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Executive Summary

1. Background

The present study was commissioned by UNICEF/Sida in collaboration with the Ministry of
Education, Youth, and Sports (MoEYS) in order to inform efforts to formulate effective policies
and interventions for reducing student repetition in Cambodian primary schools. The study was
conducted by the local NGO called Kampuchean Action for Primary Education (KAPE) during
the 5 month period from November, 1999 to March, 2000. In addition to developing a number of
recommendations for the Ministry to consider, the study has attempted to provide an empirical
basis for better understanding student repetition in Cambodia. A survey encompassing 18
schools in 5 provinces and Phnom Penh provided the primary means for developing such an
understanding. The schools selected for this survey provided a range of contrasts along a number
of different dimensions including wurban/rural areas, minority/majority  groups,

assisted/unassisted schools, and geographical locations taking in the West, Central Plains, and
Northeast.

2. Broad Aims

In addition to the survey results and recommendations presented in this report, the study has
also tried to provide a compendium of general information on student repetition both in and
outside of Cambodia. A concise portrait of the repetition situation in Cambodia has been
provided which describes historical trends, current magnitudes and variations, international
comparisons, and factors most related to the occurrence of repetition. Factors relating to class
size, availability of blackboards, directors’ years of experience, and many others have been
identified through statistical analyses of national data provided by the Ministry’s Education
Management and Information System (EMIS).

The study has also summarized some of the important issues regarding student repetition in
the international literature on the subject. These highlights include the most common causes of
repetition, problems in the interpretation of data, the effectiveness of repetition as an
intervention to promote learning, as well as the connection to dropout and minority languages.
Cross-national experiences and various strategies to reduce repetition have also been provided
and will hopefully be a useful tool for policymakers. Although it is often difficult to generalize
strategies from one context to another, 5 general principles stand out to guide policy
formulation. These include the need to prioritize, develop comprehensive strategies, fine tune

interventions to each location or group, build policies on consensus, and consider sectoral
approaches. ’

The study also sought to assess the consequences of repetition looking at direct and indirect
costs to stakeholders as well as effects on students.

Survey activities sought to investigate a number of important issues. One of these included
the development of a prediction model which not only indicated the best predictors of repetition
but also their interrelationships. Other research activities undertook to better understand school
practices encompassing the internal evaluation of children and the nature of the promotional
decision-making process; the effects of technical assistance; and the attitudes of educational
stakeholders towards repetition. The study also conducted interviews with repeaters and
dropouts to determine attitudes towards life and learning and to see whether these had been
negatively affected by their diminutive educational status.
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3. Summary of Findings

One of the most interesting findings of the study concerned the identification of repetition
predictors through a logistic regression analysis. Those predictors identified included
attendance, times previously repeated, premature enrollment, preschool enrollment, and school
governance. While the predictive role of many of these factors may not be surprising, the way in
which they were linked with other variables was. In this respect, it was found that aftendance
mediates the effects of a number of other important variables commonly associated with
repetition. These include levels of parental education, family income, minority/majority
language, and urban/rural residence to name but a few. Students with the best attendance were
found to come from households with more highly educated parents and higher incomes. When
this finding was considered with another discovery that technically assisted schools are better
managed and have higher repetition rates, a startling picture begins to emerge. This refers to the
very strong possibility that past technical assistance has been most benefiting the children with a
lower risk of repeating. High risk children who appear to have lower attendance rates and come
from poorer families are not in school enough to benefit from traditional quality inputs such as
teacher training, teaching aids, or library services and thus apparently continue to repeat in more
disproportionate numbers than their better off counterparts. Unassisted schools on the other hand
were found to have weaker evaluation practices, poorer management, and higher promotion
rates. But more of these promoted students in unassisted schools failed externally administered
achievement tests than was true in assisted schools. Thus, technical assistance seems to have
exacerbated the differences between high and low risk groups. These findings make a strong
argument for diversifying technical assistance to include more than the traditional approaches
for improving school quality. This suggests the need for a major initiative to a1d high risk
children through nontraditional approaches which target out-of-school factors.

The counterintuitive findings relating to the effect of technical assistance on promotion rates
raises serious questions about the meaningfulness of repetition data as a valid indicator of
educational attainment. Depending on the source, repetition data can have very different
meanings. Variability in educational standards will always be a problem in any educational

system but it seems that current levels of variability among schools may have reached beyond an
acceptable threshold.

As alluded to above, another interesting survey finding related to the differences in
evaluation practices in technically assisted and unassisted schools with respect to their level of
validity. Technically assisted schools were characterized by significantly better correlational
values with external achievement measures than was true of unassisted ones. Among the schools
receiving no assistance, evaluation seemed to be least valid in the lowest primary grades,
especially Grade 1. Internal marking components (e.g., First Term, Second Term, Yearly, and
Monthly) with the highest levels of validity seemed to be those characterized by continuous
assessment. These findings suggest the basis for a possible review of grading policy with respect
to the way that the information used for promotional decision-making is generated.

Promotional decision-making practices were found to be highly variable with a mix of both
creative and arbitrary approaches being employed by the schools surveyed. Several official
criteria (such as attendance and behavior) are often ignored by most teachers who appear to be
the primary promotional decision-makers in schools. Students with passing marks are sometimes
repeated and those with failing marks sometimes promoted. Actual practice clearly seems to be

adrift with an acute need for a restatement of documented guidelines to inform the promotional
decision-making process.
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An investigation of the attitudes of parents, teachers, and school directors showed surprising
uniformity on a number of important points. These included attributing the primary cause of
repetition to families’ lack of monetary resources and their failure to value education. Only a
noticeable minority of teachers (22%) acknowledged the overriding primacy of poor attendance
as a leading cause of repetition. Education stakeholders also seemed to agree that poor
infrastructure was the least important cause of repetition and that the best approaches to
reducing it should stress out-of-school factors. An important point of some divergence in views
relates to the effectiveness of repetition as an intervention which improves student learning.
Although parents seemed to be split in their view as to its effectiveness, those with positive
views outnumbered those with negative views by a slight margin. Among teachers and directors,
the opposite trends held true with more of both groups having a more negative view. One
notable point of uniformity among stakeholder groups was the general consensus that repetition
should probably not be abolished as a Ministry policy. Teachers and parents opposed its
abolition by a margin of 73% and directors by 61%.

Interviews with repeaters and dropouts were somewhat hampered by social desirability
response bias which seems to have pushed students to give socially acceptable responses.
Névertheless, a number of interesting response patterns was still found. For example, when
asked to describe their view of life, 56.5% of dropouts used negative words whereas this was
true of only 33.4% of repeaters. When using words to describe their view of the school, both
groups used positive words by an overwhelmingly large margin (90% among repeaters and 78%
among dropouts). From these and similar response patterns, dropouts seemed to have lives
tinged by despair by a margin somewhat larger than among students still in school albeit in a
repeated status. Another interesting finding -was that a majority of repeaters maintained that
repeating had helped them “learn more.” This was the only tangible evidence the study could

generate regarding the question of the effectiveness of repetition; that is, does it improve
children’s learning.'

A review of the consequences of repetition revealed a startling level of added costs to
stakeholders, especially to government and households. Based on 1999 data, added costs, both
direct and indirect, were estimated to exceed $40,000,000 in the last academic year alone. By
requiring a student 14.3 years to complete a primary cycle, costs per graduate were also much
inflated. Even if, for the sake of argument, these costs were re-estimated to be half the value
found, they would still constitute a staggering amount for Cambodian society to bear. The high
cost burden has underlined the urgency to move quickly to stem the waste of scarce resources
quickly through such seemingly. costless measures as automatic promotion. A dilemma arises,
however, between the very real need to reduce the phenomenal economic waste associated with
repetition and the need to address the underlying factors which cause it. These causes refer to the
fundamental fact that Cambodian children are not learning. The danger of automatic promotion
is that it would address outward symptoms but leave the disease dangerously out of sight but
still festering beneath the surface. Strategies which acknowledge both these needs are required.

4. Recommendations

Based on the above findings, the following recommendations have been made to the Ministry
of Education, Youth, and Sports:

! Because of the timing of the study at the beginning of the academic year, it was not possible to determine whether

repeaters had actually learned more as a result of repeating by comparing baseline achievement data with end of
year data. ;
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Strategy Group 1: Organization and management of interventions

a) Establish a student repetition national taskforce
b) Develop intervention menus aimed at reducing repetition to stimulate local planning

c¢) Develop district and provincial repetition profiles to inform local planning and
problem identification

Strategy Group 2: Systematize, rationalize, and formalize the criteria which guide promotional
decision-making

a) Review current promotional decision-making practices in schools which guide
promotional decision-making (e.g., many teachers do not consider attendance in their
decision-making)

b) Re-issue promotional guidelines in a concise, documented form

¢) Consider formal creation of a category of borderline students who may be either
repeated or promoted depending on local discretion

Strategy Group 3: Review evaluation practices and grading guidelines used in schools

a) Reconsider the weighting formulae of internal marks to enhance validity

b) Reconsider the weighting formulae for minor subjects in monthly and term marking
schemes

¢) Review and revise Grade 1 evaluation practices

d) Support cluster-based testing to increase reliability of performance ‘data as well as
local accountability

Strategy Group 4: Specific interventions to be considered

a) General options
e greater enforcement of the age rule for enrollment
¢ increasing contact hours for students

o expanding preschool access for specific groups at high risk
b) Consider automatic promotion as a secondary strategy only
¢) Use reduction targets cautiously
d) Set in motion a new round of educational improvement initiatives which stress out-
of-school factors including the following:

e community-based remediation classes which target groups with the highest
risk of repeating

cross-age peer tutoring
community-based attendance tracking systems
service referral systems to address the problems causing high absenteeism

expanded adult literacy classes to improve parental educational levels
need based student scholarship programs
attendance incentives

5. Areas for Further Research

a) Assess the effectiveness of repetition to increase student learning and possible
differences which may exist by sex

b) Conduct longitudinal studies on students using extensive data from the current study
¢) Other possible research activities include investigating the following;
o The relationship between technical assistance and student repetition
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e The effect of the double shift system on student repetition
e The relationship between class size and student repetition
¢ The relationship between teaching style and educational attainment
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PART I

Background and Overview



Introduction

1.1. Purpose and Objectives

The phenomenon of student repetition has been an enduring feature of the educational landscape
in Cambodia since the beginning of the reconstruction period in 1979. Student repetition has been
particularly endemic in the primary education sector which is the subject of this reporte
Considerable amounts of resources have been allocated by the government to reduce student
repetition, especially during the last decade when many international donors began to help the
Ministry of Education, Youth, and Sports (MoEYS) to develop the educational system. Based on
the experience of other countries, many large programs have been implemented to improve the
educational attainment of students and reduce repetition. These have included the provision of
better textbooks, teacher training, distance education, infrastructural development, and school
clustering to name but a few.

Many of the above programs, however, have been implemented in the absence of a strong

empirical base of information specific to the Cambodian context. To be sure, local and international
educators have amassed a wealth of knowledge about strategies that can work to reduce repetition
in Cambodia but much of this has been confined to specific contexts or isolated geographical areas.
With a few notable exceptions (e.g, UNICEF, 1994, MoEYS-CARE, 1998), systematic
investigations of students’ educational attainment in the primary grades have been few in number. It
is for this reason that the Ministry of Education, Youth, and Sports and UNICEF have
commissioned the present study. This study is especially relevant now because the Ministry is

currently considering a number of policy changes through which to reduce the very high rate of

repetition in primary schools, notably in the lower primary grades. These include the possibility of
automatic promotion in certain grades and large scale student remediation to increase learning
outside of the classroom. Hopefully, the findings contained in this report will assist Ministry

planners and local educaters in general in formulating policies and strategies which will be effective
and long-lasting.

In agreement with the MOEYS and UNICEF, the formal objectives of the current study have
been formulated as follows:

1.2. Scope and Focus

In accordance with the above objectives, the content of this study includes an overview of the
repetition phenomenon in Cambodia, a brief survey of repetition issues found in the literature, some
interesting lessons learned from other countries with respect to various strategies used to reduce
repetition, methodology and research findings of the study, consequences, and recommendations.

Because of the large scope of the repetition problem in Cambodia and constraints in both time
and resources, the research activities undertaken as part of this study have taken as their focus the

1
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problem of repetition in the lower primary grades, particularly Grades 1, 2, and 3. This seemed
appropriate given that of the 514,363 primary school children who repeated a grade in the 1998-9
academic year, 464,140 or 90.2% were in one of these three grades. Of these, 55.1% were Grade 1
students alone (Education Management and Information System, 1999). It should be noted,
however, that the general problem of repetition in all grades is still undertaken by the study in its
general overview of the problem and in the examination of province wide reporting but not as a
matter of field based empirical inquiry.

The study's research design addresses 5 questions which are described in greater detail below
These research questions can be summarized as follows:

1.  What factors best predict the likelihood of a student to repeat?

2. Is the evaluation system which determines a student’s promotion or repetition valid?

3. Are there any statistically significant differences in repetition in schools which have received technical
assistance and those which have not ? and Are there statistically significant differences between urban,
semi-urban, and rural schools in terms of their rates of repetition?

4. How do parents’, teachers’, and directors’ attitudes differ with respect to specific issues relating to
repetition ?

5. What are the attitudes of repeaters towards life and learning?

In addition to the study of predictive factors associated with the repetition problem in Cambodia,
this study has also placed major emphasis on an analysis of the "structural" factors within the
educational system which may contribute to high levels of student repetition (cf. Research Question
2). This is to say that repetition may have both "cause-specific" aspects (e.g., socio-economic
background of students, overcrowded classrooms, etc.) as well as aspects which stem from: the
manner in which children are evaluated. Accordingly, the study has tried to investigate this aspect
of repetition through an assessment of the concurrent validity of evaluation in selected schools, an
examination of the internal reliability of student marks, and an overview of promotional decision-
making practices leading to repetition. There are several examples in the research literature on
repetition which give a strong basis for placing a high priority on the exploration of the structural
factors which seem to prevent children from advancing to the next grade. For example, two major
studies in Latin America conducted during the early 90’s found no consistent relationship between
students' academic performance and being promoted (McGinn, 1992; Schiefelbein and Wolff,
1993). Therefore, a major analysis of the structure of the evaluation system within schools should -
help to validate the process through which repetition occurs.

Another major theme defining research activities concerns the effectiveness of the development
assistance provided since the early 90°s with respect to hoped for reductions in student repetition
(cf. Research Question 3). This research question has been approached by studying a number of
schoals which have received such assistance and those which have not. Assistance in this respect is
defined mainly in terms of technical inputs such as teacher training, management practices, the
provision of teaching aids, and institution building (e.g., cluster school development). 'The fact that
technical assistance provided by different donors varies greatly in both quality and quantity is an
important limitation in conducting this kind of analysis. Nevertheless, the bottom line in providing
assistance by all donors has been an implicit expectation that repetition rates will decline. This,
therefore, seemed to be an appropriate justification for including this analysis in the study’s research
design. Conclusions in this regard have major implications for recommendations since it has often
been assumed that technical inputs such as teacher training are the key to reducing repetition.

The final grouping of research activities in this study has tried to assess the perceptions of
teachers, school directors, parents, and children themselves about the repetition phenomenon in
Cambodia (cf. Research Questions 4 and 5). Understanding the perceptions of stakeholders is seen
as critically important since any policy formulation wishing to address the repetition problem can
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only hope to succeed with public support. Stakeholder perceptions have been studied from 3 major
perspectives, namely the effectiveness of repetition as a policy, the causes of repetition, and possible
strategies through which to reduce repetition. Research findings with respect to perceptions of

repetition will surely assist the Ministry in its efforts to enlist public support in reducing the number.
of children who must repeat grades every year.

" A review of policies and interventions frequently employed in other countries is also undertaken
in this document. Because it is difficult to generalize from context to context, the most important
lessons learned in other countries are summarized as a number of important principles to guide
pohcy formulation. Policies aimed at reducing repetition tend to achieve the most when they match
aims to existing resources and local conditions; when they consider the impact of interventions on
other subsectors such as secondary or preschool institutions; and when they take into consideration
the viewpoints of important stakeholders. Building policies on consensus is an important lesson
from many countries (e.g., Honduras, McGinn, 1992) where efforts to reduce repetition (such as
automatic promotion) were not successful because local educators and the public did not accept the
basic premise of the policy. Given its customary centrality in discussions of repetition, special care
has been taken to discuss some of the merits and demerits of automatic promotion as a policy
intervention. These include its effectiveness as a means to greatly conserve scarce resources and

maximize internal efficiency as well as frequent criticisms that it reduces accountability and lowers
educational standards.

This report concludes with a discussion of the consequences of student repetition in Cambodia,
some general conclusions, and recommendations to improve promotion rates. Consequences are
looked at chiefly in terms of impacts on efficiency and educational effectiveness. Based on unit
costs per pupil recently estimated by Bray (1998), it has been possible to estimate both the direct
and indirect costs associated with student repetition. These economic costs have been found to be
staggering both for government and private households. Although educational research in
Cambodia has not been ablie to determine whether children’s learning actvally improves as a result
of repetition, the study has found thai educational effectiveness is greatly compromised by a more
than doubling of the number of years required for a student to move through a single primary cycle.

The recommendations provided in this report are based on the some of the approaches used
successfully in other countries as well as the empirical findings of the survey itself. The
recommendations presented cover a number of policy options (such as creation of a national
taskforce to address repetition issues, expansion of preschools, and systematic provision of remedial
support to students), the development of intervention menus and local repetition profiles;
rationalizing promotional criteria and grading policy; and suggestions for further research.
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2.1. Definitions and Criteria for Student Repetition

A “repeater” in Cambodia is defined in much the same way as in other countries. According to
UNESCO, a repeater is any student “who throughout a given school year remains in the same class
and performs the same work as in the previous year” (UNESCO, 1984). The criteria through which
countries determine whether a student should repeat a grade or not, however, differ greatly from
place to place. In Cambodia, promotion decisions ‘officially’ occur on the basis of mastery of the
prescribed curriculum, attendance, and behavior. In order to be promoted to the next grade, a child
must have achieved a passing annual average of 5.0, not have been absent more than 30 days, and ex-
hibited proper behavior (subjectively defined by the teacher). These criteria are all weighted equally
and are each a necessary criterion for moving on to the next grade. But in actual practice, most teach-
ers in Cambodia seem to place exclusive emphasis on the combined average score in all subjects on
monthly, term, and end of year tests, all of which are administered internally (that is, by schools, dis-
tricts, and provinces)." Thus, attendance and behavior have largely become secondary criteria in pro-
motional decision-making and in most cases are superseded if annual averages exceed 5.0.

As in many countries, the marking system in Cambodian schools is characterized by “global aver-
aging” as opposed to other marking systems which require mastery of core subjects in order to pass
on to the next grade. Cambodian children receive monthly and term marks in a wide array of subjects
during the school year (Table 2.1). For monthly averages, studeiits are graded according to perform-
ance in 19 subjects; for term tests, they are evaluated on performance in 12. At the end of the first
term, monthly marks are averaged with a score on an end-of-term test in each of the subjects indi-
cated in Table 2.1. Monthly marks and term marks are weighted in an equal proportion of 50-50. At
the end of the second term (which is also the end of the year), a similar process occurs with the end-
of-term test being replaced with an end-of-year test which according to Ministry guidelines need not
necessarily be cumulative in coverage. An average score in all subjects is then computed for the sec-
ond term much as it is for the first. This overall average score is then multiplied by 2, added ‘with the
combined average score from the first term and divided by 3. On a scale of 10, the cut-off point for
passing in Cambodia is an overall combined average for all subjects of 5.00. This compares with
other cut-off points of 40% in India, 55% in the Netherlands, and 65% in the United States (equiva-
lent to 4.00, 5.50, and 6.50 on the Cambodian marking scale). The intention of this policy is that

promotion to the next grade should be contingent upon mastery of at least 50% of “all” the content
taught.

But there are questions regarding the degree to which the final averages deriving from this mark-
ing system reflect the learning time spent by children in different subjects, especially the core sub-
jects of Khmer and mathematics (Table 2.1). For example, according to the official Ministry curricu-
lum, students are supposed to spend 36.1% of the available study hours learning Khmer. This major
subject, however, is weighted at about 31.6% for monthly marking and only 25% for term tests.
Similar variation can also be seen in the weighting for mathematics in term tests and the number of
actual hours spent in study (8.3% in weighting vs 16.7% in hours allocated). But the widest degree of
variation can be found between the study time spent on social studies and its weighting in both
monthly and term test schemes. In this respect, only 24.5% of curriculum time is set aside for social
studies but it receives a total weighting of 36.8% on monthly evaluations and 58.3% in term tests.
Given that much of this weighting is for such subjects as drawing, music, and dance which students
usually get very high marks in, there is an inflationary effect on overall marking. This effect will be
discussed again in the context of survey findings on concurrent validity.

! This assumption is based on focus group discussions conducted in 6 schools in which the majority of teachers stressed
the primacy of point score averages over attendance/behavior as the main determinants of whether students are promoted
or repeated. .
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. Subject Cuarriculum Monthly Mark  1st Term Test  2nd Term Test
Weighting ‘Weighting Weighting Weighting
1. Listening (kh) - 5.26% - -
2. Speaking (kh) - 5.26% - -
3. Reading (kh) - 5.26% 8.33% 8.33%
4. Dictation (kh) - 5.26% 8.33% 8.33%
5. Composition (kh) - 5.26% 8.33% 8.33%
6. Grammar (kh) - 5.26% - -
Subtotal (kh) 36.1% 31.56% 24.99% 24.99%
7. Oral Work (ma) -- 5.26% -- -
8. Written Work (ma) - 5.26% 8.33% 8.33%
9. Homework (ma) - 5.26% - --
Subtotal (ma) 16.7% 15.78% 8.33% 8.33%
"10. Science (om) 9.4% 5.26% 8.33% 8.33%
11. Geography (ss) - 5.26% 8.33% 8.33%
12. History (ss) - 5.26% 8.33% 8.33%
13. Civics (ss) - 5.26% 8.33% 8.33%
14. Penmenship (ss) - 5.26% 8.33% R.33%
15. Drawing (ss/a) -- 5.26% 8.33% 8.33%
16. Singing/Dance (ss/a) -- 5.26% 8.33% 8.33%
17. Hand Work* (ss/a) - 5.26% 8.33% 8.33%
Subtotal (ss) 24.5% 36.82% 58.31 58.31
18. Foreign Language (om) 3.3% 5.26% - -
19. Sports (om) 6.7% 5.26% - -
20. Special Activity (om)*** 3.3% - - -
GRAND TOTAL 100% 100%** 100%** 100%**
L]
kh: Khmer
- Sl Suis Al B C
a:Ars Monthly Average Average Average
om: Other Minor Subjects for 15t Term for 15t Term for 2nd Term
310;?;& teachers interpret Hand Work Monthl);Aiverage
to be School Yard Work for 2nd Term

**Total may vary slightly due to rounding
***Not evaluated

Based on data provided by MoEYS
(1999) and Official Grade Books

Al+ B + (A2+ C)2
Yearly _ 2 2

Average 3
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Compliance with marking guidelines is also open to a wide range of interpretation at the local
level. This is partly because the guidelines governing marking schemes are from a circular first issued
by the Ministry in 1987 and because considerable drift has occurred since then with respect to the
way current guidelines are implemented. For example, the original guidelines state that marks for
Grade 1 children need only be recorded during the second term but several of the schools studied re-

ported being encouraged by district and provincial officials to record and average marks from both
terms.

Term testing is another area of wide variation found among schools. In some provinces, term tests
are set by the Provincial Office of Education while in others they are set by clusters and still others by
the individual school or teacher. Teacher set tests, however, seem to be the norm and can range in
scope from 2 or 3 questions per subject to as many as 10 or more depending on the teacher. Several
members of the Dept. of Primary and Preschools have voiced their concern with current marking
practices and believe the Ministry will soon be moving to rationalize grading policy. It should be rec-
ognized, however, that there are both advantages and disadvantages with the current system. On the
one hand, schools and local educational authorities have received a great deal of de facto flexibility to
develop a marking system which meets their individual needs, locally defined. An obvious disadvan-
tage is that many schools with poorer management practices may be employing criteria for promotion
and repetition derived from a grading policy which has become highly arbitrary in its interpretation.
A more thorough discussion of the internal evaluation system in individual schools, however, will be
undertaken in a later section (cf. Research Question 2). But it should suffice to say at this point that
promotional decisions seem to be occurring with a wide range of variation in individual primary
schools with respect to the grading criteria employed.

