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Baseline Study of Teaching—Learnin.g
in
Afghan Refugee Schools of Balochistan

Executive Summary

The main purpose of this study is to draw a baseline showing the present state of teaching-
learning in the SC/US managed program of Afghan Refugee Schools of Balochistan. The
baseline is based on both qualitative observations in classrooms and quantitative data of
student achievement. Only now that Afghan educators have developed the Basic
Competencies of Learning (BCL) providing a set of agreed-upon education standards is it
possible to make this kind of assessment. This study is a first step in identifying the
strengths and weaknesses of the current refugee education program in Balochistan so that
improvements can be focused where they are most needed. The assessment will serve as a
baseline against which future program improvements will be measured. A second purpose
of the study is to investigate the inter-relationship between teaching and learning in SC/US
schools and to make recommendations for future improvements in the quality of the
academic program. :

Our observations confirm that the Save the Children/US supported refugee schools in
Balochistan, both the Home-Based Girls' Schools (HBGS) and mixed or single-sex -
Refugee Village (RV) Schools, have established an organized and effective foundation
for learning. For the most part schools are adequately equipped with the physical and
other facilities necessary for a good teaching-learning environment. Teachers are present
most of the time, and seem motivated and competent in their subject matters. Most
children are engaged in learning, show good discipline, and clearly know how to read and
write and do simple math problems by second grade. The fact that some children have
achieved nearly perfect scores on the assessment tests of this study shows that the
competency items are not beyond the capabilities of third graders who have been taught
well in SC/US schools. :

The test scores can be interpreted several ways. Students on average answered about 60
percent of the questions correctly in both subjects. While this is. good by the historical
standards of the schools, competency scores should be closer to 80 and 90 percent. In terms
of this higher competency standard, only 30% of the students answered 80% or more of the
Pashio questions correctly, and only 13% answered 80% or more of the math questions
correctly. As these figures clearly illustrate, the average scores are somewhat mislcading in

terms of achieving required levels of competency. While the average scores for both math

and Pashto were very similar, it is clear that many fewer students are achieving competency
in math than in Pashto.

The patterns of student learning 1n schools is also very instructive. The students m HBGS
classrooms scored higher in all measures than did their counterparts in RV schools. Students
in RV-girls schools scored significantly lower than did other students. The geographical
patterns of student achievement are also noteworthy — students in Muslim Bagh, Loralai,
~and Surkhab had the strongest scores, while Mohamed Khail students did significantly



worse than students in any other region. In addition the study shows that there are
competency areas where children are deficient, either because the topic had not yet been
covered in class or in the textbooks, or because practice has not been sufficient to give them
self-confidence in all the areas they are expected to learn.

It is possible that some children did not perform as well on the BCL tests as their observed
behavior might suggest. Part of the reason may be that some are highly reliant upon teacher
direction--by which is meant, that a number of teachers were observed to depend on formal
presentations and little practice, or on practice that consisted of copying lessons or memory
work. Consequently these (children are not used to being presented with new problems and
independently solving them without teacher direction. Similarly children are usually not
expected to read textbook directions with comprehension in their daily work or provide
appropriate answers by themselves. Without these skills it is difficult to assess accurately
what they have leamed.

The study finds distinctly different cultures of learning in HBGS and RV schools at least
partly because of the differences between a home-like and an institutional environment,
but also because the two systems are 1solated from one another and therefore know very
little of what goes on in the other. The girls-only RV schools are located somewhere in-
between the two. The two [cultures are not necessarily good or bad, and each may feel
more comfortable to the students attending them. The general view has been that HBGS
are weaker schools because they evolved out of the NFE system and employ less
"qualified" teachers. This belief now has to be reconsidered given the fact that HBGS
learning results have surpassed those in the RV schools. The comparatively poorer results
of the girls-only RV schoals however need to be addressed.

A large number of factors affect teaching-learning in any school system. These factors

" should continue to be investigated to improve the quality of learning in these schools.

However, in order {o have a starting point for school improvement, we are suggesting the
two following points as being significant constraints on teaching-learning in the current
SC/US program. We found that there was:
o too little focus in the entire schooling system on what children should be leaming,
and too much focus on prescribed teacher behaviors as the result to be achieved
(under the untested assumption that these behaviors lead to quality learning), and
+ insufficient teacher understanding of the effects of their teaching practices on
learning; they also lacked awareness of the range of options to help students
become confident, independent learners.

The study recommends the following for discussion:

Expanding the HBGS system. '

Strengthening the leaming program in RV girls' schools.

Developing a system for continuous assessment of learning:
- Developing teacher| supports to increase learning.

Developing a better system for teacher selection.



Developing“a training program that expands awareness of practices that increase
learning. '

Developing a coordinated School Improvement Program (SIP) with long-term
capacity for continuous improvement.

Providing greater flexibility of programming to meet different needs of the children.
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schooling program in 1995, there have been many important

uantity and quality of educational opportunities in the

Balochistan Refugee villages. Overall the program is excellent in comparison to school
systems in developing countries where conditions are similarly difficult and resources
scarce. This is no mean achievement under the special conditions that exist in Afghan

refugee communities, inclt

1ding a politically volatile social context, fluctuations in

schooling populations, restrictive norms on female movement, the largely illiterate family
backgrounds of the students, and the remoteness of the villages. Every indication shows

that parents appreciate the
more places for the numbe
seriousness of the academi

The refugee schools suppor
Loralai, Muhammad Khai

improvements made by SC/US in recent years in providing
rs and grades of the students involved and in increasing the
C program. .

ted by SC/US in Balochistan are located in seven camps: Chagai,
1, Mushm Bagh, Pir Alizai (distinguished here from nearby

Saranan), Saranan, and Surkhab. The camps all have their unique populations and other

characteristics that affect sc
{4 hours) are from one to

hool-going and attainment. All but Chagai (6 hours) and Loralai

three hours driving distance, which in terms of the logistics

required to support them usually means a total of at least three and sometimes six hours of

driving time for every sup

ervisory visit to schools. Within the camps themselves schools

also vary in the extent to which they are near or far from one _another._ Realistically speaking,
this means that little meaningful support can be provided on a regular basis by the six male

and four female supervisors

who must travel separately and visit different school locations.

An effort to create a system of academically well-qualified Resource Room Facilitators in

n
Ja!

better-equipped Resource (

enters also suffers the problem of distance between the schools

that must be serviced with few local transportation options.

In May there were 45 RV schools with 14,188 students (34% are girls) and 52 HBG schools

with 1032 female stndents.

The RV schools are largely mixed (34) but some are for boys

only (6) and some are for girls only (5). HBGS are located in female teachers' homes and are
for girls only. There is evidence (figures do not exist to confirm this) that most of the

children who want schoolin

g and can attend formal schools are being accommodated in RV

schools. This does not mean that all children attend school regularly, however, according to

interviews with teachers. Sg

me children are needed for work at home and some have parents

who simply do not see the value in this kind of "modem" schooling. A religious system of
madrasahs exists in the camps and children may attend these schools as an alternative or a
supplement to RV schooling. The schooling options for girls are particularly complex

because many girls are subj

ect to the effects of traditional values and are either prevented



from attending school by their parents or are withdrawn after a few vears. Some families
only allow the girls to attend school with female teachers in the protected environment of an
HBGS. The demand for these schools in some areas out-strips SC/US capacity to provide
them both because they are difficult to staff and support and because of resource constraints.

A important policy question for SC/US is whether to expand the HBGS system or to make
more aggressive efforts to enroll girls in both mixed and single-sex RV schools, where they
may be taught by male teachers (because of the difficulty of finding qualified female
teachers). In a few cases, girls-only RV schools have attempted to satisfy the need for a
protected schooling environment. Some mixed RV schools have physically separated the
girls classes with walls, or have organized the school day so that girls attend in a differcnt
session than the boys. These strategies may not be entirely successful because of the
difficulty of hiring the better-qualified female teachers usually required by SC for RV
schools (compared to the less-well qualified HBGS teachers). This places an additional
burden on the small female supervisory staff who are also difficult to recruit. To the extent
that academic factors enter this policy question, the present study will suggest some
important findings. ' '

At the time of the study the SC/US supported schools were using two sets- of instructional
materials: one produced by the Gesellshaft Technishes Zuzamenarbeit (GTZ) for math,
Pashto, and religious education, and the other produced by the University of Nebraska at
Omaha (UNO) for additional subjects taught from Grade 4. The GTZ student textbooks
teach in a "modern” fashion with attention to the underlying meanings of new skills and
concepts. Their accompanying teachers' guides are indispensable to their effective use.
Teachers require considerable training before they become familiar with the presentations
and uses of the materials. In common with other materials, they also suffer from the fact that
there seems to be no available Afghan national curriculum which has made it difficult to
address the issue of learning outcomes systematically. The UNO materials developed some
time ago and patterned to large extent on traditional Afghan textbooks present lessons in a
‘way that encourages rote forms of learning. Their coverage and content, for the most part,
are out-dated. Up until now there have not been alternatives to these two sets of materials. A
multi-agency initiative is now underway to assist Afghan educators in developing a set of
primary curriculum - objectives—Basic Competencies of Leamning (BCL)--and producing

instructional materials to address these objectives (Supplementary Materials) is an effort to-.

focus current learning and fill the gaps in existing materials. A background issue for the
present study is the question of whether. existing materials address the learning needs
identified in the BCL. ' '

I Study Purpose

The main purpose of this study is to draw a baseline showing the present state of teaching-
Jearning in SC/US Afghan Refugee Schools of Balochistan, In 1999 Afghan educators
developed a set of Basic Competencies of Learning (BCL) or standards for the primary
system in math and language that now make this kind of assessment possible. This study is a
first step in identifying the strengths and weaknesses of the current refugee program in
Balochistan refugee villages against these standards so that improvements can be focused



where they are needed. This baseline serves also as a point against which these future
improvements by 8C/US can be measured.

It should be noted that SC/US programs have not been oriented up to now to explicitly
teaching the Basic Competencies, although the GTZ textbooks used for Pashto and
especially those used for math do cover a number of these competencies. It is therefore
expected that gaps will be |present in children's learning. It should be emphasized that the
intent of the study is to find these speécific gaps so that focused efforts can be made to fill
them.

OI  Study Method

The assessment consisted of two separate studies: one, a quantitative study, tested math and
Pashto learning in 57 grade-three classes and collected relevant information that might relate
to student performance, such as type of school, teacher qualification and others. The second,

a qualitative study, was based on classroom observation and teacher interviews in a range of

primary grades in HBGS 3
found in Annexes)

The quantitative study me

The quantitative study was
classes from RV and HBG
students took tests of mat
developed by Afghan educ:
SC/US staff consisted of 3
muitiplication, division, m:
shapes), and 36 Pashto iten
spelling, word and letter
competencies), and gramm
practice in the schools to r

ind RV schools. (The complete findings for each study can be

thodology.

conducted by a team of SC/US supervisors in 57 grade three
schools in seven refugee villages of Balochistan. A total of 1256
h and Pashto based on the Basic Competencies of Learning
ators for grade three of the primary level. The test developed by
3 Math test items including place value, addition, subtraction,
easurement, time measurement, fractions and geometry (basic
ns including synonyms, antonyms, vocabulary, comprehension,
sequence (which is part of the comprehension and reading
ar. Two versions of each test were developed, as is common
ninimize students copying. from e€ach other. - The tests, teacher

questionnaires, and procedures were piloted and revised. Tests were administered using the
same procedures in all schaols over a two-week period. Scoring and coding of the tests was
completed by the supervisors and consultants in the same two week period. - Systematic
accuracy checks found less than 1% error in scoring and coding. Afier dala entry and

clearﬁng, the data_were anal

yzed using SPSS.

The qualitative study methodology.

The qualitative study was conducted by a two-member team consisting of one native
Pashto speaker/interpreter and an education consultant. There were a total of 13
observations in RV schools and 9 in HBG schools. These observations usually extended

for 2 or more hours in any

one class and normally covered at least the math and Pashto

lessons and in some cases religion lessons. In relevant grades (4 through 6), lessons were
also sometimes observed in subjects taught using UNQ materials--science, geography

and history. Teachers were

interviewed during the break, as were girls in grades 4




through 6 to determine the probability of their remaining in school. Two forms were used
to provide the framework for the observations and interviews in the RV schools. The
forms werc based on characteristics such as classroom management, student practice,
instructional time, teacher traits, etc., believed by many to affect student learning. It is
unlikely that ali of the SC/US staff have access to research findings on teaching-learning
(which usually appear in English) and therefore summaries of relevant ones are found in
the annex with the findings of the qualitative study.

The observations and interviews were conducted over two time periods--in the HBGS in
May-June (details of which are written up in the July 2000 SC/US publication Home-Based
Girls' Schools in Balochistan Refugee Villages: A Strategy Study), and in RV classes'in
September-October at the same time that testing was conducted in grade three for the
quantitative study. The reason for the latter timing was logistical as well as to make as little
disturbance in the schools as possible. Teachers did not know they would be observed in
advance, and each was told that the purpose of the visit was to observe teaching-learning in
the school. They were asked to carry on with their normal teaching program, although their
anxiety was not always relieved by these comments. During the break they were interviewed
to complete the forms and to elicit their opinions on what might improve teaching-learning
in their classes. '

One comment may be relevant about observations in classes, and in particular in these
SC/US classes. When being observed, teachers in general try to do their best in whatever it
is that they believe is being judged. In this case several teachers ran through a repertoire of
teaching behaviors that had obviously been taught to them in training, even though in some
instances these behaviors did not form a consistent or systematic effort to teach the objective
of the lesson. In enough cases to believe it forms a pattern, teachers went through an array of
teaching activities, and then turned to us and said they had completed the lesson, expecting
us to leave as was probably the case in normal supervisory visits. These behaviors, although
obviously not normal to every day practice, illuminate several points: first, teachers believe
that the best way to teach is to focus on teaching behaviors; second, they believe they will
pass an observation test by simply performing certain behaviors; third, they focus very little
on the learning needs of their students; and finally, they are not aware of many of the actual
factors that affect student learning (or presumably they would have displayed them). These
comments are intended to form a backdrop for the findings of the qualitative study.

v Findings

The major findings of the study, like the study itself can be divided into-guantitative (linked
to student learning scores) and qualitative observations and interviews in classrooms. A
more complete report of each of these studies can be found in the annexes. Annex B is the
comprehensive quantitative analysis and Annex C is the detailed quahtaﬂve analysis. Here
only the most sahent findings are reported



A Quantitative Find

1: Stu

wh

Finding

The average (mean) scores
Pashto. The test scores ran
achieved a single compcte

2: Ma
Ma

ave

Finding

The standard for passing

passing score that is tradit
establishing a standard of

tested would have passed

the purposes of establishir
standard or the average tes
information if it will be th
informative because they sz
or very low), or the variati
scores for Pashto and math
passing score on the langua
for measuring whether the 3

ngs

ent Scores are relatively low for the school system as a
le. '

for all students in the sample was 58.43% in Math and 60.73% in
ed from zero in both subjects (indicating that the student has not
cy by the end of the year) to perfect scores in both subjects.

y more students are able to pass the Pashto test than the
h test. The passing measure is more useful than class
ages for the baseline. -

e Basic Competency tests should be different than the 30%
onally used in the schools. Program personnel have discussed
0% as a passing grade. Using this standard, 30% of the students
e Pashto test, but only 13% would have passed the math test. For

1g a baseline, the program could use either this 80% passing

t scores. The 80% competency standard provides more useful
e standard that students have to meet. Average scores are less

1y little about the distribution of scores (how many are very high

on of scores within a class. In this case, although the average
were quite close, almost three times as many students achieved a

ige test than on the math test. This provides a better benchmark

ystetn is successfully educating the children.

Finding ~ 3: -~ HBGS schools had consistently higher achievement levels than
either type of RV School.
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Jeast 40% of the questions correctly. The RV-mixed schools were next, with a 13% pass
rate and 18% below the 40% level. The RV-girls schools again took the last place, with
only 3% of the students scoring 80% or more, and 39% of their students failing to get more
then 40%.

One possible explanation for the relative success of the HBGS students is that they are
generally older than the students who attend RV schools, and older students in general
eamed higher scores than the younger students. However, this was not the determining
factor for HBGS students, who outperformed the RV students in cvery age cohort.

Finding 4: Considerable variations in achievement exist among schools in
different camps.

The average scores and student achievements differed considerably in different locations. In
the Pashto and math scores, schools in Loralai, Muslim Bagh, and Surkhab had the highest
average scores, ranging in the 60%-70% range in math and between 60% and 77% in
Pashto. This was followed by Chagai, Pir Alizai, and New Saranan. Mohamed Khail has
the lowest achievement levels by a considerable margin. The average math score in Md.
Khail was 28% and the average Pashto score was 26%.

The difference in achievement by location is even more dramatic when the proportion of
students passing the test with 80% is analyzed. The strongest schools by a considerable
margin were in Muslim Bagh, where 55% of the students received a passing grade in Pashto
and only 3% failed to get at least 40% correct. Schools in Loralai also did particularly well,
with 47% passing the exam and only 5% with low scores. The schools in the other areas
were in the middle ground, except for Md. Khail where only one student managed to pass
the Pashto test and 65% failed to answer even 40% of the questions correctly.

