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I
To Our Readers

Accor:ding to one perspective, reforming the curriculum is a
poor way to try to improve basic education in developing coun
tries. This rather pessimistic point of view draws support from
several sources. Cross-national studies of curriculum have
found few differences in national syllabi across countries. In
terms of the official curriculum at least, schools appear to
teach much the same thing the world over. Evaluations of cur
riculum reforms ill a number of national contexts have not
found strong evidence that changes in official curricula are
systematically related to gains in children's achievement. As a
result, critics argue, scarce national resources should be
invested in inputs with a greater demonstrated impact on stu
dent achievement.

In a very real sense, however, curriculum is what schools do. If
curriculum reform does not work, is education simply a matter
of inputs? Does the process of education make no difference
whatsoever?

In thinking about curriculum, it is important to distinguish
among intended, implemented and attained curricula. What
teachers teach - the implemented curriculum - is both less
and more than the intended curriculum. Similarly, what stu
dents learn - the attained curriculum - is both less and more
than what is taught. Changes in the official curriculum are only
successful to the extent that they change the implemented and
attained curricula. Viewed in this way, curriculum reform
involves much more than revising the official syllabus.

The broad purpose of this issue of The Forum is to ask, from

several perspectives, whether the primary school curriculum
truly promotes education for all and what would be necessary to
make it do so. We begin by outlining ways in which theorgani
zation and delivery of the primary school curriculum discourage
student learning.

Subsequent articles elaborate other ways in which the curricu
lum can exclude or include students: Mo(l-Druecker and
Mwalwenje describe Malawi's efforts to increase gender sensi
tivity in the primary school curriculum. Obura focuses on the
portrayal of girls and women in teaching materials. Hutchison
looks at the educational implications of choice of language of
instruction, a choice often made on the basis of political or
social values rather than pedagogy.

The article by Cultural
Survival presents a series of
cases in which schools incor
porated local cultural materi
al into the curriculum to pro
mote learning among children
of marginalized social
groups. Comings reports on a
successful nonformal educa
tion project in Nepal through
which illiterate parents and
their out-of-school children
were taught to read and write
through use of a curriculum
more flexible and responsive
than that used in the formal
schools. Dall sums up the per
spective of the survival skills
movement with a clear state
ment of what he feels children

c: should get from primary edu
~
l'l cation. In doing so, he raises
:6
~ the larger question: What
~ should children learn in
"-
~ school?

! A second set of articles con
G siders some elements neces-

sary for successful reform of
the curriculum. Jansen begins with a strong statement of seven
"myths" of curriculum reform efforts in Africa. Villegas
Reimers points to teacher training as an essential element of
curriculum reform. Somerset reports on ways in which selec
tion examinations, typically a major barrier to curricular
change, can be used to improve classroom instruction. Prouty,
Eisemon and Schwille report on research which indicates the
positive role that supervision of teachers by principals can play
in improving student learning.

Throughout this issue - my first as editor of The Forum - we
have worked to provide a broad reporting of opinion, projects
and research. Your comments and suggestions, letters, articles
and photographs are' welcome.

- Jim Williams, Editor
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I
Curriculum
and Access

It is sobering to consider the number of
children who do not complete primary
school. As shown in Table 1, 14 out of
every 100 primary school age children
never enroll in school (all calculations
based on 1988 figures). Twenty-five
out of ]00 enroll but drop out before
acquiring permanent literacy about
Grade 4. Ten out of 100 children finish
Grade 4 but not primary school, and
seven end their formal schooling after
primary school. Thus almost half the
world's children do not get a full pri
mary education. If the notion of access
is broadened to include attainment of
primary schooling, then reform of the
primary school curriculum becomes an
issuc of access.

In most schools the curriculum is orga
nized not around the needs of children
or the skill of teachers but around the
convenience of administrators. For
example, school is almost invariably
scheduled during the day. As a result,
poor parents who rely on their children's
contributions to the family economy
must choose between education and
livelihood. Many parents choose to keep
their ch ildren out of school. Yet as
shown by schools run by the Bangladesh
Rural Advancement Committee and
other alternative basic education pro
grams, out-of-school children stream to

school if classes are scheduled at conve
nient times and near their homes.

We know that children enjoy leallling but
that they acquire different ski lis at differ
ent speeds. Yet the cLltTiculum in most
schools is structured on the assumption
that children learn well, sitting in rows,
quietly, with one adult and 30 to SO chil
dren of the same age, forsaking vutually
all other activity, and studying the same
material at the same pace dUling the same
hours each day almost every day for six
to twelve years. A child who fails to keep
up with the pace set by the school is
marked as slow and as a possible failure.
Yet it is equally possible to view the
school as the failure, having failed to
meet the leallling needs of the child.

Even as the scheduling of classroom
instruction makes it difficult for mallY chi 1
dren to lealll Ul school, however, the orgaJ1i-

zation of most instructional materials pre
vents children from learning outside of
school. Why do we wlite textbooks that can
only be used by teachers, when parents,
older children and peers might enjoy teach
ing the chi ld from time to time, or when the
child might learn on his or her own?

The presentation of cun-iculum reduces
children's attainment in ways that are
unnecessalY to the leal'ning process, and
have nothing to do with the stated goals
of education. Only when we mass pro
duce education do we see people this
way, Does a mother consider a slow eat
ing child deficient? Would we flunk a
child who failed to grow as quickly as
another child? The system is not even
pedagogically efficient. Why slow down
a bright child to keep him or her with a
class? Why "help" a slow learner by
requuing repetition of an entire year?

Table 1. 100 Primary School Age Children in the World in 1988

14 Never enrolled in school

25 Enrolled but dropped out before acquiring
permanent literacy

10 Became literate but dropped out before finishing
primary school

7 Finished primary school but did not get into/go
onto secondary school

44 Began secondary school

N.B. Calculations based on weighted averages using data tor
all available countries for 1988. Considerably higher pro,
portions of children fail to complete primary school in
poorer countries.

Source: UNESCO. UNICEF

2 I Feb. 1993 I Forum For Advancing Basic Education and Literacy



Much of the problem lies in rather
mechanical notions of teaching and
learning. We talk of "delivering" cur
riCUIUlTI, as if it were a package or a hot
meal, complete and ready to serve.
Curriculum is "implemented," as if an
operator were all that was needed. Yet
these metaphors freeze our sense of
possibility. If the curriculum is finished

before arrival at the school, what more
is there to be done? Such a perspective
blinds teachers to the ways they inter
pret the curriculluTI.

