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Fundamental's of educational planning

Thebookletsin this seriesarewritten primarily for two types of
clientele: those engaged in educational planning and administration, in
developing aswell asdevel oped countries; and others, less specidized,
such as senior government officials and policy-makers who seek a
more general understanding of educational planning and of how itis
related to overall national development. They are intended to be of
use either for private study or in formal training programmes.

Sincethisserieswaslaunched in 1967 practices and concepts of
educational planning have undergone substantial change. Many of the
assumptionswhich underlay earlier attemptsto rationalize the process
of educational development have been criticized or abandoned. If
rigid mandatory centralized planning has now clearly proven to be
inappropriate however, all formsof planning have not been banished.
Onthe contrary the need for collecting data, evaluating the efficiency
of exigting programmes, undertaking awiderange of studies, exploring
thefuture and fostering broad debate on these basesto guide educational
policy- and decision-making has become even more acute than before.

The scope of educational planning has been broadened. In addition
to the formal system of education, it is now applied to al other
important educational effortsin non-formal settings. Attentionto the
growth and expansion of educational systemsisbeing complemented
and sometimes even replaced by agrowing concern for the quality of
the entire educational processand for the control of itsresults. Finally,
planners and administrators have become more and more aware of
theimportance of implementation strategiesand of therole of different
regulatory mechanismsin thisrespect: the choice of financing methods,
the examination and certification proceduresor various other regulation
and incentive structures. The concern of plannersistwofold: to reach
abetter understanding of thevaidity of educationinitsownempirically
observed specific dimensions and to help in defining appropriate
strategiesfor change.
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The purposes of these bookletsinclude monitoring the evolution
and change in educational policiesand their effect upon educational
planning requirements; highlighting current issues of educational
planning and analyzing them in the context of their historical and
societal setting; and disseminating methodol ogies of planning which
can be appliedinthe context of both the devel oped and the devel oping
countries.

In order to help the Institute identify thereal up-to-dateissuesin
educational planning and policy-making in different parts of theworld,
an Editorial Board has been appointed composed of two general editors
and five associate editors from different regions, al professionals of
high repute in their field. At the first meeting of this new Editorial
Board in January 1990, itsmembersidentified key topicsto be covered
in the coming issues, under thefollowing headings:

Education and development.

Equity.

Quality of education.

Structure, administration and management of education.
Curriculum,

Cost and financing of education.

Planning techniques and approaches.

Information systems, monitoring and evaluation.

ONoTR~LONE

One or two associ ate editors correspond to each heading.

The series has been carefully planned but no attempt has been
madeto avoid differences or even contradictionsin the views expressed
by the authors. Thelnstituteitself does not wish toimposeany official
doctrine. Thus, while the views are the responsibility of the authors
and may not always be shared by UNESCO or the I EP, they warrant
attention in theinternational forum of ideas. Indeed, one of the purposes
of this seriesisto reflect a diversity of experience and opinions by
giving different authors from a wide range of backgrounds and
disciplinesthe opportunity to expresstheir views on changing theories
and practicesin educational planning.
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Fundamentals of educational planning

This study is concerned with the organization of education in
rural areasand the advantages of astrategy based on multigrade classes,
i.e. classes having asingle teacher but pupils of several gradelevels
studying different curricula.

Thisstrategy made asubstantial contribution to the achievement
of universal primary education at reasonable cost in Europe and North
America. But what about in the south, particularly in countries that
arematerially lesswell-off and are still far from achieving education
for al, such asthe French-speaking African countries?

What are the minimum conditions under which the strategy of
multigrade classes can help bring quality education to rural areas?
What kind of training and support should be given to teachersworking
in conditions that can be extremely difficult? These are the kinds of
questions raised and addressed in this work, with a particular focus
on French-speaking Africa. Drawing on the experience of many
countries, the authors offer practical, useful lessons for educational
planners.

Gudmund Hernes
Director, I1EP
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Preface

The Education for All (EFA) goals, adopted first at Jomtien and
subsequently at Dakar, call for solutionsto the problem of providing
schooling for children in sparsely populated rural areas, children of
nomadic peoples, and children who cannot attend school under
‘traditional’ conditions of instruction. Multigrade classes and one-
teacher schools —where a single teacher is responsible for pupils of
various ages spread over several grades and who study different
curricula— offer an answer.

Such classes, which have existed for a great many years in
devel oped countries, made it possible to provide universal primary
education in good conditions even for the most isolated rural
populations. Since the end of the second world war, the flight to the
cities and slowing population growth have caused a considerable
reduction in the educational services provided in the rural areas of
Western Europe, and without multigrade classes it would have been
impossible to maintain alocal school in many villages. Educational
quality has been maintained through the use of specific teaching
methods, based on self-directed learning and peer coaching. In fact,
guality has been maintained so well that multigrade classes are now
being established in some urban school sfor purely pedagogical reasons.
Similar experiences are found in Latin America; indeed, a previous
volumein the Fundamental sof Educational Planning seriesisdevoted
to the Escuela Nueva (new school) programme in Colombia and
Guatemala. One of the conditionsfor the success of such programmes
isthe availability of suitable learning materials and teacher training
that is specific to the multigrade context.

Multigrade classes are not always well perceived, however. In
Central Europe, the modernization of school systemsisleadingto the
closure of many rural schools: people prefer to send their childrento
urban schools rather than place them in the multigrade classes of the
village school. InAfrica, similarly, such classesare often in disrepute,

9
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asthey are far from enjoying the material circumstancesthat prevail
in developed countries; for example, one often finds an inexperienced
teacher facing a very large class comprising several grades.

This volume reviews the role of multigrade and one-teacher
classes in the history of primary schooling, noting the factors that
determinetheir successor failure. Such an examination of the specific
features of multigrade education isvital asit enables us to identify
the conditions required to make such classes a success.

In many developing countries, small schools and multigrade
classes are essential in order to provide schooling at a reasonable
cost to al children living in rural areas. What do planners need to
know before recommending large-scale use of such schools and
classes? What advantages doesthis strategy offer compared to others,
such as satellite school s offering an incompl ete programme, or schools
that recruit pupilsin aternating years? What minimum reguirements
must be met, in terms of teacher training and support, to provide
education of good quality? These points should receive the undivided
attention of educational administrators.

Thisstudy was prepared by Etienne Brunswic and Jean Val érien
on the basis of a research project conducted by the IIEP and the
African Network for Distance L earning (Résafad) in French-speaking
Africa. It is an important contribution to the implementation of
Education for All intheleast advanced countries, particularly those of
French-speaking Africa. Thelnstitute extendsitsthanksto theauthors,
aswell asto all those who participated in the research project, for a
monograph that will prove useful to many educational planners.

Francoise Caillods
Co-Generd Editor

10
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Introduction

A tool for planning educational development in rural
areas

Implementation of the Education for All (EFA) programme
adopted at Jomtien in 1990, and assessed and confirmed by the World
Education Forumin Dakar in 2000, entails, among other things, finding
appropriate solutionsfor the provision of primary educationin rural
areas, areaswherethe population isthin and scattered, and areasthat
arenot easily accessible.

In such areas, provision of schooling can bean important feature
of aregional development policy aimed at combating theflight to the
cities and reducing the urban/rural divide. ‘Multigrade’ classes are
currently at the heart of the debate over how to obtain both significant
growth in enrolment rates and improved educational quality inthese
areas.

For both of these reasons, multigrade classes are of very special
interest to educationa planners. Unliketraditional ‘ monograde’ classes,
several grades or divisions are taught simultaneously in the same
classroom by a single teacher. The teacher is thus responsible for
pupilsof different ages, capabilitiesand levels of attainment.

In devel oping countries, however, multigrade classes generally
have a poor image; not because of their pedagogical structure, but
because they are under-endowed with physical and human resources,
and because no consideration has been given to their specific nature.

Theam of thisstudy isto explainin what conditions multigrade
teaching could contributeto increasing educational provisioninrural
areaswith sparse or dispersed popul ations. With educational planners

19
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inmind, it places the emphasis on administrative and organi zational
aspects, as well as the issues of human and financial resource
management that arise in one-teacher schools and schools with
multigrade classes.

It examines, in particular, the problems involved in taking a
multigrade approach to implementing EFA in developing countries,
especialy inthose where the demographic transition is not compl ete
and where the number of children to be provided with schooling is
still ontheincrease.

Sources and references

Our data have been extracted from recent publicationsthat form
arelatively varied set of documents, whose form and content are not
always comparable. Some of them are research studiesfocusing on a
giventhemeor original analytic studies, while othersare compilations
of thefindings and conclusions of other researchers.

There arefew really persuasive efficiency studies of multigrade
education in developing countries. In reality, such studies would be
meaningful only if they compared what is truly comparable; i.e. if
multigrade classesthat are actually allocated the resourcesthey need
to function are compared to monograde classes having equivalent
resources. Thisis not the case for the major programmes funded by
international aid. What does emerge clearly from all of the studies,
however, isthat alack of resourcesleadsto failure.

Thisvolumerefersrepeatedly to research conducted by UNESCO
from 1950 to 2002: first of all, the studies conducted by the
International Bureau of Education (I1BE), which werereflected inthe
highly important Recommendation No. 52 of the International
Conference on Education (1961) on the organization of one-teacher
primary schools, a recommendation that has lost none of its value
today. It also refersto the case studies and conclusions of three more
recent seminars. one held in Bangkok, Thailand, in 1995 (UNESCO/
UNICEF workshop on multigrade classes), asecond in Lillehammer,

20
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Norway, in 1996 (workshop on the functioning of one-teacher schools
with multigrade classes), and a third organized by the IIEP in
partnership with the French Ministry of Foreign Affairsin Parisin
2002 (on the challengesrai sed by the devel opment of multigrade classes
from the standpoint of EFA).

The first chapter offers an overview of multigrade classes
throughout the world. Despite the very great variety of situations
observed, multigrade teaching remains an inescapable feature of
schooling in sparsely inhabited rural environments.

The second chapter summarizes the factors that determine the
success or failure of multigradeteachinginrural areas. Thispart also
setsforth the main lessons that should be kept in mind.

Thethird chapter is primarily addressed to educational planners,
and more especialy to thoseinvolved in implementation of the EFA
programme. Taking asystemic approach, it recommends anumber of
measures and mechanismsin favour of schoolinginrural areas, broken
downinto three options: minimal, medium and maximal.

21
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A long history

At the end of the nineteenth century, the mgjority of elementary
schools had only one class. In the twentieth century, this model was
gradually replaced by what has now become the conventional model:
a school with five or six homogeneous levels or grades. Attempts
were madein thelate 1960sto eliminate small schoolsfor reasons of
increased educational efficiency and better management of resources,
but as from the 1980s this trend was reversed, and we are seeing a
revival of small schoolsall over theworld.

In the second half of the nineteenth century, in both Europe and
North America, the school with a single teacher or with multigrade
classes was still the dominant organizational model in primary
education. With the advent of theindustrial revolution and urbanization,
this model was gradually replaced by the education system that has
becomethe norm, with enrolments by age and by homogeneous grades.
However, the model of the one-teacher school and the school with
multigrade classes persisted inrural aress.

France, for example, instituted universal primary education in
the late nineteenth century. Compulsory primary education was
established by the Act of 16 June 1881, whichlaid down the principle
of free public education. Of the near total of 52,000 public schoolsin
existence at the turn of the century, 45,000 (nearly 90 per cent) were
one-teacher schools. This percentage dropped only slowly: in 1939, it
was still close to 60 per cent in France. In 1940, the one-teacher
school contained all the levels from kindergarten to the division of
pupils reaching completion of their elementary education. By 1990,
such school s accounted for about 22 per cent of French schools.

23
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The IBE’'s comparative research on access to education in rural
areas, conducted from 1958 to 1960, confirmed the worldwide
importance of small schools in the 1950s. This research, based on
guestionnaires sent to ministries of educationin 69 countries, showed
that 58 countries used the one-teacher school system — avery high
proportion.

TheInternational Conference on Education, heldin Genevaunder
the aegis of the IBE, has made anumber of recommendationson this
subject to ministries of education, notably including Recommendation
No. 47 (1958) on facilities for education in rural areas, and
Recommendation No. 52 (1961) on the organization of one-teacher
schools (see Appendix 1).

Beginning inthe 1960s, in acontext of universal primary education
and with an eyeto improving efficiency and quality, countries sought
to reduce the number of single-teacher schools and to make schools
with monograde classesthe general rule by expanding the practice of
transporting pupils by school buses. Thismovement began in Sweden
and quickly spreadto al theindustrialized countries of the north. The
aim, at the time, was to answer the question: ‘How can we provide
better education?

At that time, the devel oping countriesfaced an entirely different
problem —what isthe best way to provide education?—and needed to
solve it in a context in which many children were not in school.
Whereas the single class had previously been the normal mode of
education in developing countries, poor rural schoolswere gradually
abandoned under the pressure of growing social demand in urban
centres.

In the northern countries, the pendulum began to swing back in
the 1980s, for educational, demographi ¢, economic and socia reasons,
and under theimpetus of amovement to revitalizerural areas. schools
with asingleteacher or multigrade classes were gaining ground again
and were even being pushed into the limelight. In Australia, for
geographical reasons, one- and two-teacher schools had aways
remained very active. Several European countries, the United States
and Canadarehabilitated multigrade classes, recognizing them asan

24
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efficient mode of educational organization in areas of low population
density.

In keeping with this movement, these classes received renewed
attention from organizations that provide aid to education in certain
developing countries. Over thelast 20 years, many projectsinvolving
one-teacher schools and multigrade classes have been undertaken in
Latin Americaand subsequently inAsia. InAfrica, however, multigrade
classes are less common. In particular, for a number of countriesin
French-speaking sub-Saharan Africathat have not yet completed their
demographic transition, the authoritiesare giving priority to transform
existing incomplete school sinto school s offering acompl ete el ementary
curriculum, instead of establishing new schools in thinly populated
rura areas. Some single-class school s have been created in areaswhere
the population is the most scattered, but this has been the result of
grassrootsinitiatives.

The Jomtien summit gave fresh impetusto multigrade education,
and schools with asingle teacher or multigrade classes now account
for a growing proportion of the total number of classes —if not the
number of pupils—inagood many countries. Itiswidely considered
that multigrade education, despite its sometimes negativeimage, can
become an effective means of providing educational servicesinrural
or underprivileged areas. In many countries, it is already playing a
crucial role in expanding access to education in a context of budget
cutsand limited human resources.

Multigrade classes in the world today
The prevalence of multigrade classes

Global statistics are not easily obtained. In many countries,
multigrade classes have a low profile and do not appear as such in
school censuses, which give greater priority to the number of sections
than to the school structure. Even when they do appear inthe statistics,
it is not always easy to distinguish between schools and multigrade
classes. Generally speaking, the prevalence of multigradeteachingis
underestimated.

25
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Recent research by UNESCO aimed at producing an analysis
and assessment of schoolshaving asingle class or multigrade classes,
in order to devel op effective strategiesfor provision of schooling for
all, has given rise to a series of case studies published from 1988
onwards. These case studies, conducted in Australia, Bolivia, Burkina
Faso, China, France, Greece, Korea, Lesotho, Mali, the Philippines,
Tanzania, theformer USSR and the former Zaire, wereconsidered in
an inter-regional workshop. The final report (UNESCO, 1996a)
indicates that this type of school and class remains a widespread
educational mode for scattered populations in both developed and
developing countries.

Today, at the beginning of the twenty-first century, small schools
with fewer than three classes still account for asignificant share (about
30 per cent) of all school classesin agreat many countries. In most
cases, the classesin these small schools are multigrade classes.

A recent overview (Little, 2001) of multigrade classesthroughout
the world assembles a variety of data from different sources. The
dataconcernthe presence of schoolswith multigrade classesin various
countries in Europe and North America as well as the Asia-Pacific
region, Africaand Latin America. Thiswork showsthat the percentage
of schools having multigrade classes, and the number of pupilsenrolled
in such classes, have significantly increased over the last 10 years,
particularly sincetheWorld Declaration on Education for All at Jomtien
in 1990 (Box 1).

Small schools with a single teacher or multigrade classes are
thusasignificant form of educational provision, and special attention
from plannersand administratorsisentirely justified.

Box 1. Resear ch on multigradeteaching

Professor Angela Little of the University of London’s Institute of
Education, served as co-ordinator for the special number of the International
Journal of Educational Development on multigrade teaching. The number
examines the conditions in which multigrade teaching appears, the problems
faced by teachers, and the prospects for this type of instruction. Multigrade
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classes are very common in poor developing countries, but are also found in
wealthy northern countries. However, most education systems neglect
multigrade classes and the needs of both pupilsand teachers. The single-grade
class, which came to be widely regarded as the ideal model in the twentieth
century, governsthe organization of schools, classesand programmes, obscuring
thefact that millions of children worldwide are educated in multigrade classes.
The author arguesin favour of aglobal research programme on thistopic.

To date, researchers have primarily studied the impact of multigrade
classes on learning. The contexts in which the research is undertaken, which
vary from one country to another, influence the research programmes, the
guestions asked, the analysis of the results and the conclusions drawn. In the
developed countries, where universal primary education has been attained,
researchers primarily studied the effectiveness of multigrade teaching in
comparison to monograde teaching in acontext of declining numbers of pupils
inrural areas. The problem is often economic in nature: multigrade teaching
costs more per pupil, and hence the issue is whether to close the school.

In the devel oping countries aswell, multigrade teaching concernsthinly
populated rural areas, but in this case the popul ations of such areasaretrending
up, not down. In this context, where universal primary education hasyet to be
achieved, population growth and increased demand for schooling areleading to
the establishment of schools with multigrade classes in locations where the
nearest school is quite distant; however, these schools are short of resources,
and teachers do not wish to work in them. Theissueisno longer one of closing
these schools and sending pupils into monograde classes; rather, it is one of
supporting multigrade teaching in order to provide schooling in all situations
where the alternative would be no schooling whatsoever. Understandably,
research on multigrade classesin developing countriesis primarily conducted
by educational aid agencies.