2.2. The Repetition Situation in Cambodia: Past and Present

Historically, flow rates in Cambodia have always been low with evidence of some recovery occur-
ring during the late 1980s. Reconstructing the number of students ﬂowmg through the system during
the prevnous decade,
however, is problematic

' due to the many diffi-

Grade |1979-80 1980-1* 1981-2* 1982-3* 19834 1984-5* 1985-6 19867 1987-8 1988- . .
. . culties facing the. edu-
! cational system at the
2 time owing to civil war
3 and international isola-
1 tion. Statistics from the
5 80’s are scanty and not
- always expressed as

*Indicates full cycle of 5 years

formal rates of repeti-

tion or dropout. Some-
what before the advent of the Paris Accords in 1991, a survey team under the

auspices of UNDP tried to assess rates of completion in the primary school
system which at that time extended up to Grade 5 (Table 2.2). According to
Grade  Repetition the information compiled which included both students repeating a grade as

Source: UNDP, 1989

~2c et well as those dropping out, rates of completion of a primary cycle were found

1 34-62% to be very low during the middle of the decade but then began to recover to-

2 20-35% wards the end. For the very first cohort of Grade 1 students joining the edu-

s 14-26% cational system in 1979, the completion rate was only 9.0% at the end of the

s ettt primary cycle (1983-4). This compared with a completion rate of 46.9% at

the end of the cycle beginning in 1983-4 and 48.7% for the cycle beginning

s 0-16% in 1984-5. During the 1990s, however, rates of completion seem to have
[ 0-12%

Source: EMIS, 1999 6
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stagnated with govern-
ment reporting survival
rates to Grade 5 of only
about 45.2% in the 1997-8
academic year (MoOEYS,
1999).

50 9

41.9
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42.7

Legend
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41.2
409

With respect to the
magnitude of grade repeti-
tion at the present time,
one can observe wide
variations between grades,
regions, and socio-
economic  settings. The
wide range of variation in
reported rates of repetition
by provinces for individual
grades can be seen clearly |- Year
in Table 2.3. The repeti- | Source: EMIS, 1999
tion rate for Grade 1 alone

varies within a range of almost 30 percentage points and is nearly 5 times greater than the maximum
repetition rate reported for Grade 6. During the current decade, rates of repetition have improved con-
siderably for the higher primary grades due in large measure to the abolition of the externally admin-
istered Grade 5 exit examination afier the 1995-6 academic year (Figure 2.1). This is a clear example
where a policy can achieve a reduction in repetition though this must necessarily be distinguished
from an increase in educational attainment since the two are not always the same.

Percentage (%)

But while grade repetition in the higher grades has recently declined, repetition rates in the lower
grades have stubbornly remained at a very high ievel. For Grade 1 especially, these rates have hov-
ered at about 40% since the start of the decade. This situation has persisted in spite of donor invest-
ments in the primary education sector averaging about $US14.6 million per year since 1994
(MoEYS, 1999). As noted in Table 2.3, even those provinces with the least malignant rates of student
repetition in Grade 1 still evince rates which exceed 30%.

As in many other developing educational sys-
tems, repetition rates in Cambodia also vary
widely between urban, rural, and remote settings.
This variation is highly consistent throughout all
primary grades (Figure 2.2). MoEYS defines ur-
ban schools in terms of locations in large cities
like Phnom Penh and Battambang or provincial 1
and district towns. Remote schools are those 7
which are in locations of “isolation” or where
communication is difficult (EMIS, 1999). All
other schools are defined as rural. Although there
may be wide variation in the way district and pro- 10 1
vincial educational authorities interpret these
definitions, there seems to be enough uniformity
to result in distinct patterns of differences among
schools in these three settings. Source: EMIS, 1999 Grade
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Percentage (%)
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Returning once again to provincial reporting of student repetition, one can see that aggregated na-
tional reporting often masks unmistakable differences in educational conditions in different parts of
the country. For example, of the 23 provincial and municipal educaticnal authorities in Cambodia, 15
or more than half have repetition rates for boys and girls which exceed the national average (Figure
2.3). And not all of these jurisdictions are remote or sparsely populated but include densely populated
provinces such as Kampong Cham and Prey Veng which each comprise approximately 14% and 9%
of all primary school enrollment, respectively. The cause of regional variations in repetition rate: is
not understood clearly although there is considerable cause for speculation that much of the differ-
ence arises from differing standards of evaluation within schools, variable attendance by students,
and irregularities in reporting. For example, one of the schools included in this study had reported a
repetition rate to EMIS of only 1% for Grade 1 for the 1998-9 academic year, but a site visit to the
school found an actual repetition rate of over 10%. This was not an isolated incident but was found to
be true of several of the schools used in this study, even given its small sample size. Similarly, an in-
vestigation of the concurrent validity of the internal evaluation practices in different schools has also
indicated wide differences in evaluation practices between schools. These findings are further dis-
cussed in a later section.

An often missed fact about repetition in Cambodia is that repetition rates tend to be higher for
boys than for girls. This phenomenon is stark in its uniformity. In fact, there is not a single province
or municipality where boys” overall repetition rate does not exceed that of girls. The cause of this dif-
ference between boys and girls is not known. One recent study, however, did note that girls were ob-
served by teachers to participate in class more than boys and that this could possibly account for their
higher achievement (MoEYS-CARE, 1998, p. 40). Other possible explanations could include a
higher prevalence of discipline problems for boys, the pull of opportunity costs from lost employ-
ment, or a lower aptitude for verbal skills in a national curriculum which sets aside more than 36% of
class time for language. More systematic investigation of this issue is clearly required.

8
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A discussion of regional differences
in overall repetition rate would not be
complete without noting some of the re-
markable changes which have occurred
during the last 5 years. These changes
can-be seen clearly from the maps in
Figuré 2.4. Although the remote prov-
inces of the North and Northeast con-
tinue to be plagued by total repetition
rates of over 35%, several provinces in
the West and Central Plains have made
notable reductions in their rates of repe-
tition. These provinces include Battam-
bang, Bantheay Meanchey, Takeo,
Phnom Penh, and Kandal and to a lesser
.extent Kampong Cham, Prey Veng, and
Svay Rieng. Although the reason for
these improvements may be entirely ser-
endipitous, it may also not entirely be a
coincidence that these are also the same
provinces which have received a lion’s
share of development assistance during
these last 5 years.

But as noted above, any euphoria
from these observations should be tem-
pered by the very high likelihood that
much of the reduction in repetition in
these provinces has occurred as a result
of increases in promotion rates in the
higher grades and that repetition in the
lower grades continues to be very high.
For example, between the years in ques-
tion, repetition rates in Battambang,
Kandal, Kampong Cham, Phnom Penh,
and Takeo were found to decrease an av-
erage of 31.8% for Grade 5. On the other
hand, the same provinces have achieved
a reduction in repetition rates for Grade 1
of only 3.4% (on average). Thus, the de-
clines in evidence seem to be due pri-
marily to reductions in higher grade
repetition.

2.3. International Comparisons
Comparisons of the internal efficiency
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of primary education systems in other Least Developed Countries shows Cambodia to have a signifi-
cantly lower coefficient of efficiency (Figure 2.5). The coefficient of efficiency is a measure of the
internal efficiency of an educational system and takes into account both the number of students who
must repeat a grade during a primary cycle as well as the number of students who drop out. This sta-
tistic is calculated as the ratio between the optimal number of years required for a given student co-

9
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hort to complete a primary cycle

if there were no repeaters or

dropouts and the actual number

of years required by a given co- — o7
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Comparisons of the rate of repetition within the East Asia/Pacific region (Figure 2.6) show much
the same story with Cambodia and the Lao PDR much ahead of other countries in the region with re-

spect to iotal repetition rate. These repetition rates, however, do not take into account the fact that

several of the countries displayed have policies
which prohibit student repetition (e.g., Malaysia)
so that conclusions about educational attainment
in each of these countries are difficult on the
basis of their reported rates of repetition only.

While international comparisons of the na-
ture described above are sometimes useful to get
some relative idea of the range of repetition
problems in different countries, inferences about
educational conditions are usually not possible,
or even wise. This is because of the important
differences which exist between contexts rang-
ing from the policies governing repetition to dif-
ferent social conditions, examination practices,
efc. to say nothing of the reliability of the data
reported (see for example the difference in re-
ported estimates between UNESCO and EMIS,

Lao PDR
Solomon islands
Brunel

Tonga
indonesia
Thattand

Samoa 2
China 2
Mongotia i 1
Vanuatu
Tuvaly

Papua New Guinea
Malaysia
Rep. of Korea
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*Note: UNESCO estimate reported here
differs from an estimate of 26.3%
reported by EMIS for the same year.

0

Source: UNESCO, 1998
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Figure 2.6). As an extreme case in point of the dangers of comparison between contexts based on
variable repetition rates and coefficients of efficiency, one might take the province of Battambang

2 An analysis conducted by ADB using 1999 data found a coefficient of efficiency of 42% requiring 14.3 years to com-
plete a primary cycle (cf. Education Flow Rate & Analysis Projections 1998-2010, SEIP, Ministry of Education, Youth, &

Sports, 1999).
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and the US State of Arizona (which abandoned a policy of social promotion in the early 1980s). Ac-
cording to the US Bureau of the Census, the repetition rate in this state for Grade 2 was 20% which
coincidentally is the same rate reported by the Province of Battambang among its Grade 2 students in
1998. One would be hard pressed, however, to conclude that educational conditions between schools -
in these two settings are in any way comparable. Thus, any conclusions about relative educational

conditions implied by the comparative repetition data presented in this section should be made with _
extreme caution.

2.4. What Is Known about Repetition in Cambodia Today ?

Much has been written about student repetition in Cambodia. During the last 10 years especially,
great strides have been made by policy makers and local educational practitioners in understanding
student repetition in all its various dimensions including its magnitude, possible causes, and regional
variations, among others. Due largely to much expanded compilation of data at the national level, it is
now possible to systematically look at factors associated with student repetition in the primary
grades. For example, using reported national data from all schools, it has been possible to assess the
magnitude and direction of relationships between selected factors and student repetition in all prov-
inces. Some of the observed relationships which are statistically significant are presented in Table
2.4. Here, one can see over 20 factors which are inversely or negatively related with student repeti-
tion in the primary grades. According to this table, it can be seen that the more schools with 2 shifts,
or a high number of classrooms, or with school directors with a secondary education, the lower the
PRrpIEarae rate of repetition reported -in those prov-
inces.

Inversely reiated factors (in descending order of magnitud)  Correlation In conducting such correlation analyses,
1. Perceatage of schools wil?, 21 shifts 20.70 one must be careful not to necessarily imply
2. Number of rooms per schoo -0.68 : : .
3. Number of classes per school . 087 cause to a given relationship as there may
4 Dorvaatage gf) directors with Uppor sccondary education  -0.63 be other underlying factors which also hap-
9,2 gumbergo fextbooks pet pupil tvca 3128 pen to be related to the facior selected for
. Percentage of 1 b = catt . . .
3 gm,o"f;a%g{;:{chﬂ;:“:“@: ucation 059 analysis. For example, the reason that di-
. VeTage numl OI teacners wi ChOT guldes . 2 1 M
10 Nomberof fpershool , 4% relctors leygl of education may be ifrrlversellly
. rercentage ol schools recéiving atd rom the commumn . T
12. Percentage of school receiving aid from NGOs -0.52 elated. wit Tep 'etlt.lop may stem from the
13. Poroeatago of schools with offccs 031 fact that such individuals prefer to seek
}gj l,:m,,g""""'g: 3§:§a§£:mh‘:'¥homﬁ‘;,e”““&h;§m . 3:33 postings in urban areas where parents tend
. Percentage of nonteaching 0 are female . 3 1.
17, Average sumbor of years of scrvice of directors 048 to be more highly educated and whose chil
18. Number of female principals (for girls repefitionrate) 041 dren thus perform better academically. Or it
19. Percentage of teachers with upper secondary education -0.41 .
20. Percentage of schools with preschools attached 0.39(p<06) may actually be that better educated direc-
N=23 Provinces; p<05 tors tend to be better able to manage
schools in a way which reduces student
Based on data reported to EMIS for the 1998-9 academic year. y

repetition. Correlation analyses of this na-

ture are often useful for confirming suppo-
sitions which are based on practical experience in the field or suggesting areas for experimentation in

the way of formulating effective policies. They are also a good spring board to promote discussion
where there might be differing interpretations of certain educational conditions. For example, the
double shift system has often been looked upon by many local educators with disfavor because it
limits the total amount of contact hours for students (Eisemon et al., 1989). But its strong inverse re-
lationship to repetition (-0.70) may suggest that through intensive utilization of physical plant it has
helped to relieve overcrowding, thereby reducing repetition in the schools where it is practiced.
While this is only speculation, the strong inverse relationship shown certainly makes for an alterna-
tive albeit unfavored interpretation of this administrative practice.
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The list of other significantly related factors in Table 2.4 suggests that the MoEYS has been on the
right track in terms of trying to reduce repetition through improved textbook and teacher guide provi-
sion, recruitment of female teachers, encouraging community support to primary schools, and build-
ing libraries. Policies to reconsider, however, include mandatory retirement for all directors regard-

less of performance since years of director service shows a strong correlation with student repetition
of -0.48.

A list of factors which are

positively related to student
Positively related factors (in descending order of magnitude) Correlation  repetition is presented in Table

1. Percentage of schools without access to latrines 0.73 2.'5' Here, one can see the pos-
2. Percentage of classrooms under repair 0.59 sible importance of ameliora-
3. Percentage of classrooms without blackboards 0.59 tive measures (e.g., clean
4. Percentage of schools without access to water 0.54 il :
5. Pupil class ratio (Grade 1)* 031 drinking water) which are not
6. Pupil class ratio (Grade 4)** 0.20 c.omn'lonly thqught of as effec-
tive interventions for student
N=23 Provinces;, p<.05 Based on data reported to EMIS for the repeﬁtion (althou gh they are
* N=421 Schools; p<.01 X i . . .
+N=429 Schools, I1;<<_o1 1998-9 Acacemic Year sometimes mentioned in the

literature, e.g., Eisemon, 1997).
These measures include the importance of improved sanitation in schools and access to clean water.
Presumably, improved sanitation facilities help improve school readiness, reduce sickness, and di-
minish students distraction by bodily needs. :

Correlations describing the relationship between pupil class ratio and repetition are especially im-
portant since these appear to vary in great measure by grade (i.e., 0.31 for Grade 1 vs 0.20 for Grade
4). This finding, based on a survey of over 400 schools in 5 provinces and Phnom Penh, suggests that
investments made to reduce class size in the lowest primary grades may yield more cost effective
benefits than similar investments in the higher grades, especially given that repetition is so much
higher in these grades. This may be due to the fact that students who survive to the higher grade lev-

BRI
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Grade 3
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els have acquired the necessary liter-
acy skills needed to study on their
Factors not found to correlate with repetition ratex p<05) own. .The m?portance _Of the early ac-
quisition of literacy skills as a possible

1. Rercentage of total stafl which is nonteaching staff determinant for successful mastery of
‘;- §er°e€etag§ OlfSChO?IS lﬁtedmﬁodas grades has been extensively docu-
. Number of classes located in pagodas . .

6. Years of experience of teachers . mented in the 11.terature (e.g., Torres,
7. Average number of buildings in need of repair 1995). Thus, children at lower grade
8. Teachers' age ~
9. Percentage of children enrolled in preschools le\{els who _probably ‘have nOt, ac

10. Percentage of teachers without pedagogical training quired such literacy skills are likely
11. Percentage of children who are overage more dependent on individual inter-
12. Percentage of classrooms lacking desk i by a teacher to facilitate thei

13. Percentage of classrooms lacking chairs ventions by a ieacher 10 Iaciinate their

14. Percentage of classrooms lacking teacher tables learning. With class sizes exceeding in
15. Percentage of disadvantaged schools

16. Percentage of schools with Grade 1 onlgis a vis Grade 1 rep rate) many cases 50 or 60 students or more,

17. Percentage of schools with Grades 1-6vis a vis Grade 6 rep rate) such interventions must be difficult if
N2 provinces not impossible for many lpwer pri-
“Based on data reported to EMIS for the 1998-9 Academic Year mary school teachers to provide.

But in assessing where interventions to reduce pupil class ratios might have the most effect, it is
important to keep in mind the problem of regional variations. This is illustrated well in the break-
down of rates for the sample of 400 schools studied (Figure 2.7)°. Here it can be seen that interven-
tions to reduce the pupil class ratio might have the most effect on student repetition in the lower
grades in Svay Rieng and Phnom Penh. However, such efforts might be better directed at the middle
primary grades in provinces such as Ratanakiri and Kampong Cham, whereas such efforts may yield
fewer benefits in provinces like Kandal and Bantheay Meanchey where pupil class ratio and student
repetition correlations do not seem to be statistically significant, at least in those districts which were
sampled. Such variations suggest the need for policy makers to make a “map” of repetition which
highlights where specific interventions might have the most effect (i.e., based on places where rela-
tionships between student repetition and specific factors have been documented empirically). Such
“mapping” might take the form of district profiles in which specific factors are correlated with stu-

dent repetition. Planning in this way could greatly help to facilitate the allocation of scarce resources
wisely. '

In the survey of nationally reported data by province, several factors were found nof to correlate
significantly with student repetition. These factors are summarized in Table 2.6. Some of these find-
ings are counterintuitive (e.g., average number of years of teacher experience, disadvantaged schools,
etc.) and may have more to do with the manner in which certain constructs have been operationalized
rather than with the absence of a true relationship with student repetition. For example, it is not clear
how the factor “teachers without pedagogical training” was defined in the national data reported by

school directors or whether distinctions were made between certain kinds of training (e.g., distance
education vs school-based training),

Other reported associations have very useful implications for donors and local NGOs in making
decisions regarding the allocation of scarce resources when assisting schools. For example, if a proj-
ect is faced with the choice of purchasing blackboards or buying student desks and teacher tables (the

subject of frequent requests from schools), the analytical data currently available suggests that black-
boards are a more effective investment vis a vis reducing student repetition.

3 This sample included all schools in the following districts: Kandal - Kieng Svay and Mukkampol; Bantheay Meanchey -

O’chrao, Phnom Penh - all khans; Kampong Cham - Tabong Khmum and Oriang O, Svay Rieng - Svay Theap and Svay
Rieng Town; and Ratanaliri - Banlung,
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2.5. The Link between Repetition and Dropout

Although this report focuses primarily on student repetition and not dropout, these two phenomena
are irretrievably linked in many ways. For example, the literature has amply demonstrated that fre-
quent repetition among students tends to promote dropout later in the primary cycle. Another issue of
special importance, however, for the purpose of this overview is whether students at primary level are
made to repeat because they dropped out during the middle of the year only to show up at the end to
take the year-end examination which they likely failed; or whether students’ intermittent attendance
during the year automatically disqualified them for promotion. This question is difficult to answer
because of the unreliability of school attendance records of enrolled students (e.g., Kemmerer/, 1999)
and the observed variability among schools in the manner in which they make promotional decisions.

A review of national census data by ADB suggests that there are very big differences between the
number of children reported to be enrolled in school at the beginning of the school year and parental
reports of their children attending school later in the school year (SEIP-MoEYS, 1999). Thus, the
phenomenon of ‘arrested attendance’ (i.e., in-year dropout) during the middle of the year followed by
a retumn to school at year’s end to take the annual examination may be feeding the repetition problem
and may account for much of the observed repetition. This is because students who dropped out in
the middle of the year may be counted once as dropouts and then again as repeaters at the end of the
year when examination results are tabulated. With respect to intermittent attendance as an alternative
explanation for the observed repetition in the lower primary grades (through automatic disqualifica-
tion for promotion), the current study has found from its household surveys that some children who
missed more than 30 days of school were still promoted to the next grade even though this contradicts
official Ministry policy (cf. survey results presented below). When this survey data is considered with
teacher reports that point averages have primacy over attendance in making promotional decisions,
this makes a strong argument for the case that arrested attendance plays the key role in exacerbatmg
the repetition problem in the primary grades.
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3.1. Student Repetition in the World Today: Trends and General Issues

Together with dropout, student repetition represents perhaps the most significant obstacle to pro-
viding universalized primary education to all the world’s children. Indeed, in spite of greatly ex-
panded enrollments, it has been reported that fewer than 70% of those who enter school in devel-
oping countries will actually make it all the way to the end of the primary cycle (Lockheed & Ver-
spoor, 1991). There is wide agreement that student repetition not only denies many children the op-
portunity of a primary education but also represents a very large financial burden for many coun-
tries. In this respect, the financial cost of student repetition around 1995 has been estimated at ap-
proximately $6 billion for all regions in the developing world with half of this amount accounted for
by Latin America due to its higher per student costs (UNESCO, 1998). This represents a consider-
able amount of resources which could have been allocated to improving the quality of educational
services for students already in school or for those about to enroll.

A big part of the problem in understanding student repetition is that its nature varies so greatly
from place to place. For example, in many of the countries of Africa where national exit examina-
tions from the primary cycle are common, repetition rates tend to be highest in the upper primary
grades whereas in other contexts such as Latin America, the problem is more serious in the lower
primary grades. But the problem reaches even farther than the policy differences between contexts
but takes in a range of social and cultural variables which are difficult to assess. This speaks largely
to the differences between contexts with respect to the attitudes and perceptions of the stakeholders
involved including policy makers, educational administrators, teachers, parents, and students them-
selves. Developing a rationalized basis for ¢hoosing the best solutions for the problem based on
empirical research (such as the current research) sometimes do not give the hoped for results be-
cause different “populations will react differently to identical stimuli or conditions.” (Eisemon,
1997, p. 43). Indeed, education stakeholders in many countries do not even recognize that student
repetition is a problem at all but rather an effective strategy through which to enhance children’s
learning. All of this makes generalizing from one context to another to say nothing of the task of
formulating effective policies a slippery road to travel.

3.2 Important Themes in Understanding Student Repetition

Although student repetition as it is treated in the literature is a complex issue characterized by
contradictory findings, there are a number of common threads which can help one to make sense of
it. These common threads include issues relating to each of the following:

Factors associated with repetition
Problems of interpretation

The effectiveness of repetition as a coping mechanism for educational systems
The relationship with dropout

The relationship with early acquisition of literacy skills

YRR~

3.2.1 Factors Associated with Repetition

Because of the complexity of grade repetition, it is difficult to generalize about the conditions
which might be responsible for causing it. Many suspect, however, that the reason for the observed
increase in the number of repeaters world wide is in no small part related to the tremendous expan-
sion in enrollment which has occurred in primary education systems during the last ten to twenty
years. In many cases, this increased access has benefited to a greater degree the most marginal sec-
tors of society - social groups with lower socio-economic backgrounds, who live in remote and rural
areas, and who speak minority tongues. But although the recent expansion in primary education has
been matched by increases in physical capacity, number of textbooks, teachers, etc., it has not en-
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tailed a commensurate change in traditional pedagogy or teaching approaches such that many of the
new enrollees find themselves lacking the prerequisite skills needed to benefit from the educational
services available (UNICEF/IBE, 1995). This explanation for the higher rates of repetition in rural
and remote areas underlies a large part of the rationale for new learning initiatives involving nontra--
ditional learning approaches. For example, in Cambodia some new education initiatives have tried
to address teaching deficiencies in the formal educational system by developing pedagogical ap-
proaches which stress psychomotor styles of learning as opposed to traditional academic methods
involving verbal and visual abstractions (cf. Ratnaike, 1999).

Specific factors affecting student repetition are usually grouped in two categories. out-of-school
(sometimes known as ‘demand side’) factors and in-school (or ‘supply side’) factors. Out-of-school

factors take in such conditions as those relating to families’ socio-economic background, age, nutri-
tion, and health of a child;

and school readiness. In-
school factors, on the other

hand, concern those things ™ erRRrES LOWER RATES

relating to available material = —
Tesources such as buildings, *Developing nations *Developed nations
desks, textbooks, teachers; *Rural areas *Urban areas

teacher attitudes; and also the *Minority students or those studying *Students from mainstream groups or

policy framework of speciﬁc in mult-ingual contexts whose mother tongue is the same as
educational systems (Eise- the national language
mon, 1997). *Students from low socio-economic *Students from high socio-economic
status groups status groups

There is now considerable *Students whose parents have low *Students whose parents have hi.
evidence that the out-of- levels of literacy, especially mothers levels of literacy, especially mothers
school factors most related to *High absenteeism *Low absenteeism
student repetition pertain to *Teachers with low expectations of *Teachers with high expectations of
socio-economic and school students students
readiness variables, espe- *Schools with limited contact hours *Schools with longer contact hours
cially where the latter refers \
to congruity between the lan-

. . dapted from Torres, 1995
guage of instruction and stu- Adapted from Torres,

dents’ native tongue. This explains the general pattern of repetition observed in rural areas, among
children whose parents have low levels of literacy, among minority groups, and where economic
needs within families lead to high absenteeism (Table 3.1). Each of these conditions seem to be
mediated by socio-economic and school readiness variables in subtle ways. Factors relating to age,
gender, and nutritional status on the other hand seem related to repetition in ways which are not al-

ways understood. Some research evidence sometimes shows a strong relationship to repetition but
other times not.