The patterns were similar for the math scores, although the achievement levels were overall
lower than for Pashto. Loralai led the way in math with a 20% pass rate, followed by
Surkhab and Muslim Bagh. At the low end, New Saranan had only 3% with a passing
grade in math, and 32% who failed to get a 40%. Again, Md. Khail schools had the lowest
achievement, with only 1% of the students who passed the exam with an 80% and a huge
65% who failed to get over 40%. ‘

Finding 5: Some competency areas have been mastered by a significant
number of students. '

The math competency areas in which students are most competent are place values, in
which over 50% of the students scored 100%, and addition, multiplication, and division, in
which over 25% of the students scored 100%. The area of most difficulty in math was
fractions. The bottom 25% of the students had particularly low scores in multiplication,
subtraction, measurement, and fractions. - - :

The Pashto competency areas in which students had the highest achievements were
synonyms, antonyms, and similar words, in all of which at least 50% of the students had



perfect scores. In all of the other areas except for word and letter sequencing, at least 25%

of the students received a

perfect score. The areas of most difficulty were word and letter

sequencing, and, for the bottom 25% of the students; similar words and spelling.

Finding 6: Scaores varied according to other factofs, but only student age
affected test results significantly.

Test scores varied according to numerous variables, such as student sex, class size,
mother tongue, and whether the class was in the morning or afternoon. However, for the
most part these variations were not statistically significant. In terms of gender, girls did
somewhat better than boys in Pashto, and boys did somewhat better in math. Afternoon

classes had slightly higher

average scores in both subjects than did morning classes. In

the Pashto test, the difference between the average scores in the morning and afternoon

was small, but significant.

‘Class siZze was not a determining factor in achievement.

The age of the student was a significant variable in explaining the differences in test
scores. The oldest age group averaged 16 points higher in math than the youngest group,
and almost 20 points higher in language, - '

Finding 7: Teacher academic background did not affect student learning,

One of the most interesting findings was that the significant differences. in the academic

background of the teachers

did not correlate with better test scores. In fact, the relationship

(although not statistically significant) was in the opposite direction. The teachers with the

_highest academic qualifications had lower average test scores than did teachers who

completed less than 12" grade.

B. Qualitative.Findin

Finding ~ 1: The
sch

There are at least two very

g8

re are distinctly different cultures of léarning in SC/US
rols .

different "cultures of learning" in SC/US schools, and one. that

operates in-between. These cultures exist despite the fact that they receive very similar
instructional inputs and roughly the same kind of supervisory support. They may have
developed into these different cultures because they are isolated from one another and

~ therefore know very little of what goes on in the other. The two main cultures exist in

HBGS on the one hand and RV (mixed and boys) schools on the other. The girls-only RV
schools are located somewhere in-between, neither one nor the other (at least in the small

sample we visited).

The two cultures ére not necessarily good or bad, and each may feel more comfortable to the
students attending them. The importance of this comparison is for SC/US staff to become
aware of the different schooling environments operating in the Afghan refugee context and

10




their potential impacts on learning. A number of SC/US staff have seen the HBGS as 2

weaker learning environment for various reasons including the facts that it evolved out of -

the NFE system and employs less "qualified" teachers. This belief now has to be
reconsidered given the fact that HBGS learning results have surpassed those of RV schools.

HBGS of course vary considerably. However their homelike atmosphere is still present in
all schools: the rooms are smaller and more intimate; windows and doors are usually smaller
and the light dimmer. The rooms are less "furnished" and more often decorated with both
school and non-school related items. Overall they have a more informal atmosphere that
extends to the way girls group in small bunches in the class--often touching one another, in
the way teachers often sit on the floor with the girls, in the closeness and less distanced
relationship between girls and teachers, in the greater readiness for teachers and girls to
work out problems together or for girls to correct teachers' mistakes. Teachers are more
relaxed about the amount of time they spend on each lesson, are less prone to lecture and are
more likely to throw themselves immediately into solving problems or having girls read a
Pashto passage. Teachers are more likely to use instructional aids and give concrete
examples of the lesson's content. There is more informal discussion of what the class is
doing, and ccrtainly more between children when they are asked to work on problems where
they sit. The teachers are more likely to give the girls a chance to do independent work
(although not enough). At the same time these teachers are more likely to guide the girls
through step by step solutions to problems every time so that it is difficult for them to
become independent learners. Finally the breaks in HBGS tend to be short and businesslike
(as girls go to the bathroom or get drinks) and the children often return to the class before
they are over. Both students and teachers remove their shoes before entering the class.

The RV (mixed and boys) schools are characterized by a more formal atmosphere with a
fairly strong sense that there is an organized administrative system in place. Classrooms are
larger, have more furnishings, and are less likely to be "decorated"--there is less individual
ownership invested in them. Children sit in well-defined rows at some distance from one
another, teachers remain standing except occasionally when they sit on a chair. Teachers
keep their shoes on while students remove theirs. RV teachers tend to follow lesson times
fairly exactly even when only one teacher teaches all lessons (a gong sounds in most of
these schools). They are more prone to lecture and to doing their own writing on the board
or solving of problems. They are less likely to give independent practice and yet are more
likely to let a student proceed alone in front of the class with solving a problem. RV teachers
are more likely to remain "center-stage” during the lesson. Respect behaviors between
students and teachers are highly developed. Breaks erupt into noisy behavior.

The two RV (girls-only) schools we saw operated somewhere in-between. The facilities are
more formal than HBGS and the female teachers are more likely to arrange classes in rows,
not sit on the floor, leave their shoes on, and follow lesson timings. Their administrative
system is not as well-organized as the RV schools, possibly because the small size of the
schools allows for more disorganization, and possibly because females in this age group are
not used to asserting themselves over others. The difficulty in finding female staff also

stretches the workload of teachers, making them cope with teaching loads covering classes -

at various grade levels, sizes and in different subjects. Double shift teaching loads are
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difficult for Afghan women, because they have significant responsibilities at home as well
as in school. In both schools of this type we visited, teachers were absent from the small

teaching staff (although th

ey were eventiially brought from their homes) and their classes

were left on their own. The registers, however, did not show a higher level of teacher
absence in these schools. Chowkidars, as the only males, loom large in this environment
with scolding for minor infractions directed at teachers, students, and visitors alike. Breaks

are loud, chaotic, and the
schools). Politeness behay
seem somewhat more relug

Finding 2: The

children are even aggressive (more so than in the mixed RV
iors outside the classroom are minimized. Female supervisors
tant to take onthese schools. '

re are characteristics that provide a good foundation for

program improvements in SC schools

Our observations confirm that the Save the Children/US supported schools in Balochistan
(Home-Based Girls' Schools and mixed or single-sex Refugee Village Schools) have
established an organized and effective environment for learning. Physical facilities are
basic but adequate for learning, including solid, well-lighted, and usually well-ventilated
classrooms, with water and latrines located nearby. There are colorful mats in most
classes, adequate blackboards and sufficient chalk. Almost all children appear to have
textbooks, notebooks and writing supplies and most are in fairly good condition.

Teachers seem to be prese
organized and in most casg
besides providing directioz
days a week, nine months
comes to about the averags
the world. The HBGS hou
know the subject-concepts
enthusiastic and generally
that tend to impact positive

Our findings also sugges

nt most of the time, and the schools for the most part are

s tidy. Larger RV schools are managed by head teachers, who
1, often fill the place of absent teachers. The four hour day, six
of the year that is allotted for instructional time in RV schools
> total number of instructional hours in school systems around
rs are considerably below the average. Most teachers seem to -
they are teaching. The children are disciplined and

engaged in the process of learning. These are all characteristics
ely upon learning.

t that SC/US has been successful in certain of. its training

objectives. Teachers have learned to teach Math and Pashto using GTZ materials with their
more interactive methodologies. However most still use fairly rote methods in subjects

whete UNQO matenals are

used (they reflect older techniques and are not as supportive of

interactive approaches). It is likely that teachers have learned the new techniques in training
and through the use of GTZ textbooks. For whatever reason, few teachers use the GTZ
guide books, but in any case the GTZ lesson formats force teachers to use different and
more Interactive teaching methods even without the guides, A few teachers apply interactive

methods to UNQ materials

but to a much smaller degree since the formats of these materials

discourage innovative teaching approaches. These observations suggest the importance of
well-structured learning materials in a context where teachers lack confidence in their
teaching abilities or have difficulties adjusting from rote to interactive methods.

The observed classes exhi
However the fact that som

bited a great deal of variation in teaching-learning activities.
e children have achieved nearly perfect scores on competency

tests, shows that the kernels of a high quality system are already present in some of the
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schools. This suggests that in enviromments where extensive training is possible, GTZ
materials can be effectively used to teach BCL. However, the number of competency gaps
in the materials suggests that the better teachers are either filling the gaps or instilling an
independent ability in students to solve problems on their own (some of the test items are
self-evident if analyzed carefully). The fact that children in some classes answered almost
all the questions incorrectly shows that effort needs to be directed at improving learning in
these weaker classes. The aim should be to atfain a uniformly high slandard of quality in

teaching-learning.

Finding 3: There are characteristics that appear to constrain program
quality in some SC/US schools

Competency tests as measures of what children should know require a very high average

score before teachers and other educators can be satisfied with the teaching-learning

environment. This level was not achieved in this baseline assessment where on average

students answered little more than half of the questions correctly The goal should be at

least 80 or 90 percent correct answers. :

A large number of factors affect teaching-learnjng in any school system. These factors
should continue to be investigated to improve the quality of Jearning. However, in order to
have a starting point for school improvement, we are suggesting that the two following
characteristics of the teaching-learning environment may be causing significant
impediments to quality (defined in this baseline study as the capacity to achieve the BC
skills) in the current SC/US program. We found that there was:

e too little focus in the entire schooling system on what children should be learning,
and too much focus on specific teacher behaviors (under the untested assumption
that these behaviors lead to quality learing), and

o insufficient teacher understanding of the effects of their teachjhg practices on
learning; they also lacked awareness of -what helps students become confident,

independent learners.

Despite their comparatively proficient showing in the baseline study, many students
probably. do not perform as well on the BCL tests as their behavior suggests they are
capable of doing. This is largely because the students tend to be overly reliant upon teacher
direction--by which is meant, that teachers depend on formal presentations and minor
practice that too often consists of copying lessons or memory work. Consequently children
are not used to being presented with new problems and independently solving them without
teacher direction. Similarly children are usually not expected to read textbook directions
with comprehension and provide appropriate answers themselves, Without these skills it is
difficult to assess accurately what they have learned. In addition there are competency areas
where children are deficient, either because they have not been covered by their teachers or
because practice has not been sufficient to give them self-confidence in these areas.
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Y Recommendations

Three types of implications/recommendations can be drawn from the findings. The first

relate to policy issues co

ncerned with the administration of refugee schools and the

educational inputs that produce the best learning results. The second relate specifically to-
SC/US interest in improving its general training programs. Staff have raised questions about
the effectiveness of current programs that focus on GTZ and UNO materials-specific
training and the methods and practices assumed to be "good" teaching behaviors. Finally,
the results of the study lead overwhelmingly to the conclusion that a high quality school
improvement program could be built without much difficulty on the excellent foundation

already established in existi

Thus the recommendations

and the outlines of a coordi

ng schools.

implications of the study include policy issues, training needs,
nated school improvement program. In all cases these should be

discussed with those affected to make sure the new initiatives are realistic. The
recommendations result from our limited time in the classroom and from student

performance scores. Both s

uggest that SC/US might usefully review certain of its practices

and policies to create a better teaching- learning environment in the refugee schools. These
suggestions however need to be balanced against cost and other considerations to see if they
are feasible. Student performance is only one element in the complexity of factors affecting

these decisions.

Recommendation 1: Exp

and the HBGS system to accommodate more of the girls with

special restrictions on their participation.

As noted above there have been doubts about the quality of the HBGS program. The present
study however indicates that the achievement of children in this system is significantly

higher than that of students i
is no reason to restrict the
HBGS system be expandet

in RV schools. Consequently from a learning perspective there
size of the HBGS system. We therefore recommend that the
d (all else being. equai) to accommodate the girls needing this

protected environment to enroll and continue in school.! This means developing some kind

of needs assessment to see

where demand exists both at entry level and at higher grades.

HBGS are good schools, and although their student results still need to be raised to meet

BCL standards, the potent
justify the continuation of t
Tuly 2000)

Recommendation 2: Stre

jal of HBGS to reach these levels is very good. Their results
this school model. (See the Home-Based Girls' Schools Study--

gthen the learning program in girls-only RV schools.

More effort and attention needs to be: given to RV girls' schools. They may have special
problems that do not exist in the other schools. From our limited chance to observe these

! A more complete ratio

e for expanding the HBGS system can be found in the study of

these schools conducted in May-June 2000.
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schools the problems may include poor administrative capability, sporadic supervision, an
unstable student body, and teachers with conflicting outside activities. The supervisors need
to discuss with teachers their poorer student results to determine how they might be more

supportive,

Recommendation 3: Develop a system for continuous assessment of learning to
determine how the program is doing.

The only way that teachers and supervisors can know whether learning is taking place is by
testing students informally or formally. Teachers should give frequent short tests to students
to see if they know the new concepts/sklﬂs and then address the areas where they are having
difficulty. Supervisors also need to give frequent small tests to ensure children are learning
the Basic Competencies. To test only at mid-term and end-of-year is too late to improve
learning. (See Annex on Immediate Priorities for Action) :

Recommendation 4; Increase teacher supperts that improve learning,.

Teachers should be given a chance in each camp to discuss their students' baseline results,”
and to suggest how they might be better supporied to improve these leaming results.
Supports might includé instructional aids, mentoring relationshjps supervisory Visits,
practice competency tests, and specific types of training. Training in all cases should be
linked to teacher needs as reflected in student learning results, their needs as new teachers to
be oriented to the program, or their own self-professed needs for certain kinds of training.
The training (and supportive supervisory visits) should focus first on camps with the lowest
student scores.

Recommendation 5: Develop a better system for teacher selection.

The results show that SC/US FESs' present strong preference for teachers with a minimum
grade 12 academic background may not be a selection criterion that relates as directly to
student learning as other criteria. The study shows that less-qualified teachers who are
motivated and teaching with supportive materiais can do the job, at least to the Grade 3 level
that was tested. This is not a surprising finding given the variety of schooling programs
Afghans have experienced. It is nonetheless an important finding for it may open up a larger
pool of teaching candidates to SC/US schools. New criteria need to be developed based on
characteristics that are more relevant to the refugee environment and student learning. We
would suggest selection criteria that include results on BCL tests (with provision for BCL
study before the test), a preference for local teachers from the refugee village where the
school is located, an interview to determine Pashto speaking, writing, and comprehension
ability, and to ensure that the candidate has good communication skills. The teacher might
be asked to explain why he/she is motivated to become a teacher. Academic credentials
should also be considered under the assumption that they reflect some subject-content

knowledge but with less priority given to paper qualifications and more to actual proof of -

2 The results should be presented to them as a class average in relation to the overall grade
3 class averages broken down by subject matter. :
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abilities. In other words paper credentials do not guarantee that a person will be a good
teacher. :

Recommendation 6: Develop a training program that expands teacher awareness of
- practices that increase learning,.

Although teachers in SC/US schools seem committed to doing a good job and students in ail
classrooms seemed to be leaming, many of the teachers are not fully aware of the impact of
their teaching activities on learning. This may be because the implications of such behaviors
have never been brought to|their attention or because the emphasis in training has focused so
strongly on behaviors that|are assumed to assist learming. Teachers need to become more
aware of the implications of their teaching practices if the focus of the SC/US program is to
change to learning results.

A basic training program to support the goal of increased student learning needs to cover at
least three areas: management of classroom resources, use of instructional materials, and

knowledge of teaching practices that increase learning. (See Annex on Suggested Teacher
Training to Focus on Student Learning)

Recommendation 7@ Dev
fong

SC/US should organize m
Improvement Program (SI
training, support, and contil
and teachers are doing. Tl
improve teaching-learning
responsibility is lodged in 1
head teacher, the teachers a
learning results and bringn
improvements. The FES w

their responsibilities, by de

elop a coordinated School Improvement Program (SIP) with
-term capacity for continuous improvement,

ost of the recommendations above into a coordinated School
P). Such a program would include focused teacher selection,
nuous assessment as a means of knowing how schools, students,
he difficulty of relying on a limited number of supervisors to
suggests that a new system needs to be considered where more
ocal educators. In this system a local team, including the school
nd the resource facilitator would be held responsible for ensuring
ng to bear the local and central resources available to support
rould manage support to local offices by training local staft in
veloping and administering external tests of competencies, by

reflecting on results and designing appropriate remedial programs, and by communicating

good ideas from one refug
Improvement Program)

ee village to another. (See Annex on The Outlines of a School

Recommendation 8: Provide greater ﬂexxblhty of programmmg to meet the special
needs of refugee children.