According to Little, if education for all isto be achieved, it is vital to
promote the creation and maintenance of schools with multigrade classes.

Source: Little, 2001.

Multigrade classes in the countries of the north

In the northern countries, universal schooling has, in general,
been achieved, and multigrade classes, in both urban and rural areas,

27

International Institute for Educational Planning http://www.unesco.org/iiep


http://www.unesco.org/iiep

Multigrade schools: improving access in rural Africa?

often receive preferential treatment as regards not only the teacher-
pupil ratio, but also teaching resources and community support.

Outside the large population centres, the current network of
elementary schoolsin northern countrieswas formed on the basis of
small rural schools, many of which initially had only one class.
Although urbanization and school bustransportation haverolled back
multigradeteaching to some extent, they have not caused it to disappear.
Innovative sol utions have been found to address the problemsinvolved
inmaintainingit.

Inthe OECD countries, an effort ismadeto overcometheisolation
of small schools: in some cases, specialized teacherstravel from one
such school to the next; in others, pupilstravel to aso-called central
school; and sometimes these two options co-exist. The distances
covered can befairly large, and teachers or pupils may useall sortsof
means of transport.

In North Dakota in the United States, for example, Spanish is
taught by atravelling teacher. In Belgium, in the Flemish-speaking
community of Burgenland, French istaught by teacherswhowork in
several schools.

In the mountainous areas of France, where gatherings of pupils
and teachersfrom different schoolsare not possible, a‘ mobileliaison
and action team’ attached to the regional education authority travels
from town to town to provide isolated schools with teaching and
learning materials. The aim is to end the isolation of teachers and
pupilsby providing linkages between schools.

Elsewhere, gatherings are scheduled periodically (e.g. every
two weeks), bringing together the teachers and pupils from various
dispersed small schools in the school of the most centrally located
town. During these days, the multigrade classes are broken up and
reformed as single-grade classes, in which the teachers, sometimes
in collaboration with aspecialized teacher, engagein teaching activities
specific to asingle grade.
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In the United Kingdom, small schools have responded to the
challenges by instituting collaboration on a geographical basis. In
support of thisclustering process, thelocal education authorities provide
administrative assistance, counselling and in-serviceteacher training.
Debates over the educational, administrative and economic efficiency
of such schoolshaveidentified threepriorities:

» providing small schools with a larger number of specialized
teachersand ensuring that they receive co-operation from experts,
advisersand consultants;

e givingteachersadditional training in teaching methodsthat address
their own specific needs; and,

* improvingtheir practice and their expertise.

In Canada, the situation is particularly clear: the number of
multigrade classes has skyrocketed in recent decades throughout the
country, particularly in school districts having fewer than 200 classes
inal (urban, rural and mixed rural/urban areas taken together).

Anextensive survey (Gayfer, 1991) conducted by the education
faculty of the University of Saskatchewan at the request of the
Canadian Education Association (CEA), obtained a great deal of
datistical, administrative and pedagogical information from the school
districts. Out of atotal of some 33,000 classes and 650,000 pupils,
5,600 are multigrade classes admitting 105,000 pupils; of these,
735 classescontaining 15,000 pupilsareinrural areas, and 3,440 with
57,000 pupils are in urban areas. The rest of the multigrade classes
arelocated in mixed rural/urban districts.

The survey also shows a strong correlation between the size of
the school district and the presence of multigrade classes.

In France, intheyear 2000, out of atotal of nearly 52,000 public
pre-primary and primary schools, there were about 800 single-class
schools and 17,000 small schools comprising two or three classes,
each of which included several grades (7,000 nursery schools/
kindergartensand 10,000 primary schools). Educational clustersmake
it possiblefor each village to maintain aschool offering anincomplete
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curriculum, often consisting of from one to three grades, with each
of these grades admitting pupilsfrom all of thevillagesinvolved.

In Russia, owingtothedropinrural population density, ‘ schools
with small student bodies’ admit up to 100 pupils, with aminimum of
20 pupils. In addition, there are so-called ‘ schools on wheels' that,
through a school bus system, bring together up to 10 children from
neighbouring villages.

The effectiveness of such schoolsintermsof pupils performance
doesnot seem to raise any particular problems. A review by theWorld
Bank (Thomas and Shaw, 1992) indicates that, according to studies
conducted in North America and Europe to assess the impact of
multigrade teaching on performance, thereisgenerally no difference
between pupils from multigrade classes and pupils from monograde
classes. In the United Kingdom, Germany, the Netherlands,
Switzerland and the United States, pupils from multigrade classes
obtained comparableresultsin all of their main subjects. Their results
were even better in some cases: in France, pupils from multigrade
classes often display a higher pass rate, which is attributed to their
being better prepared for working on their own (Mingat and Ogier,
1994).

The effectiveness of multigrade classes observed in northern
countries may be attributabl e to the additional resources allocated to
them by the educational authorities, in most cases supplemented by
local government. However, the cost of such provision for children of
primary school age is not significantly higher than that of sending
them to clustered schools, once the cost of transport is added to the
operating cost of schools (Mingat and Ogier, 1994).

Multigrade classesin Latin America

Thefirst large-scale projectsusing multigradeteaching asasolution
to the problem of expanding educational provisioninrural areaswere
launched in Latin Americaby education aid agencies.

In the context of the first major project for the extension and
improvement of primary education in Latin America, undertaken by
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UNESCO from 1957 to 1966, the administrative consolidation of small,
geographically close schools(to form the nucleo) proved aparticularly
effective solution. Such consolidation served anumber of objectives
at once: facilitating co-operation among severa neighbouring schools
in under-served rural areas; rationalizing the use of scarce, dispersed
resources,; enhancing the participation of rural communitiesin school
management and development; and extending the school’s scope of
action to cover the entire community, according to the principlesand
methods of basic education. The nucleo was initiated in Boliviaand
quickly became the spearhead of the major project (Box 2).

Box 2. ThenucleoinLatinAmerica

Miguel Soler Roca, then arural schoolteacher in Uruguay, tellsthe story
of rural education in Latin Americaand recounts hisexperience as principal of
the first experimental scholastic nucleo in Uruguay, located at La Mina, near
the Brazilian border.

Herelates hisadventure asfollows:

“The area covered by the project had a population of about 2,500 and
encompassed gpproximately 250 square kilometres, with somefairly densely
popul ated communities and otherswith rather scattered populations. [...]
The population earned itslivelihood from agriculture and livestock raising
[...] The seven associated primary schools had about 20 teachersin al
[...] Fiveyears later [...] the people had come to feel that they were
members of acommunity and had organized four types of new entities:
sportsteams, women’sworking groups, ahealth co-operative (with periodic
visits by a doctor and a dentist) and an agricultural co-operative for
purchasing seed” (p. 11).

Hisaccount testifiesto the successful integration of educational development
into acontext of overall development.

Source: Soler Roca, 2002.

Subsequently, the nucleo model gained in popularity in Latin
Americaand wastaken up by all the aid agencies.

In Colombia, the Escuela Nueva (new school) system is based
on multigrade teaching. A similar system, in the form of networks
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with anucleus, has been set up in Guatemala under the name Nueva
Escuela Unitaria.

In Peru, thedifficultiesfacing rural education led to the creation
of a system of educational nucleos for rural areas. In 1998,
approximately 78 per cent of the 27,580 public primary schools had
multigrade classes (89 per cent in rural areas); 41 per cent of the
multigrade schools had a single teacher, and 59 per cent had more
than one.

Honduras and Paraguay have clusters of incompleterural schools
with multigrade classeslinked to acomplete main school offering al
six elementary grades. Thismain school supportsits*satellite’ schools
at thelevel of servicesand facilities management.

In Argentina, an experiment with ‘nuclear’ school networks is
being conducted in Patagonia, athinly popul ated sheep-raising region
where there are considerabl e distances between popul ation centres.

Forming clusters of small schoolsallows, among other things, the
demarcation of geographically uniform areas, administrative devol ution,
theintegration and co-ordination of educational activitiesand support
fromlocal communities.

School networks with nuclear schools were designed as an
alternative to the construction of schools offering the complete
elementary curriculum of six grades. They allow villages to open
incomplete schools offering the first three grades, with the higher
gradesbeing provided in the most centrally located school inthe area.

The positive results obtained | ed to widespread adoption of such
groupings and to the creation of genuine alternative school systems
for rural areas, with adapted curriculaand systems of promotion from
one grade to the next, their own teaching materials, specially trained
teachers, etc.

The standard example is that of the ‘new school’ in Colombia
described in Box 3.
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Box 3. TheEscuelaNuevain Colombia

The‘new school’ programme has been promoted since 1975 through the
combined efforts of many academics, United Nations institutions (UNESCO
and UNICEF), the World Bank and USAID, and has grown to include
approximately 20,000 schools. This programme has been evaluated many
times.

The new school teaching methods promote continuity in, and the
completion of, primary education: from 1988 to 1996, enrolments grew by
45.6 per cent in rural schools, compared to 7.6 per cent in urban schools. In
1988, 816,360 pupils were enrolled in rural areas, and this figure rose to
1,188,677 in 1991.

The performance of pupils in new schools proved to be significantly
better than that of pupils in other schools in the main subjects such as
mathematics and Spanish. Better results were also recorded in terms of self-
confidence and social and civic behaviour.

According to the research studies performed, the new school satisfies
the need for schooling in therural areas of Colombia: in placeswhere only an
incomplete primary education was available, multigrade teaching has made it
possible to offer the entire elementary curriculum, with one or two teachers
taking responsibility for five consecutive grades in a single school. The
recommended methods encourage creative, participatory and responsible
learning: the children learn how to behave in a public-spirited, democratic
manner, and they study at their own pace using materials designed specifically
for self-directed learning.

Absenteeism has dropped because children can help their parentswithout
interrupting their education. Repetition of gradesis also down, as scholastic
progress is adjusted to the pace of each pupil.

Curriculum content, while adhering to the national programme, has been
adapted tothelocal and regional environment, and therequired learning materials
have been provided: thereisone set for each group of three children, and each
set can be used for several consecutive years.

The role of teachers is changing: they are becoming ‘facilitators’ who
guide and direct the learning process. Further training for teachersis provided
locally. Administrative personnel and communitiesareinvolved in theteaching
process.
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Thus, as part of a strategy of forming networks or clusters of
schools, which offers an alternative to the traditional system, the
multigrade class has proved to be a particularly effective way of
extending educational provisioninrural areasof Latin America.

Onthe other hand, in placeswhereinnovative strategies have not
been employed, and where the required resources, training and
regulation have not been provided, the results have, in some cases,
been disappointing:

* Mexico has seen an increase in drop-out and repetition rates,
which isattributed to the insufficiency of resourcesand alack of
teacher training;

e assessment of Paraguay’s‘huclear’ school network programme
reveal ed some unanticipated problemsin implementation, namely:

— the principals of school clusters were overloaded with
administrativework;

— thecentral school did not have theresources needed to manage
the operation of the entire network satisfactorily; and

— thecostsincurred in providing resourcesto alow the network
to function smoothly were extremely high.

Multigrade classesin Asia

In Asia, multigrade classes are till usually the only means of
providing schooling in remote regionsinhabited by minority groups.
They arethe sole aternative to having no education at al. Provision
is difficult in such regions, not only because of their geographical
conditions, but because their populations are often nomadic, highly
dispersed and widely separated. The inhabitants, at a low level of
economic devel opment, function asautonomous family unitsand need
their children asasource of additional |abour.

Multigrade classesexist in almost al countriesintheAsia-Pacific
region, but they represent widely varying proportions of the school
system, ranging from two-thirds of all primary classes in India to
2 per cent of primary schoolsin the Republic of Korea.
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The UNESCO seminar held in Bangkok in 1995 produced the
following findings:

e inChina, practically all regions had thistype of class, making a
total of 355,192 multigrade classesand 182,841 schoolscontaining
multigrade classes. The annual rate of increase of these schools
is 6.6 per cent. An association formed to conduct research on
multigrade teaching had organized about 10 workshops to date.
In the northern province of Shanxi, multigrade classes accounted
for 36 per cent of all classes, andin 11 provinces out of 30 they
accounted for 12.2 per cent of all classes;

e in Laos, 50 per cent of al primary schools and 21 per cent of
classes used multigrade teaching. The current strategy aims at
increasing the size of classes and schools, so it is planned to
increase the number of such classes and at the same time to
reduce the number of schools;

* inMongolia, threeprovinces, four districtsand two administrative
units used multigrade teaching as their model, and this model
wasto beintroduced in all 310 of the country’s school districts;

* in Papua-New Guinea, the country’s four regions had set up
114 multigrade schools and 216 more were to be established in
the near future;

* inthe Philippines, there were multigrade classes in 14 regions
(all except that of the capitd city), making atotal of 19,411 classes.
New schoolswere being planned and completed so asto double
the number of multigrade schools;

e inViet Nam, the 13 provincesand 108 districtshad 1,130 classes,
3,800 teachersand 86,853 pupilsinvolved in multigradeteaching.
The government intended to increase these figures substantially
inthefollowing years (APEID-UNESCO, 1995).

AsinLatin America, the networked group of small schools, known
as a ‘cluster’, is an organizational form that has been adopted by
many education systems:. Bangladesh, Cambodia, China, Laos,
Myanmar, Papua-New Guinea, the Philippines and Viet Nam have
all adopted the cluster system in primary education.
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Some countries have received support from co-operation
agencies. For example, such support alowed Papua-New Guinea
(withtwo clustersand 23 schoolsin the central province), Cambodia
(Box 4) and Laos (seven clusters encompassing 45 schools) to launch
their first experiments with clusters as early as 1994.

Whereas some small countries have benefited from international
aid, others have drawn on their own resources, sometimes to take
actionsinvolving avery large number of schools (all primary schools
are clustered in Bangladesh, 80 per cent in Myanmar, 60 per centin
Viet Nam, 7,000in China, and 1,150 in the Philippines).

Box4.  TheUNICEF projectin Cambodia

Insix provinces of Cambodia, UNICEF provided support to aprogramme
of 51 clusters of schools having multigrade classes. Detailed performance
assessments were made to serve as abasis for the extension of the programme
as from the year 2000.

As regards scholastic performance properly speaking, 1,973 pupils in
grades 3, 4 and 5 took a series of testsin Khmer and mathematics. The results
by subject and by grade showed aclear improvement in the average scores, in
both subjects and for each grade, over those obtained in tests administered in
1993; for the Khmer test, the passrate rose from 31 per cent to 64 per cent for
grade 3, and from 45 per cent to 67 per cent for grade 5.

Rates of repetition fell and enrolments rose, as did the cohort survival
rates calculated from 1997/98 over a three-year period, corresponding to the
middleyearsof primary education.

As for enrolment rates, district-by-district comparisons over time have
shown that of the 37 districts having clusters supported by UNICEF, 75 per
cent saw arisein gross enrolment ratesand 67 per cent arisein net enrolment
rates between 1997/98 and 1998/99.

Concerning the survival ratesfor cohorts of pupilsfrom the school clusters
supported by UNICEF, calculated beginning with grade 1 from 1997/98 to
1999/2000, 69 per cent showed survival rates of 50 per cent or higher, and
29 per cent survival rates of 66 per cent or higher.
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These findings also showed that the clusters had a positive impact on
schooling for girls. Where survival ratesare concerned, 80 per cent of theclusters
showed agender parity index of 0.90 or higher, and 51 per cent had anindex of
1.00, which suggeststhat survival rates are more of aproblem for boysthan for
girls. Therepetition ratesfor girlsfell inthemajority of clustersin all provinces
from 1997/1998 to 1998/1999.

Comparisons between school clusters supported by UNICEF and clusters
that receive no support from UNICEF showed that the academic performance
of pupilsin the former were clearly better, and that 83 per cent of the former
had |ower repetition rates than the other clustersin the same district.

Source: Bredenberg, 2000.

The results are generally considered to be positive. In India,
multigrade schools not only improved pupils' performance, but also
brought about a decrease in the drop-out rate. As for other Asian
countries, the 1995 UNESCO seminar in Bangkok mentioned above
produced aspecific, positive summary of the advantages of multigrade
teaching (Table 1.1).

Table 1.1 The advantages of multigrade teaching in Asia

China First enrolments have increased, drop-outs have
decreased and the level of performance hasimproved,
although, to date, no assessment has been conducted at
national level.

Laos In villagesthat have multigrade schools, most of the
children attend class.
Multigrade classes seem to be lowering drop-out rates (in
localitieswhere these methods are used, the participation
rate of pupilsamountsto 80 per cent through grade 3).
Pupilstaught using multigrade methods experience no
particular difficultiesin achieving scholastic success.
Equipment and materials are used more efficiently.
Rural areas manage to make up for the shortage of
teachers and the pupil-teacher ratioisrising.
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Mongolia By explaining multigrade methods to children and their
parents, and by locating educational centres closeto their
places of residence, the authorities have encouraged
children to continuetheir education.

Papua-New Guinea  Parentshaverealized theimportance of multigrade
educational methods, and improvementsare expected in
the near future.

Philippines Multigrade methods haveimproved teachers' conditions of
service and enabled optimal utilization of classrooms.
The use of teaching kits has helped to raise performance
levels.

Viet Nam In regionsthat have adopted the multigrade school system,
pupil participationis 100 per cent, rates of primary school
completion have risen and the drop-out and repetition rates
have dropped considerably. Performanceisbetter thanin
traditional classes. Instruction islearner-centred, and pupils
spend moretimeworking in groups.

Children are more active, more sure of themselves, and
know how to react appropriately.

Source: APEID-UNESCO, 1995.