Among in-school factors, the relational picture is less clear. The remote and rural location of
schools tends to lead to high repetition rates through mediating factors such as difficulty in posting
competent teachers in those areas and the consequent large class sizes which result (e.g., Carvajal et
al,, 1993). Torres (1995) has noted, however, that the impact of such in-school factors as textbook
availability, pre-schools, and frequency of homework has not been consistent. Part of the explana-
tion for the contradictory findings about some in-school factors associated with repetition possibly
relates to the danger of considering factors in isolation. Eisemon (1997) has stressed the importance
of considering different conditions in context. For example, the introduction of new textbooks in
Vietnam in 1981-2 was actually found to worsen rates of student repetition. A subsequent investi-
gation later found that this was largely due to teachers’ reported difficulty in reconciling the new
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content of the textbooks with commonly used teaching methods (UNESCO, 1987). Findings such as

these highlight the complexity of the conditions in which student repetition occurs and the impor-
tance of multi-dimensional analyses.

The observations noted above notwithstanding, some in-school factors do clearly impact on stu-
dent repetition. These include teacher expectations of students, promotional criteria used by teach-
ers (see below), and the nature of official educational policies. Teachers in many countries have
been found to attribute high repetition to conditions outside of the school such as poverty and low
educational levels of parents. Such perceptions no doubt have a strong influence on promotional
decision-making and may lead to a self-fulfilling prophecy (UNICEF/IBE, 1995). School policies
such as multi-grade teaching and double shifts are a double edged sword which promote equity and
access to schools but which also complicate teaching and reduce contact hours with students (Eise-
mon, et al., 1989). The reader should remember, however, that double shifts in Cambodia have been

associated inversely with student repetition rates although more systematic investigation of their
impact is clearly required.

3.2.2. The Problem of Interpretation

Student repetition is one of the most commonly used indicators of an educational system’s effi-
ciency. This is due in large part because information relating to student repetition is relatively more
accessible than other kinds of performance data and is amenable to quantitative analysis. Efficiency
is in turn often equated with educational attainment. That is, the lower the rate of repetition, the
greater the level of educational attainment which is assumed and the higher the efficiency. But these
assumptions are not always consisient or on occasion even meaningful. Thus, discussions about

repetition can often lead to confusion because people have different reference points as to what it
means or implies.

Lockheed and Hanushek (1988) have argued persuasively that “educational efficiency” and
“educational effectiveness” are not the same thing. Efficiency implies an economic assessmeiit of an
educational system’s performance such as the rapid progression of students through an educational
cycle at minimal cost; effectiveness on the other hand implies a more pedagogical assessment of
performance focusing on what students learn or attain. Although student repetition is usually con-
sidered an indicator of efficiency more than of effectiveness, this interpretation does not always fit
with frequently heard pronouncements that towering repetition means increasing educational at-
tainment. This observation is of considerable relevance at the policy making level as decision-
makers look for strategies to reduce repetition and also, they
hope, improve educational attainment. But as Lockheed and
Hanushek also point out, that which makes education more
efficient (e.g., automatic promotion) is not always education-
ally effective.

Interpretation of the meaning of repetition statistics is also
fraught with potentially very different conclusions because of
the variability in the way in which teachers and administra-
tors apply criteria for promotional decision-making. Several
studies in Latin America, for example, have found that there
is no consistent relationship between repetition and educa-
tional achievement (e.g., Schiefelbein & Wolf, 1993). An-
other major study in Honduras found that many primary school students had not been promoted
even though they had attained academic marks which accordmg to government standards entltled
them to move on to the next grade (McGinn, 1992). In the A
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China also found that nearly 20% had attained reasonable levels of learning but had not been al-
lowed to proceed to the next grade (UNESCO, 1992).

Although the ostensible purpose of making a student repeat a grade is to provide an additional
opportunity for them to learn, the above deviations from conventional definitions of when repetition
should be employed greatly complicate the educator’s attempt to interpret the meaning of repetition.
statistics. Once again, one can see that if promotional decisions do not relate to academic achieve-
ment, one can not always make conclusions about student learning on the basis of high or low repe-
tition rates. These deviations may also suggest hidden and unsuspected purposes behind repeating
students. That is, high repetition may indicate such things as an educational system’s regulatory
need to screen students for limited places in the higher grades or it may indicate alternative percep-
tions on the part of teachers as to when and how students should be promoted to the next grade.
Eisemon goes so far as to say that some educational systems, especially in Africa, have developed a
“culture of repetition” in which student repetition is both
functional (locally defined) and desirable (1997). In the
Cambodian context, it has been suggested that repetition
may serve a functional purpose due to the length of the cur-
riculum and the limited number of hours in the school year;
that is, it may take 2 years to get through 1 year of the cur-
riculum (McLaughlin, 1999). All of this argues for the need
for clearer criteria for teachers, administrators, and parents
when making promotional decisions. This would foster
greater fairness for children and help clarify understanding
about what exactly is happening in educational systems.

Even if it were possible to standardize all criteria for promotion and put in place measures for
their proper implementation, there would still be the problem of the reliability of data. This poor
reliability often stems from poorly trained school personnel who are charged with tabulation of data,
the often low priority attached to data collection in resource deprived schools which are barely
functional, and especially to the often strong disincentives for accurate reporting. Such disincentives
often stem from sanctions imposed by higher level administrators for such things as high repetition
rates or student absenteeism. For example, a study of school reform in Burundi found that a policy
holding directors accountable for reported rates of repetition in excess of 10% may be contributing
to an under-reporting of rates (Prouty et al., 1993). As Cambodia’s information management system
evolves, inviting increased scrutiny from above, a greater tendency to under-reporting may also oc-
cur, giving the false impression that educational effectiveness is improving. Repetition may also be
over-reported due to such factors as high enrollment of under-age children (Eisemon, 1997) or the
failure to distinguish between students who drop out in the middle of the year but who are then
counted as repeaters the following year when they re-enroll in the same grade (Schiefelbein, 1991).
Such lapses in accurate reporting which are probably only the tip of the icebery once again make
interpretations of the meaning of the repetition in any given context very difficult.

3.2.3._The Effectiveness of Student Repetition as a Coping Mechanism for Educational Systems

It was stated earlier how surprising it is that given all we know about student repetition, it still
persists as a widely used strategy to deal with the problem of poor learning achievement. This ob-
servation becomes all the more surprising when it is realized that the vast majority of research on
the subject strongly indicates that as a strategy to improve student learning, it has virtually no posi-
tive effect. On the contrary, it can even be damaging to student’s self-esteem, increase the risk of
additional repetition in later grades, and lead to eventual dropout from the school system.
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One of the most well-known reviews of the effectiveness of grade repetition as a means to en-
hance student learning was done by Holmes et al. (1984; 1989). This review was a meta-analysis
which looked at the effect sizes between retained and promoted groups of students in over “850
studies” which had been conducted over the years. Of these studies, 62% had looked at effects on
academic achievement, 27% at personal adjustment, and 11% at self-concept and attitudes towards
school. For the academic achievement studies, Holmes found that the average effect size was nega-
tive meaning that repeated groups scored lower than promoted groups. Negative effect sizes were
found to be especially strong in the higher grades. With respect to personal adjustment, the results
found an average effect size of 0 suggesting that there was no difference between the groups on this
variable. But when each of the studies analyzed was weighted equally on this variable, the effect
size for repeated groups became negative. Small but negative effect sizes were also found for re-
peated groups on self-concept and attitudes towards school. Thus, the Homes study found that the
vast majority of research on repetition found its effect to be negative for repeated students with re-
spect to academic achievement, personal adjustment, and self-concept/attitudes towards school.

To be sure, there are critics of the above research who point out that nearly all of it has been
conducted in North America or Europe (e.g., Schwille, et al, 1991). More pointedly, several studies
have found repetition to have some positive effects on student learning in developing countries
(e.g., Burundi, Nigeria) although these effects have been found mainly in the context of terminal
exit examinations and not as a result of classroom evaluation (e.g., Martin and Ta Ngoc, 1993). In
view of these findings, it is, therefore, not known to what extent the findings cited by Holmes and
others might apply in the developing world. This observation is troublesome to some because it
would suggest that many of the efforts to abolish student repetition through policy changes are
really based on invalid generalizations between contexts. Without knowing clearly what or if re-
peated students in developing countries learn as a result of being repeated, efforts to eliminate stu-

dent repetition through such measures as automatic promotion may be highly “ineffective” (though
“efficient” and desirable from an economic perspective). :

The evidence against repetition is puzzling given how readily it is embraced by many teachers
and parents (e.g., UNESCO, 1998; House, 1989). Peterson (1989) has attributed the tendency of
some teachers to repeat children in greater numbers than others to the image held of the learner. In
her survey of American teachers, she found that those who held a “maturationist” view of the
learner were more likely to repeat children. These teachers explained their view of learning as an
evolutionary process of proceeding from lower to higher order thinking processes. Children who
had not mastered lower order skills could not handle higher order ones and that this, therefore, often
justified repeating a child; it gave them the second chance needed to master the necessary skills be-
fore proceeding to the next grade where curriculum content would be more complex. On the other
hand, teachers with a more “constructivist” view of learning tended not to repeat children. In this
view, “learning involves the making of connections between the learner’s existing network of
knowledge and the new information to be learned” (1989: p. 181). Learning can, therefore, occur
from the bottom up as well as from the top down. Since the role of the educational system is to fa-
cilitate the child’s efforts to “construct” knowledge and build on existing networks of understand-
ing, grade level was largely irrelevant. This research finding seems significant because it may be
the one of the key elements in any campaign to change the mind set of teachers from one of repeti-
tion to one of promotion as a better means to facilitate the learning of the child.

3.2.4._The Relationship with Dropout

Repetition and dropout are linked in often subtle ways. It has already been pointed that there is
growing evidence to suggest that children in Cambodia who drop out in the middle of the school
year may be re-enrolling in the same grade the following year thereby inflating repetition numbers
(p. 11). This phenomenon is not unique to Cambodia but has been reported widely by several re-
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searchers (e.g., Latin America, Schiefelbein, 1991). Depending on whether such students are
counted as dropouts or repeaters (or both) can create distortions in the reported magnitude of total
enrollments, repetition, and dropout. In Latin America, for example, counting students who leave
school in the middle of the year but who then re-enroll the following year as dropouts has led to an-
underestimation of repetition. The linkage between dropping out and repeating also complicates
analyses of causality since dropouts who are counted as repeaters may be repeating due to out-of-_
school factors and not factors relating to the quality of educational services within the school.

There is now a very large body of evidence which shows that grade repetition increases the risk
of dropout. A very early cross-national study found that repetition was the only educational variable
which was related to dropout in the later grades (Levy, 1971). Subsequent research has found repe-
tition to be a very strong predictor of dropout. For example, a study conducted in several munici-
palities in China found that only 21.6% of nonrepeaters eventually dropped out whereas 68.6% of
those repeating at least once had. And among those repeating a grade more than twice, nearly 83%
had dropped out (UNESCO, 1992). The fact that repetition seems to promote dropout has a very
strong bearing on the issue of its effectiveness as a remedial strategy to give children a second
chance to learn. Many teachers and parents may not be aware of the degree to which grade repeti-
tion leads to dropping out of school.

:But:it is important to remember that although repetition may promote dropout as the above
stugles «demonstrate, the characteristics of the students who drop out of school may be very different
frgm those who repeat (Eisemon, 1997). This has strong implications for developing strategies to
reﬂucesrepetltlon For example, we have already seen in Cambodia that boys seem to have a greater
proclmty for repeating than girls but that girls have significantly higher rates of dropout, esp\.c1ally
in the later grades. Thus, measures which are addressed to solving the problem of repetition in any

given context may not have any effect on dropout if the way in which these factors are interlinked is
not clearly understood.

3.2.5. The Relationship with Early Acquisition of Literacy Skills and Linguistic Diversity

Language is one of the most important teol subjects in any national curriculum. This is not only
because of the dominant role it occupies in terms of the total number of teaching hours required but
also because it is the key to self-study and reinforcement of skills learned in other subjects. This
importance may be one of the crucial reasons that accounts for higher rates of grade repetition in the
lower primary grades in many countries (UNICEF/IBE, 1995). That is, many children at the earliest
entry points to the primary education system may have failed to acquire the needed basic literacy
skills for self-study and are thus totally dependent on interventions by teachers for their learning. In
classrooms where pupil teacher ratios exceed 50 or 60, this situation can only bode ill for children
with weak literacy skills in reading and writing. This situation contrasts sharply with lower rates of

repetition in the higher grades in some countries where acquired literacy skills may be depressing
additional grade repetiticn,

The important role of language also has important implications for children from minority
groups or whose native language is different from that of the language of instruction. Linguistic di-
versity in many developing societies may be an important factor in exacerbating grade repetition.
Although UNESCO has called on all countries to respect the right of a child to study in her native
tongue, this goal presents many practical as well as political challenges. The fact that many minority
languages do not even have a written script (such as many minority languages in Cambodia) let
alone an educational curriculum is a serious obstacle. Nevertheless, there is widespread agreement
that it is best for children in the earliest grades to study in their native tongue (e.g., Eisemon, Prouty,
& Schwille, 1989; UNESCO, 1998). But this presents political challenges as well, not least from
policies which seek to promote national integration but also from parents. This stems from the per-
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ception that native language instruction at the primary level decreases one’s chances of admission to
secondary institutions where a metropolitan or national language other than the native tongue is the
medium of instruction. Some have cited this public perception as one of the driving forces behind

the rapid expansion of private pre-schools in many developing countries which use foreign lan-
guages (Eisemon, 1997).

One of the most important responses to the challenge of native language instruction in multilin-
gual societies has been bilingual education programs. These programs are usually characterized by
efforts to develop reading skills in the native language and then transfer these skills to an official
language. The track record of such programs has been very promising with projects in Nigeria,

Guatemala, and Burkina Faso all reporting very low incidences of dropout and repetition
(UNESCO, 1998).
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Strategies to Reduce Repetition: Lessons from Other Countrie

4.1. Generalizing from Context to Context

It goes without saying that learning from the successes (and mistakes) of others can greatly help
to facilitate efforts to formulate effective policy. But it also goes without saying that there are dan-
gers in such generalizations since the differences between contexts are often great. For student-
repetition, such differences can take many forms. For example, in-service teacher training may be
effective in reducing student repetition in some countries but not in others due to such mediating
factors as differences in the level of basic education of teachers or variable practices in promotional
decision-making. In the latter case especially, an effective teacher training program may not trans-
late into reduced repetition rates if promotional decision-making practices are arbitrary.

Generalizations from one context to another also entail some risk because perceptions between
educational stakeholders regarding repetition vary from place to place. In this respect, it was noted
earlier that teachers and parents in different countries may react differently to the same stimuli de-
pending on what their perceptions of repetition are. Thus, a policy of automatic promotion may
work in Malaysia because teachers accept it but not in Honduras where they do not. Finally, it must
be remembered that repetition itself as a phenomenon has many different dimensions: it may vary
along parameters involving grade, setting, or gender to name but a few. Therefore, policies that
work in some places in Africa where repetition occurs chiefly in the upper primary grades may not
be effective or relevant in a country like Cambodia where repetition occurs chiefly in the lower

grades. All of this argues for great caution when considering the methodologies used in other coun-
tries to solve repetition.

4.2. The Range and Context of Strategies Through Which to Address Student Repetition

4.2.1. Country Specific Experiences

There is no shortage of strategies employed to reduce student repetition. Some of these are
documented in Table 4.1. This list is not exhaustive nor is it intended to provide ready made recipes
for reducing school repetition. But it does suggest the diversity of strategies possible and the deli-
cate task of putting together effective combinations of strategies that address local needs.

Many successful strategies used to reduce repetition elsewhere have employed multi-pronged
approaches which aim to improve school effectiveness. For example, Thailand initiated an extensive
series of educational reforms in the 1980s which took in increased curricular relevance to rural chil-
dren, efforts to increase community participation and financing, and school clustering. Clusters
were used as an important means through which to promote accountability for student learning. This
was achieved primarily by using clusters as the vehicle for local testing so that student achievement
could be closely monitored and schools and districts held in strict compliance with national per-
formance standards (Tsang and Wheeler, 1992).

A similar approach was taken in Nepal in the well-known Seti Project. This entailed re-inventing
the school system so that it supported local development of relevance to communities. A major
premise behind these efforts was the belief that traditional school systems as they are currently con-
ceived are largely irrelevant to rural populations in developing countries. Bennet (1992) notes that
a radical transformation of the school system in this remote zone of Nepal was possible not so
much by flexibility inherent in the educational system as by a great distance from bureaucrats in
Kathmandu. Local development efforts such as starting forest and fruit tree nurseries and other in-
come enhancing activities were, therefore, able to go hand in hand with changing schools. Instead
of learning an academic curriculum suited for a middle class audience, children studied such things
as how to take care of fruit orchards and what local foods constituted a nutritious diet. The Seti
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project also initiated a number of other community development projects which were orchestrated
from resource centers in school clusters. Among the most important of these were adult literacy
programs which fostered greater school readiness in the home environment for many local children.

The Thai and Nepali approach to increasing school effectiveness, therefore, both used a combina-
tion of strategies which em-

phasized in- and out-of-
school factors.

The literature on ‘effective DOMAIN INTERVENTIONS INTERVENTION LOGIC
schools’ is in general a very I?:ctt-g:s-School *Scholarships for poor families *Reduces direct/opportun costs of education
rich source of ideas on how ‘zg::agtﬁhoin parental involvement in *Ia{:(llpiis raise soci:‘l‘ (::areness about repetition
to increase schools’ effec- e . .
. . Adult literacy programs *Fosters home environment which promtes
tiveness and hence their effi- school readiness
ciency (i.e., reduce repeti- *Comemunity health and nutrition | *Promotes school readiness
tion). The Thai and Nepali programs
exp eri ences described above *Enforce child labor laws *Reduces opportunity costs of education
are two very useful example S. {;:cstzl;:(’l *Expanded pre-school coverage *Promotes school readiness
The effective schools move- *Niid-day meal programe *Promotes school readiness
ment has a long hiStOI'y and *Clean water and sanitation *Promotes school readiness
has undergone many permu- *Track absenteeism and develop *Increases contact hrs at school/reduces absen-
tations But itS overri dmg service referral systems teeism by referral for financial problems, ete

. . *Link school performance to *Improves accountability with respect to grade
theme is that effective and fanding T repetition v
efficient schools are depend-

*Develop cluster schools "‘Imgroves accountability and enables intensive
ent on 9 thingS‘ . utilization of scarce resources
*Reduce class sizes *Facilitates teacher interventions
o school site mana gement *Build teacher housing remote arcas | *Lessens teacher shortages/pupil class ratios
e instructional leadership *Lengthen school year/day *Increases contact hours
il *Increase teacher/school *Improves accountability with respect to grade
° Staﬁsmblllty supervision ) repetition
[ ] i i i -
mmmﬂg::l articulation and or *Provide teacher in-service program | *Increases the opportunity to leam for children
. *Provide free textbooks *Facilitates self-study/reinforcement of leamed
o schoolwide staff development skitls
o parental involvement and support *Develop bilingual education pro- *Facilitates learning among chxldrcn from mar-
o schoolwide recognition of aca- grams ' ginal social groups and minoritics
demic success *Rationalize promotional policies *Reduces arbitrary promotional decisions
© maximized learning time *Introduce criterion-referenced test- | *Increases assessment validity and reduces
. ing arbitrary promotonal decision-making
o district support *Develop local profiles of repetiti *Helps to "fine tune" interventions so that they
. 0 T on ¢! e tune" in ons
(Lockheed and Levin, 1992) incidence are lc?;;msistcnt with needs
e ge . . *Establish student remediation pro- *Targets interventions at students with highest
This list is prescient if only grams risk of repeating
because it mirrors so closely *Establish peer tutoring programs *ﬁost—eﬂ';csgv% means to target students with
much of the anecdotal expe- ghest isk of repeating

rience in Cambodia on Adapted from Eisemon, 1997

schools that work. This speaks especially to the critical role of school directors and parental in-
volvement in education.

Some countries have had singularly great success in reducing repetition through approaches that
focus heavily on in-school factors. For example, Uruguay and Chile both report that well-planned
interventions in textbook provision, school incentives, and in-service teacher training have had a
notable effect in reducing student repetition at the primary level (UNICEF/IBE, 1995). The efforts

in these two countries are notable in that they were comprehensive (as opposed to piecemeal) and
were sustained over time.
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A World Bank (1996) assessment of cost-effective strategies to improve school efficiency in In-
dia found that the most recommended interventions included enhancing teacher competency, provi-
sion of learning materials, and increasing floor space per student (as reported in Eisemon, 1997).
Conversely, the same study also found that reducing class sizes and increasing the amount of time,
spent in school were less “efficient” though the latter was found to be the most “effective” inter-
vention in terms of increasing student learning. Cost effectiveness analyses of specific interventions
while sometimes useful in the contexts in which they are done also suffer from limitations with re-"
spect to their generalizability. Caution is, therefore, advised when considering other country experi-
ences. For example, Lockheed and Hanushek (1988) reported that textbooks were four times as
cost-effective as in-service teacher training in Brazil but that interactive radio was a more cost-
effective intervention than textbooks in Nicaragua. Thus, cost-effective analyses of similar inter-
ventions to increase educational efficiency render different conclusions in different settings.

4.2.2. Alternative Approaches to Reducing Student Repetition

Nonformal educational interventions are gaining increased attention for their ability to reduce
repetition vis a vis more traditional approaches. A new program in Bangladesh, for example, makes
the point that “large-scale quality improvement programs are presently designed to address quality
issues and indicators in an aggregated manner, thereby enlarging the learning gaps between the tra-
ditional high and low achievers” (Plan International, 1999, p. 4). This observation might also be
very-true of many of the large educational development programs occurring in Cambodia today:
high achievers benefit most leaving the highest risk children behind. Nontraditional approaches to
repetition reduction involving nonformal education are, therefore, becoming increasingly attractive
because of their greater ability to target children at high risk of repetition. The Community Learning
Assistance Project (CLAP) in Bangladesh, for example, seeks to help such children through a num-
ber of remedial interventions involving assessment of learning needs, preparation of special reme-
dial packages for community teachers, organization of tutorial camps in communities, and close
monitoring of student learning outcomes (ibid).

Another nontraditional approach to repetition reduction of some interest is cross-age peer tutor-
ing. This intervention involves using older students as tutors of younger ones. Although most analy-
ses of the effectiveness of cross-age peer tutoring have occurred in the United States, results have
shown it to be highly cost-effective (Lockheed & Hanushek, 1988).

4.2.3. Automatic Promotion

The practice of automatic promotion, sometimes called social promotion, has been used in many
countries as the major policy response to student repetition. Based on the premise that children
should advance through the educational cycle according to their chronological age or attendance
rate and not necessarily their achievement of curriculum goals, this policy is partlcularly attractive
to educational administrators because it enables conservation of scarce resources. It is widely prac-
txced in both developed and developing countries not only because of its ability to enhance school
efﬁclency but also because it prevents negative effects to children’s social development which is
usually associated with the practice of grade repetition. Among the developing countries, it can be
found in places as far afield as Latin America, the State of Kerala in India, and Malaysia. Latin
America has perhaps developed the most permutations of automatic promotion where it occurs in
varying degrees. For example, some countries such as Bolivia have mandated automatic promotion

throughout the primary cycle whereas others (like Peru) practice it only in Grades 1 and 2 (Eise-
mon, 1997).
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But automatic promotion has fallen on hard times recently and is receding in many places such
as the United States where there is little public support for it (e.g., Economist, 1999). This popular
opposition in the United States is doubly puzzling given the abundance of in-country research
which argues against the effectiveness of grade repetition as a remedial learning strategy (cf.
Holmes, 1989). The primary argument made against automatic promotion is that it undermines edu-
cational standards. Put more succinctly, it is believed that automatic promotion shifts the problem of
failure from the system on to the shoulders of children, many of whom seem to be leaving the edu-
cational system with limited literacy and numeracy skills. In addition, several researchers have
found that in those places where there is little popular support for this policy, both teachers and par-
ents find ways to circumvent the rule. In Costa Rica and Venezuela, Schiefelbein and Wolf (1993)
discovered that while principals reported 0% repetition in Grade 1, hidden repetition of approxi-
mately 20% was still occurring. Similar findings in Honduras have already been reported (cf
McGinn, 1992 above). The present survey has also discovered similar tendencies in Cambodian
schools. Automatic promotion brings into sharp focus the admonition made by Lockheed and Ha-
nushek earlier that what is “efficient” is not always “effective” educationally. But even when auto-
matic promotion is paired with mitigating interventions such as student remediation, it may still not
yield the desired results if important educational stakeholders (i.e., teachers, parents, etc.) do not
support it.