The assessment suggests that a number of students in the SC/US system may have special
characteristics that help or hinder their ability to obtain a high quality education. For some it
is that they cannot access the education program because of their sex and/or the availability
of appropriate local opportunities for their level of leaming. For others, they may be absent
frequently because they need to participate in harvests or household responsibilities. Others
enter school late, at an older age, and leave early. The SC/US school at present is oriented to
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a standard grade level programming starting with grade one that may be inconvenient for a
number of children. The kinds of programming that may be needed are:

o accelerated learning for older children (older students had higher BCL scores)

o selfiinstruction programs (with modest teacher supervision) for older girls and
children entering higher grades where no full-time teachers are available
catch-up classes for children who have been absent
expanded lateral-entry opportunities for children who need to transfer

Priority actions:

While most of these recommendations require time to implement, two activities can be
initiated immediately to improve learning in the schools in all grades:

L. Teachers need to understand clearly what children are expected to learn (and what
will be tested, that is, the BCLs) and supervisors need to check periodically to ensure
students are learning, '

2. Teacher training can be mounted to develop awareness in teachers of forms of
classroom management and teaching strategies known to increase student learning.

Both of these activities are described in more detail in the annexes on Immediate Priorities
for Action and Suggested Teacher Training to Focus on Student Learning.
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Annex A

‘Schedules

Schedule for testing in RV schools (mixed)

i it R i L
25/9 Collate test, clarify instructions, prepare section envelopes
2619 36 Md Khail || Anar Gul e weak 40
It Mullah Khan Md (pm) ‘B weak 26 -
37 Md Khail || Murad Khan B | weak 19
‘Murad Khan {pm) G weak 22
38 Md Khail || Md. Hussein (pm) B satisfactory 18
27/9 16 Pir Alizai || Assadullah B satisfactory 41
Said Md (am? pm?) B satisfactory. 39
Neak Md G satisfactory 17
21 PII’AlIZﬁl Nasreen (pm) G satisfactory
2718 5 : ' G ;i Good
B-
: : - G4t satisfactory
28/8 |13 Saranan Atta Md B satisfactory 38
Md Wali _ B new hire 35
23 Saranan || -Khashhall (pm) B | Satisfactory 30 28
' Shakilla (pm) G Satisfactory 38 30
28/9 "i‘iChagal B * - Gk Wes
-G
29/9 Surkhab || A. Jalil G satisfactory 27 22
Surkhab || Lutfullah B weak 21 21
Surkhab || Maazullah G . | satisfactory 28 23
Surkhab Shaf qullah G satisfactory 29 28
2110 29 Loralai Majeed {pm) 5] satisfactory 31 22
31 Loralai Md. Hashim G satisfactory 26 22
Abdullah (pm) B good 34 28
34 Loralai Hayafuliah G satisfactory 34 28
Smar Gul {pm) B satisfactory 49 40
3710 33 Loraiai Zafar G - satisfactory 15 14
Md Yousuf {pm) B _satisfactory 45 44
35 Loralai Raz Md (pm) B satisfactory 29 22
Md Lal (pm) B satisfactory - 27 20
1 Mehria G weak 21 17
410 24 M. Bagh Md Raza G satisfactory 27 26
Salam (pm) B safisfactory 25 21
26 M. Bagh | Shoja B satisfactory - 28 20
27 M. Bagh | Mera Jan (pm) B satisfactory 33 17
25 M. Bagh | Najibullah (pm) B satisfactory 21 19
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Schedule for testing in girls’ RV schools and HBGS

25/9

Collaie tests, prepare instructions, prepare envelopes
26/9 i 3 HBGS Saranan | Sherbana G good 19 17
1 HBGS Saranan | Malina_ G average 21 17
4 HBGS - Saranan | Malalai G average 11 7
4 RV - girls | Surkhab | Mina (pm) G average 23 18
27/5 | 14 RV girls | Saranan | Aziza G good. 36 34
14 RV girls | Saranan | Zahra {pm) G average 36 - 27
11 HBGS | Saranan .| Malalai (pm) G average . 16 15
22 RV girls | Saranan | Pari Gul G good 27 25
28/9 | 13 HBGS Pir Fozia G average 16 15
Alizai . .
19 Rv girls | Pir Sharafia (pm) G good 31 29
Alizai
29/9 | 20 HBGS Surkhab | Najiba G average 16 15
21 HBGS Surkhab | Rabia G, average 19 17
22HBGS Surkhab | Gul Reza G average 17 15
6 RV girls Surkhab | Baowta G | 24 21
29 HBGS Loralai Quresh G
28 HBGS Loralai Kochi (pm} G good
310 | 27 HBGS Loralai Zargoona G average
35 HBGS Loralai Karima G average
4/10 | 26 HBGS M. Bagh | Halima G__ | average
——— To
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Annex B. The Quantitative Assessment of Student Learning

L Background:

The general objective of the quantitative study is to assess learning achievement in terms of
the Basic Competencies in Math and Pashto in Refugee Vlllage and Home- based Girl’s
Schools. The sub-objectives are:

¢ To establish a baseline

for assessing future improvements in student achievement.

¢ To determine the extent to which the Basic Competencies of Learning are currently

being achieved by stud

ents in the refugee villages.

e To identify specific areas where learning outcomes are weak, 50 as to better direct
program resources, training, and materials toward addressing those weaknesses.

1L Research Question

1 7]

Within the study objectives, several research questions are addressed:-

¢ Is student achievement

different for boys and girls?-

e Is student learning significantly different in different types of schools (home based -
girls schools, girls only RV schools, mixed or boys RV schools)?

¢ Does teacher educational background, professional qualifications, or other
characteristics significantly affect student learning?

s Do student characteristics such as age, gender, and mother tongue affect learning?

e Are any significant differences in learning achievement in different refugee camps?

HIL Déscri_ption of the

Test:

The quantitative study uses written tests to assess learning achievement in Math and -
Pashto for third grade students in Afghan refugee camps in Balochistan. The test
characteristics are as follows:

e The questions an both the Math and Pashto tests were developed by Afghan
educators working on the SC/US project. All of the questions are based on
the Basic Competency areas for those subjects at the third grade level.

e The Math test ir
at varying level

icludes 33 test items, measuring the following BCL concepts
s of difficulty: place values; addition and subtraction; division

and multiplication; measurement; time measurement; fractions; and geometry .

(basic shapes).
s The Pashto test

includes 36 test items assessing the following BCL concepts at

- varying levels of difficulty: synonyms: antonyms; vocabulary;

comprehension]
(singular/plural
¢ The tests are co
‘multiple choice

Annex B - Quantita

spelling; word and sentence ordering; and grammar
masculine/feminine, punctuation). '
mpletion, calculation, and true/false questions rather than
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o Two versions of each test were developed in order to minimize copying by the
students. This is a common practice in the schools.

e The tests cover all categories of Basic Competencies for each subject, but not
necessarily all of the specific elements within each area of competency.

e The test questions are linked in general terms to the content or sequence of the
GTZ textbooks used in the classes, but could not be considered to be directly
based on the textbooks. The Basic Competency approach and description has
been introduced to teachers but the supplementary materials have not yet been
completed or introduced in the classroom. Therefore, this test is not an
assessment of the effectiveness of those materials or of the BCL approach.
Rather, this test can be considered a “pre-intervention” assessment of learning
achievement in the competency areas using existing materials (i.e. GTZ
textbooks.) : S .

e The tests were piloted in five classrooms in an RV-mixed school, with three
girls and two boys sections. Test questions, instructions, and procedures were
adapted based on the pilot test.

IV.  Characteristics of the Sample:

The sample consists of 1256 students from 57 sections of third grade classes from six
refugee camps in Balochistan. This relatively large sample represents over one-third of
the total students enrolled in third grade. The sample is broadly representative of the
school population, although not exactly due to both purposive and logistic constraints.
For example, girls are slightly over represented in the sample due to the need to include
two category of schools (HBGS and RV-girls only) that have only girls, as well as girls
only and mixed clagses in the RV-mixed schools. Other constraints were logistical,
particularly in getting mixed groups of FES to the large, but distant, Chagai camp. As
only one team of male supervisors went to Chagal, and only for two days, the arca is
slightly under represented. The overall population of third grade students in refugee
camps changes frequently, as students and teachers are repatriated, as students drop out,
as camps are consolidated, or as new students arrive. In the May 2000 reports, the school
sysiem consisted of 52 HBGS with 1032 students in grades 1-4, and 2,764 third grade
students in refugee village schools (including girls-only, boys-only, and mixed).

The final determination of the sample was heavily influenced by logistical considerations.
The HBGS and Girls-only RV schools were only visited by women supervisors, who
required separate transportation and lodging facilities. The distance to Chagai and
limitations on personnel and transportation limited the number of schools that could be
included. The time available was also a factor in the final determination of the sample, as
all tests had to be administered, corrected, coded, and entered in a two week period.

V.  Characteristics of the Teacher Questionnaire:

The teacher questionnaire collected basic demographic and educational information about
the teachers, including age, gender, native language, educational level, teacher training

Annex B — Quantitative Results 2
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received, and years of experience in teaching. The questionnaire also collected school
specific information, including the number of hours each week spent on Pashto and math,
whether the teacher teaches a doublé shift; the mimber.of supervisor visits-in the past two
months and their purpose, and the last lesson completed in Pashto and math. The English
version of the teacher questionnaire is included in Annex G1. -

V1.  Aspects of the Study that Affect Interpretation of Results -

The study, with both the quantitative and qualitative aspects, was conducted on a scale

and schedule that reflects a

range of considerations. It is not intended to be a definitive

assessment of the factors of success for Afghan refugee village schools but rather served
as a pre-test assessment before SC/US makes further program improvements. The
following aspects of the study affect the interpretation of results: '

- The concept of BCL has been introduced to teachers, but not yet implemented

as a guide for le

arning and teaching.

. - The format of the test was different from formats students are accustomed to,

which may resu

It in the test scores being somewhat lower than the students’

actual competency. However, the fact that a significant number of students

scored perfect 0
difficulty of the
that students wi

' the approach.
- The scheduling

r near-perfect grades indicates that neither the format nor the
questions was an insuperable problem. One would expect
1 do somewhat better in future tests as they become used to

of the study was determined by programmatic and contractual

factors and does not fully correspond to the school year. Students were tested
in late September-early October, which is approximately two months before
the end of the school year. Some teachers had not yet completed the teaching
plan for the year, while others were already working on review. The tests in
some classes reflect this, as many students had not yet studied the later

material,

- . The tests in Chagai camp were conducted on fourth grade students rather than

third grade stud

ents. This region has a different school calendar due to the

weather and had just started the new school year at the time of the study.

Therefore, the s

tudents who had completed third grade the previous June were |

tested for the baseline.

- The results will

be used to identify areas of strength and weakness in the

current teaching, relative to the basic competencies. This can be used to
orient teacher training and matetials development in the future.

- The results will
trouble.
- The testing can

identify specific competencies where students are having

establish a format and standard for annual assessment of

student achievement. Future progress can be measured against this baseline.

Annex B - Quantita
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VIL. Test Results

A. Characteristics of the students and teachers.

The sample included 57 third grade classes with a total enrollment of 1341. On the
day(s) of testing, absenteeism was high in some areas because some students were

working with their families as hired labor on the local harvest. The actual number of
students who completed the test was 1256. Of this total, not all of the cases are included

in all of the statistics due to missing data. In some cases, students failed to fill in

information such as age or language. In others, the printing of the tests was faulty and
not all of the pages or questions were included on the test. In these cases, the overall total

of the test score for that section (math or Pashto) was not included in the statistics.

However, all usable responses were included in the analysis for individual questions.

Gender Distribution: 43% of the students taking the test were boys and 57% were girls.

‘Students by Type of School and Camp Location

Count
School Type
Home Based . RV School
Girls School | RV Girds Only - other Total
Camp Lorelai _ 72 ' 260 332
New Saranan - 56 88 121 265
Surkhab 47 39 06 182
Musiim Bagh 21 99 120
Md. Khail 79 79
Chagai 28 108 134
Pir Alizai 15 29 100 144
Total 211 184 - 861 1258

Type of School: Of the total number of students wha took the test, more than two-thirds
were in RV schools with mixed or boys-only classes. The students in HBGS represented

17% of the total, and those in girls-only RV schools represented 14.6% of the total

Annex
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Location of School: The|largest numbers of students were tested in Lorelai and Saranan
refugee camps, which together represented just less than half of the students tested. The
only camp with disproportionately low numbers in-the sample was Chagai, which had -

only 10.7% of the students

tested, none of which were HBGS. This relatively low
representation of Chagai was due to logistics and time limitations of the study.

Distribution of Sample by Camp

11%

21%

@ Lorelal @ Surkhab O Saranan (JMuslim Bagh gMd. Khail @

Chagai @ Pir Alizai

Age of the Students: The students in the sample ranged in age from séven years old to
twenty-seven. The mean age of the students is 10.96 years, which is slightly older than

the norm for third grade. Most but not all of the older students are in the HBGS.

Student Age
Cumulative
Frequency Percent - Valid Percent Percent
Vaiid Age 8 and under 108 - 86 8.3 8.3
 Aged 169 135 146 240
Age 10 256 204 - 221 461
Age 11 143 1.4 12.4 88.5
Age 12 267 213 231 81.8
Age 13 112 8.9 8.7 - 91.3
Age 14 83 4.2 4.8 85.8
 Agel5 | 33 2.6 29 98.7
Age 16-27 S .15 12 13 100.0
Total 1156 - 92.0 100.0 '
- Missing Systerh- 100 - 80
- Tatal 1256 100.0
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Language of the Students: The students in the RV and HBGS in Balochistan are
overwhelmingly native Pashto speakers. Fewer than 1% of the students responded that
they spoke a different language at home.

Session of Classes: The sample included both morning and afternoon sessions in the
schools. About 57% of the classes in the sample were in the morning session, and 43%
were in the afternoon session. 70% of the teachers in the sample taught a double shift.

Size of the Classes: The class size in the sample ranged from the smallest class of seven
students to the largest class of 49 students. The HBGS were the smallest classrooms, with
the majority being between 15 and 20 students. The RV schools varied considerably in the T
number of students in each classroom. The most frequent size of class is between 26 and

30 students.

Class Size, by Type of Schooi

Count ,
School Type
Home Based ' RV School
. Girls School RV Girls Only - other Total ‘

Class Less than 14 7 7 —
Size 4520 145 84 229

21-25 . 59 39 105 - 203 o

26-30 : ' 54 264 318

31-35 29 127 156

36-40 62 162 224

Over 41 ' ' 119 119

- _Total 211 184 861 1256

Gender of Teachers: Demographic data was collected for 54 of the 56 teachers in the -
sample. Of this total, 52% of the teachers were male and 48% were female.

Language of the Teachers: As is the case with the students, the teachers in this area are
predominately native Pashto speakers. Of the total, 91% of the teachers said that Pashto
was their mother tongue, and 9% identified Farsi as their mother tongue.

Age of the Teachers: The teachers in the sample were relatively young, with over 30%
of the teachers in the 21-30 age group and 30% between 31 and 40 years of age. Five of
the teachers (9.3%) were younger than 20 years old, all of whom were teaching in either a
HBGS or an RV School for girls only. An equal number of teachers were between 41
and 50 years old, all of whom were teaching in RV mixed or boys only schools. (It is
worth noting that many Afghans are unsure of their exact age, so the data represents their
best estimate in many cases.) . o -
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Teacher Age, by Type of School

Count -
Age
10-20 21-30 31-40 41-50 Total
School  Home Based Girls 3 8 1 12
Type Ry .- Giris Only 2 4 1 7
RV - ather 16 14 5 35

Total ' 5 28 16 5 54

Education of the Teachers: The educational level of the teachers varied considerably.
The teachers in the RV boys only and mixed schools had the strongest academic
backgrounds, 86% of whom had completed secondary school or higher. The HBGS
teachers have the lowest academic qualifications, with only 36% having completed
secondary school or higher. Over half (55%) of the teachers in HBGS or RV girls only

schools have less than a 97" grade education.
Highest Grade Teacher Completed, by Type of School
Count '
e —— T e
School Type
Home RV - Girs
Based Girls Only RV - other Total
Teacher 6th Grade or Lower 4 1 5
Education 74y, to 14th Grade 3 2 6 11
Completed 12th Grade 3 a 20 %6
Completed 13th to .
16th Grades 1 L & M
Total 11 7 35 53

Training received by the Teachers: The teachers were asked to identify the specific
teacher training they had received. The options were training from the Experiment in
International Living (EIL), training in the GTZ math and Pashio programs, training in the
UNO materials for the higher grades, introductory training in the Basic Competencies for
Learning (BCL), health education training, and other training. The great majority of the
teachers responding to the|question, 94%, indicated that they had received training in -
using the GTZ materials as well as in the UNO materials (§9%). These training activities
included teachers in all types of schools. In addition, virtually all of the HBGS teachers,
57% of RV-girls school teachers, and 66% of the other RV teachers had received training
in health education. Only half of the teachers, all of whom work in RV-mixed schools,
said that they had attended the training in Basic Competencies. The Basic Competencies
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have not yet been introduced to home schools and women teachers in the RV schools. If
in fact the HBGS and RV-girls only teachers were included in the BCL training, then this
indicates a lack of familiarity with the term. Slightly more than a quarter of the RV-
mixed school-teachers had received training from EIL prior fo 1995 before SC/US began
managing schools in Balochistan refugee villages. '

Training Received by the Teachers

HBGS RV Girls RV - Total % of total
other teachers
EIL 1 10 11 20%
GTZ Materials 12 6 33 51 94%
UNO Materials 12 8 30 48 89%
BCL Training 28 28  52%
Health Training 11 4 23 38 70%
Other 2 : 7 2] 17%
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included in the testing h
the afternoon classes co
Nonetheless, the differe

the afternoon classes. This finding probably deserves some more analysis.

ad a higher proportion of HBGS z}nd of girls in general, whereas
nsisted of RV schools and had relatively more boys.
nce in Pashto scores was significant, and significant in favor.of

Test Scores, by Session

Session .