When the required resources, training and regulatory framework
are not forthcoming, however, the results can be disappointing. In
Pakistan, for example, the performance of pupilsin multigrade classes
was 30 per cent lower than that of pupilsin monograde classes. This
result was attributed to the fact that, owing to lack of resources,
teachers were able to use neither the teaching methods in effect in
schools having a good reputation, nor methods suited to the way
schoolwork isorganized in multigrade classes.

Multigrade classesin Africa
While multigradeteaching isproving asuccessin Latin America
and Asia, only adlight expansion of multigrade classesisobservedin

Africa, where enrolment rates remain relatively low in a context of
population growth and incompl ete demographic transition.
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With a few exceptions (Zambia, Lesotho, etc.), data for the
English-speaking and Portuguese-speaking regions are not yet
available. In French-speaking Africa, the I1EP conducted a study in
2002, in collaboration with the Résafad programme of the French
Co-operation Agency, onthe* challengesfacing educationa planners
and administrators as aresult of the development of multilevel classes,
from the standpoint of EFA™"*.

Educationa planning departments in seven countries (Benin,
Burkina Faso, Equatorial Guinea, Guinea, Mali, Senegal and Togo)
participated in this study, whose purpose was to examine in greater
depth the implications of the expansion of one-teacher schools and
multigrade classes in terms of providing broader access to quality
basic education for all.

Theresults vary considerably from one country to the next.

In some countries, such as Benin and Togo, the legislation on
primary education permits only classes having two sections, known
as'twinned classes (i.e. classes containing two consecutive grades).
Such classes are common in rural areas and constitute a standard
model: schoolshaving three classesand six sections. Multigrade classes
comprising more than two sections are sometimes observed on a
temporary basis, as shown by the example of Benin.

In Benin, of the 4,329 schools documented for the 2000/2001
school year, 268 (6.19 per cent) had only one classand 437 (10.9 per
cent) had two classes. These one- and two-class schools are not
examples of multigrade classes; in fact, they are incompl ete schools
that do not yet offer al the primary grades for lack of material and
human resources (owing in particular to the shortage of teaching
staff, which was maintained by the freeze on civil service hiring in
Benin from 1986 to 1995). A newly created school generally takes
theinitial form of a single class under a single teacher. Thereafter,
the school’s devel opment depends on the school-age population in
the localities served and on the resources available. For example, it

1. “Défisposéspar le dével oppement des classes multigrades dansla perspective
del’ EFA, séminaire || PE/Résafad”, || EP, April 2002 (Catz, 2002).
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may add a class each year, or every 2 years. The aim is hot to create
schools with multigrade classes, but rather schools that eventually
will provide a complete primary education. Such schools thus
constituteaprovisiona solution, in which noinvestment isplanned.

In Burkina Faso, where multigrade classes were introduced in
1992, the most common structure is a school with three levels and
biennial recruitment. From 1985, at theinitiative of loca communities,
‘satellite schools' offering the first 3 primary years began to be
established closeto a‘parent school’ offering al the primary grades
(Box 5).

Box5.  Multigradeclassesin Burkina Fasoin 2000
Burkina Faso’s 5,131 primary schools comprise:

. 4,517 public and 614 private schools

. 3,923 urban and 1,208 rural schools

. 17,456 classrooms

. 901,291 pupils (792,880 in public education and 108,411 in private
education).

Multigrade schools (with classes covering two grades) account for 36.0 per
cent of al the schools in the country, 20.4 per cent of the classrooms and
17.7 per cent of the pupils. Most of them (1,689, or 91.4 per cent) are located
inrural areas, with only 159 (8.6 per cent) in urban areas.

The northern region is noteworthy, with 58.6 per cent of its schools
being multigrade and 41.3 per cent of its classes. The region with the highest
percentage of multigrade classesisthe Sahel, with 43.5 per cent of multigrade
classes compared to 7.2 per cent in the centre. The centre is also the region
with thelowest percentage of schoolsusing multigrade methods (only 18.02 per
cent).

Since 1992, when the system of multigrade classes was officially
implemented, the number of such classes has grown considerably, from 116 to
nearly 4,000 in 2000/2001 (more specifically, from 116in 1992/1993t0 990in
1995/1996 for public education aone, and from 1,843in 1996/1997t0 3,931 in
2000/2001 for the public and private education systems combined).

Multigrade classes are primarily concentrated in rural areas, and more
specifically in certain regions where provision is difficult.
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At the same time as these statistical reports were drawn up, the Institut
pédagogique burkinabé (Burkina Educational Institute) conducted studiesfrom
1993 to 1998 on pupils’ level of acquisition in comparison with pupils in
traditional schools.

In 1993, afirst evaluation of the pupils' level of knowledge acquisition
showed better results for multigrade classes than for demonstration classesin
the 14 experimental provinces:

. in two provinces, multigrade classes and demonstration classes were at
thesamelevel;

. in seven provinces, multigrade classes showed better results than
demonstration classes;

. in five provinces, the demonstration classes posted better results than
the multigrade classes.

The national averagewas8.86 (on ascale of 10) for multigrade classesas
against 8.23 for demonstration classes, which gives a difference of 0.43 in
favour of multigrade classes.

Another eval uation was madein the second year of primary educationin
11 provinces, examining performance in French (dictation) and arithmetic
(operations, small word problems). In three out of 11 provinces, multigrade
classes had a higher average than demonstration classes; in the other eight
provinces, it was demonstration classes that posted the better performance.

The national average was calculated on the basis of 12 provinces,
yielding two roughly equal averages: 11.48 and 11.84 on a scale of 20
respectively for experimental classes and demonstration classes, the difference
is0.36 in favour of demonstration classes.

In 1997, 1 year before the end of the experiment, afinal evaluation was
made. Whereasthefirst eval uations showed an advantage for multigrade classes,
those that followed recorded lower performance than in the demonstration
classes: in fact, the results show a large drop in performance. Scholastic
attainment is low in multigrade classes compared to traditional classes,
regardless of the grade considered.

Serious inadequacies were identified, in connection with concerns over
the multigrade approach, with teacher dissatisfaction and with insufficient
proficiency in multigrade teaching methods.

Source: |IEP/Résafad, 2002.
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In Senegal, multigrade classes have existed since the 1980s under
thename* multiple grade classes . They areformed when two grades
combined have atotal of no more than 45 pupils. These classes are
often temporary and are held in makeshift shelters. They are granted
permanent statusif they survivefor 3to 5 years, but the departure of
the teacher often means the disappearance of the class.

In Equatorial Guinea, a Spanish-speaking country, multigrade
primary schools have existed for a great many years (since before
1940). There are currently 586 one-teacher schools. The instruction
provided thereis considered to beinefficient, owing to repetitionsand
drop-outs. Teachers do not have an easy task, asin genera they are
not highly qualified and must cope with very large groups of pupils of
different agesall grouped together in asingle class (up to 120 pupils).
Schoolsinrura areas have virtually no resources; some do not even
have furniture. In many cases, each sub-group within the class faces
adifferent wall of the classroom.

In the French-speaking countries of sub-Saharan Africa, almost
half of the primary schools offer acomplete primary curriculum and
have at |east one classfor each of the six primary grades. Inthe other
half —i.e. schoolsoffering anincomplete primary education—multigrade
classes are found in some countries (Burkina Faso, Guinea and
Senegd), but el sewhereareexceptiona or virtualy non-existent (Benin,
Mali and Togo). The multigrade approach is, in fact, not recognized,
apart from twinned classes.

In Zambia, the most important impact of multigrade classes has
been to provide a complete primary education in places where there
were no schools at al, and to improve the pass rate between the two
highest levels.

In Lesotho, 50 per cent to 60 per cent of primary schools have a
singleteacher and multigrade classes.

In the face of rapid population growth, and given the high
proportion of rural children who do not attend school, the solution

most frequently adopted in Africaisto try to endow incomplete schools
with new classrooms and new teachers in order to transform them
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into complete schools offering all the primary grades. Responsibility
for founding new schools that are, or will be, destined to become
multigrade schoolsisleft uptolocal communities.

Throughout Africa, descriptions of the conditions of one-teacher
schools and multigrade classes reveal serious problems. make-shift
facilities, lack of teaching materials, and no support for teachers. All
of these factors complicate the lives and the task of rural teachers,
who are often younger, less experienced and less qualified than their
urban counterparts.

It is thus not surprising to find that multigrade classes show
unsatisfactory resultsin evaluations of scholastic attainment.

A mixed impact on scholastic performance in West Africa

The Conference of Ministers of Education in French-Speaking
Countries (CONFEMEN), as part of its Programme to Analyze
Education Systems (PASEC), conducted systematic assessments of
the level of attainment of pupilsin nine African countries, with the
intention of putting out a study of “factors of efficiency in primary
education” (CONFEMEN, 1999).

Among the variables concerning school organization, the PASEC
considered multigrade and double-shift classes. It observed that, unlike
the double-shift system, multigrade teaching leads to strongly
contrasting scores. By comparison with pupilsin standard classes, the
scores of second-year pupilsin multigrade classeswerelower by 45 per
cent in BurkinaFaso and 33 per cent in Cote d’ | voire, but were higher
by 4 per cent in Cameroon, 12 per cent in Senegal, and a maximum
of 15 per cent in Madagascar. As an overall average, their scores
were 1 per cent lower.

On examining these assessments, the report rejects out of hand

the hypothesisthat thelower scoresare dueto distance and remoteness,
as most teachers live on the school premises. Instead, the authors

2. Indouble-shift classes, asingle classroom isused by two cohorts of pupils: one
in the morning, the other in the afternoon.

43

International Institute for Educational Planning http://www.unesco.org/iiep


http://www.unesco.org/iiep

Multigrade schools: improving access in rural Africa?

attribute these resultsto thefact that pupilsinthefirst years of schooling
arelargely unabletowork ontheir own, and that teachershavelittletime
to spend with each grade. The multigrade approach seemsto be suffering
from acertain discouragement on the part of teachers, who areovertaxed
with work and must use aspecia methodology with which they are not
fully conversant. It isalso possible that multigrade classesdo not receive
enough methodol ogicd support.

Despite these mixed results, the study conducted in 2002 led the
national teamsof plannersinvolved to an awareness of the true nature
and the potential of multigrade classes.

“The establishment of multigrade classes, in which ateacher is
responsible for several grades simultaneously, can make a decisive
contribution to national EFA campaigns, particularly inrural areasor
hard-to-reach places, but only when threevital conditionsare met:

» the central government’s commitment and the mobilization of
local communities must be strong and clearly affirmed, in
particular through asystematic policy of positive discrimination
on the part of the national, regional and local authorities;

» teacher motivation, maintained through supervision of teaching
methods, training and the establishment of a communication
mechanism aimed at overcoming theisol ation of teachers;

« alotment of educational aids— guidesfor teachersand textbooks
for pupils —and small expendable learning materials for group
activitieswithintheclass.”?

Contrasting perceptions of multigrade classes

A great variety of contexts

Every education system has its distinguishing characteristics.
Around the world, the period of compulsory education varies from
6 to 12 years, while the age of first recruitment ranges from 5 to

7 years, and may even be ashigh as81to 10 years. In some countries,

3. Recommendations of the I|EP/Résafad seminar, April 2002, in Appendix 2
(Catz, 2002).
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primary and lower secondary education are combined in a single
school; in others, primary education is divided into two levels (an
organizational mode often found in clusters of networked schools).
Primary schools may comprise from four to eight grades (in most
cases, only fiveor six). We speak of multigrade teaching whenever a
teacher is responsible for two or more grades.

A distinction is drawn between one-teacher schools, where a
singleteacher isresponsiblefor all levels of instruction, and schools
with two or three teachers, which may have one single-grade class
and several multigrade classes. In thefirst case, the multigrade class
may offer acomplete primary programme of five or six grades, or it
may beincomplete, including only thefirst three or four grades, asis
often the case in so called community or local initiative schools. In
the second, a school may have more than one multigrade class.

Moreover, one must reckon with special situations, such asthat
of nomadic peoples, when the teacher travel swith the group (amobile
school with asingleclass), and that of small idands (very small numbers
of pupils).

Countrieswhere compulsory schooling isfully established show
acorrelation between age and grade (generally with alag of oneyear)
and a low repetition rate, whereas countries where compulsory
schooling is not yet universal feature large age differences within a
singlegrade dueto the conditionsof initial recruitment or to widespread
repetition of grades.

A very wide range of situations and status

Multigrade classes are, in most cases, established as aresult of
necessity, though sometimes owing to a deliberate choice made for
political or educational reasons.

When multigrade classes are established for reasons of necessity,
the reasons may relateto:

» geographical or demographic constraints (scattered settlements
and low population density; falling population density asaresult
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of rural-to-urban migration or emigration, entailing ashift from
single-grade to multigrade classes; schools having a number of
remote sites, etc.); or

* administrative or pedagogical problems (absenteeism, leave or
lack of teachers; insufficient numbersof pupilsinthe higher grades;
excessive numbersof pupilsin certain grades, competition between
schoolsthat are seen by parents as being of unequal quality).

Political reasons for establishing multigrade classes relate to
regional development and effortsto stop theflight tothecities(i.e. the
desireto maintain aschool sitein agiven locality).

When the choice is made for educational reasons, it is made by
teams of innovativeteachers.

Multigrade classes areto be found regardless of the status of the
school: public, denominational, private or ‘community’ school (the
latter are also known in French as ‘spontaneous schools, ‘local
initiative’ schools, etc.).

Multigrade teaching may be governed by an overall plan adopted
by the political and administrative authority and embodied in statutory
instruments, or it may be amatter that concerns schoolsindividually,
either in astatutory context or ontheir own initiative.

The means of financing multigrade teaching may vary, and may
or may not involve al the partners of the school system (central
government, regional and local governments, local communities, parents
etc.), with each contributing towards the costs in accordance with a
predefined all ocation; in some cases, educational aid agenciesor non-
governmental organizations (NGOs) may also help tofinancetheinitial
investments.

The number of pupils per teacher varies enormously, from a
mere handful to over a hundred in countries with a high population
growth.

In sparsely populated rural areas, it is not always possible to
assign one teacher per grade if there are only a few pupilsin each
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grade. Thisis why educational delivery very often begins with the
establishment of aone-class school providing all levelsof instruction.
In this case, the expression ‘one-class’ applies in two senses:
administrative (the school hasonly one class) and pedagogical (asingle
classencompassesall levelsof instruction).

Multigrade classes are often used to cope with a provisional
situation: when aprimary or el ementary school first opens, it doesnot
offer al of the grades planned, and the complete grade structure is
generally established little by little. In practice, to open anew school
offering all grades with monograde classes, a number of conditions
must be met, such asalarge school-age population in the area, strong
socia demand for education, and availability of premisesand teachers.

Between large urban classes and the single classes found in
rural areas, there is in fact atremendous range of solutions used to
copewith highly diverse situations: in onelocality, three-class schools
will be set up, in which each class covers two consecutive grades
with recruitment every 2 years, or two consecutive grades recruited
annually co-exist in the same classroom and are taught by the same
teacher (twinned classes); in another, asingle level will be recruited
every 6 or 7 yearsin order to retain the one-class, one-level structure;
elsewhere, pupilsin atwo-grade classwill bereceived separately, one
gradein the morning and the other in the afternoon, the purpose being
not to admit more pupils, but to preserve the system of single-grade
classes.

The term ‘multigrade classes’ thus covers a great variety of
situations, and the way pupilsare grouped depends on variousfactors
according to the nature of the activities (age, height and sex for singing,
physical education or crafts) or according to the subjects taught (by
level of knowledgein mathematics and reading, by mother tonguein
multi-ethnic classes, etc.). The same applies to teaching techniques,
as multigrade classes may make use of context-specific curriculaand
teaching methods.

In addition to this great diversity, the treatment accorded to
multigrade teaching will serve to show whether there is a genuine
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desire to provide schooling in rural areas, areas with scattered
populations and areas that are not easily accessible.

The perception of multigrade teaching is positive in
northern countries ...

In developed countries, with a few exceptions, schools with
multigrade classeswerelong regarded as amere stopgap solution, as
the poor relations of the education system. Today, however, the
distinctive nature and the legitimacy of multigrade classes are
recognized. Inrural regionsof Australiaand the developed countries
of Europe and North America, one-teacher schools and multigrade
classes are regarded as an effective means of delivering quality
education.

The teaching techniques used in multigrade classes encourage
individualized and autonomous learning, which isan asset asregards
both accessto and successin secondary education. When multigrade
classesare co-educational, asis often the case, they offer pupils better
chances of socialization. This consideration is|eading educationists
to recommend that the methods applied in multigrade classes be
extended to traditional schools.

In Australia, where schools with multigrade classes range from
three-class schoolsto small one-teacher schools attended by adozen
pupils, educationists recommend that the methods adopted of necessity
by teachersin small single-class school s should be taken up in schools
with monograde classes. Regardless of the grade distribution of the
pupilsinthe school, separating theminto small groups hel psto develop
the different aptitudes of each individual.

In France, educationistsare reaching similar conclusions, leading
them to rethink the organization of primary schools in rural areas,
especially sincethe costs are not necessarily much higher if transport
costsarefactoredin. Certain innovative methodsthat are particularly
suited to teaching in multigrade classes— peer coaching, self-directed
learning, flexible curriculaand programmes presented in modular form,
and a participatory atmosphere — have an undoubted impact on
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academic performance and offer better prospects in terms of
socialization. They should therefore be brought into general use.

... but mixed in the developing countries

In many devel oping countries, apart from the countries mentioned
above that have undertaken successful projects, the managers of the
education system consider multigrade classes as, at best, aprovisiona
system offering lower quality, whose principal advantageisto offer
someform of schooling at atimewhen anumber of obstacles makeit
impossi bleto create school swith monograde classes.

