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MUSTER is focused on generating new understandings of teacher educeation before,
during and after the point of initial qualification as ateacher. Its concernsinclude
exploring how new teachers are identified and selected for training programmes, how
they acquire the skills they need to teach effectively, and how they experience training
and induction into the teaching profession. The research includes andytica concerns
with the structure and organisation of teacher education, the form and substance of
teacher education curriculum, the identity, roles and culturd experience of trainee
teachers, and the costs and probable benefits of different types of initid teacher
traning.

MUSTER is designed to provide opportunities to build research and evaluation
cagpacity in teacher education in developing countries through active engagement with
the research process from design, through data collection, to anaysis and joint
publication. Principa researchers lead teamsin each country and are supported by
three Sussex faculty and three graduate researchers.

This series of discussion papers has been created to provide an early opportunity to
share output from sub-studies generated within MUSTER for comment and
congtructive criticism. Each paper takes atheme within or across countries and offers
aview of work in progress.
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ABSTRACT

This report is based on areview of literature on primary, secondary and primary
teacher education in Mdawi. The main emphasisis on primary teacher education and
how it is related to primary education. 1ssues of pupil failure, teacher supply, quality
of schools, quality of teachers, curricula, curriculum delivery and the associated costs
have been highlighted as key to further understanding of what contributes to a
teacher’ s effectivenessin the Maawian context.



CHAPTER 1
INTRODUCTION

1.1  Background

In Mdawi formd education was introduced by Chrigian missonaies in the ealy
1800s. The man am, in their eyes, was to ‘civilise the primitive and pagan natives
by teaching them Chrigian vaues and replacing the dave trade with what was
conddered legitimate commerce. Severa missions were established in different parts
of the country, each edtablishing an education system based on its own philosophies
blended with the characteridtics of the communities they were working in. A common
feature of the curricllum was reading, writing and aithmetic, with some missons
placing emphass on technicd s<kills. However, the missonaries merdy wanted to
evangdise and therefore there was no emphasis on intdlectud deveopment (Hauya,
1993).

Teacher training, ingpection and management were aso determined by each mission.
During the early period teacher training colleges were established at the Livinggtonia
Misson in 1895; &. Michaels College a Kanga in 1899 by the Universty Missons to
Centrd Africa; the William Murray College & Mvera in 1902 by the Dutch Reformed
Church Misson and the Henry Henderson Inditute in 1908 in Blantyre by the
Blantyre Mission. The colonid government darted to feature in education in 1926
only when the Phdps Stokes Commission acknowledged the work of the missions but
deplored the failure of the colonid government to organise and co ordinate this effort.
The gods of education were then identified to be persond hygiene, use of the
environment, home life use of lasure time literacy and numeracy, mord
devdopment and rdigious life.  The missons gill controlled the delivery of education
because the government released only smdl grants to the missions.

The curriculum of primary education changed dramaticdly in 1940 when the firgt
secondary school was opened by protestant missons in Blantyre. In secondary school
the curriculum was based on the academic-ditig sysems of the English Grammar
School where history, geography, English literature, English language, Latin, generd
science, mathematics, religious knowledge and Chichewa were the core subjects. As
a rexult the primary curricullum had to change to meet these requirements and as can
be imagined with disastrous results. The content and learning materids were based
on British experiences and had little bearing on the locd dStuation. Europeans were
the only teachers who could handle this materia and they taught to make pupils pass
examinaions. Soon after independence in 1964 a JohnsonSurvey Team observed
that the education sysem in Madawi was ‘imported, excessvely academic, deadly
passve and addicted to rote learning” Among other things the team recommended
that teacher preparation needed upgrading (ACE, 1964).

However, missonaries controlled teacher training even until 1973 when the colonid
government had long been displaced. By this time there were 13 teacher training
indtitutions with a tota capacity of 2019 places. Only two of those were run by the
government and the rest were run by various missonaries.



In summary we note that forma education in Mdawi was introduced by various smal
paties of missonaries who were dien to the culture of the locad people rendering the
task of ‘civilisng the naive vey difficult. It is dso important to note that
government did very little to organise teacher training and s0 the task was left to
individuad missons until long after independence. Issues of curriculum organisation,
supply of teachers, qudity of teaching and ideology were based on the missonaries
perspectives and not on the socio-politica-economic needs of the people. When the
post colonid government findly decided to teke control it had the difficult task of
reconciling and redirecting this education to suit its socio- palitica- economic goals.

1.2 Education in Recent Times

The present government of Mdawi has mantaned tha it is committed to facilitating
the provison of education in the country. It believes that this is best achieved through
collaboration with the locad community, non-governmenta organisations, the private
sector and the donor community (MG, 1995). Education is seen as a vehicle for
promoting national consciousness and coheson and as a catayst for economic
development (MG,1987). It is aso recognised that the education of the mother has far
reaching consequences on the cognition, affective and physicad devdopment of the
child. As a reault the palicies that have been developed in pursuit of such gods have
focused on equity of access to educationd opportunities, a relevant curriculum and
improving the efficiency of the sysem. A good teacher education sysem has been
identified as key to the improvement of the qudity of the education delivered.

In respect of this the Madawi government has invested subgtantialy in the production
and support of qudified teachers. This document catdogues in broad terms the
education system in Maawi with teacher training as the central focus.

In order for the government to address the issues adequately some organisational and
dructural changes had to be made. Firg the functions and duties of the Ministry of
Education (MOE) had to be decentralised. Second the Ministry had to outline its
invetment policy framework to be condgtent with the new gods This required the
Ministry to identify margindised sectors in education and to make the appropriate
curriculum changes  The introduction of free primary education aso needed the
recruitment of new teachers followed by congtruction of new supporting ingitutions.

The government has now proposed that the Ministry of Education be divided into two
departments. one overseeing basc education and the other responsible for secondary
and tertiary education. Functions of the MOE would be decentraised to the divisond
levd, the didrict level and the primary school zone leve. It is hoped that by doing
this many obsacles to the smooth ddivery of education services will have been
eiminated.

With this brief background of what the government and the Minidry of Education
propose to do in the procurement of education services we now turn to the existing
scenaio in the system.  This background gives us the direction the education system
will take and therefore gives us a better perspective of how any of the emerging issues
in our discussion may be addressed in addition to what has aready been put in place.



CHAPTER 2

OVERVIEW OF THE MAIN CHARACTERISTICSOF THE
EDUCATION SYSTEM

21 Introduction: Overview of the Main Characterisics of the Education
System

The education dructure in Mdawi has three tiers.  The firgt tier comprises only the
primary school system and it is not linked to pre-school activities. The second tier is
the secondary school sysem comprisng a norma school mode and a distance
education mode. Tertiary education is the third tier and it comprises the university,
technical and vocationd education and teecher training. At the end of each the first
two cycles candidates st for nationd examinations. Trandtion from one cycle into
the next is not automatic. Firs candidates must pass the nationa examinaions.
Candidates are then sdected into different inditutions depending on the availability of
places and the quality of grades obtained in the examinations. For various reasons
access into the secondary and tertiary levelsis on acompetitive bass.

This chapter outlines the characteridtics of each of the cycles and highlights the mgor
problems associated with them.

2.2  ThePrimary School System

The primary school system is an 8 year cycle. The grades are termed standards with
gandard 8 as the find grade. Std 1 and Std 2 are cdled the infant classes or the infant
section; Std 3 to Std 5 are called the junior classes or the junior section; and Std 6 to
Std 8 are called senior classes or the senior sections.

There are basicdly three types of primary schoolsin Maawi. These are-

government financed and controlled schools
government aided or assisted schools mainly operated by religious missons and
unassisted schools operated by private or voluntary agencies.

The government prescribes the curriculum to be followed in the firg two types of
schools. It also provides the teachers and curriculum materids like textbooks but the
proprietors of the government-aided schools decide on the leadership of their schools.
Unassgsted schools are free to follow any curricullum they may choose. Apat from
giving licaces to operate on standard premises the government has little control over
the nature of schooling that goes on or the characteristics of the teachers in unasssted
schools.

The Didrict Education Office (DEO) provides the materid and professional support
to government and assisted schools.  The office identifies the needs of the schools
within the Didrict. It then procures the physcd and human resources from the



Regiona Education Office and didributes them to the schools according to pecific
needs. The DEO dso provides professonad support in form of ingpection and
advisory services. The DEO determines the nature of in - service activities needed in
the Didtrict.

Apat from the DEO, Locd Education Authorities (LEA), School committees and
sometimes Parents Teacher Associdions play an important part in directing the
policy, organisation and development of individua schools.

2.3 Enrolment

The totd number of primary schools in 1996 was 3,706. Mot schools have both
permanent and temporary sructures for classooms.  Some schools are church
buildings. In dl there were 21,553 classooms. Almost dl schools have some
children learning outdoors under trees. In 1993/94 the tota pupil enrolment was
1,895,423, After the introduction of free primay schooling the enrolment
skyrocketed to 2,860,819 in 1995 and stood at 2,887,107 in 1996 (MOE, 1996). This
gave a nationa classroom-pupil ratio of 1:134. To reduce this ratio many classes are
conducted outdoors and schools practice shift systems.

According to education datistics (MOE, 1996) 30% of the pupil population is in Std
1. The proportion gradually decreases to 5% in Std 8. Girls make up 47% of the
school population. In Std 1 the proportion of girls is 50.3% and it gradually decreases
to 39% in Sd 8. This is manly because girls register a consderably higher dropout
rate estimated at 9% while boys register adropout rate estimated at 6%.

The Minigry of Education (MOE) regards 6 years and 15 years as the minimum entry
and maximum leaving ages respectively. However schools sometimes admit pupils
below 6 years of age. Pupils with ages of 16 years and above are aso found in the
sysem. This is so badcdly because many Std 1 pupils enrol while they are above 6
years of age. Pupils dso repeat standards when they fail, and dropouts are alowed
into the sysem a any point. Therefore in any one dandard the pupils are of different

ajes.