Moming  Afternoon  Total
Total Math Score Mean 57.1263% 60.1594% 58.4332%
N o 708 . 536 1244
Std. Deviation 23.7989% 19.7386% 22.1834%
FPashto Total Score Mean 58.25% . 64.03% 60.73%
"N S 708 533 1241

Std. Deviation 28.46%

Math Scores by Session -

24.04% 26.79%

Pashto Scores, by Session
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Score by Test Veréion

Session

Two versions of the tests were given to the students. While an effort was made to split

the tests evenly in each

class, printing errors resulted in having slightly more versions of

Test 1 than Test 2. There was not a significant difference between the scores achieved in
the two versions of either the math or Pashto test. Although the difference in scores is
more noticeable in the Pashto test, it is not statistically significant.
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_ Test Results by Version of the Test
—.——,_;——-——-——"——“_—_'——__t‘ﬁu——-_--——_ﬂ—-__——.-
' Test Version :

. _ Test1 = Test2 Total

Total Math Score | Mean 58.6946% 58.0688% 58.3969%
N 650 590 1240
Std. Deviation ~ 22.2742% 22.1185% 22.1926%

Pashto Total Score  Mean 59.48% 82.08% 60.70%
N 655 582 1237

Std. Deviation 26.62% 26.97% 26.81%

120

100 ———

an

60

Total Math Score
o
Pashto Total Score

Test Version Test Vemion

Scores hy Teacher Rankings

The teachers were ranked by the Field Education Supervisors as being either good,
satisfactory, or weak in terms of their teaching practices. It should be noted that these
classifications were made on the basis of observation of the teacher rather than test
scores, which were not yet available. These rankings were reasonably accurate in the
sense that students of the “weak” teachers had consistently lower student scores in both
subjects. However, the classification distinction between “satisfactory” and “good”
teachers is less clear cut, particularly in math. In other words, the supervisor observation
of teacher behavior is better at identifying poor teachers than really good teachers. The
mean test score in the classrooms taught by “good™ teachers was 66%, whereas the
equivalent scores in the “satisfactory” and “weak” teacher classrooms were 62% and 38%
respectively. The distinction between good and satisfactory teachers is weak, particularly
given that both of these categories of teachers had a range of student test scores between

0 and 100%.
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Tests Scores by Teacher Quality Score

__I\@in
T Total Math Pashto Total
Tearcher Quality Score ) Score
Gogd : 55.36% 65.86%
~ Satisfactory 61.29% 82.42%
Weak _ 4163% 38.12%

58.40%

60.71%

A better way of assessing|the accuracy of the teacher assessments is to identify the
highest and lowest achieving teachers in terms of student performance on the study tests
and relate these categorics with the classification. Ten of the teachers were in classes
with an average score of 80% or more in Pashto. Of these 10 teachers, only two were
identified as “good” teachers by the supervisors, with the others classified as
“satisfactory”. A similar finding applies to the teachers with the lowest scores. Seven

-~ teachers were résponsible for classes with an average score of less than 40%. Of these
seven teachers, five were classified as “satisfactory” and two were classified as “weak”.
From this assessment, it is clear that the criteria currently used for classifying teachers
does not accurately identify the best teachers. -

The educational level of the teachers is also an important variable in assessing

o qualification. In fact, this has been a primary factor used in recruiting and selecting
teachers for'the RV schools, and to a much lesser degree for the HBGS. As was noted in
the early part of the report, the HBGS generally have aitained much lower educational
levels than have the teachers in RV schools. The question that arises is whether the
additional formal education is important in terms of student achievement.

As the table below illustr tes, there is no significant correlation between the: educational
level of the teacher and the test scores of the students. In fact, if anything the data

Test Scores by Teacher Education

Teacher Education Math Score  Pashto Score
_ 6th Grade or Lower 83.69 .70.00
7thto 11th Grade 62.80 70.62
Completed 12th Grade - 61.08 61.56

16th Grades 54.58 56.82

Total 60.32 . 63.28
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suggests that the teachers with the highest levels of education have lower average test
scores than the other groups. However, there is not a statistically significant correlation,
positive or negative, between test scores and teacher education. :

The teachers with six grade education or below, as well as those with secondary

education that stopped before 12" grade averaged higher student scores in both math and .=
Pashto than did the teachers who are 12 grade graduates and higher. There are many
possible reasons for this, including the heavy weighting of tcachers with low educational
Jevels in the HBGS, which create a different educational climate and have a different
student population. It may also indicate that less educated and less experienced teachers
are more likely to rely on the teaching methods proposed in the materials than are their
more experienced colleagues. Whatever the reason, it is worth exploring and integrating
into the norms for teacher recruitment and training. '

Datia was also collected about the number of years of experience of the teachers. Over
half of the teachers (53%) have between one and five years of teaching experience.
Sixteen percent of the teachers have one year or less, and another sixteen percent have
between 11 and 20 years of experience. The years of teaching experience has little
significant impact on student achievement, as noted in the table below. Interestingly, the
least experienced teachers (wﬂh one year or less) and the most experienced teachers with
over 21 years of teaching experience, have the lowest student scores.

Student Scores by Years of Teacher Experience ' -

Mean
Years of Experience Math Score  Pashto Score o
Less than 1 year . 50.98 _ 56.78
1-5 years - B2.73 64.93
6-10 years 66.42 74.33
11-20 years 63.88 65.00
More than 21 years 46.83 45.50
Total 60.22 63.36
Scores by Student Age : : o

The students in the sample ranged from seven years old to 27 years old. The test scores
are clearly related to the age of the students, with the average math score of the oldest
group being 16 points higher than that of the youngest group. The difference in the
Pashto test is even greater. There is a significant correlation at the 0.01 level between age
and test scores. ' _
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Test Scores by Student Age

Mean

Total Math Pashto Total
Age Category Score Score
Age 8 and under 51.40% -83.12%
‘Age 58.43% 61.92%
Age 110 - 57.64% 60.48%
Age (11 63.76% 64.78%
Age 12 59.63% 61.82%
Age 13 . 62.54% 65.05%
Age 4 - 66.67% 69.97%
Age 15 63.54% . 68.57%

Age1627 87.27% . 72.57%
: ' . 59.58% 62.10%

Grouping the students by age group éllows._fbr an easier assessment of differences
between age groups.” As the following table shows, overall, the older students performed
better than the younger students in both subjects. . _

Mean Test Scores by Student Age

Mean

‘ - Pashto Total . Total Math
Age Groups Score Score
Age 2 and Younger 58.46% 55.70%

-Age 10-12 ' - 61.93%  59.75%
Age 1327 . 67.35% 64.05%
Total 62.10% 53.58%

B. Test Results by Passing and Faﬂmg Grades

The previous analyses assess the results by measures of central tendency (average,
median), dispersion (vari ce) and by percentile patterns (grades achieved by each
percentile group). This analysis takes a more fundamental approach, recognizing that the
Basic Competency approa h is 2 measure of absolute achievement, rather than relative.
The measure of success inja Bas1c Competericy approach is that all students achieve a

passing grade.

The traditional measure 0 success in the RV, schools has been épassing grade of 30%.
The proposed passing grade for the Basic Competencies under discussion is 80%. This is
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a useful measure to-determine the extent to which the RV system is achieving the BCL
goals, as well as for establishing annual improvement targets. The following tables and
graphs divide the percentages into a passing grade (80% and above), intermediate grade
(40-79%)), and a low grade (below 40%). The analysis uses 40% rather than 30% as a
low grade for symmetry, and because 40% is a low grade by any standard.

Overall Scores. In the Pashto test, 30% of the third grade students taking the test passed
with a grade of 80% or higher, and 23% of the students got less than 40% of the
questions correct. Girls did slightly better than the boys in both categories. In the math
tests, many fewer students passed the test with an 80% or greater. Despite the fact that
the mean scores were similar, the distribution was more heavily weighted to the center.
Only 13% of the students answered 80% or more of the math questions correctly.

Distripution of Pashio Scores, by Passing Grade

Under 46% 40-79% B0%+

Distribution of Math Test Scores

0%

&0%

50%

40%

50%

20%
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Scores by Type of School. Further analysis of the data by type of school and location
shows significant differences in the school achievement. In the Pashto test, analysis by
type of school shows that |50% of the students in HBGS passed the test with a grade of
80% or better, while only 3% of the students failed the test. The comparable numbers
for RV-girls schools are 17% passing and 34% failing. For RV-boys and mixed schools,
the percentage passing the test is 28%, while 25% received less than 40%. Thisis a
significant difference in accomplishment. The scores in the HBGS show a relatively high
level of achievement. '

Distribution of Fasﬁto Scares, by Type of Schoal

%

45%

40%

30%

25%

%

15%

10%

%

0%
HBGS ) ' RV.girla RV-mixed

B Under 40% B40-79% C80%+ |

Distribution of Math Scores, by Type of School

80% —
70%
&60% =3
50%
40%F
30% -
20%

10% —

Q8L = . o ? :
HEGS RY-girls RY-mixed

Dunger 40% M49-79% D80%+ |
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The achievements in math were significantly less impressive overall. However, the
HBGS students continued to turn in the highest achievements, with 20% of the students
achieving a passing grade and only 5% falling below 40%. Again, the RV-girls only
schools were by far the poorest, with only 3% getting morc than 80% of the questions
correct, and over 39% falling below 40%. :

Relationship of Student Age and Type of School. The results discussed above show that
both student age and type of school are strongly related to student achievement. Given this
combination, it is worth asking whether the relatively high scores of the HBGS are the result
. of the fact that students in these classrooms are generally older than are students in the RV
schools. As is clearly shown in the tables below, the proportion of older students in the
HBGS schools is significantly higher than in the RV schools. Almost half of the HBGS
students are 13 or older, whereas only 10% of the RV girls school students fall into that
category. Similarly, only 6% of the HBGS students are under 10 years old, compared to
over a quarter of the students in the other schools The overall average test scores by type
of school are clearly related to this fact.

_ S Type of School .
Age Group . HBGS RV -Girls RV - Other
9 and under o 6% . - 26% _ 28%
10-12 - 49% - 64% 60%
13 and over - ' 45% : 10% L 12%
100% 100% . - 100%

Therefore, to accurately assess the quality of learning in different types of schools, it is
necessary to disaggregate the student achievement by age within each type of school.
This analysis, shown on the table below, clearly shows that students at every age group
do better in the HBGS schools than in the other types of schools, and that the students in
the RV-girls schools have lower achievement than do students in the other schools. -
Indeed, the youngest students in the HBGS schools had higher average Pashto scores than
did the oldest students in the other two types of schools. The only area in which RV and
HBGS students had the same level of achievement is in math scores for students aged 9

Age Group ' Type of School

HBGS | RV-Girls RV — Other Total
Age9and . . Pashto 66% | 52% 1 59% 58%
Under Math 59% | 41% 59% 56%
Age 1012 Pashto - 78% 55% - | 60% 62%
Math 69% : 46% 61% 60%
Age 13 and Pashto. = Fi% ' 56% 61% 67%
Over Math | 68% 50% 64% : 64%
TOTAL Pashto - - 77%. _ 53% - 158% | 62%
Math 68% | 45% . 59% - .| 60%

and under, a very small group in the HBGS schools. It is also noteworthy that whereas
the older students in the RV schools consistently achieved higher scores than the younger
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students, the same was not
students did no better than

while age is an important
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true for the HBGS students. In fécf, the oldest group of
the students aged 10-12 in the HBGS schools. Therefore,
factor in student achievement, the learning environment of

the HBGS schools appears to be thé more si; enificant element. (Note: there are slight

discrepancies in the total p
because the total scores ag

ercentages ‘between this table and others in the report. This is
oregated by type of school include all students, including those

for whom age data is missing. This table includes only students with both type of school

and age data included.)

‘Scores by Location. Analyzing the data -By location, the schools in Muslim Bagh had

70%

80%

50%

30%

20%

the strongest performance
and only 3% of the student
in the Lorelai region. Schg
27% of the students, althoy

Schools in Chagal, Saranan,

1% of the students receiviy

with 55% of the students receiving a passing score in Pashto

s scoring lower than 40%. This is closely followed by schools
»ols in Surkhab and Pir Alizai also did relatively well, passing
igh the proportion in Pir Alizai scoring poorly is also high.

1, and Md. Khail had the poorest scores. In Md. Khail, only

1g a passing grade, and 65% got lower than 40%.

Distribution of Pashto Scores, by Location

Lorelai Saranan Surkhab Muslim Bagh Md, Khail Chagai Pir Alizai
[Bunder 40% B40-79% 080%*
Annex B Quantitative Results ' 27




80%

70%

60%

30%

10%

0% e .
Lorelai Saranan "+ Surkhab ~~ Muslim Bagh M4 Khail Chagat Pir Alizai

(@ Under 40% B 40-78% D80%+ |

The scores in math follow the same pattern, although at lower overall test scores.

Students in Lorelai and Surkhab received the highest percentage of passing scores,

followed closely by Muslim Bagh. Muslim Bagh continued to have the lowest proportion

of scores below 40%. Md. Khail was again the only location where the majority of the -
students failed to achieve a 40% grade, and only one student passed the exam.

Scores of the Most Successful Teachers. As has been noted in the preceding analyses,
considerable variation in learning outcomes exists between classrooms. However, there
are clearly some teachers who are more effective than others in getting results. While the
analysis of teacher characteristics discussed above is useful, the identification of the most
successful classrooms, and their_characteristics, is also useful. '

Sixteen teachers achieved the distinction of having at least 50% of their students passing
the Pashto test with a grade of 80% or more. The list of these teachers, in order of the
proportion of passing students, is shown on the table below. The teacher rating factor is
the classification given to the teacher by thé FES. Five of these teachers are in HBGS.
schools, one is in an RV-girls school, and ten are in RV-boys or mixed schools. _ _
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- Pashto

Teacher

% of Teacher - Teacher +.=Teacher . ::Region School

students Number Education Gender Rating Type

passing : Level
100% 8 10 Female Lorelai: Average HBGS
100% 9 12 Female Lorelai . Average HBGS
95% 37 10 Male Muslim Bagh  Average RV-mixed
89% 6 4 Female Pir Alizai Average HBGS
82% 11 14 Female Loralai Good HBGS
81% 44 14 Male Loralai Average RV-mixed
80% 36 12 Male Muslim Bagh  Average RV-mixed
76% 17 8 Female Pir Alizai Good RV-girls -
70% 47 16 Male Lorelai Average - RV-mixed
65% 32 10 Male Pir Alizai Average RV-mixed
68% 38 12 Male Muslim Bagh = Average RV-mixed
62% 61 12 Female Chagai Average RV-mixed
55% 28 12 Male Surkhab - Average RV-mixed
50% 43 10 Male Lorelai Good RV-mixed
50% 45 - 11 Male Lorelai Average RV-mixed
50% 10 12 Female Lorelai ‘Good HBGS

In the math test, the overall scores were much lower and the number of successful

classrooms was correspon
students able to score 80%

dingly low. In only five classrooms were at least half of the
or higher on the math test. Of these, three are HBGS

classrooms and two are RV-mixed.
Most Successful Teachers - Math
Y of Teacher  [Teacher Teacher Region  Teacher School
students Number  Education  Gender : Rating Type
passing S Level : '
69% 8 10 Female Lorelai ~ Average " HBGS
64% 28 - 12 Male Surkhab  Average RV-mixed
59% 9 12 ~ Female - Lorelai  Average HBGS
54% 5 5 Female Surkhab  Average HBGS
- 50% 44 14 ‘Male Loralai Average RV-mixed

C. Test Item Analysis

The following charts show the test results for each question in the Math and Pashto tests,
as well as the overall statistics for the groupings of questions by competency area. This
data will be useful to the Field Education Supervisors in refining the test questions and in

developing new questions

in the future. (Note: Test Iterh Analysis included separately.)
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Annex C Qualitative Study--Classroom Observations/Interviews

1 Introduction

This annex describes the findings of the qualitative study. These findings focus on school, teacher,
and student characteristics and the teaching-learning processes that may be affecting the quality of
learning in SC/US schools. The descriptions are based on observations and interviews in Refugee
Village (RV) and Home-Based Girls' (HBGS) Schools. Although many of these points may seem
small and insignificant as factors affecting learning, the accumulation of many small
“inefficiencies” in the end may have a large impact.

Most topic sections below begin with a paragraph entitled "relevance.” Often these paragraphs
describe findings drawn from international research to show- how some educators believe a
particular topic relates to program quality. Because many of these findings are "soft" (i.e. they do
not consistently show the same result from context to context, or study to study), it is probably
better to see them as "conventional wisdom." The purpose of this annex is to suggest factors that
may be affecting learning results either positively or negatively in SC/US schools. SC/US staff may
want to review these factors when searching for possible reasons for a particular learning result.
They may especially want to review them when they are seeking remedies for less-than-satisfactory
performance. '

Most of these general research findings are discussed in Noel F. McGinn and Borden, Allison M.
1995. Framing Questions, Constructing Answers: Linking Research with Education Policy for
Developing Countries. Cambridge, MA: Harvard University Press, Harvard Institute for
International Development. If research is reported in McGinn and Border, it is not cited further here
unless included as a direct quote.

