 7 



What are the varrous ways zn whrch teacher supervzszon contrzbutes to enhanced 
learnzng 7 

Does the locatlon of the supewzsor or PEA close by enhance hrslher support to teachers 
and schools and therefore student learnrng 7 

What amounts and types of communrty actzvztres zn support ofeducatzon are assocrated 
wzth h ~ g h  learnrng m a school7 
How does a partzcqmtory approach to pre-servzce m?d zn-service trarnzng for 
@araprofesszonal) teachers support classroom behavzors that enhance student learnzng? 
How does the employment of teachers @om the local communrty influence the local 
network of support for p r z m a ~  educatzon7 

V RECOMMENDATIONS 

Malaw has realized vast gsuns realized m access to pnmary educabon m Malaw smce 1994 
Bulldmg upon them now requlres an mtensive focus upon the quazlty of education Ths shfts 
concentration away from how many places or classrooms there are m schools to the processes of 
teachng and l e m g  m classrooms Gwen both the quantltahve findmg that the VBS are more 
effectwe m promotrng student learmng and the qualitative evldence suggestmg several ways in 
whch teachers realize such effectweness, we make the followng recommendahons 

1 Strengthen supervision of teachers m the classroom The VBS pilot and other hgh 
achevement schools suggest three ways that h s  might be acheved m Mangoch7s 
pmary  schools and beyond 

the local placement of PEAS near the school for whch they are responsible, 
- 

the extension of head teacher supervisron slulls and respons~bilit~es, and 
the foundation of peer teachmg groups in schools 

2 Support, encourage, and gwe tune and aid to teachers to reflect upon their teachmg 
practrce Emphasis should be given to checlung student l e m g  and providmg 
constructive feedback 

3 Inform and involve parents and cornmumties in thelr chldren7s education Cornmumties 
should know what is happelung in the school and be involved beyond constructing school 
blocks in such efforts as checlung pup~ls' daily work, encouraging pupil attendance, 
supporting teacher performance, checlung teacher punctuality, etc 

4 Undertake additional research as well as unplementation to explore quesbons and 
concerns rased in th~s report, especially glrls' lower achevement and gam in 
mathemat~cs Second language t e a c h g  and learmng and textbook usage should also be 
explored The Increased l e m g  benefits of VBS pup~ls studylug mside classrooms In 
two shfts should be examlned and extended talung Into account teacher concerns for 
pupil d~et, alertness and so forth 



5 Creating "girl-hendly" l e m n g  envlronrnents must contmue to receive hgh  pnonty and 
close attention, they are constructed through intentional and intensive work Resistance to 
p l s '  education is still very evident m Mangoch and GABLE efforts should be contmued 
and expanded New opportumbes for glrls' leadershp m classrooms and schoois, and 
mcreasmg the number of girl leaders, women teachers, and head teachers m schools, and 
school committee members should receive hgh  pnonty Laws pumshmg male teachers 
and male pupils for sexual harassment of girls should be stnctly enforced 

6 The pivotal role of the distnct in facilitatmg a strong teachng and learmng envlronrnent 
must receive rncreased attention Tlus is especially mportant m the policy and practice 
of teacher assignments and transfers and of teacher supervision 
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VII APPENDICES 

APPENDIX A. ITEM ANALYSES 

Table A Item Analysis of slulls within tests are they consistent measures? 

I English 

Variables m scale 

Math- 

1 - 
1 10 1 Wrleaf wrbook wrfish wrbanana 

I 

I 7913 I 8699 

PRETEST 
Cronbach's a 

2651 
4589 
7296 
7223 
2600 
7308 
6487 
8583 

1 
2 
3 
4 
5 
6 
7 

POSTTEST 
Cronbach's a 

7232 
5966 
7486 
7541 
4346 
7580 
7226 
8682 

Count count2 count3 count4 
Numrec numrec2 numrec3 numrec4 
add add2 add3 
sub sub2 sub3 sub4 
&v div2 
Mult mdt2 
pay change buy 
all math questions 

8474 
9428 

- 
8 
9 

I Chchewa I I 1 

J 

9089 
7833 

1 1 

I all Enghsh questions 

rec-k rec-e rec-b rec-m rec-o 
Rdhouse rdbed rdfihr rdmango rdcat 

7754 
8638 

8057 
6655 

1 1 
1 2 

9216 

Tested removal of those in bold for influence on pretest averages across school types and 
therefore upon the conclusion of logistic analys~s No change 

Picsnt picsnt.2 picsnt3 picsnt4 picsnt5 
Rdpsg rdpsg2 

9625 

7345 
933 1 
9814 

13 
14 
15 
16 
17 
18 

Rdvwls rdvwls2 rdvwlsb rdvwlsf 
Rdsefa rdamayi rddengu 
Sentc sentc2 sentc3 sentc4 
Wrsosa wrgaga wrkalulu m a n g o  
Comps comps2 comps3 comps4 comps5 
Answq answq2 
all Chchewa questions 

8703 
8775 
6361 
9586 

8499 
8386 
9475 

903 5 
9344 
6954 
9753 



APPENDIX B ANALYSIS OF ATTRITION BLhS 

Research Questron 

There are two questions that form t h ~ s  analysis Fmt, were students m one school type more 
llkely to rmss the posttest than students m the other school types? If they were not and the 
probabil~ty of bemg absent for each type of school is equal, then a gam score analysls IS not 
endangered by attntion bias If the probabhty of absence is dfferent by school type, then 
explorahon of mdwidual charactenstm to assess thelr power m predxtmg posttest absence is 
relevant. Observed factors as sex, age and 11~ td  achevement can explam vanaQon m absence 
duectly and as a group a d  m the attnbubon of vanahon between mdivldual sources and school 
sources Thus, the second relevant research qumon IS controllmg for observed mdwldual 
charactemcs, were students m one school type more llkely to rmss the posttest than students m 
the other school types? 