4.3. Important Considerations in Developing Strategies to Reduce Repetition
In spite of the risks of generalizing between contexts, several general guidelines through which

to address student repetition have emerged from cross-national experiences. These are summarized
below:'

o Prioritize: It may not be possible to solve every aspect of repetition, especially given
that resources are usually limited. Many countries approach repetition by “mapping out”
where it is most prevalent (e.g., lower grades, rural areas, areas of the North and North-
east, etc.) and concentrating resources accordingly.

o Develop strategies which are comprehensive and sustained: The experience of Chiie
and Uruguay are a good example to consider. Interventions focusing on in-school factors
were designed comprehensively and not in a piecemeal fashion. In addition, they were
sustained over time and not implemented as a one time intervention.

o Use flexible approaches: The same intervention may not work in all places. Good ideas
often turn into bad ones when they are implemented nationally without concern for the
differences between locations. Interventions should be “fine-tuned” so that they meet lo-
cal needs and conditions. This might include building teacher housing in remote areas
only; organizing clusters in densely populated areas and looking for alternative strategies
for remote areas; or concentrating remedial interventions in the lower primary grades.

o Build policies on consensus: Failing to take into consideration the attitudes of educa-
tional stakeholders undermines policies. The national experiences of several countries
with respect to automatic promotion have already been cited above. Findings in this par-
ticular survey suggest strong local opinions on certain policy options such as abolishing
repetition and emphasizing out-of-school factors in enhancing promotion. These atti-
tudes must be considered seriously to formulate effective policy.

» Consider sectoral approaches: Educational systems are characterized by very delicate
“ecologies.” Interventions in one subsector without consideration of the effects in an-
other may create unforeseen problems. If, for example, a policy of massive expansion of
pre-school facilities diverts too many resources from the primary subsector, this may ad-

! The following guidelines are adapted from “Repetition in Primary Education: Relevant Aspects” by UNICEF/IBE,
1995 and “Reducmg Repetition: Issues and Strategies” by T. Eisemon, 1997.
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versely affect learning conditions and -exacerbate the very problems which pre-schools
were intended to relieve.
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Research Design

5.1. Research Questions

The design of this study addresses 5 research questions which are described in greater detail in-
the next section. These research questions deal with 1) the identification of repetition predictors; 2)
the validity of the evaluation process in schools; 3) the identification of significant differences in_
repetition between schools which have received technical assistance and those which have not;
identification of significant differences in repetition between schools which are rural, semi-urban
(e.g., provincial towns), and urban; 4) describing teachers', directors’ and parents' attitudes towards
repetition; and 5) describing repeaters/dropouts' attitudes towards life, and the school/learning in
general.

5.2. General Sampling and Procedural Considerations

The study sample has been drawn from 18 schools in 5 provinces and Phnom Penh (Table 5.1).
The total student population sampled took in 14,256 students. The provinces selected show a bias
towards the central plains since this is where approximately 60% of the student population in Cam-
bodia lives. Care has been taken to create a balance between schools according to urban and rural
differences and historical patterns of technical assistance (or the lack thereof). Given the importance
of detecting differences in repetition along these parameters, the study has employed a controlled
sampling technique in its selection of schools. In this respect, 9 technically assisted schools were
matched with 9 unassisted schools of similar composition. Criteria to ensure comparability between
schools included school category (e.g., satellite, core school), urban/rural setting, and pupil class

ratio (cf. Appendix). School selections according to these criteria were based on data provided by
EMIS. .

No. Geograrphical Proviace Number of Schoo!s Total
Area Assisted/  Assisted/ Unassisted/ Unassisted/
Rural Urban Rural Urban

1. Central Plain Kandal 3 0 1 0 4

2. Central Plain Kampong Cham 1 1 1 1 4

3. Central Plain Svay Rieng 1 1 | 0 3

4 Central Plain Phnom Penh 0 1 0 1 2

5. West Bantheay Meanchey 1 0 1 1 3

6. Northeast Ratanakiri 0 0 2 0 2
Total 6 3 6 3 18

Each research question has entailed somewhat different sampling designs. The selection of
subjects for research questions 1 and 4 constituted the most labor intensive survey activity under-
taken. In this respect, the study originally sought to obtain a sample of 500 students half of whom
were to be repeaters and the other half promoters. For each student, a complete data set describing
household background, classroom learning conditions, and school governance was to be compiled
and submitted to a regression analysis to identify repetition predictors. Attitudinal data on percep-
tions of repetition by parents, teachers, and directors was compiled simultaneously with the data
required for Research Question 1. Because of difficulties in obtaining complete class lists of stu-
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dents from the previous academic year, it was necessary to rely on current year name lists in gener-
ating a population of student names'. This required tracking students’ teachers from the previous
academic year, many of whom had retired, transferred, stopped teaching (in the case of many con-
tract teachers), or died. This situation ultimately required boosting the total sample size to 547 stu-
dents and 140 teachers. Even so, the high rate of teacher attrition resulted in a reduction of students

with both household and classroom background data to a total of 438 (203 repeaters and 235 pro-
moters). ‘

The actual selection of subjects for Research Questions 1 and 4 was characterized by a two tiered
process involving proportional stratified cluster sampling of Grade 1, 2, and 3 classes followed by a
random selection of students in two equally weighted conditions: repeaters and promoters. Teachers
were chosen based on their association with the student sample. Data on school governance for
inclusion in the data set was obtained from interviews with all school directors.?

Research Question 2 required a selection of students for purposes of comparing performance on
an external battery of tests with internal evaluation scores. Students were selected from 6 of the 18
schools which were studied more intensively than the others. Those 6 schools with the highest rates
of repetition among the schools in their particular condition of assistance were the ones chosen for -
this investigation.® Accordingly, 3 technically assisted schools and 3 unassisted schools with the
highest repetition rates each received a battery of tests for selected students in Grades 1, 2, and 34
Student sampling was done through a two tiered process similar to that described for Research
Questions 1 and 4. Proportional stratified cluster sampling was used to identify the classes to be
included in the investigation, however, the selection of students in each class was based on
systematic and not random sampling. Systematic sampling was employed in this regard because
student selection occurred on site. A total of 314 students in Grades 1, 2, and 3 from the 3 assisted

schools were administered tests in language and math while 430 students from the 3 unassisted
schools were similarly evaluated.

For Research Question 5, 21 repeaters and 23 dropouts were selected for in depth interviews.
The schools participating in this segment of the study were the same 6 schools used in Research
Question 2. The selection of students for this particular investigation was nonrandom in design. A
number of considerations dictated this selection process. First, the difficulties involved in
interviewing Cambodian children ranging from shyness to fear of adults necessitated a selection of
students based on such personality characteristics as some minimal measure self-confidence and a
willingness to engage in conversation. This of course has introduced a certain element of bias into
the survey data compiled but at least enables consideration of some of the attitudes held by students
with respect to their status as repeaters and dropouts. Another consideration of some importance in
using this selection process was the absence of name lists of dropouts to facilitate random selection.
To maximize students’ ability to engage in meaningful conversation, care was taken to choose in-
terviewees from Grades 4, 5, and 6 among repeaters and from among teenagers for dropouts.

Research Question 3 did not require subject sampling and was based on analysis of repetition
data reported to EMIS by all 18 schools.

! Manty schools were found not to maintain student records from the previous academic year. This deficiency in school
record keeping greatly complicated data collection activities.

2 Readers should note that no school directors in the sample played a dual role as teacher.

3 Schools from Ratanakiri were not considered due to distance, prohibitive travel costs for invigilators, and the need for
translators for oral interviews of students.

4 Assisted schools included 2 in Kandal Province and 1 in Svay Rieng; unassisted schools included 1 in Kandal, 1 in
Svay Rieng, and 1 in Bantheay Meanchey.
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5.3. Specific Design Considerations

5.3.1. Variables Considered

A total of 27 research variables were considered by this study. These can be seen in Table 5.2,
Numbers listed parenthetically after each variable indicate the research question to which the vari-
able relates. Variables 1-12 and 26 are independent
variables considered for the regression analysis con-
ducted in Research Question 1; Variable X is the de-
pendent variable considered for the regression. All
other variables considered are dependent variables
for their specific research question. The manner in
which variables have been operationalized and
quantified is explained more thoroughly in the Ap-
pendix (cf. Questionnaires & Point Scoring Key). In
order to streamline data analysis, some variables
(e.g., pedagogical qualifications of teachers, socio-
seconomic status of parents, etc.) have been ex-
pressed as total scores based on the cumulative
scores of the questions that apply.

5.3.2. Instrumentation Used

The instrumentation employed in this study in-
cludes 6 questionnaires and 6 achievement tests. All
questionnaires were administered in an interview
format as it was felt that many respondents would be
unable to fill out self-completion forms. With respect
to Research Questions 1 and 4, questionnaires were
developed for Parents, Teachers, and School Direc-
tors, for Research Question 5, 2 additional question-
naires were developed for interviews with repeaters
and dropouts; Research Question 2 required the de-
velopment of achievement tests in language and
mathematics for Grades 1, 2, and 3. An additional
questionnaire was also developed for the purpose of
investigating the nature of internal evaluation prac-
tices within schools. This questionnaire was used to
structure 6 focus group discussions which were con-
ducted with directors, teachers, and parents.

All instrumentation used in the study has been
pretested and revised accordingly. Questionnaires
were pretested to gauge comprehensibility of ques-
tions and internal reliability ratings between ques-
tions and total scores pertaining to the relevant vari-
able. In general, acceptable levels of internal reli-
ability (i.e., statistically significant) have been
maintained during the actual interview process. In-
ternal reliability coefficients for each questionnaire
are presented below: 3

* No internal reliability coefficients are available for focus group questionnaires as most question responses were ex-
pressed as qualitative data.
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Parent Interviews:  0.57
Teacher Interviews: 0.42
Director Interviews: 0.58
Repeater Interviews: 0.46

Dropout Interviews: 0.50

Achievement tests were similarly pretested to ensure their reliability. Two rural village schools
in Kampong Cham Province were used as the pretest sites to set an achievement standard at the
lower end of the performance spectrum. This was done to prevent the selection of pretested ques-
tions which were too difficult for children in other sites to answer. Questions in language and
mathematics were developed by subject specialists at the Provincial Teacher Training College of
Kampong Cham and were screened using classical item analysis methods. Because the study
wanted to determine whether repeated students had possibly achieved an acceptable level of mas-
tery of the curriculum, care was taken to test only that content which had not yet been retaught in
the current academic year. Content and construct validity concerns for the tests were addressed
through the development of tables of specification for each test. The cut off point for question se-
lection were item difficulty scores ranging from 35% to 70% and item discrimination indices of
0.30 or more. Because it is known that children in Grades 1, 2, and 3 are unable to complete written
tests unassisted, all tests were administered orally. For Grade 1 children, this entailed one-on-one
interviews lasting 30 minutes per child. Grade 2 and 3 children were tested as a large group with

invigilators reading questions to students one at a time followed by an example of how to do each
exercise.

5.3.3. Analytical 1echniques Employed

Data analysis activities took in a range of quantitative and qualitative techniques. Analytical pro-
grams used included SAS and Excel. For Research Question 1, statistical analyses involving chi-
square and the Pearson product moment correlation coefficient were used to narrow the range of
potential variables relating to repetition (Variables 1-12 and 27). Those variables showing some re-

lationship to the dependent variable were then subjected to a log7sttc regression to establisi a model
of predictors leading to repetition.

For Research Question 2, the Pearson product moment correlation coefficient was again used to
determine the concurrent validity and internal reliability of student marks among those repeated and
promoted from the last academic year (cf. Variables 13 and 14).° These correlation analyses were
done for assisted and unassisted schools to determine possible differences in evaluation practices as
a result of technical assistance. Differences in average scores between repeaters and nonrepeaters on
the external tests administered were also gauged for both groups of schools using a series of #-fests
(cf. Variable 16). By investigating the number of promoted students who passed the external
evaluation and the number of repeaters who failed, the researchers also hoped that it would be pos-
sible to validate (or not validate as the case may be) the process through which students are pro-
moted and repeated. A certain amount of qualitative data was also admitted during this segment of
the study including discussions with teachers, directors, and parents regarding actual evaluation
practices employed during the year (cf. Variable 15). These focus group discussions allowed the
researchers to understand certain anomalies in the evaluation data compiled including the promotion
of failing students and the repetition of passing ones.

The extent of differences in repetition rate between technically assisted and unassisted schools
and those in urban, semi-urban, and rural settings was determined through a series of chi-square

§ These analyses required compilation of student marks from the previous year which in several cases proved difficult
because many schools do not keep student records. This led to a number of gaps in the data available for analysis.
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analyses of data reported by EMIS (cf. Variables 17 and 18/Research Question 3). Discrete analyses
were conducted for rates reported in Grades 1, 2, and 3. The category of semi-urban schools was
added to this part of the research design because of concerns sometimes expressed that district
towns (which are usually categorized as urban by the Census and EMIS but which serve both rural_

and urban populations) may differ in distinct ways from true urban populations in Phnom Penh and
elsewhere.

Differences between parents, teachers, and directors with respect to their perceptions of repeti-
tion have been described through comparisons of response frequencies on specific questions inves-
tigating various dimensions of the repetition issue. These dimensions include the causes of repeti-
tion, the effectiveness of repetition as a remedial intervention, and strategies to reduce repetition (cf.
Variables 19, 20, and 21/Research Question 4). Chi-square analyses and t-tests have been used to
determine differences between response groups. Total question scores for each of these variables
have also been tabulated and presented in the form of standardized scales to help readers gauge
general patterns of responding. Respondents were also asked to rank the causes of repetition in

terms of importance. Responding patterns here have been expressed both as frequency counts for
each cause as well as mean rank scores.

Attitudes of repeaters and dropouts with respect to their /ives and living situation, the school, and
learning in general (cf. Variables 22, 23, 24, and 25) have been analyzed in a manner similar to that
described for Research Question 4. These include the reporting of response frequencies to specific
questions, the use of standardized scales to gauge patterns of responding, and the presentation of a
number of case studies to amplify survey findings.
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6.1. Predictors of Student Repetition

6.1.2 Factors Considered

The identification of predictors of student repetition in Cambodia was perhaps one of the most
important aims of the study. The identification of such predictors will greatly facilitate the develop-
ment of policies to target those factors which may best lead to a reduction in repetition. In conducting
this segment of the survey, 15 major factors were entertained as possible predictors. These are sum-
marized in Table 6.1. Because of the complexity of several
variables, a significant number of questions were asked to ar-
rive at a suitably operationalized definition of each. The table
presented does not take into account all of these questions but
rather indicates some of the general parameters used in com-
puting overall scores for each variable. Fearing that poorly cor-
related total scores on any given variable might cause the re-
searchers to miss an important relationship with a subvariable
measured in questionnaires, the analyses conducted also con-
sidered those subfactors thought to be of some importance. For
example, income and parents’ educational level were analyzed
as discrete variables even though scores from these subvari-
ables were already included in Total SES (cf. Table 6.1).

The original dependent variable used in this analysis was
“promotional status” for the last academic year (i.e., repeated or |
promoted). But in the course of the survey, it was discovered |
that this variable by itself failed to take in a student’s total |
repetition history (i.e., some promoted students were found to
have repeated before the academic year considered). As a re- |
sult, 3 dependent variables were considered in 3 separate
rounds of analysis. These included not only “most recent” |
promotional status but also whether the student had “ever re-
peated before the last academic year” and the “total number of
times they had ever repeated.”

6.1.2. Simple Relationships Found
A first round of analysis of possible predictors found 10

Stmple Cornelations with Promotional~  1© correlate in some way. T he.se are presented in Table 6.2.
Statns (in descending order of magritude) Attendance and times previously repeated showed the

strongest relationships with promotional status from the

;ﬁgfmdmoe 8.7128 previous academic year. Urban or rural location of schools
ass s12e A ' IS .

3. Family's socio-cconomic 0.15 was the most maxgmal.ly gngmﬁcant of any variable. In a
4. Family income 0.15 second round of analysis using the factor “ever repeated be-
5. Father's education level 0.14 fore” as the dependent variable, preschool attendance
s Agewhen gﬁﬁm ot showed a significant relationship (0.10, p<0.02). And in a
8. Mother's education level 0.09 <04y third round of analysis with “total number of times previ-
9. Usben/Rural Location 0.09 e<05) ously repeated,” school governance further showed a sig-
%’:‘i :‘f:f"-”dmmly 0.36 nificant relationship (p<.003) using a chi-square test. Thus,

the added dependent variables described above helped to
amplify relationships which would otherwise have been missed. Sex (of student and teacher), most
teacher variables, and distance to school showed no relationship. Strangely, most of the correlations
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found, though significant, were all rather weak with few reaching above 0.20. This may be due to the
fact that repetition may be most related to student achievement, a variable for which data was not
available due to difficulties relating to school record keeping as described eatlier.

A finding of some note was the absence of a significant relationship with most teaching related-
variables although in a chi-square test, total teacher qualification score did show a weak relationship
with “most recent promotional status” (p<0.077, close but not statistically significant). This absence_
of a relationship was relatively consistent in a number of combinations including analyses of teach-
ers’ education level, professional status, and times in-serviced.

It should be pointed out, however, that feaching style was significantly related to promotional
status but in an inverse way (p<.04). That is, the teachers with teaching styles most student-centered
were more likely to have higher repetition rates. This relationship and some others like it (see below)
is interpreted to mean that the teachers who are judged to be best (in terms of student-centered
teaching) have stricter promotional standards whereas those who do use such methods simply allow
everyone to pass regardless of performance. This interpretation is speculative but supported by simi-
lar- observations regarding the relationship between school governance, evaluation practices, and
repetition which are reviewed below and in a later section. A review of the evaluation practices in 3
technically assisted schools, for example, demonstrated that all internal mark components have
higher levels of validity than was found in unassisted schools. In addition, more promoted students in
these schools were able to pass a standardized achievement test whereas this was less true of unas-
sisted schools. There are two important implications of this finding if corroborated by further re-
search. First, it suggests that technical assistance is having an effect on teaching practice. Such teach-
ers may be expressing higher expectations of students as
well as doing more and better evaluation. The question
that should perhaps be asked is not why children taught by

teachers with student-centered orientations are experienc-
Relationship betweenRepetition Historyand g more repetition but why students in unassisted schools
with lecture-oriented teachers promote students with lower

Status G Good G Weak  levels of achievement. This brings us to the second implii-
Never Repeated *46.5%  53.5%  cation of this finding which is that repetition may not be a
RepmtedOnce or More 51.9% 48.1%  very meaningful indicator of educational attainment as it
N=545; Differences signif at p<.01 is often times assumed to be.

Related to the above discussion, school governance also showed an inverse relationship with the
variable “ever repeated.” In this respect, schools receiving higher scores for governance had signifi-
cantly more children with repetition histories (Table 6.3). This observation helps to substantiate the
above interpretation that better teaching (or governance in this case) implies stricter standards leading
to a higher probabxhty of being repeated. It further challenges the frequent assumption that low rates
of repetition suggest better student learning.

Other in-school factors yielding surprising findings was the
Relationship betweenRepetition History absence qf a signiﬁcapt relgtiongship with textbogk availability
and Preschool Attendance and the inverse relationship with classroom size. Textbook
Status Attended Never  2Vailability may not have yielded any relationship with various

Nover Repoated Prz%vcslz}ml A‘;tgetgtg/ed repeater conditions, however because serious shoriages were
ever at 3% 5% i 1 i it
Repeated Once or More 12.2%  87.8% not found in any of the schools surveyed’. The counterintuitive

T —————— relationship with class size contradicts the earlier reported

! For the major subjects of Khmer and Math, 83.8% of students reported having their own texts and 16.2% using shared
texts; for mathematics, 86.5% reported having received their own textbook while 13.5% used shared texts.
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positive relationship between repetition rate and pupil class ratio for the national data (see page 11).
This finding may have reflected a sample bias of large schools with relatively low rates of repetition.
This possibility seems quite likely when one considers the size of several of the urban schools in-
cluded in the survey. Although only 6 of the 18 schools included in the sample were located in urban
settings, several of these were quite large, especially the two in Phnom Penh. Combined with the ten-
dency for urban areas to have lower repetition rates, it is quite likely that this is the source of the bias
which gives an inverse relationship between class size and repetition.

Another interesting relationship concerns preschool attendance Analysis of those students who

had never previously repeated versus those that had were compared in terms of whether they had ever
attended preschool. Here, it emerged that '
20.5% of the students who never repeated had
attended preschool whereas only 12.2% of
those who previously repeated had done so
(Table 6.4). While this finding is consistent
with the conventional wisdom relating to pre-
school, it nonetheless provides empirical evi-
dence for a belief long held by Cambodian
educators but never before validated.

80 Legond
1 B Never Repeated (n=127)
Repeated Once or More (n=418)

87.2

©
3

A finding that was not expected was the
relationship between the age of enrollment
and repeating a grade. An analysis of students
never repeating before the last academic year
and age when first enrolled found premature
enrollment to increase the likelihood of re-
peating. While there appear to be no differ-
ences between repeaters and nonrepeaters
when enrolled at the correct age (age 6 or 7),
a very statistically significant difference
emerges among those first enrolled at age 5 or

Note: Differences significant
at p<.001

Parcentage af Students (%K)

under and among those age 9 or over (Figure
6.1). The conventional wisdom is that overage

children are at greater risk of repeating be-
cause teachers do not modify their teaching to
accommodate older children’s needs. This
assumption, however, was not borne out. Legend

B Never Repeated (0=119)
& Repeated Once (n=310)
Repeated Twice or More (n=118)

Note: Differences are significant at p<.05

One way of interpreting the above finding
is that children who have enrolled at an older »
age must be highly motivated to be in school
or they would not endure all the stigma at-
tached to being the oldest in their class. In an
extreme case, the survey interviewers found
some children in remote schools in Rata- 1
nakini at ages 16 and 17 years old who had
just enrolled in Grade 1. Obviously, these
students are there because they wish to be.
Many teachers are also probably loathe to
repeat older children since they feel there is
no point in keeping them back whereas such

Percentage of Students (%)
<4

&xil

400,000 to 000t 900,000t More than
800,000 R 900,000 R 1,200000 R 1,200000 R

N=547 income Category
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to an underage child. Among those

children who were under the proper

age for enrollment (but whose par-
ents prevailed upon directors to ac-
cept them), problems of school
readiness are probably very great.
Children who lack school readiness 60 1
skills in their earliest classroom ex-
periences must be very likely to
pick up undesirable study habits
such as short attention spans and
failure to listen to the teacher. These
study habits in turn must no doubt
increase a student’s exposure to the
possibility of repeating. This inter-
pretation helps to understand the
clear differences which exist be-
tween students prematurely enrolled .
and those enrolled at an older age. No Education
N=547

Percentage of Students (%)

Legend

B Newer Repeated
Repeated Once
Repeated Twice or More

Note: Differences are significant at p<.002

Primary Lower S dary Uppex S dary  Tertiary

Level of Education

Though the simple correlation

between family’s income and repetitior initially appeared to be rather weak (0.15), a closer examina-
tion of this reiationship found there to be very clear differences between those in the very lowest and
the very highest income groups (Figure 6.2). Marginal differences in the middle income range may
have depressed the overall relationship thereby accounting for the weak correlation coefficient. But -
this could not hide the fact that children from very low income households were much more likely to
be repeaters than those from the highest income households. For those students who had repeated
twice or more, 22.9% were in the lowest income category whereas only 11.9% of those who had
never repeated were. Among those students in the highest income category, the reverse relationship
held true. In this respect, 42.9% of those who had never repeated were in this group compared with
only 32.6% of those who had repeated once and 30.2% of those who repeated more than once.

A similar pattern of relationship can be ob-
served with regard to mother’s education level

(Figure 6.3). In this respect, differences be-
tween students in the different repetition condi-
tions were not great for those whose mothers
had entered or completed primary school (i.e., o
the middle education range). But for those
whose mothers were at the extreme ends of the
spectrum in terms of educational level, signifi-
cant differences emerged. This was particularly
true for those groups whose mothers had no
education and those whose mothers had studied
to lower secondary school. For example, among
those whose mothers had no education, only
18% had never repeated as against 28.5% who
had repeated more than twice. On the other
hand, among those whose mothers had studied
to the lower secondary level, 18% had never

Porcentage of Students (%)
8

Legend

B Repeater (n=271)
B Promoter (n=275)

Low Attendance

Note: Differences significant at p<.001

Medum Attendance High Attencance
Attendance Catsgory
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repeated compared with only 8.6% who had repeated more than twice.

Among children with mothers at the highest education level, more clear differences emerged but
the smaller number of respondents at these education levels makes conclusions more tenuous. Nev-
ertheless, one can still see that there were few or no repeaters among those with mothers who had

Simple Correlations with Student
Attemdance*(in descending order of magnitude)

1. School Governance 0.33
2. Urban/Rural Residence 0.28
4. Teacher Qualifications 0.26
5. Parents’ SES 0.22
6. Mother's Education Level 0.22

7. Father's Education Level

8. Teacher's Professional Status
3. Kind of School Attended**
9. Family Income

0.19 (p<.0005)
0.17 (p<.0005)
0.10(<.03)
0.09 (p<.03)

10. Secondary Occupation of Teacher-0.10(p<.03)

11. Distance to school

-0.13(p<.002)

12. Previous History of Repetition -0.18

13. Native tongue of Parents

-0.29@<.01)

* Sigpificant at p<.0001 unless otherwise

studied to the upper secondary or tertiary levels.