II Sample
A. Characteristics of the school samples observed.

The sample of observed classes were located in 11 mixed RV schools, two girls-only RV schools
and nine HBGS. In the RV schools we visited three grade 1, three grade 2, four grade 4, three grade
5, and two grade 6 classes (in two schools more than one grade was observed for selected subjects),
and a full range of grades from one through four in HBGS. Seven of the RV classes took place isk
the moming and six during the afternoon shift while most of the HBGS were in the morning. All of
the observed RV teachers but one taught two shifts; only one of the HBGS teachers taught two
shifts. Four RV classcs were male only students, six were female only and three were mixed classes.
Ten RV teachers were male and three were female. All the HBGS teachers and most of the students
were female. ' ' :

HI  Basic Inputs

There are four basic inputs normally required in establishing a context for teaching-learning:
sufficient places in which students can study, sufficient time in which to learn the curriculum,



instructional materials that ¢

over the curriculum, and an administrative-management system for

organizing the school environment.
A. | Places in which to learn
1. Facilities and furnishings

Relevance. Where the relati

significant effect on student le
pleasant environment in whic

conditions are poor, they may
have suggested that proper lat

SC/US school facilities and
basic provide a satisfactory,
context of Afghan refugee
instructional inputs rather t
consisting of solid, usually w
nearby. The extremes of hea

refugee homes. There are col

HBGS differ in that the room
be curtailed because of smalle

School furmshmgs are mini

onship has been studied directly, physical facilities have not had a
aring. They may have a positive psychological effect by providing a
h teachers and students carry on the teaching-learning process, or if
7 have the effect of driving good teachers away. A number of studies
rines have an impact on girls' willingness to go to and stay in school.

furnishings. Overall the facilities in RV and HBG schools although

even in most cases pleasant, environment for teaching-leaming. In the

education the schools reflect an appropriate emphasis on crucial
an costly physical facilities. RV schools are simple structures,
ell-lit and well-ventilated classrooms, with water and latrines located
t and cold are felt in these classrooms, but that is also the case in
orful mats in most classes, adequate blackboards and sufficient chalk.
s are usually smaller and more home-like, and ventilation is likely to
r windows that can be covered in winter to keep rooms warmer.

al RV classrooms usually have a chair and sometimes a table for the

teacher, and in a few class s--usually where older children study--low desks for two or three
students that hold books and ¢an be used for writing as the child sits on the floor. In these classes of
older and usually fewer children these desks do not overcrowd the room, and they tend to make it
easier for bigger children to write while sitting on the floor. These low desks although nice are not
necessary for younger children who work quite well using their book packs as desks.

2. Class size (teacher/student ratios)

Relevance. There is a general feeling that class size impacts leaming, because as class size

increases teachers have less direct time to assist the learning of each individual student. However,
most studies in developing countries show no significant differences in student achievement that can
be related to teacher/student ratio (up to class sizes much larger than those in SC/US schools). Class
size is thought even less likely to make a difference in subjects that require less of teachers' direct
attention, when teachers are experienced and can manage the learning of students effectively, when
textbooks allow for self-study, and when students are motivated to learn.
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SC/US teacher/student ratios. Class size in SC/US schools is not an important issue from the point
of view of learning. The classes we observed had on average 21 students present and 5 absent.

3. Shifts

Relevance. Having more than one shift can be a cost-effective use of space. However it can also
affect student learning:

o negatively if it reduces instructional time and/or the teaching is poorer because of greater
teaching loads
e positively if smaller classes Icarn better or time is managed more effectively

" SC/US use of shifts. The large number of students seeking admission to SC/US schools in recent
vears has caused SC/US to form double-shifts rather than increase class size. While this is a good
way to use classroom space it may overtax teachers who teach 8 hours of double shifts, especially
since present teaching methods are highly teacher-dependent.

We also did not see instances where multi-grade options were used for small classes, although the
instability of student populations and attendance probably creates many mixed-achievement classes
where students might well be treated as though they occupied different grade levels. This would be
easier to do if teachers used methods that emphasized independent student learning and if textbooks
 were more amenable to self instruction (which will be the case with Supplementary Materials).

B. Opportunity to learn (allotted time)

Relevance. Sufficient time must be provided to children to leam a body of skills and knowledge.
The amount of time should be determined by the needs of the curriculum and children's capacity to
learn. A school system sets the number of years and hours in a year that it feels is sufficient for
learning the curriculumn. In other countries of the world: ' '

e the length of the primary cycle varies from four to nine years, but around half of countries
require 6 years,

e the number of schooling days and hours in the school year also varies. The world average is
879 hours per school year, but varies from 600 to more than 1100.

~ Allotted time in SC/US schools. SC/US schools have a six year primary cycle. The RV schools are

in session four hours a day, six days a week, nine months of the year. This totals near to 900 hours -

(a rough calculation) or about the average number of instructional hours in school systems around
the world. HBGS have fewer hours overall in the day, week and year than RV schools. They are in
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session three hours a day, fiv

e days a week, eleven months a year to total less than 700 hours a year,

or considerably below the world average.

Schedules are displayed prominently in most SC/U S schools. These schedules define the amount of
time that should be spent on each subject in the cumculum

Grades | through 3 u

sually devote 6 hours a week each to Pashto and Math, and divide the

remaining time between religion, handwriting and drawing, with considerably more of the

remaining time spent

Grades 4 through 6 s
are taught in religion
Some teachers claim

on religion.

pend 6 hours a week each on Pashto and Math, and additional classes
(Hikayat, Figa, Tajweed), geometry, science, history and geography.
they also teach drawmg and sports (although no sports classes were

* observed). The two drawing lesson observed were consisted of the teacher dramng a ﬂower
or teapot on the board and asking the children to copy and color it in.

C. Materials with which to learn.

1. Instruectional

materials and writing supplies

Relevance. Textbooks are found to be the single most effective input in improving learning
(especially when they did not exist before or were in short supply). Textbooks make learning more

uniform across schools, indic

ate to teachers what they should teach, and frequently how they should

teach it if guides or other instructions accompany them. The following are research findings on

textbooks:

e Textbooks are an ess

ential requirement of schooling. In the world, schools vary from ones

where every child has a textbook per subject matter to ones where up to 20 studénts share a

single book .

e Large classes with instructional materials do as well or better than small classes without
materials. - ’ '

e Texthooks that can be used in self-instruction are especially effective in large and multi-
grade classes. ' o S

* Spending on instructi
reduce dropout.

onal materials is a cost-effective way to improve student learning and

SC/US materials and supplies. Almost all children appear to have textbooks, notebooks and

writing supplies in SC/US. scl
clearly enhanced by the GTZ
taught using the UNO books.
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Younger children appropriately used reusable writing supplies such as slates while older children
were provided with notebooks. In some classes notebooks seem to be used fully (mth every page
covered in writing) but in some classes, many pages were left blank or scribbled on in a way that
showed careless use. In such a resource-limited environment teachers should be made aware of the
importance of conserving supplies. There could perhaps be a discussion in training of how to make
the best use of writing supplies. (See also the sections on notebook use below).

2. . Teachers' guides

Relevance. [nstructional materials are more likely to be used effectively if teachers are provided
instructions in how to use them.

SC/US use of teacher guides. SC/US provides teacher guides for GTZ materials and sees that new
teachers are given training in their use. Although the GTZ teachers' guide is said to be available to
all teachers, yet it was rarely in evidence in classrooms. The few times teachers used it, they took
considerable time reading the instructions while the students sat waiting, It is possible that teachers
are either so familiar with the guide and/or the subject-matter that they do not need the guide. It is
also possible that teachers find the guide too complicated to use during the class period. The fact

that teachers have had some training in the guide, along with better format of GTZ textbooks means’

that GTZ materials are taught in a more interactive way than UNO materials that do not have these
advantages.

3. . Instructional aids

Relevance. Children learn better when there are concrete examples of the concepts they are
learning. Many classrooms around the world mount wall posters of alphabet letters and numbers,
maps, diagrams, and other illustrative materials. When these examples are present it saves the tlmc
teachers would use in puttmg the examples on the blackboard.

SC/US instructional aids. HBGS had more visual aids than RV schools and more of them were
related to the textbook lessons. Teachers often said their husbands brought them back from cities
where they worked or the teachers still had them from a previous teaching experience. More than
half of the RV classes had no visual aids at all on the walls of the classroom. The rest had an ad hoc
collection that bore little relation to the curricutum of the class or might at best be used during one
specific lesson. They included (usually one of each) a pictorial representation of the rotation of the
earth, geometric shapes, numbers, a diagram of measurements, definitions of scientific terms,
drawings of different sources of vitamin C, maps of the world and of Afghanistan, the five senses, a
list of 40 countries and their capitals, and several Koranic verses and Hadith. There are many useful
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prototypes in resource centers and perhaps teachers check them out when needed. Given the low

cost of these items and their

beneficial effects on learning, SC/US should consider providing aids

that are carefully matched to the rieeds of various classes (clocks, shapes, colors, alphabets and

numbers for lower classes,
their own aids, but should be

maps and scientific diagrams for older classes). Teachers could make
urged to post them so they will be seen.

The instructional aids that included counting stones, flashcards, and -strings for hanging cards
seemed suitable and were occagionally observed to be used. It is difficult to know how available
these are in schools. In some cases they were stored in either the head teacher's office or the

Iresource room.

4.  Libraries

Relevance. Children need opportunities to practice readlng This is true at all times but it is

particularly important for ¢
available.

SC/US libraries. All HBGS

hildren who hve in communities where little readmg material is

classes of grade 3 and above and all RV schools are equipped with tin

trunk libraries said to be used by students and sometimes community members. We did not see
these libraries used in class during our observations. However we did see children in one HBGS
checking out books to take home and read, and in several cases we saw sign-out books that showed
considerable use. Still teachers do not seem to fully appreciate the potential uses of the library or the

need for children to practice
work will find these libraries

reading independently. Any program to encourage more independent
very useful.

D. A system for organizing th_e 1earnihg'environment_

1. -School organi

ization and management

Relevance. At least one study reports that a school's appearance (cleanliness, orderliness, and

general tidy look) influences

the way supervisors and communities view the school. Many studies

cite the importance of school heads in managmg the educatxonal resources of schools well ‘and
taking the leadership in schoal quahty '

SC/US school organization.
chowkidar maintains security
implicit in their private home
which to take attendance. The
schools (with 500 or more sty
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RV schools appear to be well organized on an administrative level. A
and keeps the grounds reasonably clean. The HBGS have a protection
locations. SC/US provides teachers with easy-to-use register books in
> schools run smoothly with relatively little bureaucratic hassle. Larger
1dents) are managed by full-time head teachers. Lesson timings in RV




schools are announced by gongs. The most prominent (sometimes the only) poster on classroom
walls is the daily schedule. Teachers are aware of the amount of time they should spend every day

on various lessons.

School head teachers appear to act primarily as administrators rather than managers of resources,
and although they are concerned that their schools do well during inspections and exams, they
appear to focus more on administrative matters and are not aware of how they might play a more
significant role in student learning. Few head teachers appear to take responsibility for leaming in
the schools and actively engage the teachers.

IV.  Student factors that affect learning

A number of student characteristics are thought to affect learning. One of the main predictors of

learning is students' family background, including especially their socio-economic level and -

whether their parents are educated. Most of the parents of students in SC/US schools are poor and
illiterate. There is little SC/US can do about these background characteristics, but it can provide a
high quality learning that does much to compensate for their disadvantages. Some of the other
student characteristics thought to affect learning include attendance, motivation and discipline, and
mother tongue (especially if it is different from the language of instruction).

A Student attendance

Relevance. Student absence is a predictor of repetition (which in turn is a predictor of dropout) and
therefore of major interest to efficiency and quality of learmng in a system. Children cannot learn if
they are not present in school.

SC/US student absences. Student absence and dropout appear to be serious problems in SC/US
schools. In the RV classes we observed 21 students on average were present and 5 were absent.
More than half the classes had five or more students absent, and one class had 15 out of 38 students
absent. The problem is greatest in grades one and two. In looking back at the previous month's
absences, every class but one had several children with absences of more than ten days. At the
beginning of the year for these classes, SC/US registered an average of 35 students, suggesting an
average drop out rate of 9 students by the end of the year when we visited. It was a bigger problem
in the early grades where classes were larger.

The registers suggest the instability of the student groups. Most classes start the school year with
significantly more students registered than are now actually present or expected in class.
Consequently there are three numbers of importance in looking at attendance figures: registration,
present enroliment, and students who are actually present. SC/US is now collecting information on
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solicit their support.

‘considerable time in each

the missing children to see

why they left school. This is an important activity to reveal what if

anything can be done to prevent absences and dropout.

Several teachers complained of lateness that they expiajned as usually occurring because students
are working in the fields or hauling water. It seems to be a bigger problem in the afternoon shift. We
also noticed that children continued to straggle in for up to a half hour after break, and sometimes

up to an hour after school st

arted. In one case several boys missed the entire Pashto lesson because

it occurred after break. Again it comes down to wasting instructional time. If teachers cannot
prevent this from happening they should at least schedule important subjects in a time period when

most children will be present.

The matter of attendance, lateness, and dropout are good subjects to bring up with PTAs and try to

B. Discipline and moti

vation

Relevance. A study in Pakistan showed that achievement scores rose as the frequency of
punishment by teachers declined. Students probably learn better in an encouraging atmosphere

rather than a harsh one wher

SC/US discipline and stuc
schools. The students in 8C
saw no teacher-administeres

regulate children's behavior.
politely, respond uniformly
answer questions, and then
regulated and disciplined atn

Most children also maintain

exceptions were children wi
class (brought along by their

¢ they are constantly under the threat of punishment.

lent motivation. SC/US has a policy of no physical discipline in its
(US classes we observed were well-behaved and self-disciplined and we
d direct physical or psychological punishments even though we spent
classroom. In most classrooms teachers have instituted systems to

Children ask permission to enter a classroom, address the teacher
to attendance taking, leave their shoes outside the class, raise hands to
stand to answer. These procedures probably help to maintain a well-
nosphere.

ed a very high level of engagement in their academic work. The few
10 for various reasons did not seem to be full-fledged members of the
sisters) or in one case, a child who seemed mentally incapable of doing

the work. In one mixed class where girls sat next to a side wall and the teacher spent most of his
time addressing the boys with his back to the girls, there was also a Iower level of attention among

the girls than was usual in m

nst classes

Overall student motivation seems high in SC/US schools. Students describe themselves as coming
from homes where the older generation is non-literate--they seem to appreciate the opportunity to
learn and gain respect within their families and communities. Most have ambitions that exceed the
opportunities that will ultimately become available to them.
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C. Students’ mother tongue

Relevance. Studies have shown that children who learn first in their mother tongue are able to learn
more quickly, and also to learn a second language better.

SC/US and the langnage of instruction. We found that all the children in the RV classes where we
observed or tested were learning in their mother ongue or were proficiént enough in Pashio (o be
able to learn in that language. There were a few. students in HBGS who were not as familiar with
Pashto and had some difficulty with instruction. Because they are restricted in their movements,
girls would have a harder time learning languages other than their mother tongue and might need
special help in such cases.

V. Teacher characteristics'that may affect teaching-learning

Relevance. A number of studies have related certain characteristics of teachers to student leaming.
The results again are not always consistent. The teacher characteristics below however appear to
affect learning positively in most studies and might be used along with subject-knowledge tests as
criteria for selecting teachers. In parentheses are p0331ble ways the cntena mlght be assessed:

¢ High verbal ability (IQ. interview) :

¢ High expectations for learning (interview)

* Knowledge of a variety of teaching techniques (relevant training)

e Knowledge of subject content (sufficient academic training or test of subject competencies)

* Knowledge of the language of instruction (tests and mterwews)
(Adapted from McGinn and Borden 1995) .

This section looks at characteristics of SC/US teachers that are generally thought to affect student
learning: teachers' academic training and presumed subject content knowledge professional
training, subject specialization, mother tongue, residence, teaching experience, sex, absences, and
expectations for student learning. :

Al Academic fraining and subject content knowledge

Relevance. According to McGinn and Borden 1995 "The general academic education a teacher -
receives more often accounts for student learning than does the professional training received." This
is probably because a teacher with longer academic training knows more and is more confident in
teaching the subject matter. One study showed that countries differ widely in their academic
requirements for teachers from as little as six years of schooling to university graduation.
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-consist of questions that are

The selection process up unti

SC/US teachers' academic

training. The SC/US teachers range in academic backgrounds from a

few years of home or NFE schooling (only HBGS teachers) to Grade 12 and higher. A third of the

HBGS teachers have grade 1
female teachers. The tight
teachers albeit often ones wh

2 or higher and almost ail of the RV teachers with a few exceptions for

job market for men makes it possible to hire more highly qualified

0 have been trained in unrelated fields.

The baseline assessment showed that attainment of high levels of student performance in SC/US

schools was not related consistently to teacher academic characteristics.