A better approach might be to work
toward increasing rather than narrow
ing teachers' capacities. Would educa
tion be different if it were seen through

older, agricultural metaphors in which
children were "raised" and their minds
"cultivated"? What would teacher
training programs look like if the task
was to help teachers become skillful
farmers? Would education for all be
closer to reality if each child was treat
ed as a rare and valuable yet fragile
seed? .:.
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I
Toward Gender Sensitivity in Malawi's Primary
School Curriculum
by Bettina Moll-Druecker and Dora Mwaiwenje

• Visual images used to portray girls
and women

• Examples used for practice and illus
tration

The work of the Gender Unit was orga
nized around three principles: First,
successful interventions must involve
changes in classroom behavior as well
as in the official printed curriculum. It
is not enough to revise textbooks;
teacher training is essential. Second, a
long-range process of collaboration
rather than a one-shot intervention is
required to integrate gender sensitivity
into the curriculum. Finally, gender
sensitivity is most fruitfully addressed'
within the larger context of helping
schools better achieve their overall cur-

hinder girls' achievement, regardless of
the content of the intended curriculum.

Teachers often pay more attention to
boys, calling on them and rewarding
them more often than girls.4 Pupils are
often streamed by
gender; girls are
placed in home
economics class
es, and boys in
science classes.
Teachers often
communicate
their belief that girls are less capable of
academic achievement, particularly in
mathematics and science. In short,
teachers may reinforce traditional role
expectations for girls, even if doing so
means that girls learn less of the offi
cial curriculum.

A Process of Increasing Gender
Sensitivity

To increase the gender sensitivity of
the primary school curriculum, the
Ministry of Education and Culture
worked with USAID under the aus
pices of Project GABLE (Girls'
Attainment in Basic Literacy and
Education). One important step was the
establishment of a Gender Unit at
Malawi's curriculum development cen
ter, the Malawi Institute of Education
(MIE).~

.;;',..,
.... -~ ....

,,~ "_<t,- ".;

_J' .

l,-',> .•. ,-

A preliminary analysis of Malawi's pri
mary school curriculum revealed con
siderable gender bias: there were far
fewer images of girls/women than of
boys/men. Females were generally
either absent or portrayed negatively in
paid employment and socio-political
roles. Women were not shown as hav
ing played an important role in
Malawi's history or culture, apart from
their roles as mothers and wives.
Masculine terms were used generically
to describe activities carried out by
both men and women. Men were asso
ciated with mod-
ern technologies,
women with tradi
tional ones. Thus,
a child relying on
the official cur
riculum for a
vision of adult life
would see men as the dominant actors
in society, with women only playing a
subservient, almost hidden role.

larly when instructional materials are a
primary or official source of informa
tion about the outside world. Gender
bias can manifest itself in:

Girls' achievement is also influenced
by the implementation of curriculum.
Review of research, discussions with
teachers and school officials and class
room observation suggest a number of
ways in which classroom practice may

• Links between curricular objectives
and instructional materials

• Words used to describe girls and
women, boys and men, social roles,
activities, and functions

Gender-Biased Classroom
Practices

While it is difficult for schools to
address home and community factors
that reduce girls' attainment,3 several
factors affecting girls' attainment are
under the direct control of the educa
tion system: the presentation of instruc
tional materials; the practices of class
room teachers; and the policies that,
intentionally or not, may have a harsher
impact on girls than on boys.

Increasingly aware of these issues, the
Government of Mala wi decided to
improve the gender sensitivity of its
primary school curriculum. The
Government considers this effort
important, not only because of inequity
but because gender bias works at cross
purposes with Mala wi's curriculum
and national development goals.

In Malawi, as in many countries, girls
have fewer educational opportunities
than boys. The push for universal pri
mary education does not guarantee
gender equity (in terms of access to
schooling or achievement), unless sup
ported by programs, financing and
facilities. I Educating girls is among the
investments most likely to improve
personal and community well-being,
because of social outcomes such as
increased agricultural productivity,

higher rates of eco
nomic growth and
better health.2 Thus,
educating girls is
both a socio-eco
nomic and an equi
ty issue.

Gender bias can be found in the way
girls and women are portrayed in text
books and other instructional materials.
Textbooks play a powerful role in
determining how children understand
themselves in relation to family, com
munity and the larger society, particu-

Portrayal of Girls and Women in
the Curriculum
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ricular objectives rather than simply
targeting the under-achievement of
girls.

The Unit's work is facilitated by the
fact that Malawi is undergoing a com
plete revision of its primary curricu
hun. A lecturer posted at the Malawi
Institute of Education provides pre-ser
vice and in-service teacher training on
gender sensitivity as well as on-going
technical assistance to the various
teacher training colleges, curriculum
writers' workshops and to the Ministry
on issues related to gender within the
primary school curriculum.

As part of this on-going process, work
to date has involved several different
activities:

1) A wide-ranging analysis of ways in
which schools work against girls'
attainment. Discussions with educa
tors and policy-makers throughout
the system

2) Seminars and training sessions to
increase the sensitivity of curricu
lum writers, teachers, school offi
cials, district, regional and national
administrators to ways in which
schools may be preventing girls
from reaching their potential

3) Revision of Standard 3 and 4 text
books and other instructional mate
rials to better
reflect the cur
riculum objec
tives (The work
is coordinated
with the on-
going revision
of the primary school curriculum,
which began several years ago with
Standard 1 and has now reached
Standards 3 and 4.)

4) Training of teachers and school
administrators to see the ways in
which girls are disadvantaged in
.schools

5) Beginning the process of re-examin
ing and reformulating policies to
enhance the education of girls

In coming months the Gender Unit will
elaborate its workplan. Guidelines

developed for cur
riculum writers

~~;it~~t:E;;1~~Iii
veloped to review
all curricular materials and to make
gender analysis a permanent part of the
curricululn review process. .:.

Bettina Moll-Druecker is a consultant on
curriculum and education for Creative
Associates in Washington. Dora
Mwalwenje is Lecturer on Gender Studies
and Curriculum at the Mala wi Institute of
Education, Domasi, Mala wi. Additional
information can be obtainedfrom Creative
Associates, 5301 Wisconsin Avenue~
Suite 700, Washington DC 20015, USA or
from Project ABEL, Academy for
Educational Development, 125523rd
Street NW, Washington DC 20037, USA.

Notes

1 Project ABEL, 1991. Educating Girls:
Strategies to Increase Access,
Persistence, and Achievement.
Washington DC: Academy for
Educational Development.

2 Lawrence Summers, 1992. "The Most
Influential Investment," Scientific
American 267(2).

3 Attainment in school is defined as enroll
ment, persistence and completion.

4 Jean Davison and Martin Kanyuka,
1992. "Factors Affecting the Education
of Girls in Southern Malawi,"
Comparative Education Review 36(4).

Felicity Malewezi, 1988. Some Factors
which Contribute to Girls' Under
achievement and Lower Participation in
Mathematics in Malawian Secondary
School (Thesis). Leeds, United King
dom: University of Leeds.

Drawings are reprinted from
1992 Mala wi Primary School
Leaving Certificate Exami
nation, courtesy of The Malawi
National Examinations Board.