For decision-makersand planners, thistype of structureismerely
an dternative made necessary by the circumstances. Sometimes, where
this type of class exists and is recognized, no provision is made to
assist either teachersor pupils.

Multigrade teaching will not really help to enrol and educate
children who otherwise would havelittle or no schooling unlessthere
isaclearly declared political will to deliver schooling to rura areas,
with (in countries of modest size having few resources) support from
external aid sources, at least for the start-up phase.

In most cases, multigrade teaching still has arather poor image
among the population: itisfelt to be astopgap measure and * cut-rate’
education. Yet this form of education is indispensable for providing
schooling in disadvantaged rural areas, particularly in the context of
EFA. But — and thisisthe vital lesson — recourse to multigrade
teaching to increase provision will be successful only if the
multigrade approach represents a genuine alternative and a
positive option that is taken into account and organized by
planning departments.

The problem is that education system managers are sometimes
reluctant to invest in astructure consisting of multigrade classes and
incompl ete schools, which areregarded as provisional and short-lived.
Indeed, to obtain tangible results very quickly interms of increasing
gross enrolment rates, it sometimes seems easier and more effective
to add classes to existing incompl ete schools, allowing them to offer
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a complete primary education, and to give up on extending the
coverage of the school network by devel oping small multigrade schools
in rural aress.

In this case, despite genuine quantitative progress in school
enrolmentsfor the country asawhole, the lack of multigrade classes
meansthat there will not be equality of accessto education services.

In developed countries, multigrade classes are recognized,
permanent institutions, but they have sufficient resources to deliver
education of good quality. Moreover, the closure of any school or
classispolitically sensitive at thelocal level and entailsahigh social
Ccost.

Alsoin developing countries, and more especially inthosewhere
the demographic transition ismore or less complete, school mapping
and regiona development policies are being instituted that entail
renewed interest in multigrade classes, as these are an integral part
of any effort to increase provision in rural and disadvantaged areas.

Owing to thelack of infrastructure and of resources, the solutions
used in the north cannot simply be transferred to the south. Planners
must therefore look for solutions specific to their own context. In
view of the poor image of these classes, they must also undertake
actionsto persuade both parents and teachers.
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Owing to their lack of visibility in censuses, multigrade classes
generally do not interest educationists and are not mentioned in most
publications on elementary education. Yet these classes are very
common inmany countries, particularly inthinly populated rural areas,
and they display awiderange of outcomes. an ungquestionabl e success
inonelocality, and disappointing resultsin another.

Causes of failure

The failure of multigrade classes has important consequences.
multigrade teaching being perceived as acut-rate, unsuitable form of
delivery, its failure causes families to lose interest in schooling and
thus reduces socia demand for education. In short, such failures
contribute to under-development and poverty.

It istherefore vital for planners to identify the factors that lead
to faillure so as to avoid recourse to the multigrade option if the
minimum conditions for success are not met.

Theoverview in Chapter | alowsusto identify three main causes
of failure: thelack of strong political will to expand provisionin rural
areas; lack of motivation on the part of teachers; and lack of
educational resources. These factors are omnipresent and mutually
reinforcing.

Lack of recognition of multigrade teaching

Thelack of strong political will toincreaserura school provision
isreflected by alack of coveragein certain geographical areas.
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Multigrade classes — whose existence in rural areas amounts to
confirmation of agenuineeffort to achieve universal primary education
—arenot considered to be aspecific, recognized system: the authorities
ignore them, their existence is merely tolerated, and the country’s
usual regulatory framework is applied to them. For example, the
teacher-pupil ratio will bethe same asthat stipulated for conventional
classes, even though class size may exceed 80 pupilsin some African
countries, making it is impossible to teach a multigrade class
satisfactorily.

If multigradeteachingisnot legitimized by the political authorities,
it will be all the less so by the central government departments
responsiblefor education and rural devel opment, and the sameistrue
for regional and local governments. Under these conditions, itiscertain
tofail.

Itisthus not surprising that multigrade schools are perceived as
delivering education ‘on the cheap’, like a second-rate school, and
that parentsno longer send their children (particularly their daughters)
to school. Lack of political and administrative support causesadrop-
off in demand for schooling that leads, in turn, to a decrease in
provision, legitimizing the authorities' lack of interest and creating a
viciouscircle.

Lack of motivation on the part of teachers

Field surveys of teachers of multigrade classes often assesstheir
Situation ascritical.

A survey conducted in Equatorial Guinea, for example, reports
that over half of the schools “have only one classroom, into which
100 to 150 pupils are packed, and only one teacher. In rural areas,
thereisno electric power, no drinking water, no latrines, no markets,
no dispensaries, no playing fields [etc.]. There are schools that do
not have their own premises; in some villages, pupils attend classin
the chapel of one of the churches™.

4.  Report by Equatorial Guineafor the [|EP/Résafad seminar 2002, |1 EP (Catz,
2002).
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Inadditionto their distance from alarger population centre, such
schools offer no staff housing, no bonus to encourage teaching in
difficult conditions, premises that are often in deplorable condition
(sometimes without enough seats with a writing surface) and no
appropriation for operating expenditures. All these factors often go
hand-in-hand, and this unpromising situation makesit impossibleto
attract qualified teachers and to maintain teacher motivation.

Theteachers appointed are often young and inexperienced. L eft
to themselves, with no initial training before taking up their posts,
they receive advice only rarely from their distant superiors whom
they see on limited occasions. Given thelack of further training, they
cannot improve their skills. It is therefore not surprising that they
quickly become discouraged. In Viet Nam, teachers have at times
been appointed who do not even speak the local language; under
such conditions, what influence and credibility can theteacher possibly
have with the community?

Lack of educational resources

The shortage of teaching and learning aidsfor teachersand pupils
isthethird main cause of failure.

Teachers have no educational materialsto help themintheir task
(methodological guides, worksheets, etc.), and pupils often do not
even havethe textbooks used in conventional classes.

Teachers' compensation isgeneraly the only item of expenditure,
even though support in theform of teaching aidsis essential in order
to enable them to do their job.

In amultigrade class, when the teacher conductsalesson for one
group, he or she must keep the other groups busy with a task they
perform on their own. This requires some teaching materialsand, in
particular, worksheets or written materials that serve to guide the
groups’ independent activity (e.g. Freinet materials). Standard
textbooks, even when there are enough of them, are designed for
conventional classes; they will not sufficefor multigrade classes, which
regquireworkbooksaswell.
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Without such materials, multigrade classes quickly become, for
most pupils, a kind of day-care centre in which each group has far
fewer hoursthat arereally devoted to learning. And beneath acertain
minimum number of hours, it would be wishful thinking to expect
pupilsto be ableto learn everything stipulated in school programmes.

These three shortcomings — lack of resources due to lack of
government interest, lack of qualified teachers and lack of context-
specific teaching resources — are mutually reinforcing. This means
that improvement can be obtained only if all three aspects are
considered simultaneously.

These causes of failure are found in many regions, where they
have a severe impact on rural education, on multigrade classes in
particular. In fact, what condemns this type of schooling is not its
multigrade nature, but the lack of resources.

Conditions required for success

The overview also enables usto present the conditions required
for success, whichinclude:

* anabsolutecondition: political involvement;

» administrative and regulatory conditions, relating to standards,
clusters and teacher management;

e educational conditions, such as adjustments to school
programmes and hours and provision of teaching materials.

Theadoption of ‘facilitating’ measures, such asthose concerning
partnership with civil society organizations and theimplementation of
decentralization, can also have apositiveimpact.

Palitical involvement

A determined effort on the part of the political authoritiesisthe
only thing that can motivate teachersand civil authorities, get planners

involved and induce the managers of the education system to accept
the priority giventoincreasing school attendancein rural areas.
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Without repeated affirmation at the highest level s of government
of the need for greater equity and reduction of regional and rural/
urban disparities, education authorities and planners will adopt the
‘quick-fix’ solution of concentrating their effortsin the most populous
areas in order to obtain rapid improvements in enrolment rates at a
lower cost. Therisk isthat all other areas will be marginalized even
further.

Without a strong political will, it is very difficult to implement
even aminimal strategy based on positive discrimination in favour of
the neediest groups, as was recommended by the participantsin the
IEP seminar on “challengesraised by the devel opment of multigrade
classesfrom the standpoint of EFA”: “ The expansion of provisionin
rural areas, and most especially multigrade classes, should benefit
from positive discriminationintermsof facilitiesand materialsaswell
as staffing (teacher support mechanisms)” (see Appendix 2).

Educationinrura areasisawaysapolitically sensitiveissue: it
requires decisions on the allocation of financial and human resources
that are not easy in countries where such resources are scarce,
especially when the problem is compounded by ethnic, linguistic or
minority group considerations, aswell asthe demand that the content
and end goal's of education be morerelevant. In many cases, the easy
solution—consisting in the application to rural areas of an urban model
in which primary school is no more than the first step in a track
leading to secondary and higher education — is adopted in order to
avoid political debate, on the pretext that the unity of the system
ensures the same education for everyone.

Multigrade teaching, which is often perceived as an innovation
with respect to traditional education, is particularly dependent on the
political will expressed and reflected by all levelsof government. Two
contrasting examples will serveto illustrate the influence of politics
oneducationinrura areas. In Uruguay, achangein thegovernment’s
priorities compromised adecade sworth of effortsto increase school
enrolmentsinrura areas, whereasin Portugal, adrivefor cross-sector
mobilization at the highest levels of State engendered many knock-on
effects.
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In Uruguay, the end of the experiment with nucleos was due not
to educational reasons, but to political wariness (Soler Roca, 2002).

The following example illustrates, in contrast to the major
multigrade education programmesfinanced by international aidin Latin
America, how acountry can mobilizeits own resources.

A holistic, multi-sector approach can prove necessary in
implementing a comprehensive strategy in that it leadsto synergies
between the various efforts involved and the pooling of resources.
This is evidenced by the case of the Programa Interministerial de
Promocéo do Sucesso Educativo (PIPSE — Interministerial
Programme to Promote Educational Success) adopted by Portugal’s
Cabinet in December 1987 to increase the efficiency of primary
schools and reduce regional and rural/urban disparities, which were
very large at thetime. Thefour-year programme reached nearly half
of all primary school pupilsinthe country. Its successwas especially
noteworthy because it was an emergency programme aimed at
remedying adisastrous situation that called for immediate solutions.
Thisprogramme represented an unprecedented effort, involving local
authorities, social security institutions, the private sector and labour,
employer organizations and trade unions, teachers and educators. It
succeeded in devel oping anew educational culture: in Portugal, basic
education is now considered a major investment made by the entire
society. Above and beyond increased enrolments, the programme
aimed to help school s succeed.

The success of PIPSE was dueto its dynamics, which was based
at thetop of the pyramid on apolitical consensusthat made education
a genuine national priority, and at the grassroots on a democratic
rather than a hierarchical management stylethat generated motivation
and commitment on the part of all partners. Thisexample showsthat
solid results can be obtained through the mobilization and intelligent
use of available resources.

Generally speaking, political authorities must often arbitrate
among competing interests:. the various stakeholdersinvolved at the

local level (pupilsand their parents, teachers, the community, NGOs)
al havetheir own expectations and goals. There may be disagreement
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or conflict over the setting of priorities, in which caseit is up to the
political authorities to set the policy directions that will allow the
reconciliation of interests needed for action.

Administrative conditions

The success stories are al so due to innovations and measures to
increase managerial and adminigtrativeflexibility.

Moreflexible standards

Standards are essential tools for the educational authorities.
Although it is the planners’ job to propose standards regarding
multigrade classes (optimal number of pupils, number of enrolments
necessary to create a first multigrade class, threshold at which a
multigrade class can be split into two sections, etc.), they must also
make sure to recommend that these standards be applied flexibly so
asnot to lock multigrade classesinto aregulatory straitjacket.

For example standards may belaid down asguidelinesonly, their
enforcement may be made subject to certain requirementsregarding
availability of premisesand positions, or they may be presentedinthe
form of ranges rather than absolute numbers.

Special treatment in terms of standards constitutes a first
recognition by the educational authoritiesthat multigrade classesare
different from traditional classes.

Clustersof small schools
All of the most striking successes of multigrade teaching have
involved groups or clusters of small schools located in the same
geographical area. The aim is to offset the dispersion of resources
and the isolation of teachers.
The structure most often used for these clustersinvolvesamain

or central school, with the activities of satellite schools orbiting or
alternating at varying distances from the centre. The principal of the
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main school thus becomes the principal of alarger group of classes
Spread over severa sites.

Such clusters offer many advantages. They make it possible:

e attheadministrativelevel: to simplify management by reducing
the number of thosein direct contact with the higher educational
authorities, and to make it more efficient by rendering teacher
supervision closer and more accessible. These clustersare often
accompanied by a specific training course to prepare school
principal sto assume broader responsibilities;

» at the economic level: to improve the allocation of human and
material resources and to optimize their use. Resources can be
allocated by cluster; both teachers and materials are considered
to be common resources of the cluster. Thus, teachers can give
each other assistance, and readers and scientific equipment can
be used by turns;

« attheeducational level: toimprove psychologica and professiona
supervision of teachersand to provide steady support to teachers
who often havelittletraining.

Clusterscan hel p to better integrate schoolsinto their environment
and to mobilize the community in support of the school. They facilitate
the organization, in or around the school, of community-oriented
educational activities, such as refresher courses for former pupils,
adult literacy activities, and maternal and child care.

Such clustersgenerally bring very positive outcomes.

In most cases, both the enrolment rate and the percentage of
students that complete primary education rise substantially, while
repetition and drop-out fall perceptibly. These good results are
attributed to increased allocations of |earning material sand equi pment,
to support from parents, and to the quality of theinstruction provided.

Teachersreceivein-service training, and teacher absenteeismis
trending downwards. Clusters a so promote the monitoring and support

of teachersaswell as performance eva uation, owing to theinteraction
between teachersthat the cluster makes possible.
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Clusters of schools have also made it possible to set up
management training for principals to help them monitor teachers
work on adaily basis, to propose asystem for all ocation of resources,
and to monitor the use of these resources by schools.

Administratively, the links established between schools offer
considerable advantages. Previously isolated schools are better
integrated into the formal administrative structure, makingit easier to
implement support measures.

For administrators and planners, recognition of clusters can
simplify the statistical system. Most indicators published each year in
the statistical yearbook take the class or the school astheir basic unit,
but using adifferent unit —e.g. clusters of schools—can prove helpful.
It canimprove not only projectionsand forecasting, but also thereturn
on education (fewer school administrationsand principals, smplified
resource allocation, etc.) aswell asraising the profile of multigrade
teaching.

School mapping and forecasting the establishment
of multigrade schools

The success of rural education and thetimeliness of the creation
of multigrade classes depend on a better bal ance between educational
supply and demand. More refined forecasting methods can play a
decisiveroleinthisrespect.

Two criteria—one administrative (the optimum number of pupils)
and the other geographic (distance from the nearest school) — should
be considered in combination to determine whether and where to
establish new schools, and what additionsto maketo existing schools.

Population density (real or estimated) allows usto calculate the
population within acircle whose radius corresponds to the maximum
distance that pupils are supposed to travel, to deduce from this the
school-age population and, according to various assumptions about
the enrolment rate, to forecast how many pupils can be expected to
attend multigrade classes.

59

International Institute for Educational Planning http://www.unesco.org/iiep


http://www.unesco.org/iiep

Multigrade schools: improving access in rural Africa?

Anexamplewill servetoillustrate the reasoning processinvolved.
The objective is to select the schools and classes to be created in a
new district: if the population density is 15 people per squarekilometre,
the population to be served within a radius of 4 kilometres will be
754, and the school-age portion (7 to 13 years) will amount to
140 potential pupils. A predictable enrolment rate of 60 per cent leads
to aforecast of 84 pupilsadmitted.

The establishment of a school offering a complete primary
education of six gradeswould requiresix classroomsand six teachers,
each responsiblefor 14 pupils. A multigrade school with two classes
and two teachers, each responsible for 42 pupilsin three grades, or a
three-class school in which each of the three teachers supervised
28 pupilsin the sametwo-year programme (twinned classes), would
alow considerable savings.

In Table 2.1 below, taken from the World Bank working paper
onforecasting the number of pupilsin multigrade schoolsin Tanzania
(Thomas and Shaw, 1992), the shaded cells indicate the potential
establishment of alarge number of multigrade schooals.

Table 2.1 Estimation of the in-school population for a given
population density and enrolment ratein Tanzania

1 2 3 4
Population Population Of which: Number of pupilsfor
per sgq. km within aradius 7-13year olds given enrolment rates

of 4km (18.6% (% of column 3)
(column 1x50.27) of column 2)

0% 40% 60% 80% 100%

10 503 94 19 37 56 75 94
15 754 140 28 56 84 112 140
25 1,257 234 47 94 140 187 234
50 2,514 468 94 187 281 374 468
75 3,770 701 140 281 421 561 701
100 5,027 935 187 374 561 748 935

Source: Thomas and Shaw, 1992.
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Teacher management

Provision of quality education in poor areas requires not only
motivated and trained personnel, but al so administrative management
and supervision of teaching practices. The problemisthat the quality
of educationisrarely thefirst concern of the central education authority,
which is more interested in the inputs than in the outputs. Thus, a
teacher’ssalary ispaid regardlessof thequality of the servicesrendered,
e.g. without regard for absences or the results obtained by that teacher’s
pupils.

Experience shows that the procedures concerned with teacher
management should be adapted to education in arural environment:
special recruitment and appointment criteriato avoid giving young,
inexperienced teachersafirst appointment in an overly difficult posting;
appointment of couples to two-person postings in order to facilitate
their integration into the rural environment and avoid an excessive
turnover rate; in small schools, appointment of ateacher who speaks
the children’s mother tongue, etc.

