[bookmark: _GoBack]Sally, I said I would provide a few notes for the DFID team. What I have done is use two advocacy notes (one of which you saw previously) as a basis for the paper and added an introduction to give further context. The notes were produced for different audiences as a stimulus for discussion. There is some repetition between them although they address different issues.  Please use as you wish, Bob 



Teachers and scale: the core issues for the education and development reform agenda.

Bob Moon


Amidst the host of issues and concerns around education and development I believe two are of particular importance. The first is teachers and teacher quality. The second is providing equitable access to schooling at scale and across large education systems. In respect of both I think it is necessary to rethink and reformulate policy making. Most MOE’s, and many international organisations, approach these issues without questioning the assumptions that drive current practice. Thus the campus based teacher training of the 20th century is wholly inadequate to meet the needs of the present century. In many countries there will never be sufficient training places to meet the scale of demand. In no system is in-service professional development working effectively, driven as it is by outdated modes of provision that rarely show any impact on practice. The focus here is on systemic practice. There are numerous examples of interesting small scale initiatives the vast majority of which do not transpose into system wide adoption.

Attached are two advocacy notes aimed to stimulate discussion around these two crucial issues. The aim is to lay the ground for a set of questions and answers that would drive a stronger discourse with MOE’s and other stakeholders. MOE’s, and in some instances regional authorities do, of course, develop policies and plans. Often, however, these (sometimes through complexity) miss the most obvious of concerns. The difficulty that UNESCO’s Institute of Statistics has in finding data illustrates the problem.

For example, we know that in many countries there are difficulties in recruiting sufficient teachers. Large numbers of unqualified/under-qualified teachers have been, and are being, recruited as a consequence.  We also know that a percentage (quite large in some instances) of trained teachers do not go into teaching thus increasing the pool of unqualified teachers. But we also know that some key studies have shown that the performance of trained/untrained teachers shows little difference a few years into teaching. This has consequences for policy. It would suggest, for example, that much greater emphasis should be given to school based/focused practical pedagogic training in ways that embraces both trained/untrained teachers. This rarely happens at a system level. Trained teachers are given ad hoc in-service support (which in some countries untrained teachers are excluded from because they are…untrained!) and those without a qualification are given (not always) upgrading courses based on the curriculum and approach of the campus-based courses that graduate teachers with such poor skills.

Another example would be the SDG’s commitment to providing lower secondary education for all. Expansion of secondary education will require large numbers of teachers with more specialist subject knowledge and pedagogic skills. It seems unlikely (and some countries have yet to do the calculation) that there will be anywhere near sufficient numbers of mathematics and science teachers to meet the needs of an expanding secondary system. It has been argued that in Sub-Saharan Africa it might just be possible to find one mathematician and one scientist for every twenty schools. Yet policy formulation can often seem to have a Nelson’s eye towards the most obvious challenges  (some interesting work is coming out of OECD on how significant mathematics achievement is for pupils from disadvantaged social groups; whilst this focuses on resource rich countries the observation may well have wider importance)

The two advocacy papers, written in some haste, were aimed at unpicking some of the conventional thinking about the task of expanding educational provision whilst simultaneously improving learner outcomes. The argument is that we need a more sharply honed set of questions to drive the discourse with the policy/practice community.



Advocacy note 1: Teachers must come centre stage!

The UNESCO Global Education Monitoring Report for 2016 ‘Education for people and planet: creating sustainable futures for all’ makes salutary reading for those of us with a commitment to improving schooling in the world’s low and middle income countries. Jeffrey Sachs, Special Adviser to the UN Secretary General on the 2015-2030 Sustainable Development Goals (SDG’s) writes that ‘the report should set off alarm bells around the world and lead to a historic scale up of actions’ if the educational improvement sought is to be realized.

The report provides extensive detail of the problems now faced by education systems across the developing world, particularly in Sub-Saharan Africa. Central to the analysis is the persistently poor achievement of learners. In essence the core problem is that success in getting children into school (the ‘out of school ‘ children has been cut by half since 2000) has not been matched by even modest levels of learning success. We will explore this in a little more detail but first we want to set out the framework of our argument, one advanced in a report for The Commonwealth of Learning (COL) that can be found at http://oasis.col.org/handle/11599/2443  

We want to suggest that the quality of teachers is the key issue in seeking to improve the achievements of the growing number of children in our school systems. In one sense this is a rather obvious proposition but it is one that has not always been at the centre of policy development. The Millennium Development Goals failed to mention teachers. The SDG’s do explicitly prioritize teachers in suggesting that international co-operation will be needed to address the challenge of teacher recruitment, retention, education and training. 

Simply stated many countries cannot find sufficient teachers for expanding school systems. Equally, many countries do not have sufficient teacher training places even if the recruits could be found. Additionally we know, although data on this is not easy to collect, that a large proportion of those completing teacher-training programmes choose not to enter teaching. The consequence is the contracting of large numbers of unqualified adults to take on the teacher role. These teachers receive limited, if any, professional support. In addition we know that qualified teachers in schools also need support and development. But professional development structures are few and far between, especially in the rural communities in which so many children are educated.