It is interesting that only men are
shown farming. In fact, most of
Mala wi's agricultural work is
carried out by women.
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I
An Argument for First Language Instruction in the
Formative Years of Primary School: The Case of Mali
by John Hutchison

Mali, like a number of countries, is in
the curious position of providing edu- .
cation in a language that none of its c~t

izens speak as a first language. Except
for a few experimental schools in
which the first several years of instruc
tion are provided in one of the national
(local) languages, all schooling in Mali
begins and ends in French. French per
sists as the official language and the
language of instruction almost 30 years
after independence for three primary
reasons; French is politically neutral,
that is, not identified with a particular
ethnic group. French is an international
language, and thus provides access to
international commerce and communi
cation. Finally, French plays a power
fully symbolic role as the language of
the educated elite.

The government recognizes, to a cer
tain extent, the high personal and peda
gogical cost of this language policy.
The high dropout rate of roughly thirty
percent is attributed largely to the inap
propriate use of French-medium
instruction in a curriculum largely
unadapted to Malian needs. Yet French
is maintained as the exclusive language
of instruction largely out of the fear
that children who spend time studying
in their native languages will be disad- ,
vantaged in learning French. The rea
soning goes as follows: if children do
not learn as much French as we would
like now, when all instruction is carried
out in French, how much less would
they learn if French-language instruc
tion were postponed until later?

Cognitive Development and
Language of Instruction

This fear, however, is not supported by
research; in fact, the opposite appears
to be true (Cummins, 1985). The child
who goes through a fairly lengthy peri
od with the first language as the medi
um of instruction, completing his or her
normal academic and cognitive devel-

opment in that language, will have
much greater facility when slhe reaches
the moment of taking on the foreign
language. In the long run, this child
will have a proficiency level with
accompanying skills far more devel
oped in both languages due to the
longer exposure to learning in hislher
first language.

Depending on the extent of cognitive
development in the child's first lan
guage, it appears that instruction in a
foreign language can have either a posi-

The child who goes
through a fairly lengthy

period with the first

language as the

medium of instruction,

completing his or her

normal academic and

cognitive development

in that language, will

have much gl"eater

facility when s/he
reaches the moment of

taking on the foreign

language.

tive or a negative effect on the child's
subsequent academic development
(Cummins, 1979). Before a certain
threshold of cognitive development in
the child's native language, intensive
use of a foreign language to teach acad
emic skills appears to retard develop-

ment in both native and foreign lan
guages. At this point the effects of bilin
gualism are negative and subtractive.

After this threshold, however, instruc
tion using a foreign language appears to
have neither ill effects nor any particu
lar benefit. Moreover, with continued
development in the native language, the
child passes a second threshold, beyond
which instruction in a foreign language
appears to intensify academic and cog
nitive growth in both languages, thus
resulting in what has been termed
"additive bilingualism."

Types of Cognitive Skills

To make progress toward real literacy,
the child needs to acquire at least two
types of cognitive-linguistic skills. The
first skills have been called basic inter
personal communication skills, the
communication skills required for
everyday life. The child acquires these
skills naturally as a part of the normal
process of maturation. The second type
of skill is more abstract: the ability to
function in decontextualized linguistic
situations, as in academic settings. This
second set of skills does not develop
naturally but must be taught, though the
teaching does not necessarily need to
occur at school. For ease of reference,
these skills might be called academic
skills.

Basic interpersonal communication
skills are acquired much earlier than
academic skills. A child may be fluent
in a second language in terms of inter
personal communication skills but lack
any real competency in academic skills.
However, the development of academic
skills in the native language is what is
necessary for optimal transfer to a for
eign language and what is blocked by
the imposition too soon of instruction
in a foreign language.

Critical to the development of academ
ic skills is the extent of support and
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reinforcement in the environment. The
ideal learning environment is rich in
linguistic stimuli, both verbal and tex
tual. Parents in such an environment
support the work of the school, are able
and willing to help their children learn.
Positive learning environments provide
a coherency across children's school,
home and community lives. When one
or more of these elements is missing,
children's academic growth suffers,
and the time needed to build a sound
cognitive foundation in the first lan
guage increases.

Language and Learning in Mali

In the Malian context, these conditions
interact to produce a very difficult
learning environment. Before begin
ning school, children are exposed to
very few academic stimuli in any lan
guage. On entering school, children
must make the difficult adjustment to
school and begin the process of acquir
ing academic skills in a foreign lan
guage while simultaneously learning
the foreign language. There is little in
the environment that supports what
children do at school. Most parents are
unable to speak, much less read and
write, French. Children's work at
school does little to develop the child's
cognitive skills in his or her native lan
guage. Children's lives at home do lit
tle to reinforce schoolwork. It is diffi
cult to imagine conditions less con
ducive to learning.

To address these problems, the
Government established a number of
experimental schools where national
languages were used to provide instruc
tion for the first several years of prima
ry school. The use of native languages
provided children in the experimental
schools with more favorable learning
conditions. However, after several
years of instruction in the child's native
language, instruction was suddenly
switched to French, in a transition
many children and teachers found diffi
cult. Children were still not given suffi
cient instructional time in their native
languages to develop the cognitive
skills necessary for a smooth transfer to
the foreign language. As a result, many

children were unable to acquire ade
quate literacy skills in either their
native language or in French. The cog
nitive needs of children continued to
play little role in guiding curricular
decisions.

In addition, the rest of the school sys
tem remained unchanged. The curricu
lum used in the experimental schools,
for example, was not developed for
native language instruction but was
merely translated from the French.
Students were evaluated in French, and
as a consequence, teachers began to
introduce French earlier than intended.
The introduction of native language
instruction in the experimental schools
had relatively little impact.

To provide Malian children with the
most effective education requires a
willingness to orient the entire curricu
lum around the actual learning needs
and conditions of Malian children.

Children who begin school in a national
language will not lose the opportunity
to learn French if they first learn how to

. learn in the language they know. .:.

John Hutchison is Associate Professor of
African Languages and Linguistics at
Boston University. For more infonnation on
this subject contact him at African Studies
Center, Boston University, 270 Bay State
Road, Boston, MA 02215, USA.

References
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Interdependence and the Educational
Development of Bilingual Children,"
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James Cummins, 1985. "The Construct of
Language Proficiency in Bilingual
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I
Local Cultures and the Curriculum: Three Successful
Experiments
adapted from material supplied by Cultural Survival

In Nepal and India this balance was
difficult as the national curriculum left
little room for integration of minority
studies. Elders voiced concern about
their children's preferences for watch
ing movies over learning traditional
dances and listening to old stories. The
children were struggling to define their
Tibetan identity as refugees in another
country.

formulate the curriculum have also
been reluctant to take suggestions from
the classroom teachers. The project has
suffered from inflation, a lack of finan
cial support from the Ministry of
Education and an over-dependence on
foreign assistance.

But overall Radio Educacion has been
a success. The use of radio means that
children can now attend school near
their homes. Instruction in the Shuar
language has permitted communities to
become more involved in schools.
Instruction in Spanish better equips
children to make their way in main
stream Ecuadorian society.