There are fewer girls than boys after the age of 11 years and after Std 5 on average
girls are younger than boys. This could be because older boys persst in school more
than girls. The gtuation is that the older the girls the greater the probability of leaving
school due to socid and psychological pressure.

Before Free Primary Educetion the net enrolment ratio (NER) was estimated at 60%.
This represented a wide variation with some didricts registering 92% while others
reglstered only 40%. The reasonsfor such low NER were mainly that

Most parents were not able to pay school fees.

Schools were too far away for children to walk.

The mgority of the population could not gppreciate the benefits of education.

Socid and culturd practices prevented school attendance.

In 1995 the new education plan set 90% and above as the target NER for the year
2000 (MG, 1995). The pertinent question to ask is whether indeed the benefits of



school are more attractive than the current socia cultura practices or are the benefits
of schooling merely assumed to be there.

In 1990 the totd number of teachers was 20,580 agangt a pupil population of
1,325453. This gave a teacher pupil ratio of 1.64. According to the Maawi
Education Plan 1985-95, one way of enhancing the qudity of education was to reduce
the pupil - teacher ratio. To achieve a 1:50 teacher- pupil etio 5,929 more teachers
were needed. But only 16,567 of the teaching stock were qualified and this gave 1:80
quaified teecher - pupil ratio and a shortfal of 9,942 qualified teachers. In 1996 after
free primary school education the quaified teacher - pupil ratio stood a 1:88. A stock
of 32,876 qudified teachers together with a force of 16,252 unqudified teachers gave
a teacher-pupil ratio of 1.59 (MOE, 1990; 1996). According to the Ministry of
Education (MOE, 1995) the introduction of free primary education changed the
thinking of usng 1.50 teacher - pupil ratio as a target. Instead a 1:60 teacher ratio
was thought reasonable and the current status was seen to be within the teacher
procurement target. Wha now remans is to train the unqudified teschers. The
Maawi Integrated Inservice Teacher Education Programme introduced in 1995 was
desgned to tran these unqudified teachers.  Idedly however the Minigry of
Education targeted a 1:35 teacher- pupil ratio but settled for 1:60 because of the
enormous cods associated with the achievement of 1:35 teacher-pupil ratio. While
the thinking based on lower teacher-pupil ratios has its own dgnificance it should aso
be noted that even then the workload per week per teacher can ill be heavy. From
another perspective low teacher-pupil ratiios can ill result in high cdassroom-pupil
ratios which has its own underlying problems. Perhaps a better basis for teacher
supply could be a bdance between the digtribution of teachers in classooms
respecting teacher-pupil ratios and the didribution of the workload amongst the
teachers.

2.4 TheCurriculum

The present primary school curriculum was introduced in 1988. The old 1982

curriculum was seen to have been outdated and therefore inappropriate. According to

Kaperemera (1991) and Hauya (1993) the 1982 curriculum had the following

shortcomings -

* jt wasexamination oriented

= it was overloaded with subjects

= it was obsxlee due to rapid scientific, technologicd, socio-economic
politica changes

= jtdid not cater for awide range of abilities, needs and interests

= the primary school was termind for the mgority. A new curriculum to provide life
skills aswdll as preparing pupils for secondary school education was needed

= the curriculum tended to promote attitudes and vaues counter to the Mdawi
culture.

The 1988 curriculum has fewer subjects now. The subjects have fewer topics to be
covered in the given time. Aress of sudy now include generd and socid sudies
which inculcate knowledge, <Kills, attitudes and vadues of the Madawian society.
These sudies prepare pupils in topica issues like the environment, gender, hedth and
globd coheson. The weghting of the curriculum is such tha literacy and numeracy



are adequately addressed. It is now cdamed that the new curriculum is a teaching and
learning curriculum and not examinaion oriented. In dl there are 13 subject aress
with high weighting in Chichewa, English and Mathematics. Table 21 bdow shows
the primary curriculum matrix and subject weighting.

Table 2.1 Primary curriculum matrix

Subjects Std | Std Std | Std Std Std Std Std WTG
1 2 3 4 5 6 7 8

Chichewa 9 9 8 8 5 5 5 5 17.6%
Creative Arts 2 2 2 2 4 4 4 4 7.8%
English 5 5 7 7 8 8 8 8 18.3%
Genera Studies 4 4 4 4 5.2%
Mathematics 6 6 7 7 7 7 7 7 17.6%
Music 1 1 1 1 2 2 2 2 3.9%
Physical 1 1 2 2 2 2 2 2 4.4%
Education

Religious Education 2 2 2 2 2 2 2 2 5.2%
Social Studies 5 5 5 5 6.5%
Agriculture 5 5 5 5 6.5%
Home Economics 4 4 4 4 5.2%
Needle Craft 2 2 4 4 4 6.5%
Science/Health 5 5 5 5 6.5%

Source: N.T. Kaperemera, 1990

According to Table 2.1 the dam that the new curriculum is less loaded seems to be
vdid only in the infant section and in Stds 3 and 4. The other upper standards have
more than 45 periods a week which means that the timetable should be organised to
accommodate more than 9 periods a day. This does not seem to be a light schedule.
In fact teechers dill complain of heavy teaching loads in the upper standards.

All pupils in Std 1 through Std 7 write end of year tests prepared by class teachers.
Only those who pass are dlowed to move on to the subsequent standards.  Pupils who
fall are expected to repeat. There is no officid limit to the number of times a pupil
can repeat a standard. In 1990 for example the rate of falure and by extension the
rate of repetition ranged from 13% in Std 7 to 20% in Std 1 (MOE, 1990). However
class teachers in consultation with head teachers and sometimes parents may promote
some failures to the subsequent stlandards. The mgor reasons for doing this include:

B fear of growing Sze of dassesin the subsequent year

B advanced age of pupils

B requedts from parents

W |ack of specid education teachers to handle specia needs pupils

The Minisry of Education (MOE) redises tha there are many impediments to the
teaching and learning process in primary schools and therefore encourages schools
and teachers to promote failures to keep the repetition rate per Std below 30%. The
education system has confidence in teacher prepared tests because teachers are trained
in test congtruction and teachers guides help them set gppropriate tests.  In addition,
individua schools have examination committees which moderate al teds a the




schools.  Recently clusters of schools have darted sharing tests making achievement
results more acceptable than before.

According to MOE (1996) the dropout rates of Std 1 and Std 2 pupils were 13.2% and
8.4% respectively. This represented the highest rates in the system. There are severd
ressons which explain the persstence of this phenomenon. Some of them are listed
below in order of importance:-

1. Teachers report of high rates of pupil absenteedsm which make progress in teaching
panfully dow.

2. There is a scarcity of teaching materias ranging from blackboards to text books.
Children are not exposed to adequate enabling teaching and learning aids denying
them the hands-on experience necessary a this stage of development.

3. There exis extremdy adverse classsoom conditions for the infants. When they are
lucky the pupils are given dassrooms but they st on the cold/hot cement floor. If
this floor is not cemented they St on dirt. In most circumstances the infants learn
under trees while seated on stones of al shgpes. They try to gain wisdom while
segted inthisway. The adverse wegather dso takes itstoll.

4. The enrolments are very large giving rise to large teacher- pupil ratios which make
teaching dmogt impossble. In rurd aress it is not uncommon to get teacher-pupil
ratiosin the vicinity of 1:200 (BDDCA, 1995).

5. Mogt teechers assigned to these classes do not have proper training for handling
and teaching infants.

6. Inevitably there arises a great culturd shock between the home and the village on
the one hand and the school and classsoom on the other hand. Children do not
seem to adjust quickly enough to the new classroom environment.

Under these circumstances it is apparent that the infant section needs considerable
dtention in order to improve the qudity of education. The isues of falure,
repetition, and dropping out stand out as the mgor dilemmas. Substantia politicdl,
socid and materid mobilisation has heped to bring children into schools.  Now
schools should find ways and means of holding on to the infants and heping them
learn how to read and to write as quickly as possble.  Communities should be further
encouraged to take an interest in the learning of their children. Parents should check
on the attendance and progress of their wards regulaly. This may improve the
problem of absentedsm and hasten the acculturation of children in schools An
aopropriate, relevant and  attractive curricullum for the infants is an important factor
that may reduce absenteeism and falure. Roper learning conditions, at least a shelter
of some sort, is a Sarting point for children to like school. Both communities and the
Ministry of Education should see these as necessary conditions for improving
teaching and learning standards. Also of paramount importance is teacher preparation
for infants. The question to be asked is how much have teacher preparation
programmes equipped teachers to tackle problems of large classes, how to handle
infants and the lack of teaching and learning materids.

25  ThePrimary School Leaving Certificate
At the end of Std 8 pupils gt for a nationa examinaion cdled the Mdawi Primary

School Leaving Certificate Examinations. These are prepared by the Maawi Nationa
Examination Board (MANEB). About 60% to 80% of the candidates pass the



examinations. Since there are only about 8000 places for new entrants in secondary
schools the primary to secondary trangtion rate is only 10%. However there is dso a
second provison for secondary school work in the form of distance education. This
section absorbs about 27% of the Std 8 candidates.

As a reault of the limited places in the secondary school about 60% of Std 8
candidates fal to move directly into the secondary school cycle A recent policy
change which encourages privae organisations and individuds to open private
schools has helped increase access into the secondary school. In 1994/95 the gross
enrolment ratio stood at 4% while the net enrolment ratio was 1.5%. The government
intends to increase the net enrolment ratio to 10% and the trangtion rate to 30% in
each digtrict by the year 2005 (MG, 1995).

The most unfortunate aspect of the trangtion from primary into secondary is that
those candidates who do not find places in secondary schools must either try again by
repeating Std 8 or join the labour market. This results in candidates repesting Std 8 as
many as eght times trying to improve ther chances of joining the secondary
education sector and gives rise to a repetition rate of about 20%. It is estimated that it
takes about 12 to 16 years to produce one primary graduate and that on average only
23% of a given cohort complete the primary school cycle (MG, 1995; BDDCA,
1995).