Consequently SC/US

should be able to relax its rigid academic requirements in RV schools and give more importance to
other criteria in selecting teachers such as performance on competency tests. This may have the

additional benefit of providin,

Most SC/US teachers seeme

g a larger pool of female candidates.

d to know the subject matter well enough based on our observations,

(although testing might show more accurately whether they actually know the relevant concepts).
However there were two exceptions: some HBGS teachers were weak in the math concepts of

higher grades, and some mal

programs the teachers have e

¢ RV teachers seemed to have difficulty reading the teacher forms for

- the assessment which were written in Pashto. In one class, students made several corrections in the
" Paslito passages the teacher

wrote on the board. This may be due to the variety of education
xperienced--some may have studied mainly in other languages. SC/US

should provide opportunitics for all tcachers to up-grade their knowledge and skills, first on a

voluntary basis and then as p

art of remediation if their students' results are poor. This could be done

as a self-study exercise of BCL and SC/US administered tests and certificates for those who do well.

The tests that are presently

used for teacher selection (and to teach at higher grades of HBGS)
not closely related to the subject content a teacher needs to know to

teach at the primary level. Many test items depend on the memory-recall of details. After taking the
tests those with the highest scores are selected even though most do not achieve high averages, and
some even have major gaps in specific subject areas. In one test, for example, that was administered.

during the selection process

for Grade 4 HBGS teachers, of 22 tested, 20 received scores of less

than 50 (most considerably less than 50) out of a possible score of 70. If the test consisted of items

that should be known by a te
should have disqualified mo
available to test teachers on
and retake the exam until the;

that did not have clearly de
required.
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acher to teach grade 4 (and this is questionable), then such low scores
st of these teachers. It would be more reasonable now that BCL are
competencies required for a cerfain grade level and to let them study
y are proficient at the full complement of skills they will need.

1 now should not be faulted since it was based on a schooling prbgraxn
fined learning goals. BCL makes it possible now to know what is
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B. Teacher Training

Relevance. Although studies have identified academic as opposed to professional training as
generally more important in student achievement, this does not mean teachers should not be trained.
Rather such studies suggest that the training programs teachers are attending may not be relevant
and that training should perhaps be oriented more to actual conditions of the classroom. Teachers,
for example, who are trained in classroom management techniques have been found to be able to
handle more students without a reduction in learning. :

There is little research on the right combination of teacher skills and knowledge that is most
effective in producing learning results. There are several reasons for this including the fact that it is
difficult to study what actually occurs during the trammg process and to differentiate the effects of
teacher knowledge from teacher skills.

The best pre-service training according to McGinn and Borden includes:

» basic subject matter content
* exposure to instructional objectives and methods of the curriculum
¢ classroom management techniques, and

“s opportunities for supervised teaching practice

Teachers also need training in how to use the instructional materials that will be available to them in
the classroom and in strategies to increase the learning of their students.

SC/US training. We did not observe SC/US training but were given a number of documents
describing specific training programs. According to these documents, teacher training consisted
mainly of how to use GTZ and UNO materials (methodology, objectives, lesson plans, and the
materials required to teach the lesson). This kind of training is important because it takes teachers
some time to become accustomed to the GTZ materials and guides, and because the UNO materials
require that teachers "enrich" their teaching if children are to learn much from them. The duration of
the training ofien consisted of a few days 10 a week. This training however leaves important gaps in
the areas of curriculum objectives, classroom management techniques, and knowledge of strategies
to increase learning. The Grade 3 teachers who filled in the questlonneure for the present study
showed that 94 percent claimed to have been trained in GTZ and 89 percent in UNO materials (see
" Annex B for more details)

C. Subject specialization

Relevance. Studies have shown that it is better to assign teachers to subjects and levels for which
they have been prepared. However, at the complexity of subject matter taught at the primary level
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most teachers should be competent to teach the entire content without difficulty if their own
education has been adequate and instructional materials are supportive. Most schools around the
world do not have subject specialists in the primary grades, and especially at the lower grades
(except for religious or foreign language studies). The rationale for using a single teacher is that
very young children do better with one nurturing teacher who understands their needs rather than a
series of teachers who are| less involved with them. One issue that arises is whether schools
scheduled around teacher specialization have the requisite flexibility to meet student learning needs

(which may not always fit

SC/US teachers with spec
specific subject matters. Sev
in teaching subjects in whick
had been weak in these sui
surprising in primary grades
instructional materials suffic
made about teaching religiou
higher. The complaints may
may be more training for te
religious courses.

}

D. Teachers' mother tg
Relevance. Studies have sho
language of the children are
only in a few cases of studen
ot teachers being able to com

SC/US teachers' language
questionaires claimed to have
this was either not true or a
language. A selection test fg
should be able to differentiat
not. It is unrealistic to think
students who speak mostly
- student to help a peer.
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o the time slots available).

ialties. Many of the RV schools divide teaching assignments into

cral teachers (where this was not possible) mentioned their discomfort
1 they had not had subject specialization training, where their education
bjects, or where they felt they had little aptitude. This is somewhat

where for the most part specialist knowledge should not be required if
iently explain new concepts and skills. Most of the comments werc
s courses and subjects taught with [UNO materials from grade four and

reflect the poor quality of UNO materials. The solution to this problem
achers in subject content for UNO subjects, and hiring specialists for

ngue

wn that bi-lingual teachers speaking the language of instruction and the

miore effective at producing leaming in children. Although applicable

ts where Pashto is not well-known, this finding suggests the importance
municate with children in languages they know.

proficiencies. All tcachers who were asked in interviews or on

> Pashto as a mother tongue. However, as the comments above suggest

few teachers did not reach proficiency in reading and writing in that

1 teachers that assesses comprehension and grammar points in Pashto
e between those who are proficient in the language and those who are

that bi-lingual teachers would be assigned to classes where there are

Dari, but other solutions might be found like assigning a bi-lingual
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E. Residence of teachers

Relevance. Studies have shown that teachers living in the local community are more likely to be
active in school-community relations, are absent less ofien, and tend to have students with higher

achievement.

The residence of SC/US teachers. All but one teacher we interviewed lived in the local community
or within a reasonable bicycle ride away. The one exception was a teacher who lived in Quetta and
roomed during the week in the local area. A number of others (who were not interviewed) also
come from Quetta or villages that require long daily commutes. Because of the advantages of hiring
local teachers, this should be a priority for SC/US, all other qualifications being equal. Because of
the difficulty in finding qualified teachers, especially females, it sometimes has been necessary for
SC/US to hire outsiders. The finding of this study that academic qualifications are not necessarily
the best predictor of good teaching (and good student learning) will hopefully give more weight to

criteria (such as test evidence of BCL concept knowledge) so that more local people will be eligible. -

F. Teacher experience

Relevance. On the one hand, experience or the length of time spent in tcaching, often helps a
teachers become more confident and proficient at teaching and, on the other, it makes some teachers

unwilling to risk trying new methods and materials.

The experience level of SC/US teachers. The experience of the teachers we interviewed ranged
from a few months to 33 years. There was a tendency for the more experienced teachers to employ
their own patterns of teaching, independent of the steps proposed in the GTZ materials. They also
tended to teach with greater confidence using whatever mcthods they used. The lcast cxperienced
teachers, two in HBGS and one in a girls' RV school, who had only been teaching a few months
found it difficult to teach the exercises in the GTZ textbooks, and in some cases, they taught
incorrect information. They complained that they had not received training in how to use the guides.
Almost all the teachers, young and old, reverted to a rote form for teaching the UNO materials,

suggesting that rote patterns lie just below the surface, most likely because this method of
instruction was what teachers experienced in their own childhoods.

_ G Teacher sex

" Relevance. While there is a wide range of variation in the teaching behaviors of male and female
- teachers, there are a few general tendencies of the sexes that may have an effect on student learning.
Female teachers have been found to be more sensitive to the learning needs of young children,
pacing lessons more carefully to the level at which children can learn most effectively. Their
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mstruction tends to be more|interactive, more informal and with less social distance between student
and teacher. Male teachers on the other hand tend to organize their classes at a more formal level,
require students to use more distancing respect behaviors and to "lecture" durmg more of the
instruction period, even to very young children.

Teacher sex in SC/US schools. Most of the behaviors described above were clearly évident in
SC/US schools. The more inviting atmosphere, the more interactive approaches and the fact that
HBGS teachers are more likely on the whole to pace learning to the needs of students may be some

~of the strong advantages HBGS have over mixed and single sex RV schools, especially for the
_education of young girls. When female teachers teach in single-sex and mixed RV schools they

appear to be affected by the more formal environment, the higher number of students, the two-shift
format and other factors that impede their ability to adjust to student learning needs in the same way
as HBGS teachers. The male teachers (perhaps as a consequence of being observed) almost
invariably lectured much of the period and clearly believed they had to hold center stage if they
were to demonstrate their competence to us. While "being observed” creates an abnormal situation,
it also gives teachers opportunities to show what they believe is "good teaching.” Making teachers
conscious of these points may help them to be more reflective about their teaching styles.

H. Teacher absences
Relevance. There is little research on the effect of teacher absence on student learning. The effect

probably varies depending on the size of school, the availability of substitute teachers, the length of
absences, and the solutions that schools use to deal with the problem. The main issue is whether

students lose or waste instruc

SC/US teacher absences. M
of SC/US classes we observi
schools where a few teachers

RV teachers arc allowed to b
month. It is not clear why th

tional time because of teacher absence.

ost teachers seem to be present most of the time in the limited number
ed, and this should be seen as a major accomplishment. We did visit
were absent in other classes or were late coming to class.

c absent for personal reasons for 9 days in the school year, or one day é
is policy exists since most jobs do not allow these kinds of absences,

and the consequences can be great on student  learning. SC/US schools do not have sufficient
teachers to institute an adequate substitute system for absent teachers. In looking Lhrough the
registers in RV classrooms we found that 9 teachers had not taken any leave the previous month,
one had taken one day and two had taken three days.

There does not seem to be a

standard way of dealing with the problem of teacher absence when it

does occur. HBGS classes, which are held in the home of the teacher, usually continue with one of
the better students taking charge. This happens even when the teacher is absent for a prolonged time
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on, for example, maternity leave. In watching one of these student-led classes it was clear that the
quality of teaching was not equal to that of a good teacher, but that may not always be the case. We
were told that in RV schools another teacher or head teacher may take charge of a class, another
~ teacher may consolidate the class with his own, or the schedule of rotating teachers may simply
continue with gaps in the subject lessons taught by the absent teacher. Given the importance of
making the best use of instructional time, SC/US staff may want to discuss the arrangements for
ensuring that learning continues in the absence of a teacher. This might be a good time to encourage
independent learning in the older students--a Writing exercise, a report on a book from the library, or
some other project. The main requirement should be that someone check the work at the end of the
day or students may not take it seriously. :

I Teachers' expectatmns of student capabllltles

Relevance. Many studies show that teachers' expectations of their students' abilities to do the
required academic work affect student leammg outcomes. Positive expectations increase the
chances of higher results. :

SC/US teachers' expectations of student capabilities. The teachers interviewed in the RV schools
were asked to rank their students' capabilities to do the academic work on a 4-point scale. Five said
their students were excellent, six felt they were good, and two said the students were below average.
No one said the students were poor. Two male teachers spontaneously reported that girl students
were generally more capable than male students. These relatively positive views of teachers about
the capabilities of students are a good sign, and we did not observe any teacher behavior that would
overwhelmingly contradict these views.

VI  Theinstructional process and effective teaching

A number of factors in the instructional process affect learning. These include most importantly the
way a teacher manages the educational resources available in the classroom, including the
utilization of space and instructional time, the instructional process, and specific teaching strategies.

A, Classroom management

Relevance. Teachers have a number of resources at their disposal in classrooms to effect learning:
time, classroom space, instructional materials, aids, and their own abilities are some of the most
important. The way that they make use of these resources has an important impact on learning.
- Classroom management requires that teachers be aware of the consequences of various actions and
sensitive to the best ways to improve instruction for their students.
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. blackboard. Children in some

The section below looks at:

1. The visibility

were hung at a height where

~ the visibility of the blackboard
the use of instructional aids
the physical arrangement of children
the calling of children to answer questions

of the blackboard

- For the most part blackboards were hung in a way that made them visible to all children, and most

teachers and students could write on them without difficulty. In a few

classes blackboards rested on the floor, were hung partially over a window where the glare
prevented children from seeing, or were damaged by cracks or uneven surfaces that interfered with

writing and erasing. Teacher

s were clearly not always sensitive to their students' need to see the

blackboard. All teachers had some form of duster and sufficient chalk for their need_s.

2. The use of instructional aids

There were many "things" hung in classrooms but most did not appear to be used or were not
particularly useful on a confinuing basis in everyday instruction. In one RV class a teacher asked
students to rearrange words on a suspended string and in another a teacher used flashcards. Other
than these exampies we did not see RV teachers using instructional aids in their teaching. On the
other hand HBGS teachers use a limited number of instructional aids (stones, flashcards, maps)

more frequenily and more of

them are hung around their rooms, although not always particularly

appropriate for their class levels, and not consistently enough to suggest that these aids are supplied
to them. Overall, teachers (including HBGS teachers) do not seem fully convinced of the value of
aids---they may see them more as toys than as serious work, or when they use them it is often an

"awkward" or limited use.
3. “The p_hysi'cal

In most SC/US classes we obs
which the teacher could pass
farther from an aisle and ¢
blackboard. Some children sa

room.

arrangement of children

served, students were arranged in rows with a convenient aisle through
to examine the children's work. In larger classes children were often
onsequently were not called upon- as frequently to come to the
t at an angle or behind an open door that obscured their view of the
classes transferred to new places as the sun's rays moved across the

Recent research (Nigel Hastings unpublished report, UK Sunday Times 10/8/00) suggests that even
very small changes in seating arrangements can have a dramatic impact in increasing student
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learning. Hastings found that children seated in traditional rows or in pairs and concentrating on
their own work improve their on-task time by 16 to 124% over children working in groups. Group
work, the authors conclude, may be good for team projects but is not so good when children are
expected to accomplish work on their own. The research suggests that group work may be useful for
short periods to give some variation in the learning arrangements and for certain tasks but not as the
main form of learning. -

Several RV and HBGS teachers asked children to form groups for a particular learning task--in one
case to develop a set of questions 1o ask a group across the room (this seemed a useful variation on
the usual dry presentation of UNO materials). In another case the RV teacher formed groups and
asked children to read the lesson--they did so individually and therefore the group arrangement did
not make sense. The same variation took place in HBGS with some of the group work useful and
. some not. ' :

4.  The calling of children to answer questions

All children should have the same .opportunity to answer questions before the group. If some

children are systematically excluded then their motivation and capacity for learning 1s likely to
decrease. Teachers in SC/US classes used different techniques for calling on children—both
sequential and random order and with patterns that produced limited, substantial or complete
. coverage of students. If one method is applied consistently it may have disadvantages that
eventually lower student learning. I the methods are varied the advantages and disadvantages may
compensate for one another. The teacher who calls on students in one obvious order is more easily
able to cover all students, but she/he may lose the attention of those who are only engaged when
their turn is coming. If the teacher calls students randomly, the advanhtage is that students stay alert
while the disadvantage is that it may be difficult for the teacher to remember which students have
been called. ' a

Another issue is the coverage of any single learning task: should every child have a chance to
answer a particular type of question? Should only a few answer the questions? Will others learn by
simply hearing the answer? Can choral responses ensure that every child knows the answer? The
SC/US teachers varied in the way they addressed these issues, although it was not clear they knew
the ramifications of what they were doing. Every class we observed had a teacher "blind spot"
occupied by students who were not called upon as often as others. Sometimes it was a group

occupying a physical location at the front or the back of a class, or a group that sat next to the wall. -

Sometimes it was a specific group of children: ones known not to answer correctly, ones who didn't
raise their hands, or in one case the girl students in a mixed class. The systematically ignored
students were generally more passive and less engaged in the learning task (although it is not clear
that this was a result or the cause of being ignored). ' ' '
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walls, the school schedule is usually displayed. in HBGS where only one teacher teaches the class,
teachers follow the schedule flexibly. Indeed, it is common for HBGS teachers to take considerably
more time on some subjects than others, for reasons that seem to include their feelings of comfort

with a particular subject matter, their perception that children need more time to master some

subjects, or because they have a set routine for teaching lessons and take whatever time is required
to finish the routine. HBGS teachers conform with the international pattern noted above by

spending more time on Pashto learning.

By contrast, most RV teachers followed the timetable precisely with gongs announcing the end of
each half hour to 45 minute lesson so teachers know when to begin teaching the next lesson. Often
the teacher is in the middle of an activity when the gong rings and hurries to finish in order to start
the next lesson. RV schools where sufficient numbers of teachers exist follow a system of rotating
specialist teachers to teach the various subject matters. This requires set lesson times to
accommodate the scheduled movement of teachers. Such a system almost certainly causes loss of
instructional time as teachers move between classes. Also the division of the school day into equal
lesson lengths assumes that subjects can be taught in the same amounts of time. This is not
necessarily true and may be one advantage HBGS with its single teachers maintains over RV
schools. HBGS teachers rarely conform precisely to the schedules. -

As a result of the system of "subject specialists” (even at the youngest grades) the RV school
. schedule seems "chopped up" and concemed more with addressing scheduling requirements than
students' needs to learn. By the fourth grade comparatively little time is available for Pashto and
math and much greater time is spent on other subjects taught through the recognizably deficient
UNO materials and methods.