Tibetan Oral History Project

The Intercultural Oral History Project's
(lCOHP) Tibetan Component is an
independent educational program
aimed at helping children of Tibetan
exiles practice English through learn
ing more about Tibetan history and cul
ture.g

~ The preservation of Tibetan culture
.~ became particularly important after the
~ Chinese occupation of Tibet in the late
~ 1940s, when many Tibetans left their

. country to live mainly in India (where
they formed a government-in-exile in
1959) and Nepal. One of the exile gov
ernment's priorities was to organize an
education system to retain the people's
ethnic and cultural identity. The resul-
tant curriculum reflected an attempt to
balance Tibetan studies with subjects
required by their new surroundings.

A summer program was set up to train
and certify Shuar community members
as teachers. Their role was to help stu
dents interpret what the master teacher
said on the radio, correct students'
homework and monitor students'
progress. Motivation was high, and the
community became very involved in
the education of its children.

both radio and teacher-led activities.
After completion of radio broadcasts,
students were given supplementary
workbook assignments to' reinforce
what they had studied.

There have been problems, such as the
lack of uniformity in instruction on the
part of teachers. Master teachers who

equipped with radios and staffed with
teachers from the community.

By 1973,63 community centers had set
up radio schools. By 1985 there were
138 such schools, and some 3,500 chil
dren were attending school on a regular
basis. All courses - mathematics, nat
ural and social sciences, physical edu
cation, health and nutrition, aesthetics
and practical work - were taught
using a bilingual-bicultural curriculum.
Students and teachers were provided
with workbooks. Lessons consisted of

Education is generally used to build a
country's national identity. How, then,
do countries deal with ethnic groups
who may feel alienated from such an
identity? How can education systems
respond to apathy and alienation felt by
students of such groups?

The following three experiments in
Ecuador, Nepal and Mexico demon
strate how use of local culture in
instruction can promote literacy in both
native and second languages. Through
a bicultural approach, marginalized
groups may be able to find a place
within larger cultures.

Shuar Radio Education Project

In Ecuador 40% of the total population
is Indian, a people colonized by the
Spanish in the 1500s and later educat
ed by Catholic monks. Missions and
boarding schools were erected in the
upper Amazon basin of Ecuador only
in the late 1800s. Here, the area's
Shuar Indians were taught in Spanish
rather than the vernacular, and were
persuaded to raise cattle rather than
farm. Their mode of life changed for
ever. Children had to travel long dis
tances to attend school. By the mid
1950s apathy, alienation and school
dropouts were the norm. Only a small
proportion of children completed pri
mary school.

In the mid-1960s, however, the Shuar
people came together to form the Shuar
Federation. One of the aims of this fed
eration was to eradicate illiteracy and
promote Shuar culture as an integral
part of the larger Ecuadorian culture.
To this end, Programa Radio Educa
cion was formed. Missionaries worked
with community leaders to set up
workshops to train Shuar people as
teachers in both the vernacular lan
guage and Spanish. Boarding schools
were phased out, and children began
attending school at community centers

8 I Feb. 1993 I Forum For Advancing Basic Education and Literacy



Information on the three projects was sup
plied by Cultural Survival, a nonprOfit
organization that helps indigenous peoples
and ethnic minorities design and implement
programs to improve the lives of their peo
ples. Cultural Survival is based at 215 First
Street, Cambridge, MA 02142, USA.

Directors of the US-based Indigenous
Imagination Project have described the
Mayan school as profoundly important
in terms of both educating the indige
nous people and preserving their cultur
al traditions. After a visit to the school,
the directors wrote:

"Not only has this project proven
the reality of achieving literacy
through the original language of
the learner but it has pointed out
the necessity of sustaining the
practices and beliefs of the origi
nal culture as well."

In three and a half years the
Cooperative awarded just short of
1,000 diplomas to Tzotzil men, women
and children who are now able to read
and write in their mother tongue. And,
for the first time in the region, Indian
teachers were awarded diplomas in the
state school system.

The school, they felt, could serve as a
model for what could happen when a .
community, concerned with preserving
its traditions, used the original language
of its people as a major force in teach
ing the skills of reading and writing.

Like the Shuar Radio project, the pro
ject's main challenges are to become
financially self-sustaining (it now relies
primarily on foreign donations for sup
port), to improve teacher-training and
overall administration. .:.

tors. Each manual had 60 pages of
lessons in Tzotzil, a basic Tzotzil
alphabet, pronunciation guides, some
Spanish translations, question and
answer sheets, prayers, numbers and
verb conjugations. Bimonthly in-house
progress reports showed improvements
for each group of students. Monthly

!1l meetings were held to evaluate the pro
t gram and encourage participants to take
~ full advantage of the course.
~
~

~

~

Cooperative writers have worked
through local theater, writing and radio
to educate the people on their cultural
heritage and reinforce their Mayan
identity. Cooperative writers have won
prizes for their pieces, and the
Cooperative's Monkey Business
Theater is the only Mexican Indian the
ater that creates plays using its own
cultural material.

One outcome of the resultant upsurge
in interest in Mayan culture has been
Sna Jtz'ibajom's larger educational
effort, La Escuela Maya (The Mayan
School), which began' in February
1987. Tzotzil reading and writing class
es were held for two two-hour sessions
every week, the course lasting six
months. Courses were taught through a
manual produced by the school's direc-

class (language, history, etc.), accord
ing to the structure of the specific
school, and was designed to be sustain
able and independent, using only mate
rial and people already in place in local
communities and schools.

Mayan Writers' Cooperative

In Mexico, as in Ecuador, the native
population and culture suffered under
both Spanish colonization and
Mexico's modern development. Sna
Jtz'ibajom, the House of the Writer, a
Mayan Indian cultural cooperative
working with the Tzotzil and Tzeltal
Mayan peoples of southern Mexico, has
worked for the past decade to redress
this situation.

In the project's developmental stage,
several United States-based organiza
tions served as resources/advisors and
developed the project in collaboration
with Tibetan leaders, educators and
community members. The project is
now run entirely by Tibetans. The pro
gram has proven flexible enough to be
used as an activity club or part of a

The Project addressed this situation by
establishing a pilot education project in
two Tibetan settlements in Nepal. The
project involved children practicing
English (as a foreign language) and
Tibetan through collecting, recording
and illustrating elders' oral histories.
This pilot project, involving 55 Class
Four and Five (middle and high-school
age) students, was successfully imple
mented over a three-month period. For
the first two months students worked in
Tibetan, Nepali and English to write
autobiographies and biographies, retell
Tibetan folktales, conduct home inter
views and create a newsletter. Each
school produced a compilation of this
work in Tibetan and English, which
functioned as both historical record and
culturally relevant educational material.

Community members were enthusiastic
about the program. Educators were
pleased with the children's improve
ment in English and Tibetan as well as
with the general educational value of
the program. Parents enjoyed the work
and noted that children asked questions
about Tibet at home. Elders were
pleased to share their knowledge with a
younger generation and have it valued.
Students asked to continue work on
their projects. Educators, community
organizers and exile government
administrators requested that the pro
gram be continued and extended to
other schools.