This situation presents an enormous challenge for teacher policy and practice. Many teacher divisions in Ministries of Education are overrun by the scale and nature of the crisis. Teacher education and training presents one of the most intractable problems. It is now clear that the systems for teacher preparation and support developed in the twentieth century are inadequate to meet the needs of the twenty first. Campus based training cannot respond to the scale of teacher need. The curriculum within such institutions is also often outdated and lacking a focus on effective classroom practice. In-service training systems, mostly based on the idea of taking teachers out of school on courses, can nowhere meet the scale required and, in any case, have been proven ineffective in changing and improving teacher practice.

In this context we argue that policy makers need to acknowledge that most teacher development will have to take place at the school level and that systems and structures need re-engineering to take account of this. Let us quickly add that we do not argue for the dismantling of campus based teacher education but rather we see it evolving to play a role in newly formed networks of school and teacher development. And we will go onto argue that the logistics of this approach will only work if access and interaction is facilitated through digital technologies and new modes of at scale open learning. Most countries in Sub-Saharan Africa, we suggest, need to radically review policy options in order to

· expand initial teacher training through the provision of scaled up outreach and digitally supported programmes
· develop similar strategies to ensure that unqualified and under qualified teachers in schools receive support to achieve  appropriate qualification levels
· give strong policy priority to developing new structures of scaled up, digitally supported, local and  school based professional development  programmes  (with a strong focus on more effectively teaching the core learning skills of literacy and numeracy)

In the past different styles of open and distance learning were often used to fill the gaps in teacher education and training that face-to-face institutions could not meet. The nature and scale of need today, however, requires these approaches to be at the centre, not the periphery, of provision. And with the growing strength of digital technologies this can be achieved in ways previously unthought-of. These new approaches are already well advanced in much of higher education. On-line teaching, not always thought of as open and distance learning, can be found in many high status universities across the world. Teacher education and training can draw on this wide experience and there are many interesting initiatives in Sub Saharan Africa that provide a direction for policy reform. Some of these we draw on below.



The teacher and learning crisis in many Sub-Saharan African countries


UNESCO’s Institute of Statistics has estimated (UNESCO, 2015b) that globally the world will need to recruit 25.8 million extra teachers by 2030 to meet EFA targets (equivalent to the population of Ghana). 3.2 million would be new posts and 22.6 million would be replacements for teachers retiring or leaving the profession. The 59 million children out of school in 2015 would require the recruitment of 2.7 million teachers if pupil-teacher ratios did not exceed 40:1. According to the Institute’s forecasts 33 countries will not have enough teachers to achieve universal primary education (UPE) in 2030. Sub-Saharan Africa faces the biggest challenge of any major world region. For every 100 children beginning school in 2015 there will be 142 in 2030. And the figure keeps on growing at this rate through the middle years of the century. 2.2 million extra posts will be needed to deal with the growth of provision and, at a conservative estimate, 3.9 million teachers will be required to replace those leaving the profession.

At present it is clear that the traditional structures for training teachers cannot keep pace with this expansion. In a third of countries less than 75% of teachers have the national standard qualification to become a teacher. In a majority of countries the percentage of unqualified or under-qualified teachers is growing. The UNESCO Institute report lists 32 countries globally where less than 75% of teachers have appropriate qualifications. 19 of these come from the Sub-Saharan Africa region. And of the 18 countries with pupil-teacher ratios exceeding 40:1, all but one are in the same region.

Many countries have put in place policies to increase the supply of teachers. But in most the rate of growth only just catches up with population needs by the latter part of the 2015-2030 period.  Zambia, for example, has been increasing teacher recruitment by an average of 4% a year. Yet to achieve UPE the expansion would need to grow at 10%. At present recruitment levels the country will not have enough teachers in school until 2029. In other countries the problems are more challenging. The United Republic of Tanzania will continue to face a shortage of teachers even after 2030 if current trends continue. To achieve UPE by 2030 the country would have to recruit 4% more teachers each year compared to the current average growth rate of 3%.


Finding and educating sufficient teachers is an enormous challenge. Large-scale recruitment and training systems are going to be needed for most of this century. Equally of concern is the contemporary evidence about teacher knowledge and learner achievement in the region.  The Institute for International Economic Studies (IIES)(www.iies.su.se ) working with the World Bank has been attempting to measure primary teacher effort, knowledge and skills in seven African countries making up 40% of the population of Sub-Saharan Africa. The initiative has been using Service Delivery Indicators that can be applied across different countries and contexts. A range of data is emerging. After three years primary public schooling many students lack the most basic elements of literacy and numeracy. Half of all the children assessed could not read the simplest of words. 70% could not read a basic sentence. A fifth of children could not recognise numbers, half of all children could not put numbers in order and three out of four could not do single digit subtraction. Teacher absenteeism is also identified in this research as a major issue.  Many children are barely receiving half of the teaching time they are entitled to.  (Bold et al 2016) Successive EFA Global Monitoring Reports, beginning with the 2005 report that specifically addressed issues of quality, provide further evidence on the problems of teacher knowledge and learner achievement. Only Ghana and South Africa of the Sub-Saharan countries are currently prepared to participate in the international assessments of education outcomes. Given the need to scale up provision and the imperative to make it more effective we want to argue that digitally supported school-based structures present the only feasible long-term policy option.