These figures cdearly show that the internd efficiency of the primary school system is
very low indeed. The issue of access is currently being addressed by the introduction
of Free Primary Education. However, issues of teacher-pupil ratio, the qudity of
schooling, repetition, dropout and equity of participation by margindised groups of
children need to be addressed with utmost vigour even when these require enormous
codts. It is now generdly accepted that primary education is a key factor that brings
socio-economic development for the developing world.  As a measure to improve
primary education the Ministry of Education has increased expenditure on the primary
school sector from 48.1% of its budget in 1990, to about 80% in 1995/96. What
remans now is to focus on ways and means of improving efficency with the given
resources. Policy issues seem to be central to the solutions.

26  Community Schools

One important policy reform has been the adoption of community-oriented primary
education. The community is invited to contribute to the actudisation of forma
schooling integrated with non-forma schooling.  Community or village based schools
provide better access to schooling for margindised communities.  Parents, community
leaders, pupils and the school interact in order to bring about development within the
school and the community.

Currently the government is co-operating with NGOs like UNICEF and the Primary
Community Schools Project (PCoSP) to pilot such schools. The PCoSP intends to
build 100 such schoals throughout the country while UNICEF (US) has six schoals in
one digrict with very low leves of educational participation. In these pilot schools
communities have been involved a al levds of decison making and implementation.
Communities were asked to paticipate in issues like sdection of school dStes,



desgning of school buildings, congruction of the schools sdection of teachers,
provison of teachers houses and school development. In some cases communities
first congtructed the schools and then caled on NGOs and the government to take on
leading roles in running the schools. Issues of the curriculum and payment of
teachers sdaies ae usudly worked within government policy frameworks. To
maintan dandards across the community schools the role of teechers in the
communitiesis aso determined by government policy.

While the pilot phase seems promising (Hyde et d, 1996) the village community ill
needs more sendtisation to avoid conflict of interest among the stake holders. Here
utmost care should aso be taken to prevent the dilution of the qudity of schooling.

Given that ultimately the community will be reguired to liase with government on
how to run and maintain the schools, proper procedures for doing this need to be
understood by both parties. In addition the roles of dl concerned in the running of the
schools should be clearly stated at the outset to avoid losing the very concept of
community schooling.

2.7  The Secondary School Sector

The secondary school sysem in Mdawi has remaned geared to serving economic
demands rather than socid demands. This means tha the devedopment of the
secondary school system is dependent on the expanson of the labour market and
tertiary education. For this reason secondary school education did not expand as
much as the primary schools. This resulted in limited access into secondary schools.
The Mdawi Distance Education College was designed to respond to the society’s
growing need for secondary education (MOEC, 1985).

The secondary school cycle lasts four years. The grades are termed forms.  After two
years ndiond examinations cadled the Mdawi Junior Certificate of Education
Examinations prepared by MANEB ae used to sdect candidates to continue to
matriculate in secondary education. The Maawi School Certificate of Education
Examingtions again prepared by MANEB is used to determine those who have
successfully completed secondary education in form 4. After this the graduates enter
into different sectors of the economy and tertiary education.

Badcdly the schools are grouped according to how much the government contributes
to their finances. Government Boarding and Government Day Schools are wholly
funded by the Government and the Ministry of Education is the proprietor. Grant
Aided Schools are owned by organisations, mostly churches and the government
contributes to the finances of the schools. Private schools are owned by private
organisations and individuds but the government does not contribute anything
financidly. The government recruits and digtributes teachers in dl government ad
grant aded schools. Private schools have their own arangements for recruiting
teachers. In 1990 there were 41 government schools, 25 grant-aided schools and 20
private schools giving a totd of 86. The current policy of encouraging the
edablishment of private schools has resulted in the mushrooming of private schools of
vaying sandards. It is therefore difficult to give the exact number of secondary
schools at this juncture.

10



Unlike primary schools secondary schools are not under the jurisdiction of the DEO
but ingtead are run directly by the Ministry Headquarters. This means that secondary
school heads report directly to the headquarters.  Only recently some adminigtrative
and professond matters have been decentralised and delegated to the Regond
Education Office. These include inspection and advisory duties and some financid
transactions. The headquarters ill recruits and promotes teachers.

According to Education Statistics (MOE, 1996) there were a total of 57,812 secondary
schools students in the 1995/96 school year. Girls condituted about 35% of the
student population.

Teachers in secondary schools are required to hold at least a diploma in the various
dectives offered. A diploma is a universty qudification conferred upon sudent
teachers dfter three years of teacher traning in various disciplines of education.
Candidates who pass with merit or digtinction are asked to continue the training to a
universty teaching degree level. In recent times experienced primary school teachers
ae invited to one of the government run colleges to pursue a two-year teacher
education course leading to a diploma certificate.  These teachers however are sent to
teach in secondary schools and not in the primary schools. In specid cases primary
school teachers who have lower qudifications than a diploma are asked to hep in
subjects like Homecraft and Chichewa, which isthe officid loca language.

The totd teaching staff in secondary schools increased from 2,141 in 1992 to 2,948 in
1996. This represents teacher pupil ratios of 1:35 in 1992 and 1:20 in 1996.
Unfortunately the teachers include saff who are under-qudified and a stock of
expatriagtes.  Furthermore there are shortages of teachers in specific subject aress
especidly in the sciences and mathematics. Some of the teachers are recruited on a
temporary bass and this results in a high attrition rate which is expected to rise up to
8% by the end of the century (MG, 1995).

The workload of teachers is between 30 and 33 periods a week and there is a 1.2 ratio
of diploma and degree teachers. In order to improve the supply of teachers in
secondary  schools the government plans to upgrade primary school teachers to
diploma level so that they can teach in secondary schools. The government aso plans
to increese the inteke of education sudents in the universty or edablish a new
Secondary School Teachers College (MG, 1995).

The curriculum in the secondary school sector has been designed to meet middle leve
and high-level manpower needs. This means tha the curriculum is amed a getting
secondary school candidates ready for direct employment and for entrance into
tetiary education.  Syllabuses and examinations are modeled after the Generd
Certificate of Education in the United Kingdom. These are designed and approved by
the Mdawi Certificate Examinations and Testing Board (now MANEB) with the
assgtance of the Associated Examining Board for GCE in the United Kingdom. In dl
the range of subjects to cover the curriculum has been 21 to 23. After four years
candidates st for the Maawi School Certificate of Education Examinations. A pass
with credit in a subject in the MSCE is equivdent to a pass a O-Levds in a
corresponding subject of the GCE in the United Kingdom (MCE and TB, 1983).
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To ensure that the cdibre of candidaies gtting for the MSCE examinaions is
gopropriate Junior Certificate of Education Examinations are given in form 2. Only
candidates who pass are sdected to St for MSCE examinations. The pass réate at the
JCE level has ranged from 87.4% to 91.2% from 1992 to 1996. During the same
period the pass rate a the MSCE level ranged from 51.9% to 69.9% (See Appendix
2).

In the recent past there has been mounting pressure for increased access into this leve
of educaion because trandtion rates from primary have declined in red terms due to
the rgpid growth of the school population. High repetition rates in Std 8 have dso
contributed to this decline. After baancing for socid demand and economic demand
the Ministry of Education plans to increase the trandgtion rate from the present 10% to
30% by providing 30,000 new places in Form 1 in secondary schools by the year
2005. To do this the government will need to build 250 new secondary schools each
with a capacity of 480 students. Further andyss shows that to do this the government
will need to engage 6,000 additional teschers. Codts for the actudisation of this plan
dictate that the programme should be carried out in phases (MG, 1995).

In addition to costs here has dways been the danger that too rapid an expanson of

the secondary school system can lead to a fal in sandards. According to the 1973-80

Education Plan this hypothesisis supported by the following reasons-

1. Theentry sandard islikely to be lowered to achieve the desirable intake.

2. A too rapid expangon is more likdy to result in the recruitment of poorly qudified
teachers.

3. The congruction cgpacity might not cope with the demand.

4. It is thus prudent not to exceed the threshold rate where the quadity of education
will vary inversdly to the rate of expansion.

In the case of the Mdawi College of Distance Education the government only plans to
address the disturbingly low quality secondary school education delivered.  The
government intends to achieve this by improving:

B the average classroom-student ratio to 1:70

B upgrade supervisors to diplomalevels

B strengthen supervisory and advisory capacity

B provide adequate and appropriate teaching and learning materials.

Increasing access into the MCDE centres may be by the way of private enterprises
only. The government has not committed itsdlf to this task.

This sector of secondary school provison has been very inefficient indeed. For
example the rate of passes in one dtting & JCE level has ranged from 66% in 1991/92
school year to 86% in the 1995/96 school year. For MSCE the rate of passes in one
gtting has ranged from 5% in 1991/92 to 10% in 1995/96 (see Appendix 4). This
entails candidates dtting for the same examinations severd years before they get a
pass (MOE, 1992; MOE, 1996). Management of Distance Education Centres has aso
been a very big dilemma; it is mosly arranged on an ad hoc basis by locd authorities
and ingructors in charge. As indicated above, this provison of secondary education
has not received priority in the new government plans.
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CHAPTER 3

OVERVIEW OF THE MAIN CHARACTERISTICSOF THE
TEACHER EDUCATION SYSTEM

3.1 Introduction: overview of theteacher education system

Teacher education in Mdawi is divided into two distinct categories. The fird is the
Primary Teacher Training which is controlled by the Minisry of Education. The
second is the Secondary School Teacher Education which is primarily under the
Univerdty of Mdawi but now supplemented by upgrading courses mounted by the
Minisgtry of Education.

From 1895 to 1973 the number of teacher training inditutions increased to 13 with a
capacity of 2019 places. Only two of these were run by the government while the rest
were churchrowned. The capacities of he church-owned indtitutions ranged from 60
to 180 (one had a capacity of 9). According to the Education Plan of Maawi 1973 —
1980 these smdl inditutions were uneconomicad to run. Therefore the government
proposed to phase them out in favour of few but large indtitutions.  In 1993 there were
only 7 teacher training colleges with a capacity of 2968. At this time only two of the
colleges were churchrowned and the other 5 were government-run. Table 3.1 below
shows the capacities of teacher training collegesin 1998.