In the project's second phase the pro
gram was extended to new sites.
Project coordinators wrote a teachers
guide to introduce new teachers to the
program. They also worked with school
administration, teachers and communi
ty members to adapt the program to the
specific needs and interests of specific
communities.
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Reaching the Last Fourteen: A Basic Curriculum for Rural
Families in Nepal
by John Comings

Despite efforts on the part of Nepal's
Ministry of Education to increase
access to primary schooling, many chil
dren remain out of school. In some
cases, this is because villages lack
schools. In other cases children are
unwilling or unable to attend formal
schools, even when there are facilities
nearby. Even when children are
enrolled in school, many of their par
ents remain illiterate.

Participants build reading and writing
skills by working with text presented in

a comic book format which
maintains the learners' interest.
Math skills are developed
sequentially, starting with
counting and tallying objects
and ending with addition, sub
traction, multiplication and
division. The lessons relate
directly to participants' daily
lives and provide opportunities

g> for information and discussion
~ about topics such as health,
~ conservation, family planning,
Cl agriculture and girls' education.

Thus, participants are intro
duced to development issues as
part of the process of acquiring
literacy and numeracy.

to the keywords are presented both in
the books and on large posters used by
the teacher. These keywords form the
basis for learning syllables which are
then recombined to form new words.
The academic level of the materials
approximates the first three years of
formal primary school.

by the Ministry of Education with tech
nical assistance from World Education
(a Boston-based nonprofit organiza
tion) and financial assistance from
USAID. Learning materials consist of
four 96-page books (Naya Goreto 1, 2,
3, and 4). Based on Paulo Freire's key
word approach, the books introduce
new words that are relevant and impor
tant to learners' lives. Drawings that
depict a village situation corresponding

An important component of
the instructional strategy is
helping participants learn from
one another. Active learning is
designed into each course.
Instead of simply memorizing
syllables and reading in uni
son, pupils study in both small
and large groups, engage in
peer teaching, play reading
and writing games, and discuss
issues represented by key
words and posters. Through
these activities, learners devel
op critical thinking and prob

! lem-solving skills.
.cg

~ Expansion
~

i .As the adult program became
~ established, a number of out-
'"L.....;.... -----'~ of-school children accompa-

Each program provides
approximately 300 hours of
instruction over the course of a
year with a focus on reading,
writing, mathematics and life
skills. The children's curricu
lum grew out of the adult pro
gram, and similarities in mate
rials, teacher training and
implementation have led to a
synergy that makes each cur
riculum more successful and
efficient in combination than it
would be alone.

Two innovative and closely
linked nonformal education
(NFE) programs have reached
many of these· families by tar
geting both adults and children
for basic education. Run by
Nepal's Ministry of Education
and a number of NGOs, the
nonformal programs have
shown that out-of-school chil
dren and their parents are
capable and eager learners
when education programs are
tailored to their schedules and
learning styles and when the
learning needs of families are
considered.

Targeting Both Adults
and Children

Instructional Strategies

The adult curriculum was
developed in the early 1980s
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with 8 to 10 years of schooling.
The example set by these female
teachers helps motivate parents to
send their daughters to school. In
addition, the importance of girls'
schooling is discussed directly in
the adult materials, further
encouraging parents to educate
their daughters.

John Comings is Vice President of
World Education. Additional informa

~ tion about these programs can be
~ obtainedfrom World Education, 210
~ Lincoln Street, Boston, MA 02111,
~ USA.

Evaluations of both programs by
UNICEF and other organizations
have found that at least 50% of
participants acquire and retain lit
eracy over a period of years.
Though less than optimal, this
level of efficiency compares
favorably with that of the formal
school system, and the nonformal
programs are much cheaper. Even

~ so, the nonformal system is
~ expected to fade away once the
i formal school system is able to
t:l

provide all children with a basic
education. The Ministry of
Education in Nepal has as its pri
mary goal the provision of basic
education for all children. The
nonformal program is an
acknowledgement that the formal
system cannot serve all children at
this time. .:.

~~
~ftiSll'l
>firU ~.

'l'1Pf 'I'll"!
~ fum;;;

m-"lT m:'lFr

g>
~ Another important component is
~ the link between nonformal and
~
t:l formal systems. Primary school

headmasters allow graduates of
the nonformal child program to
enter school above first grade.
Many children from the nonfor
mal classes move into formal
schools at grade 2, 3 or 4. This

_ brings children into the primary
I school system at higher grades
~ where classes are smaller.
~ Moreover, children coming from
! the nonformal program have
i experienced success in learning

'------'--------------------' and are thus more likely to remain

in school.

nied their parents to "school."
Parents requested that a similar
educational program be provided
for their children, and the
Ministry of Education responded.
An NGO (Action Aid) adapted
the adult nonformal model to
serve children's needs and pro
duced two volumes of materials
(Naulo Bihana 1 and 2) of 135
pages each.

In addition to classes supported by
the Ministry of Education, a num
ber of other institutions have
adopted the Ministry program for
their own use. Most NGOs in
Nepal, both foreign (Save the
Children, Action Aid, and Foster
Parents Plan, for example) and
local (Nepal NFE Service Center
and the Nepal Women's Asso
ciation, etc.) use the Ministry
materials. Donor agencies such as
UNICEF, Asian Development
Bank and CIDA have included the
NFE program as part of their
development projects.

The parallel use of the two pro
grams has led to a number of pos
itive outcomes. Together the two
programs educate the entire fami
ly. The results are not only higher
levels of basic literacy but also
changes in attitudes, knowledge
and behavior in areas important to
family health and welfare. Since
parents and children study a simi
lar curriculum, they are able to
help each other and practice
together. Because the classes run
at different times of day, a single
teacher can teach both. This per
mits a higher salary for each
teacher and lower overall training
costs.

One particularly important aspect
of the nonformal program is the
emphasis on girls' education.
Girls do not enroll in the formal
school system as frequently as
boys, nor do girls persist as long.
The nonformal program attacks
this problem in several ways.
Teachers are typically women
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I
Teacher Training and Curriculum Reform in Venezuela
by Eleonora Villegas-Reimers

Reform cannot work unless there is a match

between what teachers are trained to do and what
is expected of them in the classroom.

In 1980, Venezuela introduced a
sweeping reform of its primary school
system. Twelve years later, a study of
student achievement test scores found
that the reforms had little impact on
student mastery of the curriculum. A
World Bank study identified the failure
to provide teachers with training to
meet the demands of the new curricu
lum as a critical factor in the reform's
lack of success.

Too Few Trained Teachers to
Implement the Reform

Under the curriculum reform, compul
sory primary education was expanded
by three years to cover grades 1 to 9
and was renamed' Basic Education.
Prior to the reform, primary school
consisted of six years of an "integrated"
curriculum, in which a single teacher
taught all subjects each year to a given
class of children. With reform, this sys
tem was replaced by three years of the
integrated curriculum, three years of
somewhat more specialized instruction
(social studies, language arts, etc.), fol
lowed by three years of instruction in
specific subjects (Spanish, mathemat
ics, biology, etc.).