Most schools have a break of from 15 to 30 minutes to divide the school session in half. In a number
of classes, as mentioned earlier, children came in up to one half hour after the end of break. If
important subjects such as Pashto or math are scheduled after the break, an habitual late-comer
might miss much of the learning in these subjects. It is possible that the children stand in line for the
latrines during breaks and because of large numbers of students are late for class. This may be an
important issue to address given the significant amount of instructional time that may be lost in this
way.

Overall, however, of the time allotted for the school day (3 hours in HBGS and 4 hours in RV
schools) little time seems to be lost to non-learning activities other than those already mentioned.
Teachers take a few minutes to call the roll--sometimes more than once a day to ensure that children
return from the break, but do little else that noticeably takes time away from instruction. Children
are gencrally well-behaved and most are intensely engaged in their lessons. Since time is not wasted
in non-academic activities, the way it is used during thc instructional process (see below) is
probably more important in affecting student learning.
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C. Teaching process
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male teachers 1o ask children to work directly on the new lesson with little or no formal presentation
or explanation. Male teachers on the other hand spend more time "lecturing," modeling the work to
be done and writing on the backboard, sometimes for as much as 5 or 10 minutes. Most
presentations of Pashio involve reading the lesson first. Teachers vary in whether they read it
themselves or let students read it, usually sentence by sentence, with little attention given at that
point to-understanding the meaning of the passage. Part of presentation may also include extracting
difficult words and defining their meaning on the blackboard in different ways (through definitions,
synonyms, or antonyms). The better teachers may ask children to write the new words in sentences
to show they know their meanings. Eventually teachers may also ask comprehension questions.
Occasionally a teacher has students develop questions to ask other members of the class.

Math often follows a similar pattern of starting immediately with problems from the book, either
modeled first by the teacher or directly solved hy students with the teacher offering step by step
guidance. Explanation of the underlying concepts is infrequent, even though students usually are
required to go through complicated calculations to show that they know each step needed to arrive

at an answer.

In most classes it is difficult to differentiate a presentation stage of teaching from a guided practice
stage. Teachers seem to expect children to assimilate the concepts as they go along rather than
ensure that they understand them. Overall the teachers emphasized very mechanical ways of
. knowing--the act of reading properly rather than an understanding of what is read, the practice of
writing correctly following dictation rather than the use of writing as a tool to express ideas. What is
being learned for the most part achieves only the lower level thinking skills of Bloom's six level
taxonomy: knowledge, comprehension, application, analysis, synthesis and evaluation.

Some of the GT7Z procedures in math force a kind of explanation upon children through asking for
extra steps in solving problems (showing that multiplication is the reverse of division, for example).
Teachers still teach these steps mechanically, however, rather than using them as an excuse to
explain. Consequently the potential in the “presentatlon“ step for learning new concepts and skills is
usually under-utilized. :

d. Guided practice of new skills and concepts. Theoretically a period of "guided practice”
should develop children's early confidence in the new material and help the teacher know when they
are ready to apply their skills on their own. In a systematic approach, guided practice often comes
after a presentation that explains and illustrates the new skills and concepts. Guided practice
generally involves a whole class of students working on relevant problems and examples under the
close supervision of the teacher, often using the blackboard to write a "problem” for children to
solve. In some SC/US classes guided practice takes up the entire lesson period with the aim (it
seems) of seeing if individual children can correctly complete the practice problems posed by the
teacher. In some classes teachers do not go beyond the problems (math) in the book which are
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usually not enough to provide a question per child. In Pashto, the class reads the lesson again and
again, one line per child. Given the "blind spots" for calling on students described above and the
limited number of exercises, it is rare to see all children being asked to perform, It would be difficult
given these limitations for a teacher to know if all children are becoming confident in the new
concepts and skills. Despite these limitations, however, children do learn to read, write, and do math
problems, albeit mostly mecharnically. ' ’

An important part of guided practice is for children to be exposed to exercises in a variety of forms
and formats. They should be able to do a math problem for example that is presented horizontally or
vertically, or in comparable words. They should be able to do exercises presented at Bloom's
various levels of thinking skill (see above). Only when all students can complete a variety of
exercises can a teacher know that they have comprehended the new concept and are able to apply it
in all the forms it may appear. '

e Independent practice. Independent practice is essential in the learning process, for it allows
children to practice what they have learned by applying it to new problems. Most of the SC/US
teachers short-change independent practice conducted during. class time and assign this kind of
practice to children as homework. Very little time is spent in independent practice during the lesson
even though it is important in building the confidence of children to cope with new material.
Conducted during class time, independent practice can be still be monitored by teachers with
immediate reinforcement of cotrect responses. '

Another reason fdr_indcpehdc t practice is that in order to perform accurately on exams students
need to know how to read instructions and understand what a problem requires without a teacher’s
help. o

£ Homework. More often than not in SC/US classes independent practice is left to homework
assignments. The large majority of teachers, however, defeat the purpose of independent practice by
assigning children memory work, copying textbook passages, or transferring correct answers from

the blackboard to their workbooks or notebooks. :

Homework gives teachers the pportunity' to determine whether students have grasped the point of

new materials. However, although they tend to check memory work-orally, many SC/US teachers
do not check written homework at all and when they do there is rarely evidence that children correct
the mistakes teachers find. It is even rarer to see teachers re-correct student books after corrections
have been made. Teachers who assign mainly copying as homework may assume that children's
work will be as free from mistakes since the models they imitate are correct. We observed that this
was not a true assumption.
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The notebooks and textbook exercises of SC/US students varied considerably in content and
appearance from class to class. Some were neatly written filling page after page of exercises and
passages. These were usually the ones that were consistently corrected by teachers. At the other end
of the scale were notebooks and textbooks that had few pages filled, many mistakes, and much
random scribbling. These were almost never corrected by teachers, and because even the textbook
exercises had not been filled in correctly or completely, one wondered whether the concepts have
been learned at all. Independent practice whether in class or at home requires a "consequence” if it
is to serve its purpose--it must be seen and corrected by a teacher, or a student is not likely to learn
from the practice and even may not bother to do it. These are sometimes called "contingent learning
activities," that is, ones with a consequence.

g, Assessment. Most good teachers develop ways to determine whether their students are
grasping the concepts/skills or not, before moving on to new work. They do this by asking questions
and checking written work. Presumably, SC/US teachers grow to know some of: their students'
capabilities by calling on them in class. But as we noted certain children are almost never called
upon. If teachers do not correct notebooks they also miss an opporfunity to know bhow much
children have learned. We did not see any teacher conducting a systematic review of previous work
to determine whether children remembered what they had learned before. Even were teachers to
know about their students' progress, there is little flexibility in RV schedules to spend more time on
a particular skill. Most teachers complete a lesson a day or break the lesson into parts defined (one
. presumes) by the teachers' guides. In some classes, one paragraph a day was completed in Pashto
which meant it took three days before a 3-paragraph passage could be comprehended. Other lessons
covered considerable ground in only one day. Whereas teachers might lengthen the time spent on
single lessons, there is the conflicting importance of completing as much of the curriculum as
possible. o

Assessment in these SC/US classes might be made easier and cover all students if teachers
administered frequent short tests of the main learning objectives covered during a specific time
period. Teachers would need help in developing the tests at first to make sure they did not rely on
questions of memory. The present system of mid and end-of-year exams comes too late to ensure
that students are learning what is expected of them throughout the year. '

2. Subject specific strategies
SC/US teaching of math and Pashto. As noted above the same amount of time is allotted on

schedules to teaching math and Pashto in the SC/US schools. This schedule (which is the same for
all schools) appears more closely adhered to in RV schools where there is the rotation of subject

! This concept can usefully be applied in multi-grade classes where activitics assigned to oni¢ group of students whils the teacher
works with another require evidence of completion like completed exercises or children are not likely to remain engaged in the task.
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Math observation 1 (Mixed RV school, grade 3, male teacher ‘10 female students present; 30

minutes duration):
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nd breaks a piece of chalk in half. “What is this?” he asks holding up

, "One-half." “If we put the two pieces together what do we have?”
ak the chalk in three pieces what is one piece called‘?” "One thlrd !
0-thirds or with all together they become one again,”
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24



Now the class turns to a new lesson and the children take turns reading a passage. Again he
calls on his daughter to read the new problem. The teacher takes off the lid of the water
cooler and removes 20 cupfuls of water to put in bucket. He asks the girls how many cups of
water are in the bucket. They say "20." He removes 5 cupfuls and throws them outside,
asking the girls how many now are in the bucket. They reply "15." He removes another 2,
and they say there are now 13. He continues to give examples based on the same 20
denominator that is the example from the book. The students read problems and girls take
turns writing problems on the board and solving them.

This teacher demonstrates the new concepts in very creative ways but focuses his attention on a
small number of students and provides no time for independent practice to ensure that all students
arc learning the skills. '

Math observation 2 (Mixed RV school, grade 5, inale teacher, 21 male students present):

The following is an excerpt from a pattern used by a teacher who expressed the need for hands-on
practice by students if they are to become proﬁment at math (unfortunately we did not see the end of

this lesson):

The teacher writes the lesson's objective on the board, "Subtraction of Fractions," and reads
it aloud to the students: He tells the students that he wants to give them some simple
problems from previous lessons that will prepare them for this day's lesson. He gives them a
subtraction problem - 8 =2 and asks for the missing number. He then asks the students
to explain an easy way to arrive at the answer. The children say that 8 + 2 can be added
together to find the missing 10. Addmon in other words, he points out, is the reverse of
subtraction. :

The teacher asks the children to do another problem. This time it is-a problem involving the
addition of fractions: 4 3/4 + 3 2/7 = . One child comes to the board and solves the
problem showing each step along the way. At one point he gets stuck and a chorus of
children shout out what he should do next. The teacher stops them and says the student can
do it himself, which he does after the teacher asks a few questions. When the problem is
done, the teacher reiterates that today's lesson is about subtraction of fractions and puts a
fairly simple subtraction of fractions problem on the board. The children begin reducing the
fractions to ones with common denominators as they had done in the addition of fractions
problem and the teacher asks for suggestlons about how they might then solve the problem

They do it w1thout any difficulty.

" In the lcsson above the teacher leads the children through a set of exercises that demonstrate the
logic of the operations to come. In doing so they iearn the new concept easily with little explanation.
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Two patterns observed for teaching Pashto

Pashto observation 1 (girls-only RV school, grade 4, female teacher, 22 female students present,
20 min. duration): .

Students arc asked to read the Pashto lesson aloud to themselves as the teacher walks up the
aisle listening to see that they are doing so. The teacher announces the topic of the passage,

and then asks the girls

to read one sentence at a time in order around the room. The teacher

asks comprehension questions in a random sequence and individual students respond with

memorized responses.

 which she writes. The

A girl comes to the blackboard and the teacher dictates a sentence
teacher. asks if the sentence is correct and another student comes to

correct a mistake. This continues until all the sentences of the passage are completed and

corrected. The teacher

walks around the room correcting the students’ notebooks where they

have copied the lesson passage from the book. The children Jook at the teacher's comment
(good or otherwise) but do not look at their mistakes or correct them. The teacher finishes
checking about a third pf the books, from those pushed in front of her. She goes to the board
and writes words from the lesson and asks students to make complete sentences using them.
Then she asks them to write synonyms for each word. She has spent 20 minutes on Pashto;
the schedule calls for 40 minutes. The entire lesson appears to be review of work they have
done before, probably to impress us with what the students have learned.

This example shows a fairly conventional pattern for teaching language arts in SC schools. While it
is not very imaginative, the teacher does have a system for teaching what she believes to be critical
points and is conscientious about providing a variety of tasks and checking children's learning. The
children read and write well but there is no way of knowing whether the children comprehend the
entire passage. : :

Pashto observanon 2 (Mlxed RV school, grade 4, male teacher, 23 female students present, 43
min. duration): o

(After the break) The teacher asks a girl to read the passage from the previous day, and then
he asks comprehension questions of several of the girls. Children open their notebooks to
the homework page and the teacher corrects notebooks of about half of them {mainly the
most aggressive). One by one in sequence the girls now reread the passage, a line at a time,
repeating the passage until each has had a turn. They siop in the middle of the passage. The
teacher asks them to read by themselves, which they do, rocking back and forth. He then
asks for the words that had been new or difficult, and writes these seven words on the board.
He asks the girls who had not known the words to come to the front and write their
meanings. '
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Next he divides the girls into two groups and asks each group to develop questions on the
lesson that they can ask the other group. Then one girl from A group picks a girl from B
group and asks the question. After she answers it is her turn 10 pick a girl from A group and
ask her a question. S it goes until each girl has asked and answered a question. One shy girl
makes a mistake and the others laugh. The teacher encourages her until she gets it right.
When this finishes a student again reads the entire passage, and then everyone takes turns
reading line by line. o

The teacher starts a new Pashto lesson using the BCL book (instead of the GTZ guide). The
lesson is on "jirga," he says although doesn't explain what language competency is involved.
He disappears for a moment and comes back with two men (the chowkidar and someone
else) who put on an impromptu show of having a disagreement and starting to fight over one
man's sheep getting into the field of the other. The teacher intervenes and they sit down (to
hold a jirga) to negotiate a settlement. They shake hands and the two men leave. The teacher
asks students about the meaning of a jirga. Afterwards the teacher puts 4 words in a box and
writes sentences that are definitions of the words. Students connect definitions with words.
They then give synonyms of words. The gong rings and the same teacher begins teaching a
history lesson. B

_ In this second pattern the teacher uses techniques not observed elsewhere. He assigns a group
task that later requires individual girls to show they have participated in developing the questions
to ask the opposite group. Later the "skit" provides a concrete example of the lesson topic. The
lesson is lively and engages the attention of the students fully. ' '

VII. Teacher support personnel--supervisors and resource room facilitators.

A school system cannot achieve quality standards without a support system for its teaching staff. As
practiced, this support service usually has two functions: to see that school staff meet certain system
standards - (administrative tesponsibility) and to work with teachers to improve their teaching
capacity (in-service training). The personnel who perform these duties also have a role to play in
collecting information on system performance. Although most systems collect this information in
one form or another, most do not use this data effectively to improve program performance.
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A. Supervision

Relevance, Supervision is one way of ensuring that the academic program meets goncral
expectations. Research has shown that:

¢ Supervision can have more impact on teacher performance than other kinds of in-service
training. _

» Supervision can be carried out effectively by external supervisors or by school head teachers

» Regular supervision and training of teachers in classrooms, and regular in-service training
can help overcome the fact that pre-service training does not always have a long-lasting
effect on student leaming. ' ' '

In general, although the idea of regular supervision may be sound, its practice around the world has
often not met expectations. Some of the problems include the confusion between "inspection” and
"quality improvement" roles, a lack of understanding of how support can be provided, the use of
observation techniques that misidentify critical factors, the large number of schools and teachers
that are assigned, and the difficulty of finding and cost of transport. These difficulties do not take
away from the fact that supervision and support for quality improvements are important functions.

Supervision in SC schools. The role of the Field Education Supervisor (FES) appears to have
evolved from the time that SC/US took over the administration of Afghan refugee schools from
UNHCR in 1995. Overtime more schools, children and responsibilities have been added to their
oversight activities. There is ng doubt that the FES should be given a large share of the credit for the
positive characteristics of SC/US schools that have been described elsewhere. This contribution
should not be under-estimated for it provides a fine foundation upon which to build future
improvements. ' : '

~ In considering the FES role it is important to note the special conditions of education in Afghan

refugee camps. Resources are scarce and consequently the budget only allows for a limited riumber
of supervisors. Qualified female supervisors who can travel are difficult to find. The schools are
widely scattered and demands on the time of supervisors for salary payment, distribution, reporting,
and other administrative tasks limit the time they can spend on academic improvements. Of 13 RV
teachers interviewed, 10 reported one or more FES visits to their classes in the previous month and
of these 7 out of the total 15 visits were reported to be for the purpose of classroom observation. The

rest involved taking attendance
FES visits occurred to classes i

Indeed the time that can be spe
FES is so limited that this re

, and distributing stipends and other supplies. The greatest number of
n Muslim Bagh and Saranan, and the fewest to Loralai.

nt on teaching-learning improvement by this relatively small staff of
ality should be recognized and a more feasible means devised to

accomplish program improvements and the other functions they routinely carry out. At this time
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rather than a critical review of their current activities, it may be more appropriate to do a full review
of SC/US program needs and work out how the present staff might more realistically play a part in
an improved schooling program (see suggested School Improvement Program in Annex). In short
this staff may in future be well-placed to take on a leadership role in managing the resources
available for quality improvements, including such resources as fraining, assessment,
communication and on-going program support to respond to needs identified at the local level.

B. Resource Room Facilitators

Relevance, In schooling systems that provide only the most basic forms of education it may be
important to enrich the program with expanded learning opportunities. Many school systems do this
with conveniently located, comparatively more-resourced centers for learning. A facilitator either
arranges special presentations in the center or visits a set of nearby schools to bring prograrns to
children. When done well these services can apprec1ab1y add to the learning of children.

Some of the problems that have been faced in other parts of the world with these services are
difficulties mm coordinating presentations on certain topics with curriculum requirements, the
distance, transport costs, and numbers of schools, grades and children that a facilitator must serve,
limitations in the availability of instrictional aids, and a lessening of enthusiasm for such programs
- over time. After time passes the lack of a well-defined niche in the schooling program often
reduces the effect of such programs.