Table 3.1: Capacities of teacher training collegesin 1998

College Capacity Total
Femde Male
Blantyre 240 300 540
Montfort - 450 450
Kasungu 200 400 600
Karonga 100 200 300
Lilongwe - 540 540
St. Joseph 300 300
Total 840 1890 2730

In 1998 there are Sx primary teacher-training colleges. This figure has been a result
of congdant reviews of philosophy and supply and demand andyses which
necesstated the reduction of the number of teacher training colleges from 13 in 1973
to 8 in 1995 and findly to 6 in 1998. These colleges have a tota capacity of 2,730
sudents (MIITEP, 1996). Usualy enrolment is below capacity due to wastege.

In effect primary school teecher training is conducted in colleges designed, managed
and run by the Ministry of Education. Only in two cases the colleges are owned by
church organisations but the government contributes to their finances. As a result the
Minigry dictates the gdaffing, recruitment of trainees and the nature of the curriculum
to be followed.

The basc reguirement for enrolment into primary tescher traning is a Junior
Certificate. Candidates who accumulate grades over the years and eventualy acquire
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certificates are dso conddered. ldedly when a teacher-training programme has hkeen
desgned and is ready for implementation the Ministry advertises for suitable
candidatesin the media

The Minigry then shortliss the candidates for interviews. At the interview the
candidates are screened to establish soundness of mind and body as well as checking
the authenticity of certificates. The successful candidates are notified in writing and
are advised which college they should report to.  In college candidates pursue amost
the same courses regardless of whether one holds a JCE or an MSCE cetificate.
Table 3.2 below shows the total enrolment in primary teacher colleges for I year and
2" years by gender and grade from 1991/92 to 1995/96.

Table 3.2: Total enrolment in primary teacher training colleges by sex and by
cour se of study 1991/92 - 1995/96

Yearsof Study
Typeof 1991/92 1992/93 1993/94 1994/95 1995/96
Course: | Male Fem Male Fem Male Fem Male Fem Male Fem
T3 1,148 623 | 1,198 982 | 1,214 944 963 467 996 475
T2 1,035 539 949 415 921 545 896 659 798 685
Total 2,183 1,162 | 2,147 1,397 | 2,135 1,489 | 1,859 1,126 | 1,794 1,160
Both 3,345 3,544 3,624 3,085 2,954
Sexes

From Table 3.2 above it is noted that femaes students make up 35% - 39% of the
total. From 1991/92 to 1993/94 there were fewer femae students holding MSCE
certificates than femde students holding JCE. However from 1994/95 there is a
sudden increese in femades holding MSCE even reaching 46% of the totd students
holding MSCE. This is a podtive sgn showing that women with good grades are
entering the teaching professon in larger numbers. It is dso noteworthy that in the
same years enrolment figures declined mainly because one primary teacher college
was transformed into a secondary school teacher college. There was a pressng need
for an increased secondary school teacher supply and the only resources were
avalable only in the teacher colleges. In 1995/96 there was a further reduction of
enrolment due to renovations which were being carried out in the remaining colleges
to create more room in the subsequent years. In 1997 another primary teacher college
was turned into a new universty reducing even further the capacity of primary teacher
training colleges

Candidates with JCE graduate with a T3 quadification and those with MSCE graduate
with a T2 teacher qudification. After successfully completing the course the newly
qualified teachers are posted to different didricts by the Ministry depending on the
demand. The Didrict Education Office then didributes the teechers to different
schools.
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Table 3.3: Primary teacher training college examination results by sex and by
cour se of study 1992 — 1996

Year T2 Course T3 Course Total All
Entered Passed Entered Passed Entered Passed

Total | Fem| Total| Fem| Total | Fem| Total | Fem | Total | Fem | Total [ Fem
1992 [ 573 [ 209 | 557 | 203 | 1358 | 486 | 1309 | 465 | 1931 | 695 | 1866 | 668
1993 [ 605 [ 202 | 516 | 119 | 1228 | 490 | 1146 | 459 | 1833 | 692 | 1662 | 578
1994 [ 1400 | 431 | 1309 | 403 | 1445 | 738 | 1357 | 684 | 2845 | 1169 | 2666 | 1087
1995 | 1347 | 381 | 1317 | 375 | 1446 | 780 | 1110 | 573 | 2793 | 1161 | 2427 | 948
1996 [ 1196 [ 419 | 1134 | 393 | 1801 | 866 | 1394 | 671 | 2997 | 1285 | 2528 | 1064

Note: T2, T3 qualifications are obtained by candidates who enter Primary Teacher Colleges with an
MSCE and JCE respectively

Table 3.3 above shows the output of the colleges. These figures do not necessarily
trandate into teachers going into schools. Some decide to join other sectors of the job
market. It is dso not very clear what criteria the DEOs use in dlocating teachers to
schools because the primary school system has a very uneven distribution of teschers
(MIE and MOE, 1991). At the school both T2 and T3 teachers are required to teach
al subjects in any one standard from Std 1 to Std 8. Despite going through smilar
courses and having smilar workloads & the school T2 teschers receive a sdlary 25%
higher than the T3 teachers (HRMD, 1997).

The teacher trainers have been both expatriates and loca personnel but in the recent
past there have been only very few expatriates in the sysem. For example in 1981 out
of atota of 108 tutors in the five colleges 15.7% were expatriates. This has changed
over the years. In 1995 out of a totd of 289 tutors only 2 were expatriates
representing only 0.7% of the teaching Staff.

The tutors have a varigty of qudifications ranging from certificates to graduate leve
degress. Table 5 shows the number of tutors and their qudifications in teschers
colleges.

Table 3.4 Number of teaching staff in primary teachers training colleges by
qualification 1991/92 - 1995/96

Teaching Staff YEARS

1991/92 1992/93 1993/94 1994/95 1995/96
Graduates: L ocal 52 44 45 71 63
Expatriate - - - 2 2
Diplomates:. Local 131 145 148 233 207
Expatriate - - - -
Other 8 9 12 19 17
Total 191 198 205 325 289

Note: Other Teaching Staff Includes PT1, PT2, or PT3

From the table it can be seen that a high percentage of the tutors do not have degrees
but diplomas and certificates. These are only teaching certificates. Mogt of the tutors
were trained to teach in primary and secondary schools. This means that most of the
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tutors are not trained teacher trainers. They are merdly handpicked from primary or
secondary schools to lecture in teacher training colleges.  Some tutors took the
Diploma in Primary Tescher Educetion offered a Chancdlor College in the mid-80s.
A few of the tutors received some training a the Universty of Newcastle-uponTyne
but the credentials obtained are not recognised by the Ministry of Education. The
exigence of tutors without proper or specialised teacher training raises doubt over
thelr effectiveness as traner's.  However, there is a little consolation because most
have datended one kind of in-service training or another. According to Neumann
(1993) the mygority of the tutors have taught in TTCs for more than 4 years and the
number of new tutorsisfarly small.

The mgority of the tutors are in the age range of 35-39 years but the overd| age
range is 25 years to over 45 years. Overal with a student population of 2954 in 1995,
a tutor population of 289 gives a 1:10 tutor student ratio. Although this looks a
hedthy ratio morde among the tutors has dways been described as low because of
lack of promotional and educational incentives (MIE and MOEC, 1991).

3.2  Teacher Training Programmes

The mgor god of primary teacher education in Mdawi has been to tran primary
school teachers so that they acquire the following competencies:

1. know and support the aims and objectives of primary education

2. demondtrate a deep sense of professond commitment

3. uphold the mord, spiritud and socid values of society by beng exemplary in
behaviour

4. acquire sufficient academic knowledge and professond skills to teach the primary

curriculum effectivey

understand and be sengitive to the development needs of children

to be able and motivated to continue hisher own professional education

help children master the basic skills of reading, writing and arithmetic

edtablish good reationships with the school and local communities

. foster and preserve Maawi's culturd heritage

10. paticipae fully in the organission and management of the school (UNDP
UNESCO-MOE, 1980).

©®o NGO

Increasingly it was recognised that what happens in the classsoom should determine
the experiences to be given in tescher education. This means that these skills and
competencies became the focus for teacher education. Therefore a skilled and
competent teacher would be expected to exhibit the following attributes:

introduce atopic competently

use sequentid stepsin the development of alesson
conclude alesson effectively

keep children interested in ingruction

adapt the ingruction to cater for individua differences
give dear indructions

explain dearly

use questioning to simulate thinking

©ONOoOORWDNE
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9. communicate with children usng avariety of methods

The curriculum of teacher education was thus woven around these competencies. Up
to now there is no new document indicating any additiond qudities of effective
teachers. There have been a number of courses with different durations and emphases
but these have al been conducted in the same colleges with the same teacher trainers.

Before andysng the curriculum we briefly outline the different programmes tha have
been mounted over the past decade. Teacher training in Maawi government colleges
was origindly desgned as pre-sarvice traning lading two years. This programme is
cdled the norma programme. Candidates digible for this training were holders of
JCE and MSCE cetificates without any previous experience.  The programme
required candidates to spend one and haf years in college and 3 months in schools
doing supervised teaching practice. It is clamed that the programme dedicated 70%
of the time to teaching methods and 30% to subject content. Verification of this clam
is difficult because the syllabuses do not give the times dlocated to methods and
content per subject. At the end candidates sat for Teacher Training Examinations.
Successful candidates were certified as primary school teachers with grade T2 if they
were holders of MSCE and T3 if they were holders of JCE certificates. From 1981 to
1987 the output in al the colleges was only about 700 to 800 trained teachers per
year.

In 1987 another training programme called the Specid One-Year Teacher Programme
was introduced. The man am was to train dl untrained teachers in the system.
Therefore enrolment was redricted to candidates who were dready teaching as
untrained teachers. In the firs year the training was conducted in two colleges. In
subsequent years the gpecid programme was confined to the newly constructed
Domes Teachers College only. In the fird year 626 untrained teachers were certified
and about 400 were trained in the second year (Nyirenda, 1988). It should be noted
that the gpecid progranme was run concurrently with the norma two-year
programme in different colleges. Only one college had both programmes running at
the sametime.