The system lacked enough teachers
trained in the appropriate specialties to
carry out the reform. To make matters
worse, the teacher-training curriculum
remained unchanged and failed to train
teachers for the more specialized

instruction required by the cur
riculum. As a result, many teach
ers taught subjects or grades for
which they had received no train
ing. There was no systematic
effort to match supply of teachers
with demand.

Poor Match between Teacher
Training and Curriculum
Goals

l1

~ The official revised basic educa
~ tion curriculum stated that each

teacher should know and under-
stand the subject matter(s), the

developmental level of his/her students,
and the pedagogy necessary to make
teaching an effective and positiv~ factor
in the learning process. Unfortunately,
these objectives were incompletely
manifested in the teacher training pro
gram. Teacher trainees were offered
only one semester of developmental
psychology, and only a few courses in
teaching methods and strategies. During
teaching practica, student teachers spent
very little time actually teaching.
Instead, they spent most of their time in
schools observing and/or learning
administrative procedures.

Upgrading Requirements Made
No Allowance for Existing
Teachers

Prior to the reform, an individual could
qualify as a primary level teacher with a
high school diploma and one year of
training. With the reform, teachers were
required to obtain university degrees.
The many practicing teachers who did
not have a university teaching degree
were given a certain number of years to

acquire one. However, there was no
recognition of the years of teaching
experience acquired by existing teach
ers and no special means for experi
enced teachers to upgrade their qualifi
cations. They had to register 'in higher
education institutions alongside students
who had just finished secondary school.

Poor Incentives for Potential
Teachers

Teaching has traditionally been a low
status, poorly paid profession in
Venezuela. The requirement of a uni
versity degree for teacher certification
with little increment to pay and no
increase in status simply decreased the
number of people who decided to enter
teaching.

The Venezuelan experience makes
clear that curriculum reform cannot
work unless there is a match between
what teachers are trained to do and
what is expected of them in the class
room. The failure of curriculum reform
to improve academic achievement in
Venezuela's schools illustrates the
importance of viewing education as a
system in which all components must
be considered when changing goals,
inputs and processes. .:.

Eleonora Villegas-Reimers is Assistant
Professor ofEducation at Wheelock
College, Boston. Material for this article
was takenfrom E Villegas-Reimers, (1992).
An Assessment of Teacher Education in
Venezuela, preparedfor the World Bank.
For further information, write to Eleonora
Villegas-Reimers, Wheelock College, 2000
The Riverway, Boston, MA 02115, USA.
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I
Survival Skills and the Primary School Curriculum
by Frank Dall

Since the 1990 Education For All con
ference in Jomtien-, Thailand, countries
in Africa, Latin America, Asia and the
Mideast are paying growing attention to
the notion of a survival skills curriculum
(SSC). Persistently high rates of school
repetition and drop-out attest to the need
for educators everywhere to ask funda
mental questions about the relevance of
what is being taught and learned in
school. Is it sufficient to address the
"quality" of basic eduction without also
taking a more focussed look at the con
tent of what is being taught?

Today, professional educators, senior
managers, policy makers and teachers
around the world are discussing how to
make what is being learned both in and
out of school more relevant to the
needs of their rapidly changing soci
eties. At a recent conference in
Damascus, for example, UNICEF and
educators from 15 Arab countries con
cluded that for schooling to have a real
social impact on the region, there was a
need to change children's attitudes
toward conflict and peace. In a· similar
conference in Ecuador, a case was
made for reforming basic education in
line with indigenous environmental
values and practices toward the land
and water, community cooperation and
attitudes towards work.

If we accept the need to create a cur
riculum which reflects a more pragmat
ic "survival skills" content, some key
issues have to be addressed:

1. What constitutes basic survival
skills? Are there common elements
that can be applied across cultures?
Who should take the lead in promot
ing survival skills curricula?

2. At what level can children begin to
benefit from this kind of curricu
lum? What can and should be
included in such a curriculum?

3. How can parents and the community
participate in this education reform

process? Can illiterate parents con
tribute?

4. What is the cost of a survival skills
curriculum and who will pay the
bill?

An informed consensus seems to favor
a curriculum with a core of five essen
tial elements.

The first element
would be environ
mental skills. Chil
dren need to be made
aware of the effect of
human populations
on land, air and
water. Children need
to make connections
between what is hap
pening in their own
national environ
ments, their commu
nities and their own
homes.

A second element 0
i1:

would be health
skills, in which chil-
dren would learn the connections
between personal habits and health,
drawing on what happens in the home.
All core elements of basic general sci
ence would be taught in a relevant way,
linked to everyday examples. Parental
and community involvement would be
an important motivating ingredient.
Where possible, parents should be
allowed to learn with their children.

Family life skills would be the third
element, making clear the link between
a stable family unit and the personal
contribution of each family member.
Th~ building of girls' self-esteem with
in the home and school would be a
principal task of this component. The
responsibility of governments and soci
ety to support healthy families would'
also be emphasized.

Peace skills would involve extending
the notion of peace into classroom

learning. Religious, ethical and other
moral values from the world's great
religions would be used to develop in
each child a sense that s/he plays an
essential role in creating global peace.
Learning tolerance, patience and the
need to understand different viewpoints
are important steps toward peace. The
concept of peace would be made con-

crete through classroom drama and
carefully selected stories from chil
dren's immediate cultural environment.

The final element would be job cre
ation skills. Such skills would help
young people identify opportunities for
self-created employment in private and
informal sectors and inculcate entrepre
neurial skills and positive attitudes
toward work. These skills would
include learning how to bring together
existing resources to meet local needs
and how to obtain financial help from
cooperatives, credit unions and small
lending banks. .:.

Frank Dall is Senior Advisor in Basic
Education at UNICEF, 3 United Nations
Plaza, New York, NY 10017, USA.
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Using Examinations to Improve Pedagogy in Kenya
Anthony Somerset

External selection examinations are a
central feature of most education sys
tems. Such examinations are used mainly
to restrict the flow of students into the
more advanced levels of education, so
that costs can be contained without
unduly sacrificing quality. Selection
examinations tend to be most strongly
entrenched in countries where the nation
al income is low, but where the social
demand for education is high. In such
countries, there may be as· many as three
selection hurdles, with the fITst coming at
the end of the primary cycle.

Examinations in Kenya

Educational provision in Kenya has
expanded massively since Independence.
Despite this, pressure on· secondary and
university places remains intense
because higher-level educational qualifi
cations govern access to well-paying
jobs in the modern economy. Govern
ment is quite unable to meet the demand,
even though more than one-fifth of the
annual budget is devoted to education.

Competitive examinations are seen as
the fairest and most efficient way of
allocating the available places. The first
examination, the Kenya Certificate of
Primary Education (KCPE), comes at
the end of Grade 8. Competition is
severe: only about one-:-fifth of the can
didates qualify for a place at a govern
ment-maintained secondary school.

Examination Backwash

When the stakes involved in passing or fail
ing a selection exmnination m·e high, the
examination exerts powerful backwash
effects on the work of the schools. During
the run-up Period (which can last two years
or even longer), the character and quality of
teaching and learning is determined not so
much by the official curriculum as by the
questions asked in recent examination
papers. Candidates spend a great deal of
time answering questions from these exam
inations, and teachers model their own tests
and examinations on the same questions.