Resource room facilitators (RRF) in SC/US schools. The RRFs are more highly qualified (in
academic terms) than most other local staff and receive higher salaries. The ones we met were
creative and enthusiastic about their work. The resource centers themselves were usually fairly large
rooms with posters and other learning materials displayed around the room. In some cases the
posters (shapes, colors, alphabets and numbers) might have been more useful if displayed
permanently in the relevant-age classrooms. In other cases some of the anatomical diagrams seemed
too complicated for most students (although they could well be used to address these topics at a

general level). The display suggested that the range of materials was dictated more by what was.

available in the big-city markets, than the needs of the curriculum. Some creative hand-made aids
of locally available materials had the same drawback of probably reflecting some other reality than
the needs of the program. Logistically it seemed an impossible task for an RRF to present
appropriate materials to all the classes studying any particular topic, or even to coordinate the
majority of his programs with the topics being studied. Some seemed so distant from the schools
that they serviced that it was questionable how often they could actually visit the schools.

We met but did not see an RRF at work in classrooms. Of the 13 RV teacheré we interviewed, g
said there was a resource room nearby. Only 3 teachers said their class had been visited by an RRF
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in the previous month, and dur

ing these visits the RR¥s taught a health lesson, a science lesson, and

in one case observed a class. The remaining teachers said that they usually visited the resource room

themselves when they needed
support grades 7 through 10,

teaching materials. Since the RRF role was originally intended to
especially with science education and later expanded to add child-

focussed health education and monitoring of library box use, it may not be appropriate for them to
spend much time teaching primary classes. The Quetta office also reports that the RRF sometimes
take a role in community-school relations and other local matters where their higher status is useful.
It was our impression that the RRFs were under-employed, and consequently that they might be
able to play a useful role in coordinating local school improvement programs, in conjunction with
head teachers and FES staff. (See Annex on School Improvement Program) '

Concluding note:

This study has looked primarily at what exists in SC/US refugee schools, how education services
are currently delivered, and what factors may be impinging on the learning outcomes of that
delivery, ‘
The intent in this study is not to prescribe specific teaching behaviors for the SC/US schools. Each

" class has different needs and each teacher feels comfortable with different methods and kinds of

learning tasks. The intent instead is to describe what was observed in the SC/US classes as a take-
off point for discussion, and to hold up for consideration world-wide research findings and
conventional wisdom about the implications of specific teaching practices for student learning. If
students show poor performange on achievement tests, it will be important for FES, head teachers,
RRF and teachers to reflect on|these findings to determine what steps to take to ensure children will
learn what is expected of them, -

Postscript:

This study has looked at what exists and not at what does not exist in the SC/US school system. The
two most serious gaps in Afghan refugee education must be mentioned. They relate to the external
relevance of the current cducation program (i.e. the extent to which the program meaningfully
connects with follow-on programs and/or children's needs in the future). The two gaps include, first,

that there is no meaningful program available now for children to continue their education after the

primary level. The existing post-primary grades use an out-dated curriculum that is known to be of
inferior quality. SC/US should be commended for making post-primary grades available and doing
the best it can with available resources. Given its limited resources and focus, however, SC/US
cannot under the circumstances be asked to do more. Consequently there is a gap that makes the
post-primary years an educational emergency for Afghan children. This gap needs to be addressed
by the larger assistance community as soon as possible.
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The second gap is one of second and foreign language learning. The reading and writing of Pashto
will not confer more than modest advantages on Afghan children. It will not increase their
employability nor make them eligible for expanded learning opportunities. However modest the
effort, SC/US and the assistance community in general should make opportunities available for
Afghan children to learn other languages starting at the primary level. Even though English, Dari,
and Urdu are taught in SC schools starting in Grade 7 the quality of that teaching-learning is said to
be weak. At present there are technologies available to teach English at primary and higher levels,
that do not depend on teachers being strong in that language. The matter of which languages to
teach should be determined based on which languages parents and educators feel would be most
useful for Afghan children and on the availability of resources to teach the languages.
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Annex F: Qutlin¢ of a School Improvement Program (S1P)

The study findings suggest that a reasonable base has been created in SC/US to establish a quality
schooling program. Over the years, a SIP would require the continuing efforts of all personnel.
Quality is something to strive for, not to achieve. Ultimately further improvements can always be
made. Rather than seek some kind of ultimate "perfection," it is better to develop long-term
mechanisms that are sensitive to the evolving needs for and definitions of quality. Such mechanisms
include a routine process to collect relevant information, to analyze and reflect on it, and to correct
weaknesses. The comments below take into consideration the results of the testing, observations in
schools, and the resources and personnel available to SC/US.

SIP Purpose: The aim of SIP would be to establish a uniformly high quality teaching-learning
program for Afghan refugee children. The initial definition of quality could be high ratios of
students achieving 80% or higher on Basic Competency tests in all villages, schools, and classes of
the SC/US system. SC/US staff would set annual targets for the accomplishment of this objective.
Over time, the school directors and teachers should take more of the initiative in selting and
achieving improvement goals, in concert with SC/US staff. '

Phase One

. Any SIP would require a phased approach if it is not to prove overwhelming. In Phase I, SIP efforts
would focus directly on learning the Basic Competencies in math and Pashto in Grades 1 through 6
(UNO subjects would also continue). To accomplish this goal, Quetta SC/US staff would need to
provide leadership for what will be a new approach, including some practical training for the local
staff in their new responsibilities. Their other main assignment would be to implement a system for
continuous assessment of learning results and develop ways to address any learning problems that
arise. This narrow approach (which educators may justifiably criticize if it is not "enriched" over
time) is necessary at first to make a fundamental change in the way teachers view teaching, moving
them away from a focus on teaching behaviors to a more creative focus on helping students learn. In
fact, the approach gives greater flexibility to teachers because it allows them to apply their intellects
1o the question of how their students might learn better. This approach also clarifies to SUpErvisors,
head teachers, teachers and students what children are expected to learn--no tricks or uncertainties

in these matters.

Phase Two

In Phase Two, when BCL Supplementary Materials become available, these would be incorporated
into SC/US schools in whole or in part, and the focus would turn to how these materials could be
used and supported to produce good leaming results. Because they specifically address
competencies in a format designed to expand children's knowledge of life skills, these materials will
not only make it easier for teachers to teach specific competencies but will broaden and make more
relevant the information available to children. :



Phase Three

By Phase Three, efforts to develop a quality program for Afghans will (if current proposals are
implemented) introduce "enrichment” materials to improve learning in subjects now taught using
UNO materials SC/US will be able to incorporate these materials into its program to broaden the
focus again and improve the general learning of children. As in all phases SC/US staff should reflect
not only on what children are learning but on how they are learning it, and decide what is the best
way to improve learning in specific subjects for specific sets of children.

Roles and responsibilities of current personnel

In SIP, five groups of people would be held responsible for learning outcomes: supervisors,
resource facilitators, head teachers, teachers, and students. Below are a list of the responsibilities
they might be assigned during|the first pha.se (in addition to their other duties). Each group (except
the students) will need specific training in their responsibilities. Students need also to be told at the
beginning of the year and as often as necessary that they are ultimately responsible for their own
learning of the BCL. The groups below form a chain of responsibility; each will be held accountable
within their own area for the learning of every child. In effect, each level manages the resources that
can be brought to bear to improve learning. Together they compose teams of those who are locally
or centrally responsible. At the center are supervisors and managers of SC/US, and at the local level
the SIP team consists of resource facilitators, head teachers and teachets.

Supervisors.

Realistically it is not possible for sup_ervisorsio provide the 6aily support necessary for significant

quality improvements in scho
too numerous. Supervisors shi
QQuetta provides the approprla

Supervisors would plan the co

the focused training that will ]
of particular need are identifie
programs and other remedies
local initiatives to solve local
good solutions discovered by |

Resource Room Facilitators

ols--distances are too far and their administrative responsibilities are
ould be given the managerial function of ensuring that the center in
te resources and supports required for SIP activities at the local area,
ncerted steps needed to introduce and sustain SIP. They will conduct
ntroduce the new roles and responsibilities to. local staff. Once areas
d they may work with resource facilitators to develop general training

for weakness in teaching-learning. They, however, should encourage-

problems. An important role for supervisors will be to communicate
ocal staff in one area to other areas where they are needed.

(RRF).

The RRF will be responsible for local implementation of SIP. They will hold training sessions for
head téachers and teachers to draw up the list of competencies that can be posted conspicuously in
classrooms, and will make them aware of materials and other resources that can be used to assist
learning. They will also describe how teachers, head teachers and supervisors can assess student

progress by administering brie

f tests.




Through assessments, Gbservations and/or interviews with members of the local SIP tcam (head
teachers, school managers, and teachers) in their areas, RRF would identify difficulties arising with
regard to student learning. They would determine the likely source of the problem and potential
solutions. The RRF would then develop alone or in collaboration with other RRF and/or
supervisors, specific programs such as training, focused practice exercises, etc to remedy the
problems, and would then implement and follow-up on them as appropriate. RRFs should also
develop banks of test items on specific competencies that could be used by school staff to determine
the progress of students. . '

Head teachers. Head teachers would be held responsible for ensuring that students in every class
are progressing in mastery of the basic competencies for their grade level. They could do this by
talking with the teachers, observing classwork, and administering short tests. Head teachers would
be responsible for knowing what outside resources (such as those organized by the RRF) are
available and they would ensure that the appropriaie ones are applied to correct identified areas of
teacher or student weakness. Such resources might include programs to orient teachers to the
teaching of competencies, training in practices that are known to effect learning, study programs to
cover subject concepts and skills needed to understand -the competencies, focused exercises for
difficult competencies, and opportunities for remedial help for students falling behind. Schools
without a head teacher should identify a person responsible for learning needs who can remain the
point of contact, for supervisors and RRF. In small schools they might be head teachers or more
+ experienced "mentor" teachers or, in HBGS, the teachers themselves.

Teachers. Teachers are held responsible at the class level for ensuring that every child learns the
competencies. They might do this by posting the appropriate list of basic competencies in their
classrooms and ensuring that students are aware of what it is they should learn. They would also
need to ensure that students are given sufficient practice to develop the required skills. Teachers
need to assess student progress in the competencies at periodic intervals and to apply appropriate
remedial actions where they are necessary. They would be encouraged to seck methods and
approaches that seem to work best in producing expected learning results.

The assessment identified a number of teachers whose students have performed at a high level of
- mastery of BCL. The expertise of these teachers should be utlhzed in the design and deveIopment of

SIP.

o To identify successful teaching practices

e To mentor teachers who are starting teaching or whose students are having difficulty
with the BCL

e To assist in training programs

Students. Students would ultimately be held responsible for mastering the competencies. To do so
would mean that they would need to know specifically what the relevant competenc1es are and also
be given appropriate practice exercises to help them learn



The basic idea of SIP is to apply layers of responsibility to the task of learning. Each layer is
accountable to the next in a logic¢al way and each has its own mandates and resources to apply to the
objective. An aim of the SIP lis to give the supervisors a realistic role given their many other
responsibilities, and to give an influential tole at the local level to assess and correct the
problems. Given their higher qualifications most RRF should be able to do this. Those who cannot
take this creative role may be able to "host" others who can, or implement solutions such as training
programs others have developed. In all of this HHBGS have special circumstances (with individual
teachers, lack of head teachers and access to RRFs) that will require adjustments in the way SIP will
need to be carried out. Essentially it will be necessary to involve HBGS teachers individually or
collectively (for training) as the activity requires. If it is feasible it may be helpful to designate a
ferale RRF-equivalent in each camp to provide day to day SIP support for all HBGS in the area.







Annex A

Schedules

Schedule for testing in RV schools (mixed)

25/9 Collate test, clarify instructions, prepare section envelope
28/5 36 Md Khail | Anan Gul G weak 40 26
Mullah Khan Md (pm) B weak 286 11
37 Md Khail | Murad Khan B weak 19 13
Murad Khan (pm) G weak 22 14
38 Md Khail | Md. Hussein {pm} B satisfactory 16 13
27/9 16 Pir Alizai | Assadullah B satisfactory 41 40
Said Md (am? pm?) B satisfactory 39 32
_ Neak Md G satisfactory 17 13
21 PirAlizai Nasreen (pm) G satisfactory 16 13
27/9 40 Chagai Khan Md. 3-A G Good 27 20
Mehraban 3B B Satisfactory 30 27
41 Chagai Parwin 3A G [ satisfactory 27 28
28/9 13 Saranan | Atta Md B satisfactory 38 30
Md Wali B new hire 35 28
23 Saranan | Knhashhali (pm) B Satisfactory 30 28
Shakilla (pm) G Satisfactory 38 30
2819 |44 Chagai | Juma|Gul 66— | Weak 21 13
45 Chagai Adela 3-A G Satisfactory 19 18
‘ ‘Habibullah 3-D B good _ 36: 33
2919 9 Surkhab | A. Jaii G satisfactory 27 22
8 Surkhab | Lutfullah B weak 21 21
| 5 Surkhab | Maazdllah G | satisfactory 28 23
[ 11 Surkhab | Shafiguilah G__ | satisfactory 29 28
210 |29 Loralai Majeed (pm) B satisfactory 31 22
31 Loraiai Md. Hashim G satisfactory 26 22
- Abdullah (pm) B goaod .34 28
34 Loraiai Hayafullah G satisfactory 34 28
Smar Gul (pm) B satisfactory 43 40
310 33 Loralai Zafar G satisfactory 15 14
Md Yousuf (pm) B satisfactory 45 44
35 Loratai Raz Md (pm) B satisfactory 29 22
Md Lal (pm) B satisfactory 27 20
Mehiia G weak 21 17
410 24 M. Bagh | Md Raza G satisfactory 27 25
Salam {pm) B satisfactory 25 21
26 M. Bagh | Shoja B satisfactory 28 20
27 M. Bagh | Mera Jan (pm) B satisfactory 33 17
| 25 | M. Bagh | Najibuliah (pm) B___ | satisfactory 21 19
_Total 934 882
Annex A. 1
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a standard grade level programming starting with grade one that may be inconverient for a
number of children. The kinds of programming that may be needed are:

accelerated learning for older children (older students had higher BCL. scores)
self-instruction programs (with modest teacher supervision) for older girls and
children entering higher grades where no full-time teachers are available
catch-up clas‘ges for children who have been absent

expanded lateral-entry opportunities for children who need to transfer

Priority actions:

While most of these recommendations require time to implement, two activities can be
initiated immediately 10 ?mprove Jearning in the schools in all grades: -

1. Teachers need to understand clearly what children are expected to learn (and what
will be tested, that is, the BCLs) and supervisors need to check periodically to ensure
students are learning.

2. Teacher training can be mounted to develop awareness in teachers of forms of
classroom management and teaching strategies known to increase student learning.

Both of these activities aLre described in more detail in the annexes on Immediate Priorities
for Action and Suggested Teacher Training to Focus on Student Learning.
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" their own work improve their

learning. Hastings found that jhlldrcn scated in traditional rows or in pairs and concentrating on

-task time by 16 to 124% over children working in groups. Group
work, the authors conclude, m ]ty be good for team projects but is not so good when children are
expected to accomplish work on their own. The research suggests that group work may be useful for
short periods to give some varl tion in the leaming arrangements and for certain tasks but not as the
main form of learning.

Several RV and HBGS teachers asked children to form groups for a particular learning task--in one
case to develop a set of questiobs to ask a group across the room (this seemed a useful variation on
the usual dry presentation of UNO materials). In another case the RV teacher formed groups and
asked children to read the IesstE:-they did so individually and therefore the group arrangement did

not make sense. The same vari‘ tion took place in HBGS with some of the group work useful and -

some not. ‘

4. The calling of thildren to answer guestions

All children should have the same opportunity to answer questions before the group. If some
children are systematically excluded then their motivation and capacity for learning is likely to
decrease. Teachers in SC/US)| classes used different techniques for calling on children—-both
sequential and random order and with patterns that produced limited, substantial or complete

. coverage of students. If one method is applied consistently it may have disadvantages that

eventually lower student learning. If the methods are varied the advantages and disadvantages may
compensate for one another. The teacher who calls on students in one obvious order is more easily
able to cover all students, but she/he may lose the attention of those who are only engaged when
their turn is coming. If the teacher calls students randomly, the advantage is that students stay alert
while the disadvantage is that it may be difficult for the teacher to remember which students have
been called.

Another 1ssue is the coverageiof any single learning task: should every child have a chance to
answer a particular type of que tion? Should only a few answer the questions? Will others learn by
simply hearing the answer? Can choral responses ensure that every child knows the answer? The
SC/US teachers varied in the way they addressed these issues, although it was not clear they knew
the ramifications of what they|were doing. Every class we observed had a teacher "blind spot”

occupied by students who wefe not called upon as often as others. Sometimes 1t was a group
occupying a physical location at the front or the back of a class, or a group that sat next to the wall.

Sometimes it was a specific group of children: ones known not to answer correctly, oncs who didn't
raise their hands, or in one case the girl students in a mixed class. The systematically ignored
students were generally more passive and less engaged in the learning task (although it is not clear
that this was a result or the causp of being ignored).
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