Nyirenda (1988) and later Neumann (1994) noted that the gpeciad one-year
programme was a replica of the two-year normd programme with two years of work
queezed into one year. It is dso clamed that 70% of the one year was dedicated to
methods and 30% to subject content. The problems and confusion that arose in
implementing the programme have cast doubt on the efficacy of the traning. Despite
this the specid one-year teacher programme has been seen as a useful means of
certifying untrained teechers even in the 1990s dbeit with a different designation.

A new teacher training programme cdled the Mdawi Specid Distance Teacher
Education Programme (MASTEP) was launched in 1990. Its objective was to train
4000 primary school teechers in three years. This programme was supplementary to
the ‘normd’ two-year programme. The raionde for introducing this programme was
that the school enrolment growth rates had increased from an average of 3% to 12.8%
between 1985 and 1988 (MOEC, 1991). Growth projections indicated that the 40%
primary school age cohort which was not enrolled would be in school because-

1. The government planned to abolish school feesin phases.

2. New policies to help reduce dropout rates were being formulated.
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3. The government would maintain its policy of open access of primary educeation.

This would result in enrolments of over 1.4 million pupils in primary schools and
there would be a shortfal of 7,000 trained teachers in 1993. For a pupil teacher ratio
of 60:1 there would be a short fal of 4,000 trained teachers. It was therefore believed
that the best cost - effective option for producing such a teaching force was by
indtituting a distance mode programme in addition to the ‘norma’ programme.

Candidates for the programme were sdected usng entry requirements smilar to the
two-year ‘norma’ programme. After ord interviews conducted by the Appointments
and Disciplinary Committee of the Minidry of Education candidates were registered
as externa students of eight teachers colleges. Students were not alowed to change
from the MASTEP to the ‘normd’ programme. They were sent to schools to Start
teaching while a the same time dudying sdf-sudy materids. The course lasted three
years during which time dudents had supervised teaching three times per year,
resdentid courses for two months a year, seminars and workshops twice a year and
project write-ups and course work through the distance mode. Assessment was both
continuous and by externdly administered find examinations. Table 3.5 bdow shows
the numbers of candidates and the pass rates for femades and maes a T2 and T3
gradesin the MASTEP course.

Table 3.5: Number of passes and failsin the MASTEP course

SUCCESSFUL FAILURES
SEX GRADE | TOTAL | NUMBER PERCENTAGE NUMBER | PERCENTAGE
FEMALE T2 623 597 %% 26 4%
T3 676 585 8% 91 13%
T2+T3 1299 1182 91% 117 P
MALE T2 1631 1535 4% 9% 6%
T3 988 882 8% 106 11%
T2+T3 2619 2417 92% 202 8%
T2 2254 2132 95% 122 5%
MALE& T3 1664 1467 88% 197 12%
FEMALE
T2+T3 3918 3599 2% 319 8%

Out of 3,918 candidates who sat for the find examinations 319 failed representing a
92% pass rate. However, after dtting for supplementary examinations 219 out of the
319 candidates passed. This gave an overdl pass rate of 99.31%. Mog of the
candidates not suitable for the course seem to have been weeded out during the three
years.

Subsequent evaluations indicate that there were far too many written projects and
assgnments for students to carry out considering they had to teach as well. It was
aso noted that the many modes of course work required more co-ordination than was
the case. From a financid sandpoint it was observed that 75% of the cods for
running the programme was used for student dlowances and sdaries and only 25%
was spent on operational costs (CERT, 1995; MASTEP, 1994). However, if the
programme was to be replicated the costs would have been reduced because there
would be less capitd codts involved. In this instance sdaries need to be excluded
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from the codsts because students spent two terms a year teaching in schools. Severd
factors could have contributed to the course being discontinued.

1 Some head teachers were unwilling to supervise students because there was no
officid recognition for ther efforts.

2. The duration of the course was rather too long resulting in naturd wastage due
to depature for greener pastures, excluson from the programme due to
indiscipline, abscondment and failing pat 1 examinations. This resulted in a
10% attrition.

3. Screening of entrants was poor resulting in  recruitment of unsuitable
candidates (MASTEP, 1994).

It is not immediatdy clear why these issues could not have been resolved and the
course continued as were Smilar programmes in Zimbabwe and Zambia  The
programme period ended in 1993 and it was not continued.

Even with MASTEP and the two-year ‘normd’ programmes running concurrently the
ever-increesng primary school enrolment overwhdmed the teacher supply. As a
result a Modified Norma Teacher Programme was desgned. In this programme
recruits would firg have to teach for one year before being selected for one year of
college work. This in many respects was a resurfacing of the one year specia teacher
programme.  In effect the ‘normd’ pre-service programme was abandoned and
replaced by the modified programme. This programme was in operation from 1993 to
1996.

Smilar to the one-yer gpecid programme, the curriculum for the modified
programme was a two-year course compressed into a one-year course. There was
reduced materia but the weighting between methods and subject matter remained the
same. At this time it turned out that the curricullum was not in tune with the primary
school curriculum.  There was confuson because the new and old primary school
curricula were being followed a the same time. It was dso noted that the teacher-
traning curricllum was overloaded. As a result tutors were only able to assess
teaching practice. Interna assessment was not easy to conduct because tutors did not
have enough time. Experiments were done as demondraions and not learning
experiences. Neumann (1994) reports that students found science too difficult to
cope with. They had to atend lectures from 7:00 am to 4:00pm and could only study
on ther own in the evening for a& mogt two hours. In addition he noted that
candidates in the modified programme tended be within the age range of 18 to 30
years while students in the norma programme tended to be younger. This is because
the norma programme recruited school leavers while other programmes atracted
school leavers as well as people employed in other sectors who tended to be older.

However the programme was kept running because it was believed that the one-year
dudents were more mature and with red classoom experience would not find
traning in methods and practicd work difficult. Furthermore these one-year trainees
had made up their minds to become teachers and therefore would not drop out essly
(Neumann, 1994). It is not certain whether indeed the one-year programme graduates
did exhibit the qudities which were speculated on earlier.
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It was amidst these andlyses thet a new politica dispensation in 1994 changed the
whole teacher education process into high gear. The newly democraticdly eected
government declared primary education free. Primary school enrolment projections
showed that enrolment was to increase by 70% from 1.9 million in the 1993/94 school

year to 3.2 million in the 1994/95 school year. In its policy framework MOE (1995)
settled for a teacher-pupil ratio of 1:60 as the optimum in the present circumstances.

To achieve this the Minigry recruited about 22,000 para-professond teachers of
whom 18,000 were untrained. This figure represented about 42% of the teaching
forcee. Such a massve recruitment campaign was unprecedented in educationa
circles. Concerns were expressed about how these teachers were going to cope in
schools which were ill - equipped to absorb the influx of both new pupils and new
teachers. In addition questions about what kind of learning was going to take place
were asked. There is evidence to show that the qudity of education in Mdawi is low
(BDDCA, 1995; MOE, 1995).

With the current Stuation a lot needed to be done to stop any further lowering of
gdandards. One of the pressng problems was how to train these newly recruited
untrained teachers in the shortest possble period of time. The arrangements that were
put in place were ad hoc but eventudly the Maawi In - service Integrated Teacher
Education Programme (MIITEP) was desgned with the express am of training the
18,000 untrained teachers from 1997 to 2000. The ultimate am is to improve the
qudity of teaching and learning in primary schools in Maawi by reducing the number
of untrained teachers in the sysem. All other forms of primary teacher training were
then suspended.

The candidates under MIITEP are required to have at lesst the following:

1. JCE or MSCE cetificate

2. Pessan ord interview

3. Undergo an orientation course

4. Teachin primary schoolsfor at least ayear

A number of discrepancies in the sdection procedure have been noted and need
further analyss

The MIITEP course is designed to last two years per cohort. 1t comprises:

1 term resdentid training in teacher training colleges estimated to last 390 hrs
4 terms of self-study through the distance mode for 220hrs

5 terms supervised teaching for 110 hrs

12 one-day seminars for 60 hrs

One assgnment per subject for 36 hrs

4 large assignments/projects estimated to take 354 hrs

ok wdpE

This gives an gpproximate totd of 1,170 hours. At the end of the course grades will
be compiled to represent continuous assessment and end of course examindgions
(TDU, 1996)
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CHAPTER 4

PRELIMINARY ANALYSIS OF THE TEACHER EDUCATION
CURRICULUM IN MALAWI

4.1  Preiminary Analyssof the Teacher Education Curriculum in Malawi

From the time government assumed control of teecher traning the Minigry of
Education has prescribed the curriculum to be followed in primary teacher education.
Therefore al colleges offer the same kind of courses gpproved or dictated by the
Minigry. The current curriculum is a result of the policies and Srategies presented in
the Second Education Development Plan, 1985-1995 (MOE, 1985) and the Statement
of Development Policies, 1987-1996 (MG, 1987). The palicies and strategies devised
were in response to shortfals in the previous primary school curriculum and the fact
that it was now apparent that for the mgority of the children, primary schooling
would be terminal. The shortcomings as presented in the preceding chapter prompted
the Minigtry to adopt a community oriented primary school curriculum which would:

(a) focus on relevance to socio-economic and environmenta needs
(b) inculcate ethicd and socio-culturd traditions
(c) bring about functiond literacy and numeracy

In addition the curricullum was aso devised to reflect the ams of the Maawi
Congress Party manifesto and statements made by the previous Head of State (Bisika,
1990). From dl these presentations of different philosophies and contentions five
categories of nationd goals of education in Maawi were formulated.

These are:

(a) dtizenship ills

(b) ethicd and socio-culturd Kills
(c) economic development skills
(d) occupationd skills

(e) practicd skills

And from the broad nationd gods thirty-one primary school education objectives
were drawn and stated in terms of student behaviours. The subjects that would do this
effectivdy were (1) Agriculture (2) Chichewa (3) Credtive ats (4) English (5)
Generd Studies (6) Home Economics (7) Musc (8) Needlecraft (9) Physicd
Education (10) Mahematics (11) Reigious Education (12) Science and Hesth
Education and (13) Socid Studies

Curriculum matrices for subject and period alocation across the standards were
dravn. Some subjects are offered to particular standards only and there are other
subjects which cannot be taken in combination by pupils.