The Kenya Examination Reform
Program

The Kenya examination reform· pro
gram came into being because at the
tilne these backwash effects were
almost entirely negative. Visits to pri
mary schools showed that examination
candidates were engaged almost entire
ly in memorization and recall.
Commercially-published examination
guides containing the answers to all
previous questions were to be seen on
teachers' and pupils' desks far more
frequently than the official textbooks.
In most schools, continuous prose writ
ing was being neglected, as were activi
ties involving observation, experimen
tation and problem-solving.

Given the format and content of exami
nation papers being set at the time, this
response was hardly surprising. All ques
tions were multiple choice, so there was
little incentive for teachers to develop
prose writing skills. Students needed
only to be able to identify the correct
mlswer from a list of alternative options.

Except in mathematics, the questions
tested little more than the candidates'
ability to~ recall factual material.
Moreover, the facts that were tested were
mainly isolated fragments, the building
blocks of knowledge rather than knowl
edge itself. In history and geography, the
focus was on names, dates and places; in
science, on definitions of technical
terms; in English, on spelling, punctua
tion, grammar and syntax. The following
examples are taken from a pre-reform
science examination pap~r:

Questions testing higher-order skills 
"thinking" skills rather than "remem
bering" skills - were almost entirely
absent from the papers. There were, for
example, few questions which required
students to apply remembered knowl
edge to new situations.

Strategies and Goals for
Examination Reform

Two general strategies were employed
for the reform program. First, changes
were made to the format and content of
the papers, so that the examination
became a stimulus to better pedagogy,
rather than a barrier to it. Second,
results from the examination were fed
back to the schools and to other impor
tant stakeholders. Feedback was of two
main kinds: incentive feedback, which
consisted of lists of mean scores for
schools and districts; and diagnostic
feedback, in the form of an examina
tion newsletter which identified con
cepts and skills causing candidates par
ticular difficulties, diagnosed the rea
sons for those difficulties and suggest
ed ways problems might be overcome.

These two strategies were directed
toward five main goals, two of which
pertain to the function of the examina
tion as a selection instrument and three
to its educational effects.

Allocational goals. It was hoped that the
form mld.content chmlges would improve
the effectiveness of the examination, so
that it identified with greater accuracy the
pupils most likely to benefit from sec
ondary education. Similarly, it was hoped
the changes would help improve equity,
by reducing or if possible elhninating
biases in the questions which favored
some groups over others - urban pupils
over rural pupils, for example; boys over
girls; the better-off over the poor.

Educational goals. The. introduction of
the feedback system would, it was hoped,
contribute to an improvement in the
overall quality of primary education and
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similarly to a reduction of quality dif
ferences among schools and districts.
Both the feedback system and the content
changes would, it was hoped, improve
the relevance of primary education, both
for those accepted into secondary schools
and for the majority who would not con
tinue schooling.

Changes in the Format and Content
of the Examination Papers

In planning changes, the central guiding
principle was that questions should
require pupils to. think about what they
knew and to restructure it in some way
rather than ~imply to reproduce it in
unchanged form. The main changes can
be summarized as follows:

1. Introduction of an extended-response
paper. The negative effects of using only
multiple-choice items were clearly unac
ceptable, so the introduction of an extend
ed-response paper was an early priority. In

c most 'years, the paper consisted of a single
compulsory essay question, chosen to
allow scope for the display of imagination
and creativity as well as accuracy. The
essays were graded by teams consisting
mainly of primary teachers. These teachers
were trained in the recognition of prose
writing skills before the grading exercise
started, using "live" scripts. Informal evi
dence indicates that their own pedagogy
benefitted considerably as a result.
Because of [mancial and time constraints, .
it was not possible to extend free-response
questioning to other subjects.

2. Emphasis on thinking skills. Over a
period of several years, questions
requiring problem solving or decision
making were introduced in all subjects.
In some cases, these questions could be
answered through the application of
existing knowledge to a new context:

In other cases, new information had to
be assimilated first:

3. Knowledge-based questions. Despite
the emphasis on thinking skills, a substan
tial proportion of the questions in the
reformed examination remained essential- .
ly knowledge-based. But three closely
related changes were made in the ways
kno.wledge was tested. First, questions
were focussed on knowledge structures
rather than on specific facts. An emphasis
was placed on understanding causes, rea
sons, consequences and general ideas.
Second, a high proportion of questions
were experience-based. Such questions
drew on knowledge that pupils could
acquire for themselves, using resources in
the local environment. Finally, many
questions tested knowledge that could be
applied away from school in improving
the quality of daily life. Particular atten
tion was paid to knowledge which might
help low-income families, in both rural
and urban areas, use· their limited
resources more effectively.

Results of Examination Reform

Initially, the better-managed districts and
schools were quicker to respond to the
introduction of the information feedback
system, so Performance gaps widened con
siderably. In the top-scoring districts, teach
ers' advisors and supervisors ran work
shops to explain to teachers how they could
equip their pupils to meet the new cognitive
demands the examination was now making.
They singled out schools with particularly
poor results for special attention.

In the fourth year after the introduction of
information feedback, however, there
was a remarkable change. Almost with
out exception, the lagging districts began
to respond. By the fifth year, the overall
variation in performance among districts
was less than it had been in year 1, as was
the gap between urban and rural districts.

For the first two years of information
feedback, district and school perfor
mance lists were circulated only within
the Ministry of Education. The third set
of results, however, were made general
ly available and immediately received
wide publicity in the press and over the
radio. Low-scoring districts and schools
came under considerable scrutiny.
According to press reports, public meet
ings were held in at least ten districts to'
discuss poor examination performance
and the reasons for it. Almost certainly,
this increased public awareness was
mainly responsible for the improved
results in the weakest districts.

Subsequent to the reform, Kenya adopt
ed a new simplified educational struc
ture. The primary cycle was extended by
one year and a new primary leaving
examination developed. Much broader
in scope than its predecessor, this exam
ination includes· two papers in Kiswahili
and a practical project. .:.

Anthony Somerset works with the Institute of
Development Studies, University ofSussex, Sussex,
UK Issues outlined here are described in:
Examinations Reform: The Kenya Experience
(World Bank, 1983) and H Examinations as an
Instrument to Improve Pedagogy" in Stephen
Heyneman and Ingemar Fiigerlind, eds,
University Examinations and Standardized
Testing: Principles, Experience, and Policy
Options (World Bank, 1988).
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I
Teacher Supervision an.d the Implementation of Curricululn
by Robert Prouty, Thomas Eiseman and John Schwille

Recent research in one Asian and two
African countries suggests that increas
ing principals' supervision of class
room teachers is an inexpensive way to
improve the effectiveness of the imple
mented curriculum at both primary and
secondary levels.