Several of the recommendationsreprinted in Appendices 1 and 2
call for a set of positive discrimination measures to keep teachers
motivated and encourage them to stay intheir posts. granting abonus
for teaching under difficult conditions, salary increases based on
seniority, favourable treatment in the scal e adopted for transfers, etc.
(Box 6).

Box 6. Administrativemeasures;
Recommendation No. 52 of thel CE, 1961

11. Although the conditions required for the opening of aone-teacher school
vary considerably from country to country (number of inhabitants, too great
adistance from another school, etc.) the authorities should be guided by two
basic principles:

. the opening of a school in any place should not be delayed until the
number of pupils requires the presence of several teachers;

»  theregulations governing the opening of aone-teacher school should be
flexible enough to facilitate the attendance of the greatest possible number
of children throughout the country.
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12. Every possible means should be employed to counteract the i solation of
the one-teacher school, both for the teacher (special help from inspectors and
advisers, professional literature, study groups, continuous contact with larger
educational establishmentsetc.) and for the pupils (visits from school doctors,
correspondence with other schools, school co-operatives, excursions, pupil
exchanges, external examinations, etc.).

13. It is strongly recommended that a travelling library service be made
available as widely as possible to one-teacher schoolsin order to provide for
the needs of the teacher and the community as well as of the pupils; these
schools should be helped, moreover, to acquire permanently a few essential
books of reference.

14. It is desirable to set up, as part of the senior authority for primary
education, an advisory body, whosetask, in collaboration with other ministries
or departments and with representatives of the teachers concerned, would be
to study in al their aspects the problems involved in the operation of one-
teacher primary schools.

15. The functions of this advisory and research body should comprise in
particular:

. an objective and impartial examination of the advantages and
disadvantages of the one-teacher school;

. an investigation of means of remedying their disadvantages and of
increasing their efficiency when their existence proves necessary;

. astudy of the financial, social, cultural, pedagogical, etc. aspects of the
retention of these schools or of their conversioninto schoolswith several
teachers;

«  the preparation of action to encourage the teachers and facilitate their
task.

Source: Recommendation No. 52 of the ICE, UNESCO/IBE, 1961 (see Appendix 2)

These recommendations place special emphasis on teacher
training.

“It is necessary to provide for the gradual implementation of
proceduresfor special training—initial and further training, face-
to-face and distancetraining —for teachers assigned to multigrade
classes, with among other things training modules devoted to
techniques of group management and educational activities”
(INEP/Résafad, 2002).
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In major programmes, such as Colombia's Escuela Nueva
programme, teachers received programme-specific prior training
dispensed in training centres. For student teachers, such training was
mandatory; for volunteer teachers, it was offered as a specialized
option or an additional training course before taking up their duties.

Examples of training modulesfor teachers of multigrade classes
appear in Appendix 3.

Context-specific prior training in atraining centre is not always
possible, which explains the need for face-to-face further training
that emphasizes learning of teaching techniques. Such training also
offers the advantage of stimulating the exchange of ideas and
offsetting the isolation of such teachers.

The first to benefit should be training centre instructors,
inspectors, advisers and primary school principals. These training
courses can be set up fairly quickly using the skills available in the
country.

Teaching conditions and materials

As early as 1961, the International Conference on Education
recommended some measures concerning teaching methods in
response to the special nature of one-teacher schools and multigrade
classes (Box 7).

Box 7. Methodsand materials

20. Asthedifference between one-teacher schools and schools with several
teachers lies not in syllabus requirements but in the internal organization of
school work, it is desirable to give particular emphasis, in instructions and
suggestionsfor one-teacher schools, to the fact that these schools offer greater
opportunities than other types of schools for the application of certain
principles of educational psychology, such asindividual work and group work.

21. The preparation of teachers’ handbooks for the teaching staff of one-
teacher schoolsisfully justified; it isalso advantageousto encourage educational
reviewsto make suggestions of direct interest to teachersin one-teacher schools.
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22. Although there are material difficultiesin the way of producing special
textbooks for one-teacher schools, it is, however, desirable to place at the
disposal of these schoolsaudio-visual aids, sets of graded exercises, individual
work cards and other instructional material suitable for group teaching.

Source: Recommendation No. 52 of the ICE, UNESCO/IBE, 1961 (see Appendix 2)

Apart from the major educational programmesin Latin America,
which devel oped their own teaching materials, thetextbooks available
aregeneraly those used in urban areas. Inthiscase, it isvery helpful
to supplement them with additional materials designed specifically
for multigrade teaching. These supporting materials may be of very
different kinds, from an educational journal and |esson sheetsto support
in the form of distance training (correspondence training courses,
radio broadcasts for the teacher and others for the pupils).

The aim is to help teachers set up a system for working in
independent groups. The samematerialscould beused in all situations
inwhich it is desired to institute teaching in groups, particularly in
overcrowded classes, so asto get a better return for the costs.

Such materials could preferably be devel oped at country or sub-
regional level by educatorsin the countries concerned in the form of
aparticipatory collaborative effort. The use of interactive radio can
provevery useful.

Thefirst interactive radio programme wastested in Nicaraguain
1970. The model subsequently spread to over 20 countries. Guinea
wasthefirst French-speaking country totry it. It involvesinstruction
in agiven subject (mathematics, a national language, etc.) delivered
directly to pupilsthrough radio broadcasts accompani ed by workbooks.
The radio takesthe place of the teacher. Theinteractive aspect arises
through questions asked during the broadcasts or in the workbooksin
accordance with the technique of programmed instruction, aswell as
through discussions between the teacher and the pupils in the
classroom (Box 8).
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Box 8. Inter activeradioand publication of written materials
in Guinea

Guineahasrecently undertaken two independent innovationsin support
of rural education:

. In 1998, the Institut national de recherche et d'action pédagogique
(INRAP), with assistance from USAID, initiated an interactive radio
programmeto train teachersin the use of radio and pupil-centred teaching
methods.

. In 2000/2001, radio broadcasts on mathematics, French and sciencewere
produced for the six elementary grades. These broadcasts were
accompanied by printed materialsand postersfor grades 1 to 4, and science
teaching kitsfor grades 5 and 6.

Alsoin 2000/2001, the national publishing sector published six 96-page
multidisciplinary workbooks (French, mathematics, science) corresponding
tothesix elementary grades. These workbooks constitute aninnovativelearning
aid that assemblesin asingle document the basic content of primary education
and that provides|earning activitiesin theform of practical exercises. The set
of materias, which alsoincludesthreeteacher’sguides, offers pupilsand teachers
the opportunity to use acoherent set of teaching materials that are well suited
to the needs of multigrade schools.

More generally, thetextbooks used in urban schoolsarefar from
being fully satisfactory for multigrade teaching, particularly when they
are imported. Therefore, when large-scale production of materials
specifically for multigrade schoolsisconsidered, and whenit ispreferred
not to import them, it is often worthwhile to consider the option of
producing them in the country concerned®.

‘Facilitating’ measures

The study of successful cases reveals another constant: all of
the positive experiences were conducted with the assent and, in most

5. Onthisissue, it will behelpful torefer to the 12 modulesassembled and published
by the IlEPin 1995: Planning the devel opment of school textbooks (Brunswic
and Valérien, 1995).
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cases, the active participation of the communitiesinvolved, particularly
the participation of parents.

Most of these success stories occurred in the framework of
decentralization measures aimed at bringing decision-making power
closer tothelevel of practical implementation.

Although it cannot be claimed that the measures presented below
are specific to multigrade classes, it has been proven that multigrade
teaching cannot be developed without support from the actors and
partners of the school system. For this reason, when considering the
costs of multigrade teaching, one must not neglect theimportance of
campaignsto inform and sensitizethe public.

Partnerships with civil society organizations

School plays arelatively limited role in the devel opment of the
child. The family still has the strongest influence, followed by the
child's schoolmates and immediate surroundings. Thisexplainswhy
it isimportant to involve civil society in extracurricular educational
activities, which are highly influential in pupils’ education—probably
a least as influential as the 800 hours spent in school each year.
Extracurricular activities are mainly intended to organize the child's
life outside of school hoursasacomplement to, rather than asubstitute
for, schooling. Experience shows that such activities are most
effective when they are organized and directed in partnership with
the school.

In the north, extracurricular educational activities are generally
organized at local level by thetown or district authorities. The presence
of libraries (offering aroom and information that pupils can useto do
their homework), music or drama schools, sports clubs and so forth
surprises no one; it is their absence that would be surprising. Local
and regional authorities make very substantial contributions to such
activities, which consume a considerable share of their investment,
staffing and operating budgets. The purpose of all these activitiesis
to provide the most rewarding education possible for al children,
above and beyond teaching of the school syllabus.
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In developing countries, and more particularly in rura aress, these
facilities generaly do not exist for anumber of reasons, such aslack of
administrative personnel and lack of resources. Co-operation between
schoolsand civil society organizationsisthus extremely important asit
enables some deficiencies to be overcome. A notable example is
partnerships with parent associations and with local NGOs.

Parent-teacher associations

Parent-teacher associations (PTAS), which arefound worldwide
in variousforms, can be very useful partnersfor the school.

In French-speaking Africa, PTAswereformed on the centralized
French model, and are therefore structured from the local right up to
thenational level. Their scope of actionisvery broad. They are often
responsiblefor supplying school materids, textbooks, notebooks, chalk
and pencils (particularly within the framework of co-operative funds)
andfor organizing support for pupils schoolwork, oftenin co-operation
with NGOswhose membersare university studentsor volunteer retired
people. A particularly acute problem relates to the conditions for
schoolwork performed at home: in small villages, the family home
generally does not offer facilities for studying and doing homework,
and these activities must therefore take place on the school premises
or on those of local clubs or associations.®

Ancther type of organization that existsin many countriesisthe
‘village committee’. Such committees provide a framework for
addressing problemsrelating to health, transport and apprenticeship,
all of which requiretreatment that lies beyond the scope of the school.

The experiences presented in Chapter | show just how important
these partnerships are; and rightly so, as they constitute one of the
pillars of the EFA strategy defined at the Dakar Forum.

6. At the request of the Fédération africaine des associations de parents
d’éléves et étudiants (FAPE), the UNESCO Regional Bureau for Africa
developed a prototype of amulti-purpose room serving asboth alibrary and an
activities room, which could be financed by an NGO and made available to
local stakeholderswho would beresponsiblefor itsupkeep and for conducting
activities.
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At both thelocal and national levels, non-governmental systems
that could act as an interface between the education system and
other stakeholders (families, social and professional organizations,
associations) are worth supporting and encouraging. They may take
theform of afoundation or an association for educational co-operation
whoserolewould bethat of afacilitator seeking to promote synergies
among variousinitiatives, to give aboost to self-help actions, and to
lend moral and material support to educational sites.

Devolution and decentralization

Decentralization and devolution are recognized today as
administrative practices and strategiesthat can increase therelevance
of the education systemin theeyesof usersand partners. For multigrade
classes, decentralization can, for example, favour theimplementation
of programmes that take account of the specific cultural character of
the immediate environment, including the choice of language of
instruction. Insmall rural schools, children can begintheir schooling
intheir mother tongue and subsequently move onto usethelanguage
of instruction.

In systemswhere provision of schooling inrural areasisapriority
and wherethereisalarge-scale national plan that includes multigrade
teaching, forming clusters of small schoolsmakesit possibleto set up
aschool council consisting of teachers, parentsand local authorities.
These councils can receive assistance from an NGO and be overseen
by a system of school boards at the district, provincial or national
level.

Their role is, in general, to help execute the programmes and
attain the goal s of education, and more especialy to:

« formulate budgetsand control spending;
forecast staff promotions, transfers and growth; and
*  encourageinteraction between schoolsand communities.

Making school s serve the needs of pupilsand communities, easing
the central education authority’s difficulties in administering large
numbersof pupils, pushing democratically for theinvolvement of many
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partners—all of these are good reasons for having many procedures
performed at the provincial or local level (devolution) or delegating
responsibilitiesthat areincumbent on the central education authority
(decentralization, entailing the transfer of responsibility, of decision-
making power and of financial resources).

Decentralization cannot be brought about abruptly; rather, it needs
to be channelled and controlled so asto avoid undesirable effects. Its
effectiveness depends on the development of local management
capacitiesthat may belacking in poor rural environments: large projects
set up withthe aid of international development co-operation generally
include a capacity-building component for staff and partners.
Partnership isanother method used, for examplewith an NGO working
locally.

It is probably in the context of decentralization that schools, or
educational sites, will be ableto meet the expectations of improvement
of educational quality aspart of the EFA mechanism, aslong aslocal
efforts are encouraged by steady support from the educational
authorities.

Impact on costs

It must be recogni zed that data.on the costs of multigrade teaching
are very scarce: thisis probably due to the fact that such costs are
largely invisible, but alsotoresearchers’ lack of interest in the question.
The costs are often hidden; they are unique to each situation, asin
each case one must factor in what is available on site and the impact
of construction, maintenance, teachers’ wages, etc. and it is not easy
to draw general conclusionsfrom theresults.

We have only theoretical models or indications asto the costs of
implementing large-scal e operations such asthe Escuel a Nueva project
in Colombia, which are detailed in a World Bank technical paper
(Thomas and Shaw, 1992). However, such studies are indicative of
trends.
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The Escuela Nueva project

Unit costs per pupil are5to 10 per cent higher thanintraditional
schools. This difference is mainly attributed to heavier spending on
textbooks, materials and teacher training (Thomas and Shaw, 1992).

However, several positive aspects may be mentioned in favour
of the new schools:

e the rate of repetition is 6.7 percentage points lower than in
traditional schools;

« athoughthedrop-out rateinfirst gradeisdlightly higher in new
schools, theratesfor grades 2-5 are on average 7.6 per cent lower
than those in traditional schools. These results are particularly
surprising in that the pupils in these new schools are children
presenting a higher risk of repetition and drop-out than children
attending conventional schools;

» theteaching methodsused also led to significantly higher scores
in mathematicsand Spanish aswell asimproved social behaviour.

As aresult, although the expenditures incurred lead to slightly
higher unit costs per pupil, the unit costs per pupil who completesthe
cyclearelower. The multigrade option adopted becomes profitableif
the improved academic performance is factored in, as well as the
broader coverage provided by the education services.

The authors conclude that it is the combination of these factors
that makesthe Escuela Nueva model aviable option for provision of
education services in Colombia. They emphasize, however, that in
other contextsthe costsinvolved will haveto be cal culated according
to the characteristics of the region or country concerned, although
cost savings can indeed be expected.

The costs of the new school vary with the potential of each region
to develop its infrastructure and according to the level of skills and
expertise already present on the ground. They should be viewed in
the perspective of the opportunities for improvement offered by the
programme (Box 9).
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Box9.  Opportunitiesfor cost savingsthrough reduction
of repetition and drop-out

The quality improvements associated with multigrade schools — fewer
repetitions and drop-outs — bring considerable cost savings per completer.
Researchin Colombia, for example, has shown the difference between multigrade
new schools and monograde rural schools (Schiefelbein, 1992):

Colombia: repetition and drop-out (%), 1987

Indicator Escuela Nueva Monograde rural school
Repetitions 47.2 53.9
Drop-outs, grade 1 10.5 8.6
Drop-outs, grade 2 51 9.3
Drop-outs, grade 3 29 7.8
Drop-outs, grade 4 0.7 79
Drop-outs, grade 5 -3.0 111

Rates of repetitionin new schoolsarelower than in comparable monograde
schools. Although in new schools there are more drop-outsin grade 1 than in
monograde schooals, there are much fewer in grades 2 to 5. (The number of
dropoutswas negativein grade 5 of the new school; more pupilswere enrolled
in this grade at the end of the school year than at the beginning.)

To recapitulate, new schools display a 12.4 per cent decrease in
repetitions, and an overall reduction of 1.2 per cent in drop-outs. Thus, new
schools get more pupils all the way through the system at a faster pace than
comparable monograde schools.

Source: Thomas and Shaw, 1992.

The adoption of a minimalist strategy based on the positive
discrimination measures mentioned above (smaller number of pupils
per classthanin urban schoals, salary bonus, provision of staff housing,
etc.) unquestionably leadsto additional expenditures, which oftenlead
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inturnto reallocation of availablefunding within the budget and efforts
to raise fresh funds.

What costs should be taken into consideration?

Planners should conduct afew additional investigationsin order

tobein aposition to justify the decision to use multigrade teaching.

Theseinvestigationsmainly relateto:

identification of the costs that are specifically attributable to
multigradeteaching;

investments: fewer classrooms are needed, but they must belarger
than conventional classrooms; easily movablefurnitureto allow
avariety of classroom configurations; other minor facilities, such
as having a blackboard for each grade taught; increased storage
and cupboard capacity for both teachers and pupils;

operating costs and recurring costs. supply of essential teaching
materials for working in groups; support to teachers; radio
broadcasts; travel expensesfor cluster principals;

breakdown of expenditures according to who paysfor what (unit
cost is determined without making assumptions as to the
contribution of the various entities that contribute financially:
central government, regional and local governments, parents,
NGOsandinternational aid).

Analyses have shown that whilethere are dightly fewer pupils,

the unit costs per pupil and per year are somewhat higher. When the
rates of repetition, drop-out and completion are considered, however,
thisindicator isreversed.

Another aspect to be considered isthat of social costs, which are

rarely taken into account. These costsinclude:
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transport costs borne by families and/or fatigue due to the long
distancespupilsareforced totravel;

productivity is lower in the short term because children are in
school, but it fallsinthe medium term if they do not go to school;
community pressureto establish or maintain aschool.
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Such investigations, whose findings must be expressed in

monetary terms (including for social costs), will allow enlightened
decision-making and informed choices among the various solutions
available.