The most important relationship found among all
the possible predictors considered was atfendance. As
reported earlier, attendance correlates with “most re-
cent promotional status” at 0.22. Once again, differ-
ences between repeaters and promoters were most
apparent at the extremes (Figure 6.4). In this respect,
one can see that 25.8% of repeaters were in the low-
est attendance category versus only 10.91% for pro-
moters; at the same time, 63.27% of promoters were
in the highest attendance category while only 43.54%
of repeaters were. At p<.001, these differences be-
tween repeaters and promoters are highly significant.

But the importance of attendance as a key predic-
tor lies not only in the strength of its correlation with
promotional status but also with the number of other
predictors with which it also correlates. These. corre-

lations are presented in Table 6.5. Some of the factors listed do not correlate directly with promo-
tional status. These include distance to school, teacher qualifications, secondary occupation of teach-
ers (iLe., whether teachers work other jobs besides that of teacher), and native tongue of parents
among others. This strongly suggests that attendance is an important mediating variable between
promotional status and a number of other factors that are usually intuitively ihought to relate to being

repeated or promoted. This interpretation of the role of attendance with respect to promotional status
is validated by the regression analysis described below.

6.1.3. The Prediction Model and Regression Analysis

One of the most important aims of the current study was to develop a prediction model for student
repetition in Cambodia. The statistical tool used for this task was a “logistic regression” since the de-

pendent variable consid-

ered was dichotomous (re-

Togistic Regression Predicting Student Repetition

peated/promoted). In doing
this regression, the pre-

Predictor Parameter Standard Standardized Odds Probability
Estimate  Error Estimate  Ratio

1. Premature Enrollment  -1.02 4 £0.20 0.362 0.02

2. Aftendance -1.02 0.21 0.47 0.361 0.0001

3. Preschool Attendance  0.84 0.32 0.17 2.320 0.01

4. Class size -051 0.13 -0.30 0.601  0.0001

5. School Governance 0.03 0.01 0.20 1.030 0.01

Condition Tested : Never repeated=0; Repeated once or more=1

Other Coding : Premature Enrolm - 1=premature; 2=not premat. ; Preschool Attendance - 1=yes; 2=no;
Aftendamce: high value=high attendance, low value=low attendance; Class size: high value=large class
size, low value=small class size; School Governance: high value=good govemance, low value=poor
govemance

dictor variables described
above that seemed most
likely to correlate with stu-
dent repetition simultane-
ously were systematically
analyzed in various com-
binations.> Those variables
that maintained a continu-
ous relationship with repe-

Z “Number of times repeated previously” was not considered in the regression because it overlapped with the dependent
variable. It was feared that this overlap might create a regression which underestimated the role of other variables.
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Preschool Attendanc.

Age When EIKELIHOOD OF REPEATINF

lQuéIbyofSchool Governancd———| ATTENDANCE

fated with Low

1

il resdonce *Urbar/Rural Residence ’ “m""’""%“’m’ High Attendance
*T School Attended -urban residence
-aftendance of a sateliite school YPe 0 5C100, e.n -attendance of a core schoot
" R *Language Spoken in the Hom speaking the majorlty language
—I);hg farl':om schc;ol T *Dislancﬁe o Schoo T ;h?i:\ag clie to school 81
cher has a yhertiary *.‘S)ec]%r‘xw hegerhmy Occup atio ~teacher does not have a secondary or

mMm"" how sock-economic status *Parents' Socio-economic statu§ 2 :‘;‘;”m"ﬂ N

parents have low level of educato *Parents' Education Level status
-parents’ have low leve ucation *Quality of Instruction , !
-quality of instruction is poor -parents’ have high level of education

-school is poorly managed

-quality of instruction is good

-school is well managed

tition are summarized
in Table 6.6.2

Once again, the
variable  exhibiting”
the strongest rela-
tionship in the re--
gression was student
attendance  (-0.47)
followed by class
size (-0.30) which
continued to show an
inverse relationship
with repetition (for
reasons cited above).
School governance,
premature enroll-

ment, and preschool likewise all stayed in the relationship. Factors dropping out as not statistically
significant included SES, teacher qualifications, income, residence, and parents’ level of education.

Based on the relationships observed with student attendance by other factors usually associated
with siudent repetition as well as the strong relationship exhibited by attendance itself, it can rea-
sonably be assumed that the primary reason that many of these other factors dropped out of the re-
gression was that their effects are mediated by student attendance. Given this assumption, a predic-
tion model for student repetition has been developed in Figure 6.5. In this model, atfendance, pre-
school, age when enrolled, class size, and school governance are conjectured as “direct” predictors of
the likelihood of repeating a grade. Secondary factors such as place of residence (i.e., urban/rural),
family income, and parents’ education are also placed in the model but as “indirect” predictors. This
is to say that their effects are mediated primarily through student attendance which is the most im-
portant predictor in the model. School governance is presented as both a direct and indirect predictor
since its relationship did not drop out of the regression even though it is also associated positively
with attendance. Presenting the relationship of governance in this way helps to mitigate the fact that
its relationship with student repetition is still counterintuitive owing to the likelihood that better ad-

ministered schools also have higher educational standards
(and hence higher repetition rates). The relationship with class
size explained by the regression is also still counterintuitive
(ie., large class sizes are associated with low repetition) and
probably stems from a bias in the sample as explained earlier.
This, then, is one area in which future research might seek to
better refine the model.

6.2. Validity of the Evaluation Process Leading to Repetition
and Promotion
6.2.1. Factors Considered

This segment of the study sought to determine the degree
to which evaluation activities conducted in schools reliably
predict student achievement. This is an important question

3 In logistic regression, the terminology differs slightly from that used in multiple regression, its more common counter-
part. “Parameter estimates” are here used to refer to b-coefficients. These values have in turn been converted into “stan-
dardized estimates” which refer to correlation coefficients. “Probability” is based on a Wald Chi Square.
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a) Internal Evaluation - ASSISTED SCHOOLS
GRADE 1 Term 1 Term?2 Yearly Average Lang. Average Math Average
Avennge nfa 0.77 034 0.55 0.64
@=0) (=48, p<l) | (=79p<01) (n=95; p<O1) (=95, p<.01)
Language - - - 0.55 -
(=95, p<.01)
Mathematics - - - - 0.53
=)
GRADE 2 >
Avenage 0.59 0.60 0.46 0.78 0.61
(n=95;p<.01) | (n=66;p<.01) (m=70,p<.01) (n=59;p<.01) (n=59;p<.01)
Language - - - 0.77 -
. n=59;p<.01
3 Mathematics - - - - 0.56
(r=59:
GRADE 3 R
& Avennge 0.51 0.38 063 0.71 0.67
@=74;p<.01) | (=48;p<.01) | (=74p<01) (n=36;p<.01) (w=36;p<.01)
Language - - 074 -
(n=36,p<.05)
Mathematics - - - - 035
Avenage 0.54 0.59 047 0.62 0.59
(n=169;p<.001) | n=162;p<001 | n=223;p<.001 (@=190;p<.001) | (n=190;p<.001)
Language - - - Vs -
(=190;p<.001)
Mathematics - - - - 047
(=190;p<.001)
) Internai Evaluations~ UNASSISTED SCHOOLS
: | Termi | Term? _{YearlyAverage | Lang Average | MathAverage |
Awzage 039 031 034 0.18 028
@=97;p<.01) | (=114;p<.01) | (n=163;p<.01) (=57; ns) (=57, p<.05)
Language - - - 0.14 -
(n=57; ns)
Mathematics - - - - 0.28
S— (1=57,p<.05)
GRADE 2 e e e e e e e T e e e e e T e S e S e
Avensge 0.41 023 031 0.54 0.48
=103;p<.01) | (+=9Bins) @=112;p<.01) (=90;p<.01) (=90;p<.01)
Language - - - 0.50 -
n=90;p<.01
Mathernatics - - - - 0.4
| (n=90; p<.01)
Avenage 0.67 0.71 0.74 0.59 0.62
(n=88;p<01) | (=74;p<01) | (=76;p<.01) (n=69;p<.01) (e=69;p<.01)
{ .
Language - - - 0.61 -
(n=69;p<.01)
Mathematics - - - - 0.58
(n=69;p<.01)
ALLGRADES [ s, er,erse OGRS (R DR
Avenage 0.48 035 0.39 0.43 045
(n=28R;p<.001) | n=286;p<.001 | n=351;p<.001 =216;p<.001) | (*=216;p<.001)
Langaage - - - 0.40 -
(n=216;p<.001)
Mathematics - - - - 0.42
(=216;p<.001)

6.2.2. Concurrent Validity and Internal School Evaluation

because promotional decision-making
is largely based on information relat-
ing to students’ internal marks. A fail-
ure to validate the evaluation process
in whole or in part would suggest that
repetition data may not be as meaning-
ful an indicator of students’ learning
as is sometimes thought. In the final
event, this is exactly what was found.

This research question took in 3
areas of inquiry. These included ex-
aminations of the concurrent validity
and internal reliability of the evalua-
tion activities in schools as well as an
investigation of any anomalies in
promotional decisions vis a vis stu-
dents’ level of achievement. Each of
these questions was investigated in
two conditions: among schools having
received technical assistance and those
not having received such assistance.

In conducting these analyses, 744
students in Grades 1, 2, and 3 were
administered external achievement
tests in language and mathematics
based on the MoEYS curriculum (314
students from assisted schools and
430 from unassisted schools):* Subse-
quent analyses encountered some dif-
ficulty because internal student marks
(monthly, 1st Term, 2nd Term, and
Yearly Averages) were not always
available. For monthly marks, schools
were only able to provide data on 55%
of those students receiving an exter-
nally administered test, 61% for 1st
Term marks; 60% for 2nd Term
marks; and 77% for Yearly Averages.
This in and of itself was an important
revelation on the state of record
keeping in the nation’s schools.

Following the completion of all achievement tests, students received an external test score for lan-
guage, mathematics, and an average of both subject tests. Analyses of the concurrent validity be-

4 Because the analysis was based on the previous academic year’s performance scores, Grade 1 students tested included

repeaters still in Grade 1 and Grade 2 students recently promoted from Grade 1. In determining Grade 2 and 3 students to
test, the same selection process applied.
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tween these external test scores and in-
ternal marks found distinct differences
between schools which had received
technical assistance and those that had.
T not (Tables 6.7a and 6.7b). In general,
Unessisted Schools the internal evaluation scores of assisted
schools yielded coefficients which”
tended to be stronger as well as more
statistically significant. Indeed, there
was an absence of values which were
not significant. With a handful of ex-
ceptions, most correlation values were
in excess of 0.50.

08 9 Legend

0.6

04

Corrsiation Cosfficient

0.2 1

Unassisted schools on the other hand
showed a pattern of poorer comparative
; : performance. Although most coeffi-
a2 e arag na® Mty Me cients were statistically significant,
Internal Marks Compared some were not. In any case, coefficient

values tended to be weaker than those
observed for assisted schools. Except for a few instances, most coefficients were below 0.50 and in
some cases reached as low as 0.18.

0.0

Another important set of observaiions from this data was that there seemed to be greater concurrent
validity in the higher grades and for internal marks which were monthly. The fact that continuous
evaluation practices in all schools considered exhibited higher levels of concurrent validity than end ~
of term/year marks argues for a possible reconsideration of the manner in which yearly averages are
computed.

The main thrust of these observations is that technically assisted schools exhibited evaluation
practices which were more readily validated than those in schools receiving no technical assistance.
The pervasiveness of this pattern is quite evident in Figure 6.6 where the correlation coefficients for
average external test scores in all grades are compared in each internal marking category. Without
exception, assisted schools exhibit a higher level of concurrence than unassisted schools.

The finding that technically assisted schools have seemingly more valid internal evaluation
practices helps to substantiate a point made earlier with respect to the relationship between school
governance and student repetition. This is because the 3 assisted schools used in this segment of the
study were also found to have had higher governance scores than the unassisted schools. The
argument has already been made that schools which are better administered have higher levels of
repetition because they possess higher educational standards. In addition, we now see that these better
administered schools also have more valid evaluation practices.

Another way in which the study has sought to validate internal evaluation practices has been to
compare the number of promoted students who failed or passed external achievement tests with the
number of repeated students who passed or failed.’ The results of these comparisons for both assisted
and unassisted schools are presented in Figures 6.7a and b.

3 The criterion used for passing/failing on external tests was set at 50% mastery of content, the same standard used by
schools in their internal evaluation.
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(a) ASSISTED SCHOOLS
Grade

Language Math Average

Promoters Repeaters Promoters Repeaters Promoters eaters
X a 7 Progpgters Repegfers.

2 55.4 282 330%  23.0* 44.4 253
3 49.8 210 22.3 14.0 37.6 17.9
®) UNASSISTED SCHOOLS
Grade Language Math Average
Promoters Repeaters Promoters Repeaters Promoters Repeaters
1 42.8 24.0 58.0 36.8 47.7 28.3
2 394 27.0 23.3%* 16.3%* 322 222
3 52.8 22.2 338 12.5 444 18.0
Differences are all significant at p<.001 unless otherwise noted.
* p<.003
#p<.05

According to these results,
external and internal evalua-
tion measures seem to be in
agreement with respect to
those students who should
have repeated due to poor
mastery of content. With the
exception of a small number
of students, most repeaters
failed the external achieve-
ment test. But a very surpris-
ing discovery was that in most
cases, 50% or more of pro-
moted students in both as-
sisted and unassisted schools
had also failed the external
tests administered. But this
pattern tended to be more true
of unassisted schools than as-
sisted ones.

A comparison of the actual scores of promoters and repeaters within the schools tested confirms
the observations seen in Figure 6.7 that repeaters do score significantly lower than promoters in all
grades and conditions. Au analysis of mean percentage scores for repeaters and promoters using a Z-
fest indicate that all differences are statistically significant (Table 6.8a & b).

The above findings suggest a number of important implications. First, Cambodia may already
have a de facto policy of automatic promotion being enacted locally by schools. One likely reason
that so many promoted students failed achievement tests in language and math relatcs to an eailier
discussion about inflationary marking practices (see pp. 4-5). That is, teachers use the marks from
other minor subjects to inflate yearly averages so that as many students pass as possible. For exam-
ple, such subjects as “singing and dance™ are weighted equally with “reading.” Some teachers were

100 49

Percentage of Students (%)
Percentage of Students (%)

{Assisted Schools) w fsted Schools)
L
.ogand T
B Falled
H raled
B Paosed B rPassed
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even found to grade students for school yard
work (under the subject heading “hand work™)
to inflate student marks. Thus, averaging usu-

Tegend ally very high scores in minor subjects helps to.
B Assisted Schools (v314) . h

A offset lower scores in the core subjects.

Al Schools (¥=744)

Oifferences significant at p<.01

Another implication of these results heard
earlier is that extreme variability in educational
standards has diluted the meaning of the desig-
nation “promoted. Among subject tests in lan-
guage and math, promoter mean scores only
reach above 50% in 5 out of 18 cases. This
harkens back to a supposition stated earlier that
repetition rates as currently defined may not -
necessarily be a very meaningful measure of
actual student achievement.

)
-4

Correlation CoefTicient

— P 6.2.3. Internal Reliability of School Marking
Practices

The study also looked at the degree to which
there existed internal consistency between the
various internal mark components that are used in making the decision to promote or repeat a student.
Based on the high correlation coefficients with external achievement tests found in Tables 6.7a and b, _
monthly marks were taken to be the most valid internal mark component calculated by schools (i.e.,
valid in terms of measuring real educational attainment). These marks were then compared with
yearly student averages because it is largely upon the basis of these scores that students are repeated -
or promoted. Correlation coefficients were accordingly computed for assisted and unassisted schools.

An additional coefficient was computed for all schools combined. These results are presented in Fig-
ure 6.8.

All coefficients demonstrating internal reliability were statistically significant. Once again, how-
ever, assisted schools were found to have relatively higher measures of internal reliability of its
marking process. Unassisted schools, on the other hand, showed a smaller magnitude in the reliability
of its internal evaluation practices. Overall, all 6 schools evidenced internal reliability measures of
0.69 for language and 0.62 for math. Based on this analysis, the internal reliability of the marking

process seems adequate although this conclusion is much truer among assisted schools than it is
among unassisted ones.

6.2.4. Examination of Anomalies in Promotional Status
Given various examples in the literature on the circumvention of official promotional guidelines (e.g.,
McGinn, 1992), the study also checked to see whether any such anomalies in promotional status ex-
isted in Cambodian schools. In addition to compiling internal student marks for comparison with ex-
ternal test scores, field testers had also collected data on the
promotional status of each student tested. It was, therefore, pos-
sible to make determinations of the degree to which schools
were complying with official guidelines as to when students
Anomaly Category should be repeated or promoted. As noted earlier, the primary
criterion used for promotion is the yearly average score with
Failing students passed  1.6%(9)  marks of 5.0 or higher requiring promotion. Of the 574 students
Passing students failed  5.1% (29) : . -
: : with yearly averages examined, 9 students with marks less than
5.0 were found to have been promoted and 29 students with
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marks more than 5.0 had been repeated (Table 6.9). Some of the
anomalies found were extreme such as one repeater with a yearly
average score of 8.0 and a promoter with an average of only 3.87.

Focus group discussions with directors, teachers, and parents
in each of the 6 schools tested found frank acknowledgment of the
practice of circumventing the official promotion guidelines (i.e.,
cut-off points for promotion) in certain circumstances. For re-
peating students who should have been promoted, the most com-
mon reasons cited were:

¢ Accommodating a request from parents

o Students do not show an adequate degree of readiness to take on
higher grade level learning tasks

e  Students were found to have cheated on an examination

® (For Grade 6 students) High School too far away so parents re-
quest students to repeat Grade 6 again

Reasons cited for promoting students who should otherw1se have been repeated included:
¢  Accommodating a request from parents

e (Classrooms at higher grade level lack students so some (borderline) repeaters are promoted to fill up class
lists

PoE has sent directive to increase promotion rates so yearly averages are “revised” to allow repeaters into
the next grade level

e  Seems apparent that student will drop out if not promoted
o Student is toc old to stay in current grade -

By far the most common cause of changing a student’s promotional status (in both categories) ac-
cording to these focus groups was a request from parents. In cases where the parent is asking for their
child to be promoted the director usually extracts a promise that attendance must be high and/or that
the child be helped in h1s/her homework by the parent. But the acknowledgment that students’ marks
are sometimes “revised” to allow promotion or repetition as the case may be suggests that the number
of anomalies gleaned from the present data set is only the tip of the iceberg with respect to actual oc-
currence. Since teachers are the acknowledged guardian of students’ marks and primary decision-
maker for repeating them, such revisions are easy enough to make. The policy response to the above
situation should probably be very cautious. Obviously, the possibility that such practices may be
widespread indicates that they are meeting a need sorely felt by schools (e.g., being responsive to
parents, bolstering class lists, etc.). The fact that the system has this flexibility is not necessarily a bad
thing either. And it should be recognized that trying to strictly enforce current guidelines without ad-
dressing underlying causes will probably only lead to more “creative circumvention,” Perhaps the
best response might be to formalize current practices by allowing for a 3rd category of borderline

students who may be either repeated or promoted based on the discretion of an authorized school
committee.
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Composite Case Study of School Practices Leading to Promotion and Repetition

The 6 schools studied intensively during this study dramatized the extent and depth of diversity in variable prac-
tices relating to promotional decision-making and general evaluation matters. In some cases, these practices were crea-
tive and responsive to local needs. In others, they showed poor management and a general failure to grasp the impor-
tance that should attach to the decision to repeat or promote a student.

Among the positive practices, researchers found some schools going to great lengths to help students move on to
the next grade. One very interesting mechanism employed by a number of schools was to allow repeaters a second
chance at the beginning of the school year to take one last examination (usually in language and mathematics) in order
to get into the next grade level. One problem with this practice, however, is that it creates serious inconsistencies be-
tween the number of repeaters officially reported earlier to the Provincial Office of Education and the Ministry and the
number of students who actually repeat (which depends on how many children pass the informal test given at the be-
ginning of the following academic year). Another interesting means used to help students was to extract promises from
parents to ensure high attendance and tutoring at home as a precondition for promotion (for those students who would
normally have repeated). For the under age children whom parents pressure schools to enroll, some directors were
found to put them all together in one room and call it a preschool class rather than mixing them in with more mature
Grade 1 children. This practice is seen to prevent classroom management problems and the high likelihood of repeti-
tion that might otherwise occur by putting children who lack school readiness skills in with mature students. It may,
however, lead to problems later on for these children, especially if as was explained earlier, they are not constructively
engaged in a way to forestall the development of bad study habits.

Teachers also seemed to show great flexibility regarding the application of promotional criteria. For example, stu-
dents who miss more than 30 days must technically be repeated even if their point averages exceed 5.0. But in several
cases where students had missed more than 30 days, teachers still promoted them if their point averages exceeded the

minimum required. These findings demonstrate that the “three criterion rule’ for promotion (marks, attendance, and
behavior) is in fact a ‘one criterion rule.’

There were serious concerns, however, about the way nearly all schools evaluated Grade 1 children. For example,
there seemed to be wide variation between schools with respect 1o evaluation exercises administered at the Grade 1
level during the First Term. Some schools do conduct formal evaluation during this period while others do not. For
those schools that do not, there were serious questions about the reliability of student evaluation records because report
cards issued to students during the First Term indicate evaluations which are not based on objective measures of stu-
dents’ abilities. Rather, these evaluations are simply highly subjective assessments made by teachers at the end of each
month and reported to parents. These marks, however, form part of the student’s official mark sheet which is used for
promotional decision-making, When formal tests are administered to Grade 1 students at the end of the year, these
usually take the form of very short batteries of exercises consisting of 5 uestions or less per subject. Such exercises
usually consist of a few arithmetic problems given to the class as a whole, some dictated words to be written on a slate,
and a few minutes of reading which is done individually by each child during class recess. To cover the 50, 60, or 70
children that a teacher may have in his or her class, this process is spread out over a period of a week or more. For
teachers who maximize the number of questions asked during these evaluations, reliability of the evaluation is more

assured. But for many children at Grade 1 level, promotion or repetition seems to hang on successfully completing a
few questions at the end of each term.

Promotional decision-making also seemed to be greatly influenced by a number of administrative concerns such as
filling up class lists. When a school is faced with the prospect of only 4 or 5 students at a certain grade level, they often
reverse decisions to repeat students to fill up class lists. Conversely, a school may initially promote everyone to com-
ply with a central directive to increase promotion rates only to change their status to repeaters at the beginning of the
following year if they find it too difficult to teach them the next level of curriculum tasks,

And of course there were simply a number of practices which can only be described as very unprofessional. When or-
ganizing samples of students for achicvement testing, survey invigilators often found that teachers did not know who
the repeaters or promoters in their classes were. Such ignorance of students’ backgrounds suggests that many teachers
do not target remedial help for children who repeated previousty but simply present the same package of teaching for
all students without regard to special needs. Many schools do not even keep student evaluation records from one year
to the next so checking such background would be difficult to impossible even if the teacher wanted to find out. In
addition, the manner in which many annual averages were calculated was sometimes quite sloppy. When computing
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internal student marks for concurrent validity analyses, researchers found that averages calculated in the computer did
not correspond with final averages awarded by teachers. In one case, this affected over 10 students whose averages
showed that they should have been promoted but had been repeated instead. When going back to the school to check
these anomalies, researchers were told that the teacher had had a lot of personal problems and was prone to making

such mistakes. Such thinking shows a major lapse in professionalism and a failure to give the promotional decision-
making process the seriousness which it requires.
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6.3. Investigation of Differences in Repetition by Selected Criteria: Technical Assistance and Ur-
ban/Rural Setting

An important thesis underlying the study was to detegt differences between schools with respect to
repetition rate patterns in two conditions: degree of technical assistance received and urban/rural set-
ting. Repetition differences between schools with respect to the degree of technical assistance which
they have received is an area which has not really been systematically investigated in the past in spite”
of millions of dollars in investment. Although analyses of national data have already confirmed there
to be clear differences in the incidence of repetition between urban and rural schools, the study-
wanted to go one step further. Accordingly, the investigation tried to better understand possible dis-
crete differences between urban schools in large cities such as Phnom Penh and those in district
towns which serve a combination of rural and urban populations. With this in mind, analyses of repe-
tition rate differences took into account a third category of schools designated as “semi-urban.” This
category refers primarily to schools in district towns which are very close to rural areas.