Since teacher education was geared to equipping teachers with skills which enable
them to implement the curriculum in primary schools 15 subject areas were identified
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for teacher education. The 15 subjects represent the core curriculum. They are (1)
Agriculture (2) Chichewa (3) Credative ats (4) English (5) Generd Studies (6) Home
Economics (7) Music (8) Foundations Studies (9) Physca Education (10)
Mathematic(11) Religious Education(12) Science and Hedth Education (13) Socid
Studies (14) Madawi Y oung Pioneers (15) Teaching Practice.

This curriculum came into operaion from 1990 to 1996. According to Hauya (1993)
each subject on the curriculum was given a weighting reflecting the proportion of time
to be spent onit. Table 4.1 shows period allocation per week and the weighting.

Table4.1: 1990 Primary teacher education curriculum

SUBJECT PERIODSWEEK WEIGHTING
1. Mathematics 5 11.1%
2. Agriculture 3 6.6%
3. Chichewa 5 11.1%
4. English 6 13.3%
5. General Studies 1 2.2%
6. Social Studies 3 6.6%
7. Science/Health 4 8.8%
8. Physical Education 1 2.2%
9. Creative Arts 2 4.4%
10. Music 1 2.2%
11. Home Economics 3 6.6%
12. Religious Education 1 2.2%
13. MYP 1 2.2%
14. Foundation Studies 5 11.1%
15. Teaching Practice 3 6.6%

In this curricullum English, Chichewa, Mathematics and Foundation Studies receive
rdaively high weghting. This shows emphass on permanent numeracy and literacy.
Foundation Studies also takes precedence because it dedls with learning theories and
methodologies for effective teaching and learning. Second in emphass are areas of
Agriculture, Socid Studies, Science/Hedth, Home Economics and teaching practice.
Apat from the teaching practice the res are areas which ded with life surviva <kills
in communities. Primary education is seen as termind to most children and therefore
the curriculum accords this aspect of training due emphess. Teaching practice itsdf
is training for survivd in the dassoom and is therefore accorded equa weighting to
community surviva kills

This curriculum has been implemented in a number of fashions depending on the
demand and circumstances of teacher supply prevaling at particular periods. The
problems associated with this curriculum a present have emanaed from the way it
has been implemented. The time given to cover the curriculum in the different
progranmes is one of the factors tha may have far-reeching effects on the qudlity.
For example the curriculum was designed to be ddivered in two years but it is
delivered in one year in the One-Year Specia Teachers Programme and 3 years in
MASTEP.

Another aspect worth consdering is that the curriculum was designed to be ddivered
on a reddentid bass. In MASTEP different combinations of modes were employed
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usng different curriculum materids dl purporting to equip teechers with the required
sills. The question to ask is do these redly have the same effects? In addition the
curriculum was desgned to be ddivered by college tutors with the help of school
teechers during teaching practicee. In MASTEP other educationists ranging from
adminigtrators to school ingpectors have been involved. It would be interesting to
investigate what effects the delivery by ‘outsders has brought to the trainees. One
should ask whether these ‘trainers do ther work effectively congdering the little
amount of orientation they are given.

Origindly the curriculum was tageted a school leavers with the necessary
gudifications. In the other teacher training programmes candidates had varying
teaching experiences and varying age ranges. The qudity of the trainees dso affects
the effectiveness of a course. For example Nyirenda (1991) lamented the poor
performance of T3 candidates in the One Year Specid Programme. He attributed this
to the wide age range (19-51 years) of the candidates and the poor qudity of their JCE
cetificates. Therefore further andyss of the qudity of trainees may lead to greater
indght into the effectiveness of the curriculum. Under MIITEP the target is entrants
with a school certificate (MSCE) but there are not enough candidates to fill the
training capacity. This results in enrolling candidates with the lower junior certificate
(JCE). MIITEP dso has candidates with a wide range of ages like in the One Year
Specid Programme.

Udo Bude (1995) andysed the different teacher programmes and found that:

(@) The 2 year programme provided adequate time for covering the curriculum but the
problem was that teacher production was dow.

(b) For the One-year Specid Programme, pre-quaification teaching experience had
some benefits but the curriculum was too long to be covered in ayear.

(c) The MASTEP programme provided a way of involving as many stekeholders as
possible in teacher training but these were not adequately prepared or oriented for
their tasks.

(d) In the One Year Modified Programme the concept of addressng cost-effectiveness
was evident but the time was too short for the curriculum and tutors had not been
adequately oriented to the programme.

Smilar adyses involving the trained teachers in their pods would be informative on
how the curriculum combined with the mode of ddivery and the school culture help
mould teachers to be what they are. Table 4.2 bdow is an example of comparisons of
four teacher education programmes over the past decade.
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Table4.2: A comparison of teacher training programmes

COURSE TWO-YEAR SPECIAL ONE- | MASTEP MIITEP
ASPECTS YEAR
Student agerange | 18yrs 22yrs-49 yrs - -
Females

- 30% 33% -
Duration of | 51/ 2terms 5 months 25 weeks 3 months(1 term)
Residential
Problems Slow production | B Longsyllabus | B Sdf-study B meeting target

of teachers B Low cdibre materials B availability of

students C | prepared student
tutors Handbooks
B Timetoolong
Teaching None 2-12yrs None lyr
experience
Supervised T/P 6 weeks 6 weeks 3 terms=(9 | 5terms
All passed months) 6(failed) | (211 months)
Duration 2yrs lyr 3yrs 2yrs
Pass rate 89-96% 84.3% 99.31% -
Nominal K5228.95 K5228.95 75% on student | -
Costs/student salaries
K12050.98/yr

Assessment B continuous B continuous in | @ continuous B continuous

B End of course English only B End of course | B End of course

exam B End of course Exam
Exam

Sources: CERT (1995); MASTEP (1994); Udo Bude (1995); MIE (1990); Nyirenda (1992);
MIE/UNDP/UNESCO (1990); TDU (1996).

From 1993 Mdawi experienced mgor socio-politicd changes which warranted
serious reviews to the 1988 primary school and teacher education curricula A
preliminary andlysis of the MIITEP curriculum reveds that some new topics have
been added to the old curriculum:

Firgly, emphasis is placed on school-based training which is a marked departure
from the previous teacher training courses.

Secondly, there are now more issues reating to population and environment
aisng from the current high rate of population growth estimated at 3.3% per
annum and the darming rate of environmenta degradation.

Thirdly, Mdawi has dso lagged behind in its economic growth because of high
mortdity and fertility rates. The MIITEP curriculum addresses these issues quite
comprehensively.

Fourthly, gender issues have been incorporated into the curriculum to sendtise the
teachers and school children to the importance of involving women in al sectors
of life asequa partnersto men.

Ffthly, civic education is adso featured in MIITEP to highlight the socio-paliticd
changes that have occurred since 1993.

Sixthly, practicd skills have been given a new dimenson where teachers are
encouraged to value such skills because most pupils they are going to teach will
not continue thelir education after primary school. The subject MYP has since
been removed because of its pro single party propaganda.
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Seventhly, increesingly specid needs pupils are enrolling in school and this
requires teachers to be able to handle such cases without discrimination. MIITEP
has a section on this to equip teachers with the necessary kills.

Eighthly, a topic on the scourge AIDS is now included in MIITEP conddering
that only very few communities in the country have remained unaffected by HIV-
AIDS. Isit hoped thet in this way teachers could become ‘life savers .

Lt but not leet the MIITEP curricllum indudes community-school
relationships in order for teachers to acquire skills of mohbilisng communities to
participate in school development (TDU, 1995; Tlou, 1996).

The primary school curricullum and books need a revison to reflect some of these
changes. This time the teacher education has responded to the socio-palitical changes
rather than following what the primary school curriculum offers.  In dl the new
education policy and framework for education has mantaned the goas and ams of
education dipulated in the 1985-1995 education development plan but has set out
different specific targets to achieve by 2005.
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CHAPTER 5
TEACHER SUPPLY AND TEACHERS ROLES

51  Teacher Supply and Teachers Roles

The Madawi Integrated In-service Teacher Education Programme was desgned to
train the 18000 untrained teachers recruited in 1994. The programme intends to train
these teachers from 1997 to 2000. To do this the teachers will be trained in cohorts of
3000 as prescribed by the teacher training college capacity in Mdawi. Each cohort
will be trained for a period of two years comprisng 3 months resdential courses in
colleges and 21 months supervised teaching in schools. According to this programme
it means that when a cohort of 3000 untrained teachers is cdled for a resdentid there
will be a corresponding number of vacancies in schools. This would not maintain the
desired teacher-pupil ratio of 1:60. Then darting from 1996 the Minidry is recruiting
3000 new recruits every year to offset any imbaances that the resdentia training
under MIITEP might cause and to fill vacancies created due to resignaion, retirement
in sarvice training and increases in pupil enrolment in schools (MOE, 1995).

This means that in addition to the 18,000 untrained teachers engaged in 1994 and
programmed to go through MIITEP by 2000, there will be another lot of untrained
teechers in the system totaling 15,000. Ther mode of training will certainly depend
on the falure or success of MIITEP a the end of the programme in 2000. In this
group of untrained teachers there will be those who will have taught for five years. It
then seems that MIITEP will not have diminated the problem of untrained teechers
but rather provided a systematic way of recruiting them into the sysem. A systemdtic
comparison of the peformance of untrained teachers and trained teachers in the
different programmes would reved the red impact both the untrained teacher and the
traning are having on teaching and learning in schools. The large numbers of both
groups of teachers provide a good sample from which elaborate research could be
conducted. The work of Kunje and Stuart (1996) with untrained teachers could
provide agood background for such further investigations.