Theinventory below, drawn from the World Bank study (Thomas

and Shaw, 1992), proposesalist of the various spending items apt to
be taken into consideration for a cost assessment when amultigrade
teaching campaign isplanned in agiven region. Notethat thisisacost
estimate, not abreakdown of funding according to the paying entities:
national, regional or local government, parentsand outsideaid sources.

ok

A W bR

Initial investment:

Preliminary studies: school-mapping process, local surveys;

Information and awareness-rai sing campaign to bring stakehol ders

on board;

Construction or renovation of schools(classroomsdlightly larger

than in conventional schools);

Basicfacilities:

— furniture: shelves, teachers desks, cupboards, movabletables
and chairsfor pupils,

— additional blackboards, bulletin boards, copying machines,

— initial alocation of textbooksand teaching materials, radio;

Construction of teachers’ housing, if applicable.

Recurring costs, operating costs:

Teachers' salaries and, if applicable, bonuses;
Upkeep of classrooms, furniture, facilities;

Training of teachersand administrators:

— Initia training programme,

— in-servicetraining programme;

Administrative support and supervision of teachers;
Replacement of supplies, textbooksand library books;
Radio broadcasts and educational journal.

Such studies should once agai n be supplemented by acomparison

with the cost of implementing a conventional educational structure.
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As an example, the World Bank study compares the cost of two
options: atraditional school with six classes, and amultigrade school
with three twinned classes, each option accommodating 105 pupils
spread over the six elementary grades. This theoretical comparison
leads to the following conclusions (Table 2.2):

intheory, the multigrade option holdsthe potential for savingson
investment costs and recurring costs,

investment costs are lower because the multigrade school has
only three classrooms (although they are larger) whereas the
monograde option hassix. However, the multigrade school requires
alarger investment in bookcases and furniture. As aresult, the
fixed cost per pupil is31 per cent lower than in monograde schools;
therecurring costs of the multigrade option are al'so lower, asthe
multigrade school uses three teachers whereas the monograde
school hassix: teacher-rel ated costs are thus | ower, even when a
higher salary isfactored in. Maintenance costs are proportional
to construction costs, and thusalso lower for themultigrade option.
Only the costs relating to books and consumable supplies are
higher for multigrade schools. In sum, the recurring cost per pupil
isclaimed to be 30 per cent lower in the multigrade school than
in the monograde option.

Table 2.2 Cost comparison: multigrade

and monograde options

Traditional option Multigrade option

six grades three levels
Start-up Unit cost Number  Total Number Total
costs cost cost
1  Construction of normal 22,000 6 132,000 0 0
classrooms
2 Construction of large 26,000 0 0 3 78,000
classrooms
3 Construction of an office/a 17,000 1 17,000 1 17,000
library
4 Textbooks 5 209 1,047 209 1,047
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5  School library 700 1 700 1 700
6 Class library 350 0 0 3 1,050
7  Blackboard 85 6 510 6 510
8  Bulletin board 65 6 390 3 195
9  Duplicating machine 60 3 180 3 180
10 Shelves 300 6 1,800 6 1,800
11 Locking cabinets 500 6 3,000 6 3,000
12 Conference table 450 0 450 4 1,800
13 Movable desks and chairs 80 105 8,378 105 8,378
14 Office supplies 2,000 1 2,000 1 2,000
15 Total fixed costs 167,455 115,660
16 Fixed costs per pupil 1,599 1,104
17 Teacher (per year) 1,400 6 8,400 3 4,200
18 Salary supplement for 140 0 0 3 420
multigrade teachers
19 Upkeep (5%) 8,231 5,599
20 Books and supplies 577 923
(every 3years)
21 Total recurring costs 17,208 11,142
22 Recurring costs per pupil 164 106

Source: Thomas and Shaw, 1992.

This is a theoretical example of the areas in multigrade
programmesthat arelikely toyield cost savings; plannersshould carry
out their own cost studiesin their own specific contexts.

In fact, the real problem is often not costs, but a lack of
political will: in rural areaswith scattered human settlementsin
many developing countries, the alter natives are not multigrade
school or conventional school, but rather multigrade school or
no school at all.
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[11. Meansof extending educational provision
inrural environments

When wethink about multigrade teaching, we necessarily placeitin
the broader context of sustainable development and the problems of
regional development inrural areaswith scattered human settlements,
or inisolated and hard-to-reach regions.

Schooling in such areas goes hand in hand with health, road
construction, communications, etc. and faces similar problems of
organization. It isnot an exception that can be examined inisolation
from its context. For all these services, but for some schools even
more than the others, the standard of referenceis still very often the
urban model.

Theurban modd of schooling ischaracterized by the specialization
of educators and theincreasing differentiation of tasksthat underpins
theway ateacher’swork isorganized. These principles—increasing
specialization and differentiation of tasks—haveagreat influence on
the organi zation of primary education. To deliver the minimum level
of attainment expected, primary education is divided into annual
increments spread over 5to 10 years, depending on the country, which
means the pupil must pass five to ten grades in order to leave the
primary education system a winner. Textbooks and other teaching
materials have been prepared with thisin mind. Teachers tasks are
organized in accordance with a given pupil-teacher ratio per class,
which ranges from under 24 pupils per teacher in some countriesto
over 80 in others.

In urban or densely populated areas, this structure makes it
possibleto group alarge number of pupilsin single-grade classesina
single school. The system is straitjacketed by a set of regulations
concerning the number of pupils, the duty schedule of teachers, school
hours and programmes of instruction. It is also constrained by the
corporatism of theteaching force.
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The problem is that sparsely inhabited areas, and
particularly rural areas, do not fit this pattern, owing, among
other things, to the insufficient numbers of pupils.

In the north, education in rura areasis very different from the
urban model; very often, educational methods have adapted to this
environment (influence of the ' free school’, multigrade classes, specific
teaching materials, etc.). Inthe south, however, thedifficultiesinvolved
in adaptation are compounded by the shortage of resources: teachers
with little or no training, unsuitable premises, insufficient teaching
materials, rarely seen supervisors, etc.

Multigrade classes, though unavoidable, do not necessarily
constitute a stable, lasting structure in all developing countries.
Population pressure and increasing demand for education (which are
causing the proliferation of community schools), aswell as progress
towards gender parity as girls' school attendance rises, are pushing
school systemsto institute the urban model with single-grade classes
as soon as possible, under pressure from government, teachers and
parentsto conform to thismodel, and nearly awayswith the handicap
of being under-equipped.

Wherepoalitical will islacking, multigrade teaching isoften merely
a temporary, stop-gap solution, based simply on observance of the
established standards for teacher-pupil ratios, and adopted pending
the establishment of schools offering acomplete primary education.

Schools with small numbers of pupils are inevitable in thinly
populated rural areas. When the population density of rural areasis
high, asitisin some areas of sub-Saharan Africa, multigrade classes
areprimarily atemporary solution: most of the schoolsthat establish
such classes are destined to become complete schools with single-
grade classes. As and when school enrolments increase, other
multigrade classes will be opened in new areas, and not until rural
areas with a low population density are actually included in
programmes aimed at achieving universal compulsory schooling will
the multigrade class system be seen as a readlistic and permanent
solution.
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For planners, resorting to multigrade teaching in a context
of regional development and severe shortages entails
consider able analytical, forecasting and school-mapping work.

Leaving multigrade classes, which are often started
through local initiatives, in their current state and seeking
exclusively to address the structural problems of incomplete
schools is no solution, and all authors of works on the subject
agree on the need to formalize multigrade teaching so as to
make it a real alternative to the usual system.

Tothisend, will it suffice merely to make afew adjustments
tocurriculaand teacher training, to organize cluster s of schools
and atravellinginspection team, or will it be necessary to create
a whole new system from scratch (like the Escuela Nueva in
Colombia), with itsown structure, programmes, incrementsand
textbooks?

To answer this question, asystemic approach must be employed.

Proposed methodology

The systemic approach isan analytical methodology that makes
it possibleto influence agiven educational situation, considered asan
autonomous system, by acting on one of itsconstituent partswhichis
in interaction with all the others (Box 10).

Box10. Thesystemicapproach

The systemic approach requires plannersfirst to identify the problem to
beresolved (in this case, how to develop apolicy to increase school attendance
inrural areas of agiven country), and second to spell out the objectivesto be
attained, in quantitative and qudlitativetermsaswell asthetimeframe projected.

In each country these objectiveswill depend on the political will and the
resourcesthat can be mobilized.
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The next step isto conduct as complete an inventory as possible of the
resources and the constraints impacting the achievement of these objectives,
and then to determine the crucial buttons to push at the various levels of the
system (central and provincial government, educationd site, and their respective
environments), so that all thoseinvolved in the education system, regardl ess of
their level of responsibility, will be concerned and motivated to becomeinvolved
intheaction.

Each component of the system is in interaction with the others. Each
resource may become aconstraint, and vice versa. For example, if parentsare
not convinced that schooling isworthwhile, they constitute a major obstacle,
whereasif they enter into a partnership with the school system through PTAS,
they become a resource.

Lastly, itisnecessary to lay down criteriafor eval uating the success of the
action over the course of itsimplementation.

If the quality of multigrade teaching is envisaged asthe depth of
the water contained in a wooden tub made of staves of different
heights, it is obvious that the quantity of water contained in the tub
will be determined by the height of the shortest stave. If each stave
represents a factor that influences the improvement of educational
quality, the planner needsto consider which one congtitutesthelimiting
factor in order to attack the problem from the most promising angle:
if the shortest stave were lack of political commitment, there would
be no point inworking onthe*curricula or ‘ staff training’ staves.

To identify the factors which can profitably be addressed as a
matter of priority, wewill consider two levels of the education system
inturn; first, thelevel of the central education authority; and second,
that of the educational site, i.e. the school or cluster of schools.

For each level we will distinguish between the factors which
can beinfluenced in the short term without major additional spending

and medium-term actionsthat require the mobilization of additional,
more substantial resources.
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Proposed measures at central level

A clearly defined regulatory framework is essential so that
educators can respond to aclear stimulusfrom the central educational
authority, relayed by supervisory staff (inspectors, headteachers and
principals). Lacking such astimulus, it would bewholly unjustified to
place the onus for negative perceptions of multigrade classes on
teachers.

The regulatory framework should not be limited to setting the
conditions under which classes and schools should be established or
closed, but should make the one-teacher primary school and the
multigrade classalegitimate form of elementary education, specifying
the types of instructional, organizational and administrative support
provided at the various|evels of the education system.

Five particularly rewarding areasfor action are considered below:

administration, management, regul ation;
curricula;

teacher training;

teaching resources;

infrastructure and investment.

Administration, management, regulation
In the short term

It should be possible, without major expenditure, to establish a
certain number of standards, procedures and practices specific to
multigrade teaching, or to make the existing regulatory framework
moreflexible, particularly asregards:

» thresholdsfor forming and closing multigrade classes;

e pupil agelimitson entering the different levels;

e evauation of pupilsand laying downthe criteriafor graduatingto
thenext level;

»  extent to which school hours can be adjusted;
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» consideration of the special nature of multigrade teaching in
inspection reportsand scores;
» reaching out to the community and the role of parents.

Someregulatory instruments could be applicableto all multigrade
classes. Others, aimed at introducing moreflexible practices concerning
the range of school hours, scheduling, and even the pedagogical
structure of the school, could initially be applied more restrictively,
and could be presented asthe first step towards exemption, applying
only in certain geographically defined districtsby way of apreliminary
experiment.

Such regulatory action serves no purpose, however, unless
inspectorsand advisers simultaneoudly give priority to small schools—
apriority that should bereflected in their schedul e of school visits.

In the mediumterm

Itisrecommended that, a ong thelines of what wasdonein Latin
Americaand Asia, an operation to group small isolated schoolsinto
clustersbe gradually undertaken. In Africa, this processhasonly just
begun; for examplein BurkinaFaso, where* satellite schools' arelinked
toa‘central school’.

These groupings should be reflected in the statistical system to
make the school cluster a basic unit as important as the individual
class.

The issue of whether it is appropriate to set up a dedicated unit
within the central government department responsible for elementary
education and create a budget item specifically for rural education
should be judged on a case-by-case basis.

Programmes and curricula

In the short term

Official instructionscould be so worded asto |eave the educationa
site considerable room for manoeuvre. For example, teachers could
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be encouraged to downplay the dogmatic aspect of their teaching,
which leaves little room for initiative and for pupils assumption of
responsi bility for their own learning process, in favour of more activity-
oriented, inquiring methods based on experience and curiosity, and to
introduce avariety of activities.

Teachersmight, for example, be encouraged to introduce certain
activities that are not geared solely towards knowledge acquisition,
such as play (games for the senses focusing on audition, vision or
bodily awareness, or emphasizing graphi c elementsto develop pupils
attention and ensure that their acquired knowledge will be better
sructured) or exploratory activities (working asateam on an agricultural
project, or training in the use and maintenance of toolsand machines
used in the community).

Methodol ogy suitablefor peer coaching (in which an older pupil
tutors the younger ones) should be encouraged and should form the
subject of research and experimentation by educational research
institutes.

In the medium term

Theinvolvement of teachers and parents could be sought for the
implementation of subject-specific measures, e.g. in the form of a
major planintended to rally support (areading plan, aplanfor science
teaching, etc.).

The longer term could see the implementation of programmes
that have been re-engineered with rural education in mind, following
the model of the large Latin American projects, with adirect linkage
to the publication and distribution of new textbooks and other written
materials.

Teacher training

In the short term

A first series of low-cost measures can be taken within the
framework of in-servicetraining for serving personnel. An appeal to
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existing providers of training (training centres, educational research
ingtitutes, universities, teacher supervision staff) should yield the
following:

* remote support for teachers, and possibly for pupils, intheform
of aregular radio broadcast (at |east once aweek initially);

» theintroduction of atraining module on multigrade classesin the
training coursefor primary school principals;

»  mobilization of supervisory officials (inspectorsand advisers) to
take advantage of their visits to schools to promote a pooled
collection of teaching materials, group teaching methods, and
independent work by pupils;

» theorganization of professiona development seminarsfor teachers
of multigrade classes, including acomponent in which they produce
awritten teaching aid (adocumentary background sheet, alesson
plan, etc.), with aview to putting it to use in the future;

* publication of fact sheets and guides specifically for multigrade
teaching, and their distribution to teachers; and

»  exposurefor multigrade classesin existing communication tools
(educational journal, conferences, etc.).

In addition to training, a series of measures could be taken to
maintain and/or increase the motivation of rural teachers: providing
access to a means of communication (newspaper, telephone, radio
etc.), taking into account service in a one-class school to allow for
faster promotion, paying teachersabonus, providing staff housing or
ahousing allowance, etc.

Giving priority to the assignment of couplesof teachersto schools
with more than one class is apt to promote greater stability in the
teaching force.

In the medium term
Modules on multigrade teaching — either optional or mandatory —

could beintroduced intheinitial teacher training curriculum dispensed
by training centres. Examples of such modules appear in Appendix 3.
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Teaching resources

Theintroduction of teaching resources, and in particular written
materials (textbooks, teacher’ s guides, |esson preparation cards, wall
charts), is probably the most relevant, effective and rapid means of
improving educational quality today.

In the short term

For teachers, a generous allocation of existing textbooks and
referenceworks (e.g. dictionaries) can constitute avaluable beginning
for aresource centre. For pupils, atravelling library can be organized
at district level.

Production of written materials by the teachers themselves can
be encouraged.

Radio can be used to overcome the isolation of multigrade
teachers, to offer them distance education to help them prepare for
professional examinations, and to guide the production of their own
written materials. Intheinteractive form described above, radio would
also make it possible to address pupils directly in order to provide
instruction in agiven subject.

In the mediumterm

The modules and other materials produced by teachersin their
further training sessions, aswell asaselection of other materialsthey
have prepared on their own, could be collected in a databank. The
accumulation in the databank of content and aidsfor certain activities
could serve as the basis for context-specific teacher’s guides,
workbooksfor pupilsto accompany the textbook in use nation-wide,
or even textbooks specifically for the rural context, adapted to the
rural environment and validated through previous experimentation.

Itislogical to plan aswell to build adocumentary network with
an educational research institute serving asthe anchor. This network
would give priority to serving the most remote schoolsfor the purposes
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of providing information to teachers, scholastic and vocational
guidance, and teaching resources and methods.

I nfrastructure and investment
In the short term

The central education authority can guidelocal investment inthe
construction of new classrooms by developing standards and stock
plansfor the construction of multigrade schools, or even by supplying
certain construction materialsthat are difficult to obtain in thelocality
concerned.

In the mediumterm

A programme to build schools designed and equipped for
multigrade teaching (larger classrooms, movable furniture, several
blackboards, storage units, etc.) could be drawn up and implemented
over timein accordance with school-mapping forecasts.

Proposed measures at the level of the educational site
(school or cluster)

It would be pointlessto request a special effort of the principals
of small schoolsor of teacherswho are often poorly qualified, isolated
and left to their own devicesif the central education authority has not
previoudy defined aregulatory framework for multigrade classes. Only
within such aframework, or within agiven project and network, will
it be possible to ask teachers working in rura schools to furnish an
extraeffort. Thereasonisthat recognition of rural classes, the setting
of overall objectives and improvement of the daily operations of
administrative departments constitute the preparatory spadework
required to encourage teachersto take any initiatives.

Provided that such a framework exists, teachers could, at the
level of their educational site (small rural school or cluster), introduce
anumber of innovations.
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In the short term

Concerning teaching methods: practice with group teaching
methods and peer coaching (where older children help the younger).

Concerning teaching materials: when textbooks, teaching aids
and learning materials are lacking or in short supply, the immediate
environment of the school will always provide practices and objects
that can be used for an educational activity, and the teacher and
pupils themselves can produce learning materials. For exampleitis
possible to gradually build up a number of collections (rocks,
butterflies, botanical specimens etc.) that will serve as a basis for
study of the environment, or to conduct surveys on the technol ogical
objects and know-how of the social environment (means of
measurement and transport, the practices used in agriculture and
skilled crafts, etc.) with the co-operation of thelocal population.