All 18 schools surveyed by the study were used in this segment of the investigation. As explained
in Chapter 5, schools were selected through controlled sampling techniques and paired with each
other to ensure comparability in terms of kind of school, setting, and pupil class ratio (cf. Appendix).
“This resulted in a sample comprising 9 school pairs. Classification of schools according to the techni-
cal assistance received and other criteria was based primarily on data received from EMIS. Because.
some technical assistance delivered during the past several years has been national in scope (e.g.,
PASEC), criteria used for assistance classifications focused on localized inputs such as intensive
teacher training (excluding distance education), cluster school development, library development, and
special inputs for community development.® Once again, the fact that the analysis below does not
distinguish between the kind, quality, or quantity of technical assistance provided could be a possible
limitation. But as the underlying goal of all assistance is to reduce repetition, this seemed an appro-
priate justification for looking at differences between schools in this respect.

6.3.1. Repetition Rate Differ-
ences among Schools Receiv-

(@ ®) ing or Not Receiving Technical

"Grade % Repeated % Promoted  Analysis of Assistance -
Level Differences Overall rates of repetition
for all schools in each condi-

g | 45% 55% Grade ] _ p oo Lo
3% 2 26% 74% Signif. at p<.0001 in favor of lon were considere or
g5 3 17% 83% unassisted schools Grades 1, 2, and 3. Differences
< 13 3% 68% ]%ﬁieg—iiﬁcam (0<05) in overall rates are reported in
~ 1 34% 66% Grade 3 Tables 6.10a and b below.
-§-§ % %g://o g_:f, I;ot;ign;ﬁ;ant (p<05) Rates were found to be signifi-
s 13 28% 2% Signit at p<.0001 in favorof  Cantly different primarily for
sa unassisted schools Grade 1 in favor of unassisted
N=18 Schools ' ' schools (Table 10b). Although

rate differences for Grades 2
and 3 were not statistically significant, the magnitude of the variation in Grade 1 resulted in an over-

all difference of significant value between the two assistance conditions for the lower primary rates as
a whole.

This finding echoes back to a now familiar theme - that technical assistance may indeed be re-
lated to better governance, evaluation practices, and other quality variables which have the general
effect of raising educational standards. This in turn leads to a tendency towards higher rather than
lower rates of repetition. This likelihood becomes even greater when one considers the difference in

6 Aid providers in this regard included UNICEF, SCFA, Redd Barna, CAPE, Sipar, and CONCERN.
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average ratings in governance be-
tween schools based on survey
data. On a scale of 1-10, average
ratings for technically assisted
schools stood at “5.4” whereas the
average rating for the 9 unassisted
schools was only “2.7.”7 But it is
puzzling to see that superior gov-
ernance and other quality variables
do not translate into higher educa-
tional attainment for students. One
possible answer to this puzzle based
on earlier findings is that high stu-
dent attendance is a necessary con-
dition for quality inputs to have ef-
fect. Since schools have little con-
trol over attendance, rates of repe-
tition in better managed schools

become exacerbated among chil-
dren from those households with the lowest incomes and poorest levels of parental education.

Legend
M Assisted
Unassisted |

50

10

Grade 3
URBAN SCHOOLS

Grade 2 Grade 1 Grade 2
RURAL SCHOOLS

Although there was a balance in the sample between urban/rural schools which had received as-
sistance and those which had not, the study also tried to control for urban/rural differences in the
event that there was some unforeseen sample bias at work. The results of an analysis controlling for
urban/rural differences is presented in Figure 6.9. Here one can see that the significantly higher rates
of repetition in Grade 1 among the assisted schools holds firm for both urban and rural schools. But
urban location seems to intensify the difference between assisted and unassisted schools in Grade 2 as
well although Grade 3 continues to show no significant differences in either condition. In this regard,
one can see that urban assisted schools reveal higher rates of repetition than unassisted ones.and that
this pattern is more consistent than can be said of a similar comparison between assisted and unas-
sisted rural schools. If one accepts the thesis that technical assistance tends to raise educational stan-
dards and repetition rates along with it, then this finding indicates that such an effect is greater among

urban schools than rural ones.

6.3.1. Repetition Rate Differences
among Schools in Urban/Rural Lo-

@ : ®) cations
Grade % Repeated % Promoted . Amalysis of The results of analyses comparing
vel Differences urban and rural schools were rather
§§ ; ?g:/f g‘l‘fﬁ g‘rﬁgeﬁ-c%mmes. st{aightforward a}nd are consistent
£5 3 13% 87% between urben/semi-uban ~~ With the conventional wisdom con-
Ra 13 25% 5% :?;uﬁ-m’cﬁ;c};‘;";ﬁ;adﬁ cerning urban/rural differences be-
.g.g ; 3%’ %‘;ﬁ» infaggllr)of the former tween schools (Table 6.11a and b).
§-§, 3 16% 34%3 e In this regard, repetition rates for ur-
§al3 2% 3% Differences in rates ban schools were lower than for
%) 4] P semi-urban schools are those in rural locations. Indeed, sig-
5_% 5 23% T1% (p<_0§111; nificance levels were very high
213 36% 64% (p<.001). It was also found, how-
N=13 Schools

ever, that the difference in repetition

7 Governance ratings were based on question scores covering planning, availability and organization of teaching aids,
access to library services, etc. (see Questionnaire in Appendix).
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rates between urban and semi-urban schools was not statistically significant. This gives some empiri-

cal basis for lumping schools in true urban areas such as Phnom Penh in with schools in provincial
towns as is often done.

6.4. Attitudes towards Repetition among Education Stakeholders: Parents, Teachers, and Directors
This part of the survey tried to assess differences in attitudes about student repetition among im-
portant education stakeholders. Attitudinal dimensions considered concerned the causes of repetition,

the effectiveness of repetition as a strategy to help children learn, and general strategies through
which to reduce repetition.

Attitudinal surveys of parents in Cambodia are rare and fraught with difficulties. Problems with
such surveys include the need to explain the difference between an opinion and a fact to respondents
and that such survey items have no “correct™ answer. Social desirability response bias is another se-
rious problem, especially given the importance of deference in Cambodian society. The interview
process tried to address these concerns by presenting survey items in a nonthreatening way, to use
pictures for responses (see Interview Guidelines in the Appendix), and by explaining that there is no
correct response to any given statement. Nevertheless, it is likely that many respondents still felt
compelled to provide socially desirable answers leading to some response patterns that are contra-

dictory. This limitation should, therefore, be remembered when considering responding patterns be-
low.

6.4.1. Important Highlights Regarding the Attitudes of Education Stakeholders

“All attitudinal items asked during the survey required indicating agreement (or disagreement) to a
set of statements along a continuum from Strongly Agree to Strongly Disagree. The polarities of
items were reversed in a random order to ensure that respondents did not simply agree with all state-
ments. Some of the more important findings with respect to this investigation are presented in Figure

6.10 below. Items for which responses between parents, teachers, and directors are significantly dif-
ferent are marked by a star (*).

Perhaps the most interesting response by education stakeholdeis was the attitude about keeping or
discarding repetition as a Ministry policy (Figure 6.10). Here, one can see that a majority of parents,
teachers, and directors disagreed with the statement that the MOEYS should “abolish repetition be-
cause it is an ineffective policy.” Among directors 38.9% agreed with this proposition compared with
23.7% of teachers and parents. Although more directors supported the abolition of repetition than ei-
ther parents or teachers, the difference between groups was not statistically significant. Thus, a sub-
stantial majority of all education stakeholders appear to want repetition maintained as a Ministry
policy. This finding suggests there may be little public support for the introduction of automatic pro-
motion in Cambodia unless preceded by intensive education of communities and school personnel.

An expected difference between respondents was that teachers would attribute the cause of repeti-
tion to teaching least (Item 4) whereas parents would attribute cause to “communities not seeing the
value of education” least (Item 10). This expectation was borne out by a responding pattern for Item
4 in which parents and directors were both more likely to accept the proposition that poor teaching is
the primary cause for repetition. On the other hand, almost all teachers and directors accepted the
proposition that communities do not value education whereas only somewhat more than half of par-
ents did. Both differences were statistically significant.

Another interesting finding is that parents and teachers seem to have somewhat more of a toler-
ance for repetition than directors, seeing it not necessarily as a bad thing (see Items 1 and 5). In this
regard, a large majority of parents and teachers seem to feel that repeating a grade gives children a
“second chance” and that they indeed “learn more when they repeat.” It should be noted, however,
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* 1. Repeating children gives them a 2nd chance to learm.

Legend
Directors
Teachers
I Parents

2. MoEYS should abolish repetition as a policy.

3. Efforts to reducae repetition should focus on educating

parents. N=18 Directors

N=140 Teachers

* 4. Repetition is caused by poor teaching. N=471 Parents

* 5. Children leam more when they repeat a grade.

* 8. tmakes me angry when | see so many children
repeating every year.

* 7. Students drop out of school when they repeat
too many times

8. Reducing repetition is the government's responsibility.

* 9. Repeating a grade damages children's feelings.

*10. Many communities do not see the value of education.

11. Communities have the most important role to play in reduc-
ing repetition.

* 12. BMforts to reduce repetition should focus most heavily on
improving the quality of teaching.

-1
120

|'|ndiﬁtesdifferenoesam significant at p<.05 ‘ P tage Who Agres (%)
- ercentage Who Agree (%)

that this did not prevent many teachers (and directors) from feeling that repetition is more likely to
lead to dropout than parents (Item 7) and that it hurts children’s feelings (Item 9).

Some qualifications should be added to the above findings. First, the margins of agreement for
many questions seem high and suggest a problem with pressures to give socially desirable answers.
Thus, response patterns should be interpreted as suggesting particular trends of opinion and not ab-
solute margins of agreement/disagreement. Some findings from the survey were also contradictory.
For example, parents, teachers, and directors all tend to agree (i.e., differences are not statistically
significant) with the proposition that “reducing repetition is the government’s responsibility” (Item 8)
but also that “communities have the most important role to play in reducing repetition” (Item 11).

6.4.2. Astitudes About the Cause of Repetition

One of the tasks asked of parents, teachers, and directors was to rank the causes of student repeti-

tion in order from most to least important. To keep the task simple, the causes suggested to respon-
dents were kept to 6 in

number. Rankings among
respondents were com-
pared in two ways. First,

rank scores were  Teaching lacks quality
mean ores we Families do not(}mve enough money for education
computed for parents,  Many families do not place high value on education

1

2

teachers, and directors and ~ Classrooms are too overcrowded , ‘5‘
6

Cause Rankings
Parents Teachers Directors
3

. Students' attendance is poor
ordered accordingly (Ta-  School facilities such as buildings, desks, ete. are inadequate

ble 6.12). Another way in
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which differences were analyzed was to ccmpare response frequencies among each stakeholder group
according to the cause which they ranked as most important (Figure 6.11).

Analysis of differences through comparison of mean rankings showed there to be surprising uni-
formity between teachers and directors. Indeed, there are no differences in ranking between these iwo
stakeholders. For all three stakeholder groups, the two most important causes leading to student repe-
tition seem to be “lack of money” for spending on education by families and failure of many families
to “value” education. Not surprisingly, parents gave failure to value education an average rank of “2”
whereas many teachers and directors seemed to think it the most important reason that students re-
peated. Still, it is remarkable that so many parents would have been as self-critical as even a ranking
of “2” would suggest. Another interesting finding is that parents gave “teaching” a rank of moderate
importance (“3”) in causing repetition whereas both teachers and directors showed a relative rank of
only “5”. In this respect, school directors seemed to contradict themselves vis a vis their response to
Item 4 in Figure 6.10.

Differences in responses regarding the role of student attendance as a cause of repetition are also
striking. Teachers and directors give this cause a rank of moderate importance (“3””) whereas parents
only ranked it as “5” in importance. Based on earlier survey findings of the importance of attendance
as a repetition predictor, this suggests an important element of content in community education pro-
grams which might be planned in the future.

A point of perfect uniformity among stakeholders concerns the cause regarded as ‘least’ important
in leading to repetition. In this respect, all stakeholders ranked “poor school infrastructure” as the
least important cause of repetition. This finding suggests that the frequent requests for infrastructural
improvement often relayed by community associations may, therefore, not represent the things most
important to parents in terms of the education of their children. This may be because such associa-
tions are usually led by the “grandfathers™ of the community and not parents.
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Percentage differences among stakeholders when ranking the most important cause of repetition
(Figure 6.11) confirm much of what has been related above with some qualifications. In particular,
failure to value education and economic factors continue to maintain a dominating presence as lead-
ing causes cited. However, it seems that a sizable proportion of teachers (28.8%) and directors
(33.3%) agree with parents (53.1%) that inadequate family finances for education are the most im-
portant factor leading to repetition.® In addition, only 14.6% of parents placed the failure of many
families to value education as the leading cause of repetition, thereby tempering earlier conclusions
regarding the importance of this factor among parents. It should also be pointed out that a sizable
proportion of teachers (20.9%) placed attendance as the leading cause of repetition. Given teachers’
unique perspective as the guardians of children’s learning, this finding helps to echo conclusions
about the importance of attendance made earlier.

An unmistakable thrust of the findings above is that there seems to be a tendency among many
education stakeholders to cite out-of-school factors as the leading cause of repetition. These include
family income, failure to value education, and student attendance (though the latter could be regarded
as both an in- and out-of-school factor). Such in-school factors as classroom overcrowding, infra-
structure, and even the quality of teaching seem to be starkly absent from the minds of most parents,
teachers, and directors as the leading causes of student repetition.

6.4.3. Attitudes Concerning the Effectiveness of Repetition as an Interveniion Strategy

In addition to attitudes concerning the causes of repetition, the study also tried to assess whether
education stakeholders felt that repetition is an effective intervention which ultimately improves chil- -
dren’s learning. The literature review has already indicated that in many countries, public perceptions

tend to favor the use of repetition as an effective means to help children even though the vast major-
ity of research shows it to be inef-
fective and even damaging to
children’s social development.
Thus, this seemed to be an impor- R T
tant area of inquiry for the present 1 Al differences significant at p<04
study to investigate in Cambodia,
especially given the number of ad-
vocates in and out of government
who favor abolishing repetition as

a policy. ' 100 -

Legend

T/ Parents
——®—  Teachers
——® Directors

Some general impression of re-
sponse patterns concerning effec-
tiveness has already been indicated
in the overview of specific ques-
tionnaire items above. Those items
which were specifically used to
assess aftitudes regarding effec-
tiveness of grade repetition in-
cluded Items 1, 2, 5, 6, 7, and 9.
High item scores on this parameter
were interpreted to mean that re-
spondents thought that repetition is 0
effective whereas low scores indi- o Ineffective 26 4 s § > Eﬁectivlo
cated the attitude that it was not

Number of Respondents
8
1

Scale

% Readers should note that the above opinions notwithstanding, survey analyses of repetition and budget spent by families
on education did not show any significant correlation.
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effective. All respondents’ scores have been converted into a scale of 1-10 to facilitate gauging over-
all response patterns. '

Frequencies of responding on the 1-10 point scale for effectiveness-ineffectiveness are summa-
rized in Figure 6.12. The mean point score for each stakeholder group is as follows:
e  Parents: 5.03
® Teachers: 4.76
® Directors: 4.06

All mean differences were statistically significant (p<.04). In an overall sense, the mean scores sug-
gest that parents are evenly split in their attitudes towards repetition with large numbers feeling that
it is both an effective and ineffective intervention. Teachers and directors, on the other hand, seem to
have a slightly more negative view of repetition with respect to its eﬂectiveness.g The frequency dis-
tribution in Figure 6.12, however, shows large groupings of individuals on either side of the effec-
tiveness-ineffectiveness divide. The distribution for directors was in fact bimodal with a noticeable
minority scoring at the very lowest end of the scale. Among parents, the distribution was slightly
skewed towards the higher end of the scale with 163 (34.6%) individuals getting scores of 4 or less
whereas 182 (38.6%) had scores of 6 or more; for teachers, skewing occurred in the opposite direc-
tion with frequencies of 52 (37.4%) individuals getting scores of 4 or less as against 37 (26.6%) with
scores of 6 or more, With some exceptions, these findings tend to agree with the response patterns for
specific items noted earlier.

6.4.4. Attitudes Concerning Strategies through which to Reduce Repetition

Another attitude parameter examined dealt with the kinds of strategies which should be used to
reduce repetition. There were basically two kinds of strategies which were examined: those which
stressed addressing in-school factors and those which stressed out-of-school factors. Items dealing
specifically with this parameter
included Items 3, 8, 11, and 12.
Some of the points stressed in this

regard included whether primary Differences not
interventions should stress edu- 200 {  significant
cating parents, improving teaching,
engaging communities as lead
agents, and whether ultimate re-
sponsibility for reducing repetition
lay with the government. Although
there were contradictions in the
ways respondents answered, a
pattern emerged which conformed
to the tendency to cite out-of-
school factors as the leading cause
of repetition. *°

Number of Respondents
8
L

1 - 0
A simple scale of 1-10 was . h : . : M
again used to help readers.gauge Center strategiesin < P Center strategies in
general patterns of responding. In schools seale communities

? This conclusion, however, is not so clear cut for teachers as a large margin believes that repetition does help children
learn but also that it is damaging to their emotional development and tends to promote dropout.

10 While there was broad agreement among stakeholders to emphasize strategies to educate parents and give communities
a leading role in efforts to reduce repetition, most stakeholders also agreed that primary responsibility for this initiative
rested with the government and not with communities. This seeming contradiction may represent peculiarities in the po-
litical system which stress centralized decision-making,
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this case, scores at the lower end of the scale indicated the belief to center strategies on in-school
factors whereas scores at the higher end of the scale indicated attitudes stressing out-of-school fac-
tors. Frequency distributions are displayed in Figure 6.13.

Mean scores for each stakeholder group are provided below:
e Parents: 5.47
e Teachers: 5.16
¢ Directors: 5.33

These mean values once again suggest an even split among stakeholders in the nature of the strategies
which should be formulated to combat repetition. Mean differences were not statistically significant
suggesting some uniformity in attitudes on this variable. The frequency distribution, however, shows
skewing among parents, teachers, and directors towards the higher end of the scale. In this respect,
only 34 parents (7.2%) had scores of 4 or under as against 219 (46.5%) with scores of 6 or more.
Similarly, only 8 teachers (5.8%) had scores of 4 or under compared with 51 (36.7%) with scores of 6
or more. Although a majority of directors seemed to straddle the middle with 10 individuals scoring
“5”, 7 (38.9%) had scores of 6 as against only 1 (5.6%) with a score of less than 5.

6.5. Survey of Attitudes among Repeaters and Dropouts

The final research question dealt with by the study concerned attitudes among repeaters (in the
higher grades) and children who had dropped out of school. The attitudes probed concerned how they
viewed their lives and the world in which they live as well as their schooling experience, both past
and present. The discussion below tries to identify the most interesting attitudes held by children re-
garding the above parameters and to see how the two groups differ. A number of case studies are also
provided to amplify survey findings. Interviewing Cambodian children even at this age/grade level
was difficult due to such problems as fear of adults, shyness, and a tendency to be bewildered by the -
interview process. As with the attitudinal survey of parents, teachers, and directors, social desirability

response bias was a major issue and
this should again be remembered
during the discussion below.

As described in the methodology
section, the selection of interview
subjects was nonrandom. Interview-
ers asked school directors to suggest
a number of interview candidates
from both target groups who were
older or from the higher grades,
able to engage in conversation, and
not shy of adults. The survey sam-
ple size was small and was not in-
tended to indicate any definitive
conclusions regarding children’s
attitudes. But since this report is
committed to clarifying why chil-
dren repeat, it would have been an
unseemly omission to ignore opin-
ions from the very target group
which researchers are trying to help
(i.e., repeaters). Originally aiming
for 20 interviewees in each group,
researchers were able to conduct

Case Study 1: “just can’t seem to get it”

Vannara lives at home with her mother. Her father left home recently
because he did not get along with Vannara’s mother. This year, Vannara
is repeating the fourth grade. She is 13 years old and is rather talkative
for her age. But she feels that she is rather “ignorant” and just can not
understand how to read. This makes her unpopular with her classmates
who do not like the fact that Vannara often copies from them. But she
just does not know what else to do because she simply can not read the
textbooks. Vannara’s teacher is rather strict and inspires some fear in
her, especially when she comes late. She wishes that she had someone at
home who could help her with her studies but her mother never went to
school and so can neither read nor write. So it seems that there is no one
at home who can help.

When doing the interview, Vannara did not understand the meaning of
the word “repeat.” It took a great deal of explaining before she under-
stood that this means that you have to study in the same grade again. This
fact aside, however, Vannara seems to feel painfully aware of the fact
that she is not a very “smart” person like some of the other children in
her class. She feels that learning this year is as difficult as it was last year
even though many of the lessons seem familiar, But Vannara said that

she did not understand them last year and she still does not understand
them this year either,

. Vannara really has no idea what she wants to do in life and rarely
thinks about the future. She has no expectation of going to High School.

Her main expectation in life at the moment is to stay at home and raise
vegetables with her mother.
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1. Do you study your lessons often at home?

2. if you finish prim school, do you expect to go onto second-
ary?

3. Do you think that you will finish primary school?

4. Do you think the decision to make you repeat was fair?

5. If you repeat nxt yr, will you stay in school?

6. Do other children make fun of you because you repeated?

7. Do you know the meaning of the word "repeat™

1 A T T
Note: Missing frequencies indicate “no answer.” [ 20 40 60 80 100

Percentage of Respondents

interviews with 21 repeaters and 23 dropouts. Among the repeaters,
.| the average age was 14.3 with an average grade level of 4.6. Among
Nasrepeaing made stadying.  the dropouts, the average age was 16.1 and the average grade at which

gﬂsiirmgr_w&ﬁ[%y%__ interviewees had dropped out was Grade 5. The sample wes assem-
About the same ;: 5% bled with the help of school directors and unfortunately showed a bias
More difficult 9.5% among repeaters to be male with 71% of those interviewed being boys
N-21 vs 29% as girls, among dropouts the bias was slightly reversed with

53% girls and 47% boys. In general, responses from dropouts
seemed to be characterized by more than a tinge of despair and
hopelessness whereas repeaters tended to be slightly more posi-
tive in their outlook, at least in a relative sense.

%—R or tf, Ceitre: T, 0.9.1. Important Highlights among Responses Provided by Re-
Learned same lessons as last year35.3%  peaters and Dropouts.
ggg?t gﬁ? this year ﬁg:ﬁ In general, many of the responses made by repeaters indi-
N 8%

o cate a positive attitude towards school (Figure 6.14). A large

majority of respondents stated their desire to finish primary
school and to go onto secondary school. Most even stated that they felt the decision to make them
repeat the year was fair although social desirability response bias may have been an important factor
in eliciting such an overwhelmingly positive response (95.2%) to this question. It was also of some
interest that nearly half of those interviewed (42.8%) stated that other children teased or taunted them
because they had repeated.

A rather interesting finding which contradicts most research on the topic of repetition is that a
very large majority of the repeaters (81.0%) interviewed believed that repeating a grade had made
studying easier for them (Table 6.13). Only 9.5% of those answering felt that it had made studying
more difficult. Among those expressing the former opinion, the reasons cited included making it
“easier to learn” (41.3%) and that they had “learned the same lessons last year” (Table 6.14). It is un-
fortunate, however, that so many student responses to this question (which was open ended) are
somewhat circular in reasoning. Many were not able to convey clearly why it was “easier to learn.”

"! Though the younger age of repeaters may have led to a tendency to give the socially desirable responses they hoped the
interviewer was looking for.
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To help parents 82.6

Didn't have enough money

Hard to say

Reason Cited

l Wasn't learning anything I

l Scared of ﬁe teacher J

Was sick
Too far to walk N2
Y T ™ T T T 1
[ indicates school related factors | o 2 4 60 80 100

Percentage of Respondents (%)

Nevertheless, the repeaters interviewed seem to be in agreement with parents, teachers, and directors
who also believe that repeating is “good” for learning.

Among the children who had dropped out of school, it was a sobering
discovery to find that a majority (78.2%) had repeated a grade at least once
with 30.4% reporting that they had repeated more than once (Table 6.15).
Although based on a very small sample which is nonrandom, this observa-
tion helps to add that much more confirmation to a widely held belief that

Jimes Repeated __

Never 21.7%
grade repetition increases the “risk” of dropping out of school. This is not  Qpce 47.8%
to suggest that repetition ‘causes’ dropout; other economic factois are al-  Twice or More 30.4%
most certainly more crucial. But grade repetition may increase a child’s .

exposure to the possibility of dropping out at a later date.

The individuals dropping out of school had done so for a variety of reasons. These are reported in |
Figure 6.15. The two most important reasons, however, related to out-of-school factors including the
need to help parents (82.6%) and a lack of money to continue school (43.5%). Two clear cut in-
school factors were also cited but these only accounted for 21.7% (“wasn’t learning anything™) and
13% (“scared of the teacher”) of the respondents. Nevertheless, these two responses are somewhat
serious indictments of the educational services received by these children. Most dropouts (65.2%)
had also reported that they had decided to drop out themselves as against 34.8% whose parents had

made the final decision. Even so, 69.5% stated that they would have decided to stay in school if they
had to make the decision over again.