52 Roles of a Teacher in Malawi

The roles teachers in Mdawi are expected to play are hinged upon the Nationd gods
of education. Teachers persondlities are requred to embody the vaues of
ctizenship, ethicd and socio-culturd dimensons of the community. The teecher is
expected to model economic development skills so as to create interest in production
and proper utilisation and conservation of naturad resources. The teacher should
communicate to children and the community vocationd and practica skills so as to
promote living standards (Hauya, 1993; Bisika, 1990).

According to MOEC (undated) these nationd goals ental that a good teacher should
be honest and show integrity in keeping records. The teacher should encourage
punctudity by being punctud a dl times A good teacher is expected to have
pogtive attitudes toward community development work by setting good examples in
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relationships with colleagues and head teachers as well as setting good standards even
in dressing. In addition a teacher is required to be devoted to teaching and show
interest in and respect for pupils.

Professondly a good teacher in Mdawi is the one who prepares schemes of work,
lesson plans and records his or her work diligently. A good teacher will therefore
employ various teaching drategies reinforced with teaching and learning aids.  In S0
doing the good teacher ensures maximum communication with pupils.  Findly the
teecher will assess and evduate the performance of pupils to ensure mastery of
writing, reading and aithmetic skills. Under the new teacher programme (MIITEP)
the desired teacher competencies are summarised as follows:

to teach pupils effectively

to counsdl and guide pupils

to have prepared thoroughly before teaching

to abide by the regulations of the government

to be resourceful

to read more to widen knowledge in various subjects (Sandhaas, 1997).

ouhhwdE

It is hoped that in this way pupils will acquire knowledge of people and the world to
improve their qudity of life (MOEC, undated).

While these may be the officd ams of what the teacher should be in schools the
gtudion is far from pefect. Both MOEC and MIE (1991) lament the low morae
amongst teechers. The system is plagued by poor working conditions characterised
by poor housng facilities low sdaries and little promotiond incentives. Teachers
have a low daus in the community. There is little chance for them to upgrade to
better podtions. To arest the inevitable dtrition the government crested the
Government Teaching Service which dlowed teaschers to enjoy the same privileges as
other civil servants.  Attrition could further be reduced if communities built more and
better houses for teachers. Teachers daus could be devated if government could
rase ther sdaries and provide better promotiona incentives. Teachers morade could
adso be enhanced if upgrading opportunities were made available on a regular bass.
Currently, the education system is plagued by personnd management problems which
have a far reaching effect on the morde and attitudes of teachers in their work. Below
ae some of the problems identified by a workshop aimed a appraisng teschers
gatus in the community (MOEC and MIE, 1991).

1. There is an inequitable didribution of teachers by grade and gender to rurd and
urban aress.

2. It takesalong time to post newly qudified teachers giving rise to teecher anxiety.

3. In addition to this, it takes more than two years to confirm teachers as permanent
employees of the government and this causes a lot of anxiety with respect to the
security of the job.

4. Quite often the teachers are dlocated to podtions which they are ill-prepared to
fill. The coursesin college do not cater for specidisation.

5. At school there is improper and infrequent supervison and upgrading courses
when available are merdly repetitions of initid teacher training.

6. Head teachers and teachers are given heavy teaching loads and at the same time
society expects alot from schools epecialy when it comes to Std 8 performance.
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7. Some palicies condrain the organisation and management of schools and colleges.

These problems stand in the way of teachers maximisng ther abilities to blend what
they learned in colleges with the pogtive aspects of schools. To a large extent school
cultures influence how well a teacher is going to use the knowledge acquired in
training. Eliminating the problems identified above would pave the way for better
teaching and learning in schools.
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CHAPTER 6

FINANCIAL AND GENDER ISSUES

6.1 Financial |ssues

Of particular concern to note in the financing of education in Mdawi are the disparities
a the different educationd levels. Whereas gpproximately MK37.4 per year was being
spent on each primary student, 12 times (or MK 441.1 per year) was being spent on
average on secondary students, and nearly 198 times (or MK 7,318 per student) was
being spent on each university student. Expenditure for teacher education has on average
been around 48.8 times that of primary. This represented one of the largest disparities in
expenditures between primary pupils and university sudentsin the region.

Because of the free primary education policy of 1994/95, public spending on education
has more than tipled in nomind terms between 1990/91 and 1994/95 fisca years from
MK?267.5 to MK899.7 million. At the primary levd, recurrent spending surged 5.3 times
in nomina terms between the same years and its share increased from 45% to 71% of
total recurrent gending in education. This aso had the consequence of increasing public
gpending per pupil a the primary leve from MK86 in 1990/91 to MK220 in 1994/5.
This increase in the budget dlocation to education is very welcome and a much needed
devdopment in the process of increesng invetments in the human capitd in the
country. At the teacher training level the unit expenditure increased by 45% in 1993/%4;
by 26% in 1994/95 and by 163% in 1995/96. The share of teacher training as a
percentage of the total education budget remained more or less the same.  This is
probably because of the need for more teachers to support the surge in pupil enrolment.
But as Cagtrol-Led (1996) has pointed out, these dramatic changes represent a 'shock’ to
the education system and time is required for the system to recover and establish a more
balanced budgetary alocation within the sector. It is hoped that the Ministry will come
to grips with this shock as it implements sections of the Policy Investment Framework.
Further, it must be noted that the bulk of the increase in education spending has been
used to finance sdaries of the many newly recruited teachers. This represents a paradox
because a congtant theme in conversation, the newspapers, and other media is that of the
low quality that pervades the education syslem in Mdawi. Teacher sdaries, dready low,
have in recent times been made lower by high inflation rates which has sgnificantly
reduced teachers purchasing power. Elsawhere, there is high daff turnover in key
ministry offices. Staff throughout the system are being asked to take on increased
responghilities without being given the tools and incentives they need to carry out these
tasks. Teaching in particular has remained an unéttractive profession for a long time and
the Minigtry's task isto improve the conditions of service of teachers.

Further andysis shows that recurrent spending accounted for 97% of the whole 1994/5
primary education recurrent expenditures, compared to 89% in 1990/91. Also, in the
1992/93 academic year, there were 78 pupils to a qualified teacher, 18 children per desk,
32 children per chair, and 102 pupils in one classsoom. After the surge in enrolments,
which were not followed by a proportiona increase in budgetary dlocations for non
wage items, it is very obvious that these qudlity indicators deteriorated even further.
They nearly doubled. This deterioration in the learning environment a the primary leve
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is probably one of the key factors currently compromising the provison of basic literacy,
numeracy and problemsolving skills in the Mdawi education sysem. Currently
Madawi's chdlenge is thus to maintain the present enrolment levels in primary schools
and smultaneoudy improve the qudity of the education offered.

Following various efforts & decentrdisng the education sysem in Mdawi, dl TTCs
were established as cost centres with their own budget. A sample of one such cost centre
is found in Appendix 4. This eased the problem of having to wait for Headquarters

authorisation and the delays associated with such operations. It is however not clear
whether this means that these cost centres do aso have their own separate bank accounts
from those of the Minigtry. The problem in the past used to be that with dl the moneys
lumped in one account, cost centres used to have their books clean while the monies in
the common account were depleted. While this cost centre gpproach might be thought of
as providing a better way of maximising the needs at the locad level, the way budgets are
prepared leaves a lot to be desred. Very often budgets are cut arbitrarily without
consderation of the bads for their submission. As a result, cost centres have very often
operated & very low funding levels.

The lack of teaching/learning (T/L) materids in Mdawi primary schools is endemic.
Regular production of T/L materids by teachers would therefore be a necessty. Funds
permitting, this could be an important element of teacher training programmes, but the
paucity of funds for primary schools renders the acquisition of such skills usdess. It
was adso noted by Neumann (1993) that under-utilisation of resources in TTCs
gppeared to be a more serious problem than the smple lack of these resources. This
under-utilisstion concerned the use of libraries, technicad equipment, science
laboratories, financid resources, and the training capacity of TTCs. As regards to the
under-utilisation of financia resources, Neumann noted that whilst lack of funds to
buy T/L materids has for a long time been highlighted, it was surprisng to find that
most colleges did not exhaust their dlocation and that unspent funds were being
handed back to MOE. The man problem seems that heads keep financia matters
secret 0 that lecturers do not hand in their requests since they are dways under the
impression tha funds are not available.

6.2  Gender PerspectivesIn Teacher Education

Table 3.2 (Chapter 3) shows TTC enrolment figures by sex from 1991/1992 to 1995/96
academic years. It can be noted that the numbers for female students are consstently
lower than those of their mae counterparts. These figures on average condtitute 38% of
the totd enrolment. The enrolment figures in TTCs have however increased for femde
sudents in recent years but their overal numbers reflect the number of women teachers
in primary schools. Since mogt of the TTCs have in the past run resdentia courses, this
probably reflects government policy which has in the past reserved only a third of dl the
boarding places for femdes. This heps to patly explan why enrdments for femae
sudents in colleges have more or less stagnated in the past only to start picking up in
1994/95 when most of the temporary teachers were operating from their homes.

In addition to the inefficiencies referred to above in the utilisation and deployment of

teachers, there is congderable gender bias in the distribution of teachers by standard.
Robinson et d (1994) found that the average proportion of femae teachers varied
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inversdy in relation to the sandard. Std 1 had the highest proportion of female teachers,
while Std 8 had the lowest.

These digparities dso extend to location of schools with rurd schools being a a
disadvantage. Rurd schools are at a decided disadvantage since they are less likely than
urban aress to offer decent housing, and therefore have particular difficulty in attracting
quaified teachers. In 1996, urban schools had a minimum pupil/quaified teecher retio of
481 (Lilongwe) and a maximum of 921 (Zomba), while for rura schools, ther
minimum was 71:1 (Rumphi) and ther maximum was 2031 (Machinga). The 1996
education datistics show that urban schools have by far more female teachers than mde
teachers. This is because many femde teachers follow their spouses to urban areas. This
is unfortunate though because teaching as a professon is most popular in the rurd aress
and femae teachers act as role modds to girls in these aress and their presence would
help in promoting education in the country.