If teachers can receive advice from a supervisor or remote
assistance by radio, they may be encouraged to produce the learning
materialsfor certain activitieson their own (plan of thevillage, maps,
puzzles and educational games, exercises for independent or group
work, pre-prepared wall charts, etc.). These aids can bere-used from
oneyear tothe next. A competition could even be organized to reward
the best efforts.

Concerning school premises, pupils can be arranged within the
classroom in such away asto favour working in groups, whereasthe
traditional arrangement, in which all the pupils face the teacher,
reinforces the dogmatic aspect of teaching. For example, two-thirds
of the pupils can be seated in an arc facing the teacher, while agroup
of pupilsworksin each of thetwo corners at the back of the room; or
the class can be arranged in three triangles, with a group seated in
each and facing one of the classroom’sfour walls, etc.

Concerning the number of pupils, dividing the classinto groups
isan inherent feature of multigrade teaching: amultigrade class must
be divided into groups by grade. If there are six grades, there will be
at most six groups, each working on a different activity: at a given
moment, group A may beworking independently on documents, group
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B doing a supervised exercise, groups C, D and E attending a
technol ogy lesson conducted by the teacher, and group F outside the
classroom under itsown responsibility for aphysical activity or sport.

Concerning the use of time, it has been noted that school premises
are used only about 6 hours per day and 180 days per year, or only
one in every 2 days. In collaboration with PTAS, supervised study
periods could be arranged after class. Similarly, support activitiesfor
the least able pupils (help with learning their lessons and doing
homework) could be organized at the initiative of the PTA, which
might call on the services of an educated retiree or aformer pupil.

Concerning use of the resources fromtheimmediate environment,
it would be advisable to take stock of these resources with an eyeto
creating afew arrangements or entities that would participate in the
school’sactivitiesand helpit exert awider influencein the community:

*  parent-teacher associations;

»  appeal toresource personswho are ableto takeresponsibility for
certain activities (supervision; productive activitiessuch asaplant
nursery, garden or henhouse; help with schoolwork in exchange
for help with work around the house);

e partnershipwith associations of shopkeepersand local businesses,
etc.

In the mediumterm

When the innovations and measures mentioned above have been
carefully tested, with the approval of parents and the community,
they can be combined into structured mini-projectswith clearly stated
gods.

Such mini-projectswill concern actions such as:

e cautiously introducing productive work as part of the process of
establishing aschool co-operativefund;

»  adoptingtheso-called‘ centres of interest’ method, leading to the
use of activity-based methods and outreach to the community;

»  establishing asupervised study period;

» foundingan‘aumni’ association of former pupils.
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In addition, schools should be requested to produce astudy for a
more ambitious overall school project, with stated targets for
improvement in the quality of instruction (reduction of absenteeism,
increased pass rate, reduction in girls’ drop-out rate and so forth).

Theimplementation of such school projectsleads, in most cases,
to the creation of aschool council, inwhich stakeholders, local officials
and resource persons meet to consider the school’s problems, and a
management committee, respons blefor purchasing booksand supplies
and managing the school co-operativefund, thelibrary, revenuefrom
productive work, the school canteen, etc.

Implementation strategies

It is absolutely not intended that the measures and innovations
described above should be implemented immediately and in their
entirety. Asthe French proverb putsit, “pulling on all the threads at
the sametimewon’t untangle theknot”. Theaimisemphatically not
to introduce all these innovations at the same time, but to choose
precisely the right measureto start untangling the knot.

The central education authority will obviously baseits choice of
which measuresto take on the particul arities of the country asawhole,
but it isthe specific features of thelocal environment that will determine
whether agiven innovation can be introduced in a given educational
ste.

The action planswhich are to be devel oped and implemented as
part of the EFA process should list the measures to be taken, but
should at the sametimeinitiate aprocessin which each step pavesthe
way for the next.

Initiating a process often means experimenting beforehand, so
as to check on criteria relating to geography and the availability of
human resources (presence of an enterprising school inspector, rural
development project, etc.). A co-ordinator should then be appointed
at the central level, and another one at the level of the outlying
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department closest to the educational sites concerned (e.g. inspection
district, devolved administrative authority). In the case of rural
education, initiating a process also means providing, at the outset, a
guidancetool that can counteract teachers’ isolation and make up for
the lack of supervision: aweekly programme, 30 minutes to an hour
in length, broadcast by the closest local-interest radio station, would
seem to be aminimum in this respect.

Three basic options are detailed bel ow to serve as benchmarks:
minimal, mid-range and maximal options corresponding to threetime
horizons (the short, medium and long terms). Many other optionsare
available, of course, and it isalso possibleto advance from one option
to the next.

Thefirst option (minimal, for implementation in the short term)
aimsat improving the existing situation (through arelativeincreasein
the enrolment rate and the quality of provision) with a minimal
investment of resources. In this case, multigrade teaching isregarded
as a provisional solution, adopted for a limited time and not worth
substantial investment. The optionisthereforelimited to provision of
minimal support to existing multigrade classes.

The second (mid-range) option aims at substantially raising
enrolment rates and improving quality over alonger time horizon by
making adjustmentsto the conventional national education systemto
take account of the specific character of therural environment. Inthis
case, precise quantitative targets should be set for the devel opment of
primary schooling in rural areas. If necessary, external aid could be
requested within the EFA framework for the investments needed to
implement anational plan. A special regulatory framework should be
devel oped as and when the reforms concerning educational practices
are adopted, and a school-mapping study undertaken in order to group
small schoolsinto clusters.

Thethird option (maximal, for implementation over thelong term)
is in line with a regional development policy and aims at the
implementation of acomprehensivereform to foster both equal access
to education and rural development. This option involves the
development of a truly national plan with dedicated programmes,
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special teaching materials, special training (initial and continuing) for
teachers, and mobilization of many different sectors. With assistance
from international co-operation agencies, the project can take on a
sub-regional scope.

Table 3.1 summarizes the measures proposed at the level of the
central education authority and at the level of the educational site
(school or cluster) for the first two benchmark options. The third
option does not appear in thetable asit may be regarded asan outcome
that, owing to its scope and impact, requires specific study in each
country concerned and is a matter for overall government policy-
making.

Table3.1 Summary tableof proposed measures

Central level Educational sitelevel

MINIMAL OPTION

Regulatory framework (standards, Group teaching, peer coaching

flexibility)

Support and further training for teachers  Self-production of teaching materials

Instruction by radio Contributions by parentsand the
community

MID-RANGE OPTION

Written aidsfor teachersand pupils

Dedicated unit to support and monitor  Partnerships with local
rural education stakeholders

Adjustment of curricula Implementation of aschool project

Initial and continual training for teachers

Teacher’sguides, materialsfor pupils
activities

Radio support for pupils and teachers

Positive discrimination measures to
motivateteachers
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Formation of clusters of small schools
and school mapping

Requesting assistance under the EFA
process

Research programme

Project assessment Project assessment

The case of Africa

The countries which could most naturaly follow the path we
have sketched here, implementing the three proposed strategies in
succession as the expected advances in school enrolments are made
between now and 2015, are undoubtedly the African countries.

In most countries of sub-Saharan Africa, multigrade teaching does
not have a positive image and is rather rarely used. In view of these
countries' rapid population growth, priority has hitherto been given
not to establishing new schools, but to forming new classesin existing
schools so as to offer a complete primary programme. For example
Senegal’s national EFA action plan, finalized in 2002, contains no
measures concerning multigrade teaching but plansto transform many
incompl ete school sinto compl ete school s over the next decade.

Evenwheremultigrade classesarelegal and recognized, they are
often regarded as temporary and have no clearly determined status.
Some countries, such as Benin and Togo, prefer to establish three-
classschoolsinrural areas, with twinned classes of 60 or more pupils.
In Equatorial Guinea, aswe saw in Chapter |, multigrade classes can
contain asmany as 120 pupils. Thedternativesthat have been adopted,
such as multi-year recruitment, are not satisfactory either, and the
solutionsused inthe north (transport by school bus, distance education,
etc.) are not suitable as they require infrastructure and resources
that are not available in African countries.

Often, when the educational authorities are unwilling or unable
to foot the bill for establishing new schools in rural areas, local
communitiestaketheinitiative of financing and running small schools
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beginning with a single class, known as ‘community’ schools,
‘gpontaneous’ schoolsor ‘local initiative’ schools.

Evenif sub-Saharan Africaisundeniably far behindin expanding
access to schooling in rural areas and in implementing the EFA
programme, doesthismean it isnecessary to revive multigradeteaching
in the region? The planning departments of the seven countries that
participated in the || EP/Résafad seminar in April 2002 replied “yes”
to this question (see Appendix 2).

The study which has just been conducted and the lessons to be
drawn from upcoming experiments can be an asset for the future,
since, regardless of the continent or country concerned, in the north
or in the south, the issue of whether to maintain small schools will
arise sooner or later. The trend in multigrade teaching over recent
decades has shown that this mode of education has remained an
inescapabl e necessity: today, some 30 per cent of all primary school
classes in the world are multigrade classes.

Even the success of EFA plans will not eliminate the need for
multigrade classes; to the contrary, it will eventually confer legitimacy

onthem. Inview of theinertiaof education systems, it isnot too late
to preparefor thiseventuality.
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Conclusion

Theoverview of multigrade classesduring thelast half of thetwentieth
century shows that one-class and/or one-teacher schools have, in
both devel oped and devel oping countries, and on all five continents,
constituted a widely used strategy for maintaining or introducing
primary educationin rural environmentsand sparsely popul ated areas.

Even today, as the twenty-first century begins, it is estimated
that nearly half the schools in the world include multigrade classes:
this means that multigrade teaching, though not always recognized
and legalized, ismore highly developed and morewidely found than
is generally thought. In fact, despite its apparent invisibility to
educationa administrators, multigradeteaching, far from disappearing,
isdestined to undergo further development in some situationsin order
to contribute to the expansion of educational provision.

The decision to maintain multigrade classes or the deliberate choice
to establish small one-class schools is made out of economic and
educational necessity —in agreat many cases, the choiceliesbetween
multigrade schooling and no schooling at all. Multigrade classes are
not a stopgap solution, but in fact are the only solution that allows
provision of schooling in certain areas.

What isthe price of successfor this solution?

It emerged from the overview that multigrade classes have made
apositive contribution to national effortsto achieve universal primary
education when three essential conditions are met:

» thefirst hasto do with central government commitment and the
mobilization of local communities, both of which must be strong
and clearly affirmed. Although some powershave beentransferred
to local government in the current context of decentralization,
this does not mean the end of al state intervention, as many
decisionsmust still betaken at the highest level;
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» the second concerns the motivation of teachers, fostered and
encouraged by oversight by supervisory personnel and (probably
morethan by anin-servicetraining initiative) by the establishment
of acommunication system designed to overcome the isolation
of such teachers;

» thelast concerns provision of teaching tools— notably textbooks
and teacher’s guides — as well as minor learning materials for
group activitieswithinthe class.

It must be strongly emphasized that multigrade teaching will make
avalid contribution to educational provisionin sparsely populated and
thinly settled rural areasonly if it representsatrue aternativethat is
recognized and structured by planning departments. Lacking asustained
policy and ongoing support measures, teachersvery quickly loseinterest,
performance drops, and multigrade teaching soon losesall credibility.

Where the multigrade option succeeds, however, it is often
recommended that the methodol ogies used in multigrade classes be
employed in school s offering acompl ete primary curriculumwith one
grade per class; a notable example is the practice of working in sub-
groupswhen classes have alarge number of pupils, asisincreasingly
common in urban areas.

In addition to these three keys to success, we should perhaps
mention afourth: activeinvolvement of international educational co-
operation, which has succeeded not only in mobilizing national forces
and assisting them financially, but alsoin giving projectsaconsiderable
sub-regional scope.

As shown by the experience of developed countries, universal
primary education can be achieved in sparsely populated rural areas
only through multigrade teaching. With the Education for All
programme, devel oping countrieswill sooner or later haveto faceup
to the same set of issuesif they wish to avoid an absence of provision
incertainregions. Itistimeto get to work on thisproblem, in particular
by starting immediately to train the officialswho will be called onto
guide the development of rural education and the teachers who will
be called onto deliver multigrade teaching.
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Conclusion

The stakes are very high.

Lastly, it must be emphasi zed that the education authoritiesalone
cannot resolve all the problems involved, most particularly in thinly
populated rural areas. Successwill require the combined efforts of all
concerned, since educational devel opment and sustai nable devel opment

are two sides of the same coin.
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Appendices

Thefirst two appendices contain two sets of recommendations made
40 years apart:

» thefirst, published in 1961 by the International Conference on
Education, stems from a survey of 69 countries, on all five
continents, that had single-class schools and multigrade classes,

* the second, drafted in 2002 in the context of an ||EP/Résafad
seminar, istheresult of collaborative work on multigrade classes
conducted by the planning departments of seven French-speaking
countriesin sub-Saharan Africa, a sub-region where multigrade
teaching isneither widespread nor well accepted.

The similarities between these two sets of recommendations are
highly instructive. In particular, multigrade teaching seemsindeed to
be as inescapable in sparsely populated rural areas today as it was
40 years ago. The Education for All programme aimed at achieving
universal primary educationwill inevitably bring devel oping countries
face to face with the same set of issues that confronted the countries
of the north and will in short order induce those which have not yet
compl eted their demographic transition to adopt multigrade teaching.

Thethird appendix presentsalist of modulesfor training teachers
in multigrade teaching.

No matter what policy directionsand priorities are adopted with
respect to rural education, nothing can be done without the human
resources needed to ensure the success of the projects drawn up.

The volume concludes with a short list of bibliographical
references. A more compl ete bibliography hasbeen compiled by Tania
Catz, in collaboration with the 11 EP documentation service, for her
review of all theliterature on multigrade classes published since 1950.
Thisreview (Catz, 2002) can be consulted at the [l EP Documentation
Centre.
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Appendix 1

Recommendation No. 52 to the ministries
of education concerning the organization
of one-teacher primary schools (1961)

The International Conference on Public Education’,

Convened in Genevaby the United Nations Educational, Scientific
and Cultural Organization and the International Bureau of Education
having assembled on the third of July, nineteen hundred and sixty-
one, for its twenty-fourth session, adopts on the thirteenth of July,
nineteen hundred and sixty-one, the following recommendation:

The Conference,

Considering Recommendation No. 47 to the Ministries of
Education on facilities for education in rural areas, adopted on the
sixteenth of July, nineteen hundred and fifty-eight by the International
Conference on Public Education at its twenty-first session,

Considering Article 26 of the Universal Declaration of Human
Rights, which proclaims that free compul sory elementary education
should be provided for al,

Considering that obstacles of many kinds must be overcome if
children in small communities, without being separated from their
families, areto enjoy educational facilitiesequivalent to those provided
for childrenin larger centres,

Considering that in many countries the creation of one-teacher
school s has made the devel opment of compulsory education easier,

7.  The‘Conférenceinternationaledel’instruction publique’ became‘ Conférence
internationaledel’ éducation’ in 1978.
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Considering that, in spite of the changes that have comeabout in
some countries in the living conditions of small places and of the
resulting decreasein the number of one-teacher schools, there are il
millionsof children attending one-teacher primary schools,

Considering that, in order to enable pupilsto transfer, if necessary,
to another primary school and to continue their education at post-
primary level, the one-teacher school should be‘complete’; thatis, it
should comprise as many years instruction as an ordinary primary
school,

Considering that it is urgently necessary to convert incomplete
one-teacher schoolsinto complete one-teacher schools,

Considering that the complete one-teacher school still has great
services to render, particularly in countries which are at present
concerned with organizing their own system of compulsory primary
education when the means of transport and communication at their
disposal in some areasare still inadequate,

Considering that dight attention has generally been given hitherto
to the study of problems of all kinds connected with the efficient
operation of one-teacher primary schools,

Considering that, despite similar aspirations, countries in very
different positions must reach varied sol utions of the problems of the
organization of one-teacher primary schools,

Submitsto the Ministries of Education of the different countries
thefollowing recommendation:

Existence of one-teacher schools

1. Whatever the nature of hisplace of origin or hisdomicile, urban
or rural, any child attending a primary school, whether this school
has several teachers or oneteacher, should receive the minimum

of instruction necessary either to continue his studiesbeyond the
primary stage or to enable himto receive additional trainingwhich
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will prepare himto fulfil his obligations asahuman being and as
acitizen.

When plansare drawn up for the extension of primary education
or for the general introduction of compulsory schooling, very
special attention should be given to the contribution which the
complete one-teacher school system can make to the
implementation of such plans.

When one-teacher primary schools are ‘incomplete’ in that the
number of years' instruction provided islower than that prescribed
for other primary schools, it isimportant to provide other facilities
for pupils in such schools to pursue their schooling without
difficulty, taking into account local conditions.

In placeswhereit is till thought that aschool run by oneteacher
cannot provide more than a part of primary education, very
intensive action should be undertaken to convince the education
authoritiesand teachersthat:

a) illiteracy hasvirtualy disappearedin countrieswhereasystem
of complete one-teacher schools has enabled the provision
of instructionfor all children;

b) countriesin the forefront of educational development on a
worldwide scale continue to use this system when transport
or financial difficulties do not alow them to regroup pupils
fromsmall placesin centra schools, with or without boarding
fecilities;

c) inspiteof itsshortcomings, the complete one-teacher school
offersundeniabl e advantagesin three spheres: the educationa
(study of thelocd environment, group work, individua work,
etc.), the human (family atmosphere, human relations and
co-operation) and the social (extension of the school’s
influence and its contribution to adult education).