6.5.2. Attitudes about Life and Living Situation

Efforts to assess children’s attitudes about their lives and
living situation took in a range of questions on the future,
occupational expectations, and picking words to describe

Pick a word card which best describes how
you feel about the world you live in.

Dropouts Repeaters their view of life. On most of these measures, repeaters and
Fair 13.0% 23.8% dropouts did not seem to show differences which were sta-
g“fa“f I 1;25//: 112”2 tistically significant. For example, when asked to choose a
Hopeless 3.7% 0% word to describe their living situation, 56.5% of dropouts
0% 23.8% picked negative terms such as “unfair,” “hopeless,” and

Sad 8.7% 4.8% “di » . o
13.0% 4.8% ifficult” compared with 33.4% among repeaters (Table
Difficult  34.8% 23.8% 6.16). Although this difference seems great, the small sam-

Differences not significant

N=22 (dropouts); N=20 (Repeaters)

ple size has created a higher threshold for significance
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which was rarely met.'? Still, it does seem remarkable that so many dropouts would describe their
living situation in such stark terms, especially given the “push” that many must have felt to give so-
cially desirable answers.

Another interesting indicator of students’ life views was the degree to which they thought about
the future (Table 6.17). Although nearly half said that they thought of the future “often,” about one-
fifth said that they “never” thought about it. Once again, responding patterns between the two groups
were comparable with no statistically significant differences.
But the fact that so many of the respondents thought so

—————— rarely of the future also seemed to be a somewhat sad com-
How often do you think about the future?  mentary on the lives of Cambodian children.

Dropouts Repeaters

Often 43.5% 47.6%

Sometimes  34.8% 28.6% In another interview exercise, children were read a story
ggr"g‘msay lz;gf.’j; lgzgf,/z about two protagonists. Although both protagonists were
o - poor, one struggled to finish their education in spite of seri-
N=23 (dropouts); N=21 (Repeaters) ous obstacles while another had to sacrifice their education

to help their families survive.'> After listening to each story,
respondents were asked which protagonist they “admired” most. It was expected that dropouts would
choose a protagonist who epitomized the same fatalistic situation as they found themselves in while
repeaters would go with a more hopeful outlook. A key assumption in this exercise was that a state-
ment of praise of one character or another would give some insight about how each respondent saw
their world: fatalistically or with some degree of optimism. In the actual event, differences between
the two groups were again very slight with 31.6% of dropouts choosing the protagonist with fatalistic
overtones as against 23.8% of repeaters (Table 6.18). Still, it does seem rather noteworthy that even
this many children chose a story protagonist whose life
was so sad.

Kind of Protazonis? Clear differences did emerge, however, between re-
} Dropouts  Repeaters  peaters and dropouts in responses regarding what they
Protagonist with 68.4% 76.2%

PositeeOvertones wanted to be when they were older. This question was

v careful to distinguish between what respondents actually
%&s%%isév‘gl%ms 31.6% 23.8%  expected to be and what they could be if they had the
e ——— - chance. Repeaters seemed to maintain some high hopes
N=23 (dropouts);, N=21 (Repeaters) with 3 wishing to become doctors and 6 wishing to be

teachers (Tables 6.19a and b). A majority of dropouts,
however, seemed to set their sights on being farmers and

1 local vendors with only 3 individuals aiming for white

(@) Repeaters (b) Dropouts collar type professions.
%:;%:t('-g)n—m‘l— W Each, individual question dealing with the variable
*doctor (3) *vendor (7) “attitudes towards life and living §imation” .had scores
*teacher (6) *teacher (2) attached to them which were additive. Questions opera-
*factory worker (1) *civil servant (1) tionalizing this variable in addition to those discussed
*civil servant (1) *merchant (1) above included judgmental comparisons with others,
*policeman (1) *anything except thief (1)

eomeone learned (1) *dogtt kaow () additi9nal assessments of future prospects, and fairness
*regular person (1) " of various decisions affecting respondents. As was done
*don't know (4) N=22 earlier, these scores were tabulated and converted into a
o stmple 1-10 point scale to help gauge general patterns of

'2 In this particular case, a chi-square analysis yielded a probability value of only p<.12, larger than some others but still
not significant. .
** Both narratives can be found in the questionnaires for repeaters and dropouts (see Appendix).
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responding. High scores indicated a

positive attitude towards life and

lower scores represented a more 10 1

negative attitude. Response frequen-

cies are summarized in Figure 6.16. Legend

—8— Dropouts
—~———a4— Repeaters

Mean scores for each group were as

follows:

Dropouts: 5.96
e Repeaters: 7.67

=24
1

p<.001

Mean differences were significant
at p<001 and suggest a relatively
more negative life view among drop-
outs than among students still in
school albeit in a repeater status. It
should be noted, however, that fre-
quency distributions were skewed to
the right for both groups although this
was much truer of repeaters than

pondents

E-N
1

Number of Res

Differences significant at

dropouts. In this respect, all repeaters

had scores of 6 or more whereas this Negative

T
10
Positive

r
8

Attitude

wes true of 69.6% of dropouts. But

Attitude

Scale

some question does attach io the ve-
racity of high score ranges due to the possibility of social pres-
sures for children to provide positive responses.

6.5.3. Attitudes towards School and Learning

This last section describes an assessment of repeaters’ and
dropouts’ view of education. This activity took in a number of
questions on both the school at which they were studying or had
studied as well as attitudes on learning in general. When given a
picture of a typical school to look at, most respondents picked
positive word cards to describe the school (Table 6.20). In this
respect, repeaters expressed more positive sentiment with 90.5%
choosing word cards such as “happy,” “important,” and “inter-
esting.” Among dropouts, 78.2% chose positive words to de-
scribe the school as against 27.7% who chose negative ones.
This high response rate among dropouts seems to fit with an-

Picka word card which b'est déscﬁbes
how you feel about the school shown ir

the picture

Dropouts  Repeaters
Ha 30.4% 42.9%
Sa 8.7% 9.5%
Important 34.8% 19.0%
Useless 8.7% 0%
Good 0% 0%
Interesting 13.0% 28.6%
Tired 4.3% 0%
Scared 0% 0%
Differences not significant

N=22 (dropouts); N=20 (Repeaters)

Case Study 2: “One thing is sure”

seems to repeat at sometime or another after all.

when he comes to class late or does not pay attention in class.
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Rith is a yourig boy who just repeated the fourth grade. He is 13 years old and seems to be rather self-confident.
He feels that he learns much faster than his classmates even thongh he repeated a grade this year. Although his par-
ents only mention the importance of studying from time to time, Rith studies frequently at home and seems to like
school. He has many friends and does not worry about anyone making fun of him for having repeated since everyone

If all goes well, Rith hopes someday to be a policeman because he wants to serve society. But first he has to finish
his studies. He hopes very much to be able to attend secondary school in two more years.

Rith seems to feel that repeating a grade this year has helped him to be a better student because all the lessons are
the same ones he had to study last year. But Rith is very sure of one thing - he does not want to have the same teacher
next year if he has to repeat again. The reason is that Rith’s teacher is apparently a very strict fellow who whacks him
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swers to a question mentioned earlier regarding whether
respondents would still drop out if they had to make the

decision over again today. As noted above, over two-
thirds of dropouts said that they would have decided to
stay in school. Among the minority of respondents in
both groups who chose negative words, the sentiments

How useful has what you have studied been ?

Dropouts Repeaters

0, 0,
expressed included “sad,” “useless,” and “tired.” Inter- \S,:ge‘::;iﬂuseﬁu Zig‘.//‘; 8;:;;:
estingly, some dropouts seemed more inclined to choose  Not at all useful 0% 0%
the word “useless” to describe school whereas no repeat-  Hard to say 4.3% 4.8%
ers had used this term. In spite of the slight contrast in  pifferences not significant

response patterns between repeaters and dropouts, differ- ~ N=23 (dropouts); N=21 (Repeaters)

ences were not statistically significant.

Another interesting question related to an evaluation of the usefulness of respondents’ schooling
up to the present time (Table 6.21). Responses favored positive answers by a large margin. As before,
responding patterns showed more repeaters expressing a positive view with 85.7% indicating that
their education has been “very useful” as against 73.9% among dropouts. No one indicated that their
education had been of absolutely no use. The fact that more dropouts than repeaters expressed some
ambivalence to the usefulness of their education may, belie the fact that they dropped out. Differences
between the two groups were not found to be statistically significant.

The remaining questions dealing with attitudes towards school and learning covered such topics as
intentions to continue studying, comparative assessments of whether those still in school were better
off (for dropouts), difficulties in learning, study habits at home, and others. As with other attitudinal
parameters, these were tabulated and scaled for comparative purposes. Frequency distributions which
show total scores on this parameter are shown in Figure 6.17. Once again, a simple scale of 1-10 is
used with high scores indicating a posi-
tive attitude towards school and learning
and low scores a more negative attitude.
Mean scores for each group tended to be
high as follows:

12 A

¢ Dropouts: 8.52

o Repeaters: 8.71 107

Legend
~——&—— Dropouts

———&-—— Repeaters

Mean differences were not found to be
statistically significant. 8-

As with life views, both distributions
are highly skewed to the right strength-
ening the interpretation that a large ma-
jority of repeaters and dropouts have
very positive views of education. But the
truthfulness of responding continues to
cast a long shadow over this assessment.
Interestingly, both frequency distribu-
tions are bimodal with discernible mi-
norities of respondents indicating a more
negative attitude towards school and
learning than the majority. This may | o
suggest that for minorities of children at ° 2 N ¢ s oo
least, the dropout/repetition experience Attitude
has soured their view of education.

Differences not signifi-
cant

Numpber of Respopgdents

»n
(1

Scale
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Case Study 3: Son’s Burden

‘When he was small, Vantha really wanted to be a
teacher like his uncle. He always admired his uncle and
enjoyed school. In fact, he is proud of the fact that in 6
years, he only repeated once. But when his father died
from a sickness, Vantha had to drop out of school to sup-
port his family. He was 15 years old then and in the fifth
grade. It has been two years now since he left school and
things seem less and less settled than ever before. Vantha
feels that his future is very uncertain at this point, that’s
why tries not to think about it.

At first, Vantha tried to support his family by going to
work in a nearby factory. But after a while, his mother
asked him to come back to help her at home. He at first
tried to continue his studies during this time but he was
always late to class. This used to make his teacher very
angry. Fearing his teacher, Vantha finally decided to drop
| out. He would like to someday go back to finish his stud-
ies but he does not see how he could do that in his present
situation. He looks at his friends who are still in school and
sees that they are much better off than he is. Education
helps a lot in life, Vantha says, that’s why he really regrets
having left school.
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Case Study 4: Sister’s Burden

‘When her mother got sick, the time had come for young §
Taree to drop out of school to take up the burden of run-  §
ning the household. Taree is 15 years old now and had just §
entered the sixth grade. Although her brother is older, the §
both of them were both in the same grade this yedr. That is §
because her brother had repeated several grades. But even
Taree herself said that she had repeated twice before as
well,

For Taree, it seemed only right that she should drop out §
of school this year to take care of her mother and the
household because she is the oldest girl in the family. But
Taree said that she made the decision to drop out herself
because her family really needs her now and that is im-
portant. Even if she had the chance to make the decision
again, she would still have decided to drop out - that’s how
important helping at home is.

Taree says that she only thinks about the future from
time to time because she is too busy these days. Right now, §
her father is away from home looking for work so he can
send money back to the family. Her family is very poor
and surviving from day to day is an overriding priority. So
Taree has no idea what she will be doing 10 or even 5
years from now. She has no occupational ambiticns and
has in fact never really thcugit about it. If she could have §-
any wish granted at this point, it would be for her family to §
be well-off and happy. ‘




Survey Findings

59



The Consequences of Student Repetition

7.1. Consequences to Whom ?

The consequences of student repetition can best be thought of in terms of whom they affect most.
One might consider two main constellations of affected groups: the students themselves as the ones
mainly affected and those who must bear the cost of providing education to students.

In spite of the great wealth of data compiled on student repetition in Cambodia over the last few
years, one major question concerning its effects remains unanswered. This refers to whether repeat-
ing a grade actually helps a majority of children learn more. We have already seen in this report that
many education stakeholders believe that it does. In addition, the anecdotal reports from a number of
repeaters themselves also seems to support this belief. But we have also seen that the vast majority
of research evidence indicates that grade repetition does not promote learning and in fact can be very
damaging to children’s social development (cf. Holmes, 1984, etc.). This fact notwithstanding, sev-
eral researchers such as Schwille (1991) feel that since most of the ‘effect size’ research by Holmes
and others was conducted in developed countries, its generalizability to the developing world is less
than certain. In the current research study, achievement testing was able to ascertain that the decision
to repeat most children seemed justified based on Ministry grading guidelines but due to their timing
(e, early in the academic year), these tests could not confirm whether repeaters’ learmng had im-

proved Thus, a definitive conclusion on the learning consequences of student repetition in Cambo-
dia is still not possibie.

But the present survey data has established that repeating a grade may greatly increase a student’s
likelihood of repeating again in the future. In addition, anecdotal evidence (from dropout interviews)
also seems to suggest that repeating tends to increase the likelihood of dropping out of school as
well. In the light of evidence that girls are more likely to drop out of school when they are older
(MoEYS-CARE, 1998}, repetition especially increases girls” exposure to the risk of dropping out by
unnecessarily increasing the number of years which they must spend in the primary school system.

Following upon the above observation are analyses which indicate that repetition greatly length-
ens the amount of time needed for students to complete a primary education. It was noted in Chapter
2 that, based on 1999 data, low levels of efficiency in the primary system currently requires
stakeholders (including pupils) to invest 14.3 pupil years in producing each primary school gradu-
ate? This fact has a number of i important implications. First, it means that those who support chil-
dren’s education must pay the economic cost of additional years in the system. Furthermore, staying
in primary school for an extra 8.3 years means that students will be much older than they normally
would have been when moving into the secondary education system. As children grow older, the
economic value of their labor likewise increases. Thus, the opportunity or indirect costs to families

for secondary education are greatly increased by delaying the age at which children move from pri-
mary to secondary.

The impact of repetition on learning conditions within the classroom is also quite negative, espe-
cially in the lower grades. For example, the nationally reported repetition rate in Grade 1 in the
1998-9 academic year requires that approximately 39.5% (less the percentage who may drop out) of
all class seats be reserved for repeaters in the following academic year. Besides limiting capacity to
increase participation rates, this naturally leads to significant overcrowding with accompanying ef-
fects on classroom management and the ability of the teacher to effectively monitor student learning.

! This would best be done through bascline testing at the beginning of the academic year followed by year-end testing to
ascertain differences in achievement.

? An altemative analysis using 1998 data found the mumber of years to complete one primary cycle to be 13.6 years. This
indicates that efficiency levels have declined.
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The increased number of years required to complete a primary school cycle leads to reduced effi-
ciency in other ways as well. For example, ADB has stated that Cambodia’s rate of repetition will
require additional inputs in the form of 10,000 teachers and 5,000 more classrooms (ADB, 1996).
This represents a significant cost to the public sector. But given the large proportion of the cost of
public education which is carried by parents and local communities (59%, cf. Bray, 1998), repetition
represents tremendous added costs for private households as well. These added costs are both direct
(for school fees, uniforms, supplies, etc.) and indirect (for the lost value of labor which children
could otherwise provide at home or in the labor market). Thus, the repetition phenomenon has the
consequence of decreasing efficiency and thereby increasing the cost (both direct and indirect) of a
primary education to important stakeholders.

7.2. Consequences as Costs in Efficiency
Planners usually think of the consequences of repetition in terms of its impact on efficiency. In
making such considerations in this report, it might first be useful to differentiate between the differ-
ent kinds of efficiency which characterize the educational process. Different definitions of efficiency
have one common denominator - they all describe the use of inputs to achieve certain outputs. But
inputs and outputs can take different forms. These differences provide the basis for distinguishing
between distinct kinds of efficiency. Lockheed and Hanushek (1988) have developed a conceptual
framework which helps one to clearly define efficiency categories on the basis whether inputs and
outputs are monetary or nonmonetary. For purposes of facilitating a discussion on efficiency costs
of student repetition, a review of these efficiency categories is provided below:
o Internal Efficiency: refers to the utilization of monetary inputs (e.g., cost of teacher salaries) to achieve nonmone-
tary outputs (¢.g., a primary school graduate) o
o  External Efficiency: refers to the utilization of monetary inputs (e.g., cash investments in improving educational
facilities) to achieve monetary outputs (e.g, eaming potential of a school graduate)

o Internal Effectiveness: refers to the utilization of nonmonetary inputs (e.g., time invested in studying) to achieve
nonmonetary outputs {e.g., mastery of the curriculum)

Student repetition has important consequences for education stakeholders with respect to the level of
efficiency of each of the categories described.

7.3. Specific Efficiency Costs

7.3.1 Consequences for Internal Efficiency

Discussions of internal efficiency pertain mainly to efficiency considerations within the school sys-
tem (i.e., internal to it). As noted above, these considerations focus on the amount of monetary in-
puts utilized to produce a nonmonetary output such as the number of children taught or who success-
fully complete a primary cycle. Reductions in internal efficiency mediated by repetition can be
thought of in several different ways. It is useful, however, to consider the added total costs of pri-
mary education to stakeholders which repetition incurs. Using a survey of primary education cost
estimates recently compiled by Bray (ibid), cost analyses such as these have been greatly facilitated.

Cases of Cost per Pupii Total Cost of

As % of Total Expenditure Total Cost w/out
Repetition Repetition Total for ANl Students Repetition
514,363 Total: $77.09 339,652,244 24.6% $161,426,460 $121,774,216
Government: $9.68  $4,979,034 - $20,269,920 $15,290,886
Political Contrib: $3.00 $4,114,904 - $16,752,000 $12,637,096
NGO/IO: $13.86 $7,129,071 - $29,022,840 $21,893,768
Household Contrib: $45.50 $23,403,517 -- $95,277,000 $71,873,484
School Contrib: $0.05 $25,718 -- $104,700 $78,982

Source: Based on estimates from Bray, 1998 & MoEYS, 1999
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For example, per pupil unit costs (recurrent) have
been estimated by Bray to be $77.09 per annum.

Category of Unit Cost per _ Total Cost This est'irpate, aggregated over several regiops, can
Expenditure Pupil from Repetition  nelp Ministry planners to get some global idea of
School fees $0.67 $344,623 the actual cests implied by student repetition. Beeed
sﬂggiigs . $3.49 $1795127  On these estimates and the total number ef repetition
Clothing/Uniforms $3.90 $2,006016  cases reported for 1999, the added cost incurred by
&fcnl};oéﬁn S?é:zil; ssszgg 25% repetition to all stakeholders was approximately
Pocket Money $12.82 $6,594.134  $40,000,000 in the 1998-9 academic year. This es-
menlt:lb%lg%%g 3L $2$ng 14 timate takes into account costs not only to the gov-
Festival Contributions  $0.28 $144022  emment but to a range of education stakeholders
Source: Bray, 1998 ' including households and donors (Table 7.1).>

The added cost implications for private households are especially sobering as they -suggest that
repetition incurs extra costs in excess of $23,000,000 per annum. A breakdown of these added costs
for households is presented in Table 7.2. The reader should note, however, that these costs are really
incurred for an extra year of study, i.e., in the following academic year. Although some of the costs
attributed to households in Table 7.2 may not apply to all families, the financial burden for
households would nevertheless be very great. Indeed, even if one accepted, for the sake of argument,

a downward adjustment of this estimate by 50%, it would still represent a staggering hardship for
Cambodian families to bear.

Another way of looking at the effect of repetition on internal efficiency is to consider its impact
on the total cost per graduate. This estimate can be found by finding the total unit costs per pupil
over a 6 year cycle (w1th appropriate adjustments by grade) and muluplymg this estimate by the
magnitude by which a primary cycle has been lengthened due to repetition.* Given that the number
of years required to complete a primary cycle has been increased by a magnitude of 2.38 times (or
14.3/6), the cost per graduate can be estimated at $922.49. This compares with an estimate of
$387.60 per graduate without repetition or an added cost of $534.89.

The above observations require a number of important qualifications. For example, it must be
remembered that increases in efficiency through reductions in repetition would nof lead to immedi-
ate savings by government. This is because a big part of government expenditure for education in
Cambodia is accounted for by teacher salaries. A large number of the teachers currently employed,
however, could not be immediately dismissed owing to greater efficiencies in the number of students
passing through the system.’ Rather such savings would only be seen in the long term when planning
for new teacher intake. The same would apply for other government side inputs which can not be
easily manipulated in the short term (textbooks, desks, etc.). But it is equally true that reductions in
repetition would likely lead to more immediate savings for households (Eicher, 1984).

The effects of repetition on student achievement are another major aspect of internal efficiency.
For example, do the added costs of a repeated child lead to higher achievement? The absence of
solid data on student achievement in this regard make any conclusions speculative. But the possibil-
ity that repeated children do not achieve substantially more in their learning is ominous for it would
mean that added input costs are producing the same achievement level (or perhaps even less).

3 Readers should note that Bray’s estimate for government costs in the primary educatlon sector exceeds the actual cost
which in 1999 was $16,724,000, This is due to the fact that his unit cost estimates include expenditures for teacher
training which MoEYS usually considers separately from costs for primary ¢ducation.

4 Houschold unit costs for this calculation have been adjusted by grade based on Bray’s findings. For example, Bray

reports that the household costs per pupil for Grade 1 are significantly below those for Grade 5 with the former consti-
tuting only 54% of the latter.

3 Althongh certain other efficiencies would be secen through a reductxon of the pupil class ratio.
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7.3.2. Consequences for External Efficiency
Constderations of external efficiency concern variations in
efficiency afier a student has left the education system, that is,

Country Secial Private  benefits derived are ‘external’ to the system. Repetition’s impact
Category ___Return Return on external efficiency can be thought of as the general conse-
Lowincome  23.4%  35.2% quences to society and inc.iividuals at .large. When assessing
Countries variations in external efficiency, both inputs and outputs (or

benefits) are expressed in monetary terms. A useful technique
Asian Countries 19.9%  39.0% employed by planners in gauging the rate of benefit from educa-
(zﬁl u?i‘)m tion concerns social and private rates of return. Social rates of
C

return refer to the benefits of education to society as compared

Source: with the costs of education to society. Similarly, private rates of
ource: Tsang, 1988 ; . qe e

return refer to the benefit of education to individuals compared

with the cost of that education. Based on extensive research by Psacharopoulos (1994) in over 70

countries, general rates of return in a wide range of developing countries have been estimated and

found to be quite high. Table 7.3 shows social and private rates of return for developing countries in
Asia and for low income countries.

Repetition affects the acquisition of a primary education mainly by promoting dropout. Although
it is not known what part of the overall cause leading to dropout is accounted for by repetition, it is
likely to be significant. When considering the rates of return from a primary education to society and
individuals shown in Table 7.3, the consequences of failing to acquire such an education become
manifest. The national census estimates that €3.4% of Cambodians currently lack a primary educa-
tion (MoP, General Population Census of Cambodia, 1998). If for the sake of argument one accepted
that social and private rates of return for low income countries approximated the rate of return from
a primary education in Cambodia, one could then see that nearly two-thirds of the population had
foregone potential benefits that were 35% higher than the cost they had incurred. For society at
large, this would have approximated 23% of the investments made. It is true of course that the entire
potential benefit from an incomplete primary is not foregone as a result of dropping out of school.

Still, these benefits may become smaller than the cost of a primary education or the rate of return
may even become negative.

7.3.3. Consequences for Internal Effectiveness

Consequences for efficiency along this parameter concern nonmonetary inputs and outputs. For
example, considerations of the average amount of time (an input) required to produce a primary
school graduate (an output) are one measure of a system’s internal effectiveness (also called ‘techni-
cal efficiency’). We have already seen that a major consequence of repetition is to greatly lower effi-
ciency in relation to the total number of years required to complete a primary cycle. In this regard, an
extra 8.4 years are required on average for a student to move through one cycle.