Of course, the most concrete problem facing the primary education sysem in Mdawi is
the shortage of teechers. After severd policy changes in teacher training, including
gpecia programmes such as MASTEP and now MIITEP, the system is ill far short of
the number of teachers needed to provide a pupil-teacher ratio of 50:1. It appears that as
long as teacher-training output remains dable and primary enrolments continue to grow,
pupil-teacher ratios will aso continue to grow. We think that rather than smply thinking
in teems of specid projects such as MIITEP, government needs an ongoing
comprehengive teecher education training programs.  With enrolment surging every
year, these one-time initiatives will not be able to meet the shortfdl. As we are writing
this report now, there is a clear lack of vison of what is going to happen after MIITEP.
This is unfortunate since in the absence of any planning, future operations are bound to
be ad hoc and hasty.
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CHAPTER 7
EMERGING ISSUES

7.1  Introduction: emerging I ssues

The issues that present opportunities for further andyss arise from the qudities of the
dudents, teachers and the curriculum. The organisationd dructures, costs and
policies associated with each of the three tiers of the education sysem aso lend
themsdves to further improvement. This chapter is dedicated to those issues which
gpparently require more thought.

7.2 Primary School Pupils

Free Primary Education has attracted a considerable proportion of school-age children
into schools.  Yet there 4ill is low NER in mawy didricts  Schools lament the
perssent pupil absentegism, falure and dropping out especidly in the infant section.
While the distance to walk to school remains an issue to address, more can be done at
the school to attract and retain the pupils. We want to ask whether the curriculum is
atractive to the young children. The conditions of learning do not seem to offer much
that can compete with the home.  The school environment is not convincingly child-
friendly. The expectations of infants need to be met in order to keep them in school.

Teaching methods at the infant level require specid training. Many teechers in the
system do not have a wide repertoire of teaching drategies suitable for infants. It may
not be surprising that the biggest rate of falure, absenteeism and drop out rates are
regigered in this section of the primary school. This is an area which needs to be
verified. It might dso be informative to investigate how much the heterogenety of
classsooms contribute to such ineffectiveness in the infant educetion. In addition,
more than 50% of the pupil populatiion in Mdawi primary schools is concentrated in
the infant section. It would seem reasonable to have a teacher education curriculum
which focused more on this section. An andyss of the curriculum would reved
whether indeed this is the case. It would adso reved whether the curriculum is
addressing topica issues like large classoom — pupil ratios, heterogeneous classes,
lack of teaching/learning materids, teaching outdoors, high falure and repetition rates
and others.

7.3 Supply of Quality Teachers

The policy of dlowing private organisations and individuds to contribute to the
provison of education has resulted in the mushrooming of schools. — Unless
government prescribes a quota of schools for this sector it will be very difficult to
project and produce adequate numbers of trained teachers for both government and
private schools. If this is not done the qudity of teachers and teaching in schools may
decline condderably. It may be of interest to investigate the qudity and rate a which
teachers are being absorbed into the private schools and the efficiency of the
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production of teachers as a whole with due regard to the costs associated with the
production.

7.4  Quality of Schools

Presently the government gives licences to individuads to run schools on dandard
premises. However, the government has no control over what kind of learning goes
on in those schools. Consdering the increasing proportion of such schools, it is
imperative that the government extends its mechanism for controlling the qudity of
schooling even when the advisory services are dready dretched thin.  More thought is
needed to address thisissue.

A new concept of community schools has been introduced in the country. The
community takes pat in school development, teacher sdection, the curriculum and
other functions. It is apparent that government cannot leave peripherd and
margindised communities to teke full control of education of children Ways and
means of co-operating between government and the community should be explored to
avoid conflicts of interest.

The Mdawi College of Digance Educaion is providing an dternative mode of
secondary schooling.  However, this ddivery is fraught with management, logidicd
and qudity problems. Digance Education Centres are run on an ad hoc bess.
Curriculum materids do not reach sudents in time. Examination pass rates are very
low. Tutors are primary school teechers with no traning in distance education.
Student boarding facilities ae in a very bad dae sometimes usng village huts
Finances of such centres are managed by tutors who are not trained in accounting. A
more criticd look a the whole inditution could provide the government with the
necessary information on how to improve this sector.

7.5 In-service Training for Teachers

Opportunities for in-service training for teachers and tutors arise only as means of
orienting them to new syllabuses or curricula Ingtead teachers in primary schools are
upgraded to diploma levd but are then sent to teach in secondary schools. The
primary school loses the best teachers and does not benefit from the upgrading.
Paradoxicaly these upgraded teachers are replaced by untrained teachers. Malawi
needs to plan a cost-effective way of in-servicing teachers to improve their teaching.
School-based or zone-based in-service drategies offer a possble way of reaching the
magjority of teachers. Cascade modds of upgrading teachers dso offer another
avenue. Policy reforms on promoting teachers upgraded in such fashions could be
another way of enhancing teachers morae.

There is dso lack of a professona devedopment ethos a the school levd.
Experienced teachers and trainees or newly qudified teachers do not seem to interact
often enough for professond development. Understandably this is attributed to
pressure of work. But it gopears this is mainly due to the inequitable digtribution of
teachers between urban and rural aress and aso between mae and femae teachers.
Investigations on how teachers could be rationdly digtributed to schools would help
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DEQs in ther arduous task of trying to please individuds. Clear policy statements on
this issue would prevent unwaranted transfers from one school to another. In
addition the absence of a clear policy regarding the induction of new teechers at the
school level seems to leave teachers and heads with no proper guidelines on how to go
about this Further it would indeed be interesting to learn how much teechers are
prepared to do thiswork during teacher training.

7.6 Teacher Education Curriculum

Consgdering the lack of specidisation for most teechers it would be indructive to
invetigate how goecidisation might be incorporated in the teacher-traning
curriculum.  The different modes of training could present problems in implementing
such a curriculum.  The presence of T3 and T2 trainees in the same courses also poses
its own dilemmas. The sdection of trainees has been flawed and therefore attracts
candidates of low qudity. Attractive student training conditions and elevated teacher
gatus would go a long way to enlisting high calibre student teachers who can absorb a
vaiety of materidsin the curriculum.

Teaching practice takes 21 months of the two-year traning. Incduded in this is
supervison by severd traners. It is thus of paramount importance to investigate the
impacts of the supervison on sudent learning and congdering the cods involved it
would be interegting to find out whether the costs are judtified by the impacts.

These issues and many others that can be inferred from the present atus of teacher
education provide a darting point for research and action to improve education in
Mdawi. Given tha the primary schodl is experiencing some problems it would be
interesting to find out how much the teacher education programme is addressng those
issues. Some of the issues beleaguering the sysem are large pupil populations in the
infant section, high rates of absenteeism failure and dropout and specia needs pupils.
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Appendix 1:National PSL CE examination results and transition rates 1992 -

1996
Years Entered Passed % Pass Form One Transition
Places rate

1992 96,434 60,418 62.7 7,550 8.0

1993 97,600 65,535 67.1 7,550 8.7

1994 103,833 82,288 79.3 7,620 10.8

1995 116,992 84,956 72.6 7,700 11.0

1996 120,881 74,644 61.7 8,004 9.3

Note: PSLCE = Primary School Leaving Certificate Examination

Appendix 2: Malawi school certificate examination (M SCE) results 1992 — 1996

Years Entered Passed % Pass
1992 8,050 5,629 69.9
1993 8,898 5,790 65.1
1994 9,115 5,960 65.4
1995 8,482 4,633 54.6
1996 12,243 6,354 51.9

Source: Education Statistics 1996.

Appendix 3: Number of passersat one sitting during examination in MCDE
centres 1991/92 — 1995/96

Examination 1992/93 1992/93 1993/94 1994/95 1995/96
JCE 18,322 10,857 15,525 15,764 22,165
M.CE 390 1910 2,731 2,773 1275

J.C.E = Junior Certificate Examinations; M.C.E = Maawi Certificate Examinations
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Appendix 4: Costsin Lilongwe Teachers Training College (MK)

PERSONAL EMOLUMENTS

001
002
005

017

104
105
107
116
117
118
121
123
124

128
130

131

132

137
140
141
146
147
148
150
151
152

153

Actual Approved

Sdaries .. .. .. . .. 273,888
Non-established staff .. 34,082
Professional & responsibility
alowances 0 0
Student Allowance 79,000

387,112

GOODSAND SERVICES

Boarding 140,000 144,133
Cleaning Materials 6,000 10,000
Consumable Stores 14,735 15,000
Fuel & Lubricants 23,048 30,000
Heating & Lighting 74,963 55,000
Hiring Costs 7,965 8,000
Hotel Charges 474 2,000
Internal Training 150,143 150,000
Leave Grant,Transfer & Dist.

Allowances 12,000 14,000
Maintenance of Buildings(a) 25,000 25,000
Maintenance of Office

Equipment 0 500
Maintenance of Motor
Vehicles 32,000 30,000
Maintenance of plant &
Equipment 5,000 6,000
Postage & Postal Charges 0 200
Publication & Advertising 9 1,000
Public Transport 531 2,000
Stationery 17,677 14,000
Subsistence Allowance - 815 5,000
Telephone Charges 9,711 11,000
Transport Claims 2,094 2,000
Tuition 65,000 45,000
Uniform & Protective
Clothing 5,000 6,000
Water & Sanitation 80,395 70,000
TOTAL GOODSAND SERVICES 670,930 645,833
Programme 004-Cost Centre005 MK 670,930 1,032,945

Revised Estimate
509,000 524,000
52,691 50,050
8,500
0 120,000
640,691 702,550
185,000 185,000
10,000 10,000
15,000 20,000
30,000 35,000
100,000 120,000
8,000 10,000
0 2,000
160,000 100,000
11,000 12,000
24,163 0
500 1,000
30,000 40,000
6,000 10,000
200 300
379 2,000
2,000 5,000
14,000 20,000
1,000 15,000
11,000 15,000
2,000 3,000
45,000 50,000
6,000 6,000
122,998 120,000
784,240 785,300
1,424,931 1,487,850
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