In newly developing countries and in insufficiently developed

areas of other countries, where the provision of a one-teacher
school isnecessary, this school should serve asacentre not only
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for teaching children but also for adult education and for the
implementation of plansfor economic and social development.

It is desirable that incomplete one-teacher schools at present in
existence, aswell asthose which may be newly opened, should
be converted as soon aspossible, in accordance with plansdrawn
up in advance, into complete one-teacher schools, or even into
schoolswith two or moreteachersif the circumstancesrequireit.

Complete schoolsin which two or three school years are grouped
under each of theteachersfacilitate transition to ordinary primary
schools.

If incomplete one-teacher schools have to be retained owing to
local conditionsit isimportant that their pupils should be enabled
to completetheir primary education in acentral school.

In countrieswhere the tendency isto abolish one-teacher primary
schools owing to popul ation trends or in order to achieve amore
efficient distribution of schools, it is desirable that before the
intended rearrangement is undertaken the wishes of the local
inhabitants concerned, particularly the parents, should be taken
into account, asthese people may be anxiousto retain their school
whichisoftentheir only centre of cultural and social life.

Admini strative measures

In countrieswhere the popul ation situation and the way of life of
small communitiesare changing rapidly, it would be advisableto
reviseperiodically theregulations governing the one-teacher school
in order to adapt them to the changing circumstances.

Although the conditionsrequired for the opening of aone-teacher
school vary considerably from country to country (number of

inhabitants, too great a distance from another school, etc.) the
authorities should be guided by two basic principles:
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12.

13.

14.

15.

a) the opening of aschool in any place should not be delayed
until the number of pupils requires the presence of several
teachers;

b) theregulationsgoverningthe opening of aone-teacher school
should be flexible enough to facilitate the attendance of the
greatest possible number of children throughout the country.

Every possible means should be employed to counteract the
isolation of the one-teacher school, both for the teacher (special
help from inspectors and advisers, professional literature, study
groups, continuous contact with larger educational establishments
etc.) and for the pupils (visits from school doctors,
correspondence with other schools, school co-operatives,
excursions, pupil exchanges, external examinations, etc.).

It is strongly recommended that atravelling library service be
made available as widely as possible to one-teacher schoolsin
order to provide for the needs of the teacher and the community
aswell asof the pupils; these school s should be helped, moreover,
to acquire permanently afew essential books of reference.

Itisdesirableto set up, aspart of the senior authority for primary
education, an advisory body, whose task, in collaboration with
other ministries or departments and with representatives of the
teachers concerned, would be to study in all their aspects the
problems involved in the operation of one-teacher primary
schools.

Thefunctions of thisadvisory and research body should comprise
inparticular:

a) an objective and impartial examination of the advantages
and disadvantages of the one-teacher school;

b) aninvestigation of means of remedying their disadvantages
and of increasing their efficiency when their existence proves
necessary;

c) astudy of the financial, social, cultural, pedagogical, etc.
aspectsof theretention of these schoolsor of their conversion
into schoolswith several teachers;
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d) the preparation of action to encourage the teachers and
facilitatetheir task.

Educational measures

Asateacher in aone-teacher school hasto deal with children of
widely differing ages and with several classes, the number of
pupils in this type of school should not exceed the number of
pupils normally taught by a teacher in a primary school with
several teachers; infact, it should be lower.

Sinceit isimpossible for the teacher in a one-teacher school to
deal with all the pupilsat the sametime, the formation of groups
ashomogeneous as possibleis essential, taking into account the
children’sages, abilitiesand level of attainment.

Althoughthe part played by the pupil-monitor in givinginstruction
has decreased inimportance, theteacher and the pupilsthemselves
may still benefit from the direct assistance of the more advanced
pupils, which, inadditionto theincentiveit provides, dsofacilitates
genera class organization, lesson drill and the supervision of
practical work, games, sportsand open-air activities.

In aone-teacher primary school, the content of the curriculaand
syllabuses, like the number of years schooling, should not be
inferior to that provided in schoolswith several teachers, so that
pupilsfrom both types of school may have the same opportunity
of undertaking further studiesat post-primary level.

Asthedifference between one-teacher school s and schoolswith
several teachersliesnot in syllabusrequirementsbut intheinternal
organization of school work, it is desirable to give particular
emphasis, ininstructions and suggestionsfor one-teacher schools,
tothefact that these school s offer greater opportunitiesthan other
types of school for the application of certain principles of
educational psychology, such asindividua work and group work.

The preparation of teachers' handbooks for the teaching staff of
one-teacher schoolsisfully justified; it is also advantageous to
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23.

24.

25.

26.

112

encourage educational reviews to make suggestions of direct
interest to teachersin one-teacher schools.

Although there are material difficultiesinthe way of producing
special textbooksfor one-teacher schools, it is, however, desirable
to place at the disposal of these schools audio-visual aids, setsof
graded exercises, individual work cards and other instructional
material suitablefor group teaching.

Thebuilding provided for aone-teacher school should bedesigned
in relation to the particular needs of thistype of school; in order
to facilitate simultaneous activities by different groups, it is
desirableto provide additional work spacesor rooms so arranged
that the teacher may keep all the pupils under his constant
supervision; whenever feasible, land should be provided for
gardening and rearing small animals.

The education authorities should concern themselves with the
special requirements of one-teacher schoolsasregardsfurniture
and equipment (desks, tables and chairs adaptablefor children of
different ages, thelarger number of blackboards required by the
teacher, etc.).

Problems concerning the one-teacher school should bethe subject
of educational research, the corresponding experimental studies
being such asto advance the knowledge of learning techniquesin
generd.

Teaching staff

Inwhatever type of establishment future teachersin one-teacher
schoolsaretrained, thelength and standard of their studies should
bethe same asfor thosewho areto work in aschool with several
teachers; thiswill furthermore enable teachers to be transferred
without legal obstaclefrom aone-teacher school to aschool with
several teachers, rura or urban, and vice versa.
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The study of problems arising in a one-teacher school can be
hel pful to all teachers preparing for primary education and should,
whenever possible, beincluded in general primary teacher training.

Of equal importance to a theoretical knowledge of the
organization of teaching in one-teacher schoolsisthe provision,
aspart of teacher training, of opportunitiesfor teaching practice
in aschool of this type; such experience will be of great value
for future primary teachersin general.

The establishment of one-teacher pilot schools adapted to
different areas may prove useful for certain countries; it would
be an advantage for these schools to be attached to a teacher
training establishment, so that they might serve both as
demonstration school sfor student teachers and asfurther training
centres for teachers in service.

In view of the isolation of teachers in one-teacher schoals, in-
service training is even more necessary for them than for the
staff of schoolswith several teachers; it isdesirableto givethem
the opportunity of taking vacation courses, correspondence courses
and courses by radio, of attending area conferencesfor teachers
and of using travelling libraries.

In countrieswhereteachersin one-teacher schoolshavereceived
training of alower level than teachersin other primary schools,
action to promote the further training of teachersin one-teacher
schools should aim at placing them on an equal footing with their
colleaguesin order to removethe differenceswhich may exist as
regards conditions of appointment, remuneration, transfer, etc.

In view of the difficulties of their task and of the extra
responsibilities borne by teachers in one-teacher schools, it is
desirabletoimprovetheir working conditionsto thefullest possible
extent; every reasonable assistance should be given to them as
regards housing, medical supplies and necessary travelling
expenses, itisasoimportant to consider the possibility of granting
them a head teacher’s allowance, asis aready the case in some
countries.
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35.

36.

37.

International co-operation

It is highly desirable that specialists or teachers of wide
experiencein the organization of complete one-teacher schools
should be invited to assist countries where this system is still
imperfectly known and whereit could help to solve the problem
of the general provision of compulsory education.

Scholarship programmes should include awards for educators
wishing to go abroad to become acquainted with the complete
one-teacher school system or to improve their knowledge of its
operation.

UNESCO, the International Bureau of Education and regional
educational bodies, aswell asprofessional associationsof teachers,
should promote and encourage the exchange of documentsof all
kinds (official regulations, reports, individual studies, films, text-
books, etc.) and the organization of professional meetings and
seminars devoted to the study of questions concerning one-teacher
school s (their establishment and operation, teacher training, time-
table arrangements, appropriate methods, teaching material,
audio-visual aids, etc.).

Implementation

It is important that the text of this recommendation should be
widely diffused by Ministries of Education, the school authorities
for thelevel of education most directly concerned, national and
international teachers' associations, etc.; the educational press,
whether official or private, should play alargepartinthediffusion
of the recommendation.

UNESCO regiona centres, with the collaboration of the ministries
concerned, areinvitedto facilitate the study of thisrecommendation
a the regional level with a view to its adaptation to the specid
characterigtics of the region concerned.
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38. In countries where it seems necessary, Ministries of Education
areinvited to request the competent bodies to undertake certain
activities, such as, for example:

a) to examine the present recommendation and to compare it
with the de jure and de facto situation in their respective
countries;

b) toconsider the advantagesand disadvantages of implementing
each of the clauses not yet in force;

C) toadapteach clause, shoulditsimplementation be considered
useful, to the requirements of theindividual country; and

d) tosuggesttheregulationsand practica measureswhich should
be taken to ensure the implementation of each clause
examined.
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Appendix 2

Recommendations by the participants in the |1 EP/Résafad

Seminar — Paris, April 2002

Findings

The establishment of multigrade classes, in which ateacher is

responsible for several grades simultaneously, can make a decisive
contribution to national EFA campaigns, particularly inrural areasor
hard-to-reach places, but only if three vital conditionsare met:

the central government’s commitment and the mobilization of
local communities must be strong and clearly affirmed, in
particular through asystematic policy of positive discrimination
onthe part of the national, regional and local authorities;
teacher motivation, maintained through supervision of teaching
methods, training and the establishment of a communication
mechanism aimed at overcoming theisolation of teachers;
allotment of educational aids—guidesfor teachersand textbooks
for pupils —and small expendable learning materials for group
activitieswithintheclass.

Proposals for the attention of national decision-
makers

General recommendations

Itisof particular importance that support for multigrade classes
become an integral part of national Education for All plans. The
establishment of and support for such classes should be the subject
of strategies devised jointly by the ministerial departments
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concerned and of regular consultations conducted through the
regional and local levels.

Consideration should be given to whether it is appropriate to
establish a dedicated unit to support and monitor multigrade
classes.

The expansion of provision in rural areas, and most especially
multigrade classes, should benefit from positivediscriminationin
termsof facilitiesand materialsaswell as staffing (teacher support
mechanisms).

It isimportant to conduct campaignsto makethe public aware of
the problems and to get parentsmoreinvolved in school activities.

Specific measures

It is recommended that, as part of the national school-mapping
process, standards be set for the creation of multigrade classes.

Whenever possible, the formation of clusters of small schools
around acentral establishment (complete primary school or even
ajunior secondary school) should be considered, at thelevels of
both administrative and support responsibilities and all otments of
teaching materials(e.g. travelling libraries).

Itisrecommended that special attention be given to thetraining
of supervisory staff in the techniques of pedagogical and
administrative management of multigrade classes.

It is necessary to provide for the gradual implementation of
proceduresfor special training—initial and further training, face-
to-face and distancetraining —for teachers assigned to multigrade
classes, with, among other things, training modules devoted to
techniques of group management and educational activities.

There is reason to envisage taking or strengthening incentive
measuresto retain teachersin these classes.
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10. Universities and educational research institutes should be
encouraged to undertake multidisciplinary research to support the
development of multigrade classes.

B. Therole of regional and international co-operation

1. Regiond andinternational co-operation should helptorehabilitate
the status of thisstrategy for expanding provision by, among other
things, placing it on the agenda of high-level international
conferences and stimulating research and exchanges of ideas
between countries.

2. It is particularly important that the institutions of the United
Nations system become more involved in this strategy. The
Association for the Devel opment of Educationin Africa(ADEA)
could form aworking group dedicated to provisioninrural aress;
the lIEP, for its part, should consider how to provide enhanced
support to planning departmentsfor the expansion of multigrade
classes.

3. Thehighest priority should be given to developing nationa capacity
specific to the multigrade approach and to the training of trainers,
inter alia by identifying existing expertiseand providersof training
at thenational, regional and international levels, and by organizing
exchanges of experience and sub-regional and regiona seminars.

4. Firm support should be given at sub-regional level to the joint
devel opment of training material sand teaching materia sthat can
be adapted to the specific conditions obtaining in each country.

5. Comparative cross-country research projects should be launched
ontheimpact of these classes on participation in school of various
population segments, on their internal and external efficiency,
and on their economic aspects and their link to economic
development and the fight against poverty.
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Appendix 3

Training modules for multigrade teachers
(Birch and Lally, 1995)

The training modules in the nine fields selected are geared

towardsthefollowing objectives:

to turn out teachers who are familiar with multigrade teaching
methods and undertake to apply them;

to give the personnel who will beteaching in multigrade classes
the ability to devel op specific programmes, to teach and run these
classes, to prepare and assessteaching materials;

totrain supervisory staff who are perfectly acquainted withteaching
methods for multigrade classes and have the capacity to advise,
support, inspect and generally perform their duties on the basis
of criteriathat are specific to multigrade teaching methods.

Withinthisframework, the proposed training modulesaredivided

into ninefields;

1.

The psychological and philosophical foundations of multigrade

teaching

*  Study of thepsychological foundationsof multigradeteaching

»  Study of the philosophica foundations of multigradeteaching

»  Teaching multigrade and monograde classes. similaritiesand
differences

»  Reflectionson multigrade teaching

The school and its environment

» Profileof pupils

» Socia context of the school

*  Themultigrade school asasocial organization
*  Thecommunity asan educational resource
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3. Techniquesfor devel oping specific programmes
e Principlesfor devel oping programmes of study
¢ Reguirements of the national programme
*  Designingintegrated programmes
»  Defining aprogrammefor multigradeteaching

4. Teaching strategies
*  Preparation of lessons
e Teaching procedures
¢ Remediation and reinforcement strategies
¢ Implementation of strategies

5. Classmanagement
*  Learning conditions
e Physical environment
«  Timemanagement
e Disipline

6. Resourcedevelopment
¢ ldentifying and using human and physical resources
¢ Deveoping multimediateaching materials

7. Evduation
¢ Defining performanceindicators
*  Evauation methods
¢ Teacher evaluation and self-evaluation

8. Problem-solving strategies
e Discuss problems with administrators and the education
authority
e Cope with the constraints inherent in the context of
multigrade classes: isolation, demand on the part of families
e Managing strained situations
«  Development of job-related expertise

9. Further training in methods of multigrade teaching
e Continued development of professional expertiseisvital to
ensure the sustainability of awork setting such asthis.
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I1EP publications and documents

More than 1,200 titles on all aspects of educational planning have been
published by the International Institute for Educational Planning. A
comprehensive catalogue is available in the following subject categories:

Educational planning and global issues
General studies - global/developmental issues

Administration and management of education
Decentralization - participation - distance education - school mapping - teachers

Economics of education
Costs and financing - employment - international co-operation

Quality of education
Evaluation - innovation - supervision

Different levels of formal education
Primary to higher education

Alternative strategies for education
Lifelong education - non-formal education - disadvantaged groups - gender education

Copies of the Catalogue may be obtained on request from:
I1EP, Communication and Publications Unit
information@iiep.unesco.org
Titles of new publications and abstracts may be consulted
at the following website: www.unesco.org/iiep
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The International Institute for Educational Planning

The International Institute for Educational Planning (I1EP) is an international centre
for advanced training and research in the field of educational planning. It was established
by UNESCO in 1963 and is financed by UNESCO and by voluntary contributions from
Member States. In recent years the following Member States have provided voluntary
contributions to the Institute: Denmark, Finland, Germany, Iceland, India, Ireland, Norway,
Sweden and Switzerland.

The Institute’s aim is to contribute to the development of education throughout the
world, by expanding both knowledge and the supply of competent professionals in the
field of educational planning. In this endeavour the Institute co-operates with interested
training and research organizations in Member States. The Governing Board of the II1EP,
which approves the Institute’s programme and budget, consists of a maximum of eight
elected members and four members designated by the United Nations Organization and
certain of its specialized agencies and institutes.

Chairperson:

Dato’ Asiah bt. Abu Samah (Malaysia)
Director, Lang Education, Kuala Lumpur, Malaysia.

Designated Members:

Carlos Fortin
Assistant Secretary-General, United Nations Conference on Trade and Development
(UNCTAD), Geneva, Switzerland.

Thelma Kay
Chief, Emerging Social Issues, United Nations Economic and Social Commission for Asia
and the Pacific (UNESCAP), Bangkok, Thailand

Jean Louis Sarbib

Senior Vice-President, World Bank, Washington DC, USA.

Ester Zulberti
Chief, Extension, Education and Communication for Development (SDRE), Food
Agriculture Organization (FAO), Rome, Italy.

Elected Members:

José Joaquin Brunner (Chile)
Director, Education Programme, Fundaci6n Chile, Santiago, Chile.
KlausHufner (Germany)
Professor, Freie Universitét Berlin, Berlin, Germany.
Zeineb Faiza Kefi (Tunisia)
Ambassador Extraordinary and Plenipotentiary of Tunisia to France and Permanent
Delegate of Tunisiato UNESCO.
Philippe Mehaut (France)
Deputy Director, Centre d’ études et de recherches sur les qualifications, (Céreq),
Marseille, France.
Teboho Moja (South Africa)
Professor of Higher Education, New York University, New York, USA.
Teiichi Sato (Japan)
Ambassador Extraordinary and Plenipotentiary and Permanent Delegate of Japan to
UNESCO.
Tuomas Takala (Finland)
Professor, University of Tampere, Tampere, Finland.

Inquiries about the Institute should be addressed to:
The Office of the Director, International Institute for Educational Planning,
7-9 rue Eugéne Delacroix, 75116 Paris, France.
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