BRIDGES' research in Burundi high
lighted the strong impact of supervision
of teachers on pupil learning. Primary
school students whose teachers were
visited more frequently by principals
demonstrated better knowledge of lan
guage, math and science and were more
likely to pass secondary school
entrance ,examinations. BRIDGES
research in Thailand similarly conclud
ed that students learn more when
school principals conduct regular
supervision of instruction. No increase
in learning was associated with super
vision carried out by external inspec
tors. The Burundi principals were
responding to a government mandate,
and many of their visits were rather
perfunctory in nature. Yet even so,
teacher supervision provided more pos
itive impact, at less cost, than virtually
any other factor we could find or mea
sure.

Teacher Supervision and
Instructional Leadership

An earlier study in Zaire had suggested
similar conclusions for the secondary
school level, though, unlike Burundi,
the Zairian principals visited teachers
on their own initiative. Principals in
Zaire who placed more emphasis on
teacher supervision were more likely to
attend to other instructional issues.
There was a strong positive correlation,
for instance, in the number of textbooks
in the schools (local schools had con
trol over procurement of textbooks) and
the frequency of classroom visits for
instructional supervision.

Similarly, in Burundi, principals who
supervised classes more frequently
tended to explore creative alternatives

to Ministry policies at the school level.
In spite of prescriptive Ministry poli
cies, for example, we found numerous
examples of school level autonomy,
where teachers had been allowed or
encouraged by principals to concentrate
on certain subjects, such as French or
mathematics, to the detriment of other
subjects such as agriculture or home
economics which were deemed less
critical to the school's academic mis-
~~ ~

i
We still do not know whether the prin- ~

cipals involved were more responsive ::l:

to such instructional issues because
they supervised teachers more frequent
ly, or whether they supervised teachers
more frequently because they were
generally more sensitive to instruction
al concerns. We do know that for all
three countries, the frequency of super
vision increased when there was a
broad emphasis on instructional goals
within the school.

To be effective, teacher supervision
must be a school-level responsibility.
Studies in developing countries have
consistently found that regional and
district-level inspectors are just not able
to visit teachers often enough or with a
consistent enough follow-up to make a
measurable difference. Raudenbush et
al (1991) concluded that external super
vision had no effect whatever for the
schools they studied in Thailand. Yet in
many developing countries, external
school inspectors continue to be
responsible for classroom supervision.

Our research has led us to draw the fol
lowing guidelines for policy makers:

1. To be effective, teacher supervision
should be frequent and part of a
broad emphasis on instructional
goals at the school. It should be
linked with other school initiatives
such as demonstration teaching and
inservice training of teachers.

2. The provision of instructional inputs
should be linked to teacher supervi-

sion where possible. In Zaire, for
example, mathematics textbooks had
an impact on learning when there
were frequent classroom visits by the
principal.

3. Teacher supervision should be an
explicit part of the principal's man
date, for which time is provided. It
should be part of whatever system of
reward or promotion is adopted.

4. Teacher supervision appears to be
beneficial whether initiated by prin
cipals themselves or mandated by
external authorities.

5. External supervision was not found
to have an impact on student learn
ing. District level personnel, it
seems, should be encouraged to pro
vide principals' rather than classroom
teachers with direct support. .:.

Robert Prouty is Education Specialist in the
Occidental and Africa Department ofthe
World Bank. Thomas Eisemon is Professor
ofEducation at McGill University,
Montreal. John Schwille is Professor of
Education at Michigan State University,
East Lansing, Michigan.
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Innovators in Education

Dr. Kowit Vorapipatana, Permanent
Secretary in the Ministry of Education
in Thailand, is knownfor his innovative
work in both formal and nonformal
educational curricula. Dr. Kowit first
formed his philosophy of education
while at the University of Utah. He fur
ther developed and implemented his
ideas as Director-General of Non
formal Education, Director-General
of Secondary Education, Deputy
Director-General of Educational
Techniques and Director-General of
Secondary Education.

Two of Dr. Kowit's most out
standing concepts have been
that of "khit pen, " a prac
tical/philosophical approach to
functional literacy whose tenets
are drawn directly from
Buddhist thinking; and a practi
cal approach to secondary edu
cation whose aims include eas
ing the transition from school
to workplace while transform
ing Thailand's considerable
student population into a pro
ductive workforce.

Dr. Kowit discussed his ideas on the
role of education and curricula with
The Forum during a recent visit to the
United States.

The Forum: What is the aim of a good
education?

Kowit Vorapipatana:Education is not
just preparing for an examination, but
developing oneself through work. One
should be a productive citizen while in
school. How can a person work ~ffec

tively if he does not work the entire
time he is at school? We, in Thailand,
have tried to change the concept that
school is only for studying - we feel
to educate people is to make them pro-
ductive while they are in school. .

F: How have you achieved this?

K.V.: We developed a program where
by we reduced the length of study peri
ods and had students use the extra time
to form companies. Each company

decides on a particular project - such
as poultry farming, growing vegetables,
making cookies - in which the stu
dents can apply what they have learned
in class. One company may have one or
many projects. Students must invest
their own money, or that of their fami
lies, in the companies, according to
their financial capacity. They also can
apply for monetary support from the
government. Whatever the student
companies have achieved the first year,
by the second year they must improve

some aspect of their project, such as
improving irrigation, marketing, breed
ing techniques and so on.

F: What have been the results?

K.V.: The result has been an education
more pertinent to life and society.
School has become part of the process
of life, not just a place to prepare for
work. With 11 million students in
Thailand and a lot of unused land, not
only have students gained self-confi
dence and participated in the develop
ment of the country, they have also
produced a lot for their country. It is
necessary for them to do this while
they are young and still have all the
energy and creative ideas of youth.

We also have an order from the gov
ernment to teach more democracy. My
argument that is you do not teach
democracy by reading and memorizing
but through practice. Small student-

formed companies are the answer to
this. Through running their companies
and dealing with other companies, they
are learning democratic processes.

F: Have there been any setbacks to this
program?

K.V.: Certainly the program has been
successful, but we are swimming
against the tide in changing the way
people think about education. The
problem is that some teachers do not
know how to challenge their students.

We lack trained teachers. We
need to educate teachers.
Teachers also have not been
allotted time to get involved in
the projects.

Another problem has been the
financial aspect of the program.
Although the government has
donated money to participating
schools, the teachers do not
know how to be bankers.

~l'l Schools have been too careless
:6
LO about money. So, we asked the:g
~ second largest Thai bank - the

Thai Farmers' Bank - for help
in setting up student-manned

"banks" within the schools, with the
real Bank maintaining an advisory role.

F: How did you come to form these
ideas?

K.V.: I have very little formal educa
tion. But I got the opportunity to study
at the University of Utah. My English
was poor at the time and I only under
stood some 20 percent of what the lec
turers were saying. I had to fill in the
gaps, which gave me a lot of time to
think as well as a lot to think about.

Also, I grew up in a family where
everyone worked to his or her own
capacity. We all participated. This way
you learn to produce as part of a fami
ly, to live a whole life. So I came to
believe that a place for study should
not keep people from working. The
question is, why should we lead two or
even three different lives? .:.
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