Anai'ytx Method 

Maximum hkehhood logit analysls predxt. the probability of posttest absence and the followrng 
model dl answer my first research quefion 

Where prob(absent) is the probabdity of absence, f31 is the estunated parameter for VBS, $2 IS 
the estimated parameter for GAS and P3 is the estunated parameter for GS l h s  log~st~c 
equaoon estunates all three school type parameters when the mtercept is comtmned to be zero 
W~th h s  no-mtercept model, I test the null hypothesis that the school-type coefficients are equal 
to each other (H, P,=P,=P3) and that therefore students at each type of school have an equal 
predicted probab~lity of absence at posttest 

Then, I condrtion on mdividual charactenmcs - sex, age and English and Chchewa pretest 
scores - to a s c e m  whether pre&cted probabhhes by type remam the same as the uncontrolled 
estlmates in a model that addresses my second research question 

Prob(absent) is the probabil~ty of posttest absence as above and I agam test the null hypothes~s 
that the school-type coefficients are equal while controlhg for these observed mdmdual 
charactenstxs 

Logzstzc Regresszon Results 

Model 1 in Table 4 predicts the probab~lity of absence at the bme of the posttest on the basis of 
school npe done The results shorn that a VBS student has an estimated probability of 14 of 
being absent uhde her GAS and GS counterparts have estimated probabihties of 31 and 34 



respectively *' The coefficients that underlie the estimated parameters m Model 1 are 
sigmficantly different fiom each other in the population @ < 01) T h ~ s  leads me to conclude that 
a gain score analysis compamg these school types is likely biased due to attrition unless 
observed student charactenstics better explam t h ~ s  pattern of absence 

Table 4 Logistic Regression Coefficients, Standard Errors, p-Values, and Null Hypotheses 
Tested for Predictmg Absence on Day of Posttest (p<O 05 = -, p<O 01 = *) 
VARIABLE/ 1 2 3 4 
MODEL 
VBS -1 807* -1 650- -1 314 -1 190 

( 338) 
G-AIDED - 788* 

( 241) 
GOVT - 674* 

( 236) 
FEMALE 

AGE 

ENGl 

( 038) ( 038) 
H, P,=P,=P, reject p< 01 fail to reject fa1 to reject fad to reject 

Adding the individual charactenshcs of sex, age and language pretest scores in Model 2, I find 
that neither these mdividual charactenst~cs nor school type have hghly sigmficant predictive 
power Whde VBS st111 significantly predicts absence, it is the difference of t h ~ s  coefficient fiom 
the other school type coefficients that is of paramount interest, not its chfference fiom zero I test 
t h ~ s  proposition in Model 2 (H, P,=P,=P), and fa1 to reject the null hypothesis that these 
estimated coefficients are equal to each other m the populabon of Mangoch prunary schools In 
addibon, mterachons between FEMALE and AGE, FEMALE and both VBS and G-AIDED, and 
FEMALE and ENGl and CHICl had no influence on altenng the equality of the school type 
coefficients in Model 2 

Models 3 and 4 in Table 4 above use the same strategy of condit~omng on pretest scores to show 
that the school type coefficients predictmg posttest absence are not unequal in the population of 
Mangoch schools Model 3 conditions on mathematics and Chchewa lmtial achevement to 
show that an English gain score analysis is not endangered by attntion bias, whle Model 4 
conditions on mathematics and English to conclude that a gain score analysis of Chchewa is also 

O These probabllmes are calculated usmg the first equatlon above For example, the probabll~tv of posttest absence 
for a VBS student IS Prob(absent) = l/[l+ei ' 



not subject to this bias From these three models, I conclude that gam score analysis m all three 
subjects using h s  data is not jeopardized by attrition 

Controlling for individual charactenstics m ths  model, I conclude that there is a common slope 
for predicting probability of posttest absence at all schools Whlle the predicted probabilities of 
absence by school type are different m the current sample, they are not so m the population 
Given these results, if Alifa, a 10 year old girl m Standard 2 w t h  average Chchewa pretest score 
has an English pretest score hlgher than her cIassrnate Patuma's, then Alifa has a lower 
probability of posttest absence The direction of h s  relationshp holds no matter what type of 
Mangoch pnmary school they attend And, given the non-sigmficance of the differences 
between the school type coefficients, these results show that the magmtude of the difference m 
predicted probabllity for Paturna and Ahfa is arguably the same no matter whlch type they attend 
or if the attend different types of Mangoch pnrnary schools 

The analysls of absence by school type shows no drfferences among school types m the 
probabllity of mssmg the posttest after condltiomng upon pretest language scores l b s  supports 
the mathematics g m  score evaluation strategy companng the three types of schools so long as 
these analyses condrtzon on rnltzal language achzevement In other words, the gam score analysis 
strategy would not be endangered by absences so long as language pretest scores are used as 
cownates m the estimation of mean mathematics g m  score Similarly, an English gam score 
analysis would be rendered more accurate by conditiomng upon mathematics and Chchewa 
pretest scores m the estimation of mean garns Fmally, the most accurate picture of mean gam 
m Chchewa avadable from these data would require controlling for mathematics and English 
pretest scores 