Advocacy note 2:  Recognising that the scale of demand will bring into question the traditional structures of schooling.


There are two major forces that are destabilizing the quest to achieve equitable primary and secondary education for all children. The first is the sheer scale of need, particularly in low-income countries. The second is the growing number of children uprooted from their homes, mostly as a consequence of conflict.

There are still an estimated 59 million children who cannot access primary schooling. The new UN Sustainable Development Goals  (SDG’s) for 2015-30 seek to rectify this as well as providing all children with a lower secondary education. Yet the scale of child population increase is formidable. In Sub-Saharan Africa for every 100 children beginning school in 2015 there will be 142 in 2030. Teacher shortages are endemic in many countries. It is estimated that it will be necessary to recruit 25.8 extra teachers if the new targets enshrined in the SDG’s are to be met. In this context millions of adults without qualifications are being recruited as teachers to make up the shortfall. These education systems are struggling to cope and the evidence of pupil achievement is dire. The Institute for International Economic Studies working with The World Bank has just carried out an attainment survey of a group of countries representing 40% of the Sub-Saharan Africa population. Amongst primary pupils 50% of pupils could not read the simplest words, 70% could not read a sentence and 50% could not put numbers in sequence. Similar figures are emerging from India and Pakistan (where primary teacher absentee rates hover around 25% on a daily average)

There is then the growing challenge of children displaced from their homes, most often because of conflict. UNICEF estimates that there are 50 million children in such a situation. Children from ten countries make up the majority of the total with Syria and Afghanistan accounting for the biggest numbers.

The global education community is struggling to find an adequate response to these situations. There seems to be a policy assumption, or reliance, on the idea that it is just necessary to build enough schools in the right places and then find the teachers with the right qualifications to provide an appropriate teaching force. But this is just not going to happen in many parts of the world (and certainly not in the 15 year lifespan of the SDG’s). In Africa, for example, even if it were possible to build secondary schools you would be unlikely to find a mathematics or science teacher for 1 school in 20.

It is for this reason that there is rising interest in the ways in which schools and teachers might be reconfigured to address the challenge. It would seem inevitable that national and international policy makers begin to significantly embrace

1. The idea of ‘open’ schooling
2. Hybrid models of school provision that involve local face to face teaching and online learning

‘Open’ schooling has been around for quite a considerable period of time. The Open school of British Colombia was set up at the end of the nineteenth century to serve children in the widely dispersed logging communities. (openschools.bc.ca) A more recent Open School has been set up in India (aios.org.in) The Commonwealth of Learning has been a strong advocate of open schooling and now has a programme running to look at the way the idea could be more systemically integrated into educational planning. The particular challenge is putting in place the right infrastructure through which programmes can be delivered. DFID is also looking closely at the role of new technologies in education and is about to launch a major research programme in this area. There is quite an investment in online Charter schools in the USA although these are proving, inevitably, controversial

There are few examples of hybrid open/traditional schools set up in a systematic way. But this may well be the way forward for lower secondary schooling in the parts of the world where secondary education had not been developed beyond the elite/wealthy parts of society. It is possible to imagine base schools where pupils are taught say mother tongue and social studies by teachers in class whilst studying mathematics, science and other languages online. In some countries such provision might be particularly important in reaching rural communities.

The application of either of these approaches to refugee communities would be hugely beneficial, especially for older learners, although again infrastructure would need to be created.

Whatever the structure of provision the availability of high quality resources is going to be of huge importance.  Such resources (teaching texts, text book equivalents, teacher training support) exist but overall the quality lacks a global exemplar/leader. We need a sort of ‘World Service’ for EDUCATION. We need thinking on an international scale equivalent to the vision that informed the establishment of the UK’s Open University in the late 1960’s. In the UK we have the advantage that many of the users of such resources will be interested in learning through the medium of English. But there will need to be a place for other major world languages (Arabic would be one example) The Open University led Teacher Education in Sub-Saharan Africa (TESSA) programme has pioneered the development of teacher resources in four languages (Arabic, English, French and Kiswahili) and provides one model for international co-operation.

There is a need for some visionary thinking about how this would all work and how it would be funded.  Gordon Brown’s UN Commission seems to be garnering significant funds and might be one source.  There could be some rethinking of priorities by the major donor countries and international agencies.The private sector or new forms of public/private partnership could be options. The vision will need to be ambitious. This is not an arena for small projects because the idea depends on scale to succeed.  Something of this sort will emerge and there is an urgent need for leaders to now come to the fore.
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