Another major aspect of internal effectiveness which relates to an earlier discussion of internal
efficiency is the effect of repetition on achievement. In determining whether the effects of repetition
are positive or negative, it is important that we know how the extra years spent in school affects
achievement. Do children who spend 10 years in the primary system achieve more than they nor-
mally would have by spending only 6 years. Once again, the absence of achievement data makes it

difficult to assess this aspect of repetition’s effect on the internal effectiveness of the primary educa-
tion system,
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Conclusions and Recommendations

8.1. Redefining the Problem

Student repetition in Cambodia is a problem which exists at two levels. At a surface level, it in-
curs great costs to education stakeholders by increasing the number of years required for a student
to complete a single primary education cycle. At a deeper level, however, it implies a number of
danger signals about the state of learning of Cambodian children. Based on limited testing of the
competency level of several hundred promoted students, the present survey discovered that the level
of curriculum mastery is perilously low. If repetition were truly a measure of educational attainment
(which is unlikely based on what we have found so far), then the problem is probably even worse
than current statistics might suggest. At the surface level, the repetition problem could be solved
overnight by simply abolishing it as a policy. But that is unlikely to make the underlying problems
associated with it go away. Indeed, by seeing 100% promotion rates every year, we might forget
about them altogether. This is where the idea of automatic promotion can go awry. From an admin-
istrative point of view, it makes all the sense in the world. In the long run, it would save millions in
both direct and indirect costs. It would help reduce class sizes, facilitate classroom management,
improve utilization of existing resources, greatly help expand access, and increase transition rates to
secondary school. But there is the very real danger that it would ignore the underlying fundamental
problem that children are not learning. It might also lower the value of a primary education even
further, weaken accountability, and push the problem of unprepared graduates into secondary
school. In the current situation, everyone pays the price. With automatic promotion, there is the
danger that children will pay an even heavier price in terms of their learning,

8.2. Redefining the Possible Solutions

But the choices in reducing repetition surely need not be as stark as ons might think. Automatic
promotion need not be an all or nothing policy choice, especially if implementation is cautious, in-
cremental, and combined with other measures. By prioritizing, fine tuning, building -on consensus,
and above all being flexible, there is a great deal that can be done. For example, automatic promo-
tion could be intrcduced as a second line sirategy only a single grade (like Grade-1) and perhaps
even made optional with parents as the final arbiters. But their wish to promote their children might
be made contingent on certain conditionalities requiring them to boost attendance and provide tu-

toring at home. This would formalize practices that many schools already observe albeit covertly as
it contravenes official policy guidelines.

If the small sample of schools studied during this survey is any indication, we have seen that
technical assistance for improving in-school factors has had some effect on quality variables. But
some of the effects have been somewhat unanticipated. They seem to have raised educational stan-
dards, improved school management, strengthened the validity of evaluation practices, and unex-
pectedly increased repetition rates. In terms of minimizing the risk of repeating a grade, the children
most likely to benefit from these quality improvements seem to be those with the best attendance.
But we have also seen that those children with good attendance are very likely to be members of
households with higher incomes and better educated parents. Thus, past development efforts using
more traditional approaches to improve educational quality in schools have not helped the groups
with the highest risk of repeating a grade. This suggests that the more traditional de{':elépment‘ap-'
proaches involving teacher and director training, teaching aid and textbook provision, etc. should be
coupled with efforts to reach more high risk children. Since these children’s far'nil'ies"may' have a
weaker link with the education system by merit of lower education levels and income, this means

placin_g greater focus on strategies which emphasize out-of-school factors (e.g., community-based
remedial support).
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Survey data also suggest other possible interventions which seem to correlate with low repeti-

tion. These include expansion of preschools (to the extent possible) and also trying to ensure that
underage children are not enrolled in primary schools.

Solutions also require accurate information. According to survey activities to validate evaluation
practices, it was found that promotional decision-making was often based on variable criteria and
objective measures whose validity was sometimes very low. This finding and the counterintuitive
relationship between technical assistance and repetition rates raises significant questions about the
meaningfulness of repetition data with respect to educational attainment. Repetition data from as-
sisted schools seems to mean that quality has improved most for low risk children but that high risk
children from poor backgrounds and with low attendance are being more penalized by repetition
policy than before. Unassisted schools on the other hand, guarantee low quality for everycne but
with poor educational standards and management practices seem more prone to promoting students
with poor achievement. In this respect, externally administered achievement test results found
somewhat more promoted students with failing scores in unassisted schools than was true in as-
sisted ones. While some degree of variability will always exist in the way that educational standards
are implemented between schools, it seems that the present degree of variability is above an accept-
able threshold. The end result is that we do not really know what repetition data means with respect

to the educational attainment of Cambodian children. There is great room to clarify promotlonal
criteria and improve evaluation practice.

8.3. Guidelines in the Implementation of Recommendations
In considering the recommendations below, potential adoption should be guided by 5 guiding
principles taken from cross-country cxperience. These principles are reviewed again below:

1. Set priorities so that limited resources are not overextended: Given finite resources, the Ministry will have to
determine where its highest priorities are. Such priorities could include a particular demographic group (e.g.,
rural populations), a geographical area or areas (e.g., the North and Northeast), or a particular set of grade lev-
els (e.g., lower primary) among othess.

2. Develop strategies which are comprehensive and sustained. One time interventions which are implemented in a
piecemeal manner should be avoided.

3. Use flexible approaches. The same interventions may not be universally applicable everywhere. It may be best
tc(;l provide menus of options to different areas so that an appropriate mix of interventions can be matched to lo-

needs.

4. Build on consensus: Policies will only succeed if stakeholders accept them. If a policy is at variance with
stakeholder beliefs, it may be necessary to precede interventions by community and school education cam-
paigns.

5. Consider sectoral approaches: What happens in the primary subsector will affect other subsectors. These ef-
fects should be anticipated beforehand so that prior preparations can be made to accommodate them. This prin-
ciple is especially relevant now given imminent plans to upgrade secondary education.

8.4. Specific Recommendations

8.4.1. Strategy Group 1: Organization and Management of Interventions

a) Creation of a Student Repetition National Taskforce

The Ministry may consider the creation of a national level group with representation from
the relevant departments to map out strategy for reducing repetition. In keeping with the
Ministry’s desire to decentralize decision-making, this body would merely set the stage for
lower level planning and implementation of interventions. This body could also formulate
formal policy statements relating to grading and promotional criteria, the introduction of
automatic promotion, expansion of preschools to target areas, and other possible national
interventions for consideration by top level Ministry decision-makers.
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b)

There are a number of different tasks and activities that such a body could undertake which
would be a necessary first step for systematic action to reduce student repetition. Different
Ministry departments would each have something special to contribute in undertaking these
tasks. For example, the Dept. of Planning would be best equipped to develop local repetition
profiles (at district or provincial level) as a preliminary step for informing the local planning
process. The Dept. of Primary Education and Preschools would be well placed to develop
intervention menus which would stimulate the planning and implementation of Local Clus-
ter School Committees (LCSC). The Dept. of Pedagogical Research could assist by over-
seeing the revision of grading guidelines to make them more consistent with the allocation
of curriculum hours for each subject. And the Dept. of Teacher Training could help to de-
velop guidelines for remedial instruction of high risk students. Specific groups in each de-
partment could perform these and other tasks and bring drafted proposals for consideration
and review by the Taskforce. These would in turn be sent on to a higher level for adoption,
rejection, or further revision.

Each of these possible activities are discussed in more detail below.

Develop Intervention Menus to Stimulate Local Planning

. One of the difficulties often encountered by local level planners at district, cluster, school,

and community level is the lack of exposure to a wide range of possible interventions to ad-
dress specific problems. Local level plans are frequently characterized by vague generali-
zations as to the activities to be carried out to improve student learning. To support local
planning, interventions can be presented to target groups in the form of options or ‘menus’
to be put together in combinations which meet local needs. Using the broad experience of
different Ministry departments, these intervention menus can be developed as formally
documented packages to “prime the pump” for planning at the local level, especially
LCSCs. The actual administrative unit at which intervention mixes are developed will de-
pend on the availability of Ministry resources. The use of intervention menus would buiid
flexibility into problem solving and help to achieve the fine tuning of inputs required for lo-
cal effectiveness. Some provinces such as Takeo and Kampong Cham already have some
experience of this planning approach. It can be used effectively elsewhere as well.

Develop District and Provincial Repetition Profiles to Inform Local J.evel Planning and
Problem Identification

Effective local planning requires accurate information, especially for the identification of
problems and their causes. Local level planners at district and LCSC level often must rely
on anecdotal experience as the primary information source for their planning. The Ministry
can facilitate local level planning to reduce repetition by improving the information avail-
able. This can take the form of a “repetition mapping” exercise which will help to empiri-
cally establish the nature of local problems. The product of these mapping exercises would
be district and provincial profiles describing repetition in these areas. EMIS now has a
wealth of background information down to district and school level which can be used for
this purpose. Colorful printouts of performance data reported by schools are already distrib-
uted locally every year. EMIS can now go one step further by doing simple analyses to de-
termine what factors most relate to repetition in a given area (in-servicing of teachers, class
size, lack of blackboards, etc.). If, for example; there is a strong relationship with a factor

such as class size, then interventions targeted at manipulating class size might be consid-
ered. ’

When profiles have been prepared, planning to identify problems, causes, and appropriate
interventions with local stakeholders can begin. Once again, these planning exercises can
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occur at whatever unit level the Ministry has resources for. Repetition mapping can be done
for an entire province or if the resources permit, at district level as well. Alternately,
densely populated areas might have district repetition profiles but sparsely populated prov-
inces might have just one provincial profile. The use of hard data (suitably presented) to
stakeholders (province and district personnel, school directors, teacher representatives, par- -
ent representatives, etc.) can be a good starting point for discussion. It will help prevent dis-
cussions from being highly subjective and vague as they are sometimes prone to be at local
level.

8.4.2. Strategy Group 2: Systematize, Rationalize, and Formalize the Criteria which Guide Promo-
tional Decision-making.

a

b)

8.4.3.

Review Current Promotional Decision-making Practices in Schools and Develop Revised
Criteria

There is currently wide variation in the implementation of promotional criteria between and
even within schools. Current criteria covering attendance and behavior are often times ig-
nored by schools. Many teachers seem to rely exclusively on point score averages for most of
their decision-making. The Ministry should address current practices by either formalizing .
some of what is actually done and/or presenting a new set of functional criteria (e.g., using
currently ignored criteria only for borderline students). Formulation of new criteria should be
consistent with local needs and perceptions or it might invite a new round of the “creative
circumvention” discussed in the report. Other informal practices which help many students
move onto the next grade might also be formalized by the Ministry. These include such crea-
tive innovations as “last chance tests” before the new academic year begins and tutoring
during the vacation to facilitate passing such tests.

Re-issue Promotional Guidelines in a Concise Documented Form

Promotional decision-making in many schools now occurs in the absence of documented
guidelines. New criteria, when developed, should be expressed in a concise easily readable
form and issued to all schools as quickly as possible.

Consider Formal Creation of a Category of Borderline Students Who May Be Either Re-
peated or Promoted Depending on Local Discretion

Borderline student categories should be formally defined (e.g., 4.50-4.99). In such cases,
stakeholders could have “official” discretionary authority to promote or repeat based on cer-
tain conditions which are discussed with parents (e.g., minimum number of attendance days
in the next academic year; failure to meet the minimum attendance will result in automatic
remission to a previous grade; participation in a remedial program if one exists; etc.). Discre-
tionary decision-making with respect to the promotion of borderline students could be con-
ducted by committees with representation from directors, teachers, and parents. This will
promote transparency and less arbitrary decision-making.

Strategy Group 3: Review Evaluation Practices and Grading Guidelines Used in Schools

Reconsider Weighting Formulae of Internal Mark Components to Enhance Validity

Promotional status of many students frequently does not match their level of achievement.
This makes interpretation of repetition data problematic. The Ministry may wish to consider a
general overview of the evaluation practices which generate the measurement data used for
promotional decision-making. Some of the possible actions to be taken are described below.
Of the 4 internal mark components assessed (1st Term, 2nd Term, Yearly, and monthly),
monthly evaluation seems to have the highest level of validity. Continuous assessments (such

68



Conclusions and Recommendations

as quizzes tabulated on a monthly basis) tend to achieve higher levels of validity by merit of
their frequency. High stakes testing on the other hand (such as Term Tests) sometimes under-
estimates students’ understanding because they are based on only a single test administration.
The Ministry may, therefore, want to consider reweighting continuous assessment measures
to give them greater importance in overall grading,

b) Reconsider the Weighting Formulae of Minor Subjects in Monthly and Term Marking
Schemes
The Ministry may also wish to consider the manner in which minor subject scores for such
things as “singing and dance” are used to offset low scores in the core subjects of language
and mathematics. Such practices diminish the meaningfulness of repetition indicators as
measures of the acquisition of literacy and numeracy skills. Making modifications to the cur-
rent system such as lowering the weighting of some minor subjects or requiring passing marks
in a core subject are possible measures to be considered. But caution is advised as these may
also exacerbate repetition rates by raising educational standards. The Ministry may initially

consider making less radical changes such as slightly increasing the weighting of core sub-
jects at the expense of some minor subjects."

¢) Revise and Review Grade 1 Evaluation Practices
The manner in which Grade 1 students are evaluated especially needs to be overhauled. First
Term assessments which are based on unobjective measures should be discontinued. Assess-
ments based on objective measures should occur throughout the school year and not only dur-
ing the Second Term as is currently done by many schools. The Ministry may also wish to
consider enlisting donor support to develop special exercise kits which would enable teachers
to assess Grade 1 children more continuously.

d) Support Cluster-based Testing

Evaluation practices can also be improved through such measures as cluster-based testing
similar to the kind done in Thailand. This practice would facilitate more systematic test devel-
opment and better accountability in monitoring and reporting of student performance. An im-
portant means through which to achieve this goal would include training programs for directors
and teachers which focus more on evaluation methodology. PASEC and other donors have al-
ready presented useful programs on question writing (open, closed, etc.). Future programs
should move further to help school personnel to understand basic principles leading to more
valid evaluation. Some of the possible topics in such a training program might include:

e General Principles of Validity

» Kinds of Evaluation and their Purpose (e.g., formative, summative, criterion-referenced,

etc.)

e Use of Tables of Specification to Ensure Construct and Content Validity

o Item Analysis and Item Banking

o Question Formats and their Uses

8.4.4. Strategy Group 4: Specific Interventions to be Considered

a) General Policy Options

Specific policy options to be considered by the Ministry for implementation include the fol-
lowing:

! The way in which marks for some minor subjects are weighted shows some variation with the number of curriculum
hours allocated. For example, social studies only constitutes 24.5% of allocated curriculum time but occupies 58.3% of
the weighting used in term tests. This weighting could be reduced to some degree to make up for some of the under-
weighting which has occurred in the major subjects of Khmer and mathematics.
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o greater enforcement of the age rule for enroliment (i.e., not less than age 6)

e increasing contact hours

e expanding preschool access
These last two options may be “pie in the sky” choices at this point as a scarcity of resources
(for teachers to teach longer hours and organize more preschool classes) continue to be seri-
ous constraints. But latitude for maneuver does exist by targeting specific high risk groups

with expanded contact hours through remediation as well as increasing access to preschools
for these specific groups only.

b) Automatic Promotion

1t is not recommended that automatic promotion be used as a first line strategy to reduce stu-
dent repetition. Although it will surely reduce “reported” repetition, it may not address un-
derlying problems as noted earlier. Automatic promotion is often seen as a costless measure to
reduce repetition but there are hidden costs such as the depreciation of the value of education
and weakened accountability for learning. Its rapid implementation across the system may
also destabilize the upper primary grades and secondary institutions by greatly increasing en-
rollments. But its introduction in an incremental manner after actual improvements in student
learning are achieved may be considered later. Projections by SEIP? of static primary enroll-
ments through the year 2010 may present a wide window of opportunity for such implemen-
tation. Partial implementation of automatic promotion for the grade most affected by repeti-

~ tion (i.e., Grade 1) is another possibility to be considered. Automatic promotion could also be
coupled with the creation of school committees with discretionary authority to promote bor-
derline students with parental promises of increased attendance and home tutoring and/or
participation in remediation classes if available (see below).

Because a majority of education stakeholders in schools and communities may not advocate
the introduction of automatic promotion, the Ministry is advised to precede any curtailment of
repetition through enforced promotion by an educational campaign targeted at these groups.
Television advertising is one possibility. This campaign should try to disseminate informa-
tion relating to the fact that repetition incurs great costs to stakeholders, promotes dropout,
damages children’s social development (especially at higher grades), is related to poor atten-

dance, and may not increase learning (although this has not been firmly demonstrated by re-
search in Cambodia).

¢) Use of Reduction Targets
The use of reduction targets in certain grades should also be used cautiously as it has already
been seen that schools will circumvent these targets if they do not address local needs. 7rying
1o raise the profile and seriousness of promotional decision-making through the creation of
school committees with discretional authority to promote or repeat based on clear criteria is
one way of addressing these need.

d) Set in motion a new round of educational improvement initiatives which stress out-of-school
Jfactors.

Traditional interventions focusing on in-school factors are missing the students with the high-
est risk of repeating because their attendance is such that they are not in school to benefit from
improvements. As attendance seems to be mediated by such out-of-school factors as income
and parents’ educational level, interventions will be required which affect families directly.
An increasingly attractive option for helping high risk children is through nonformal educa-

? Secondary Education Improvement Program
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tional alternatives - the so called nontraditional approaches. Remedial classes, for example,
that are based in communities (and not in schools) are strongly recommended. But given the
problem of limited resources, the Ministry should put in place mechanisms so that these inter-
ventions target the highest risk children. Screening through testing is suggested. It is strongly
urged that remedial classes 7707 be made available for everyone otherwise their effectiveness
may be greatly compromised. The Ministry might also consider piloting remedial interven-
tions for high risk children in order to develop approaches which are pedagogically sound and

effective. Remediation should not just be a publicly subsidized version of current tutoring
practices done privately in Phnom Penh and elsewhere.

Other out-of-school interventions considered by the Ministry for inclusion in an interventions
menu might comprise cross-age peer tutoring, community-based attendance tracking systems,
service referral systems to address the problems causing absenteeism, expanded adult literacy
classes to improve parental education levels, and attendance incentives (possibly through re-
bates on school fees for high attendance or through external subsidies). Several of these inter-
ventions such as peer tutoring are already being implemented by several NGOs/IOs (e.g.,
Redd Barna, UNICEF). These experiences can be studied, modified, and applied more widely.

Because several of these interventions may be beyond the expertise of many education pro-
grams to implement, coupling of activities with community development initiatives such as
UNICEF’s Community Action for Social Development Program is strongly urged.

Some interventions such as attendance incentives and remedial fees for teachers will require
redoubled efforts to ensure accountability for use of resources, especially if such incentives
are provided externally by the Ministry or donors. This could be done, however, by linking
implementation of these interventions with Budget Management Centers (BMCs) which: are

currently planned for a number of provinces as part of the Priority Action Program/2000
(PAP).

8.5. Areas for Further Research

8.5.1 Assessing the Effectiveness of Repetition to Increase Student Learning

An important question of fundamental importance which remains unanswered is whether or not
repeating students actually leads to improved learning. Many stakeholders believe that it does. Even
some of the repeaters interviewed in this study believe it does as well. The vast majority of research
data from the developed countries, however, indicates that it does not. One means of answering this
question would be to administer a battery of achievement tests in the major subjects to repeaters at
the beginning and the end of the repeated year. Testing of promoted students could be carried out as
a control condition with comparison of male/female performances also considered. Pretest data on
700 students in the lower primary grades is already available as a result of the present study’s ac-
tivities. This could greatly simplify and shorten this research activity.

8.5.2. Longitudinal Studies

A considerable data base on over 500 students has been compiled during the present study. The
data collected covers socio-economic variables, age, sex, minority status, preschool and repetition
histories, quality of teaching received, and governance ratings of schools attended. Attitudinal data
regarding a number of educational issues is also available for children’s guardians and teachers. The
availability of this data represents an ideal opportunity to follow the development of children of dif-

fering social backgrounds through the primary cycle. Systemat1c follow-up of selected members of
the sample is, therefore, strongly suggested.
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8.5.3. Other Possible Research Activities

Additional research activities are recommended to corroborate or disprove some of the findings

described as a result of the current survey. Some of these research activities relate to the following;

The relationship between technical assistance and student repetition: Counterintuitive findings
were presented in this study regarding the effects of technical assistance on rates of repetition.
The thesis was made that technical assistance tends to raise educational standards and student
repetition along with it. This proposition, however, needs to be further studied to determine
whether similar relationships are found in other locations, how wide spread such effects might
be, and their causality.

The effect of the double shift system on student repetition: It was rsported earlier that the de-
gree to which provinces employed double shifting was inversely related to repetition rate. Do
double shifts really help to depress repetition rates or is some other hidden factor at work? It is
possible, for example, that the setting of schools which most use double shifting is urban in
nature. This then would help explain the strong inverse relationship found between these two

factors. Additional research would help to clarify how these two factors are connected.

The relationship between class size and student repetition: Two contradictory findings were
presented in this study. An analysis of the pupil-class ratio and school repetition rates based on
a sample of 400 schools showed a positive relationship between these two factors. Another
analysis based on the repetition histories of 500+ students and their respective class sizes,
however, produced an inverse relationship. Clarification of these findings is required.

The relationship betweer: teaching style and educational attainment: Students learning with
teachers who use student-centered teaching styles were found in this study to have higher rates
of repetition. But this finding was based on a very small number of students studying with
such teachers (24 individuals). In addition, the use of repetition as a measure of educational
attainment lacks reliability due to wide variation in educational standards between teachers.
Thus, this issue should be looked at again using other more reliable measures of educational
attainment. More systematic control conditions are also recommended.
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Appendix 1:

* Questionnaires

* Supplementary Interview Guidelines,

* Point Scoring Explanation for
Variables



N

Interview Schedule for Directors

Directions for Interviewer: Please referto the directions accompanying this interview questionnaire in orderto
receive instructions about how the interview process should be introducedto the interviewee as well as how each

question should be clarified and answers recorded.

Name of Interviewee/Sex Name of Cluster

Name of School / School Type _________
Province/City

District/Khan
total score boxes)

Commune
\

Date of Interview

Name of Interviewer

(Note for interviewer: Bold nos. indicate

No.

Question

Point Coding

Variable

Does your school have teaching aids for teachers to borrow when they
teach ? (Interviewer should ask to see evidence)

L—_—:] Yes, alot [__:] Yes, some D None at all

210

If yes, have the materials been organized so that they are easy to use ?

[—__] Very accessible

Accessible but with [:___] Not at all accessible
great difficulty

[::] Moderately accessible

w

Does your school have any evidence of having received library services,
either from a core school or local agency ? (Please specify the evidence
-royided:)

{:] Yes L—____l No

w

Does your school have any evidence of having received any services
from the cluster’s resource center ? (Please specify the evidence
provided:)

[:] Yes [:] No

Does your school have any evidence that teachers meet on Thursday
technical days ? (Please specify the evidence provided:)

D Yes [:l No

annual plan ? Pls specify evidence provided:

B Moderate achievement

[:j No achievement

[:] Significantachievement

[:] Some achicvement

No. Question Point Coding | Variable
1. |Does your school or cluster have an annual plan 7 (Interviewer should ask to 210 S
see written documentation.
Ej Has detailed plan E:jHas plan but not detailed [_______] No
2. |Ifyes, have you disscminated the plan to teachers/community ? 1 0 5
. (Interviewer should check to see if
E:' Yes E:I No plan is posted in a visible place.)
3. |Canyou show me some actual documentation or other evidence which 210 5
indicates the degree to which you have implemented the plan ?
(Please specify the documentation or evidence provided:
Ej Evidence of significant implementation
{:_—_—] Evidence of some implementation
[j No concrete evidence of implementation
4. |To what degree has your school achieved the objectives set out in your 3210 5

If yes, to what degree do teachers attend these meetings 7 (Interviewer
should check attendance roster of these meetings)

[:] With very high attendance
1 I With moderately high attendance

l With poor attendance




Question

Point Coding

Variable

11

How often has the technical group of the school (cluster) met together
to develop a lesson plaa or presentation plan for the Thursday meeting?
(Interviewer should ask to see some evidence of these plans)

D Very Often E] Sometimes D Rarely [j Not at all

210

5

12

How many times has your school met with the parent association or
community support committee ?

[__—:lNot atall [___::l Once [:]Twice [::] Three times

E] Three times or more

0123 4

13.

Does your school buy seport cards every year or not?

E]Yes I:]No

In what ways has the parent association or community support
committee supported the school ?

[:] Not at all
E:] Construction/Repair/Maintenance
Ej Quality improvement of educational services

E] General fund raising

Ej Other (Please specify:)

Is your school a member of a school cluster ? (Interviewer should ask to
see an organigram chart)

e [_Jno

10

1f yes, how often do you altend meetings of the Local Cluster School
Committee ? (Interviewer should ask to see evidence of LCSC meetings
such as a schedule, calendar, ete.)

:]Oflen :] Sometimes [::] Never

No. Question Point Coding | Variable
17. |1f your LCSC does have meetings, what kinds of activities do you 5
organize and implement and to what degree ?
Teacher Supervision/School Support Visits
[:]Often [:l Sometimes [::] Never 210
Library Services
DOften [:] Sometimes [j Never 210
Resource Center Services
[:lot'len D Sometimes E:] Never 210
" Cluster-based Testing
[:]Oflen E:] Sometimes [:] Never 210
Income Generation Activities
[:]Oftcn E::I Sometimes [::] Never 210
Planning and Review
E:]Often [:] Sometimes [:] Never 210
QOther (Please specify:)
[:Often [:] Sometimes E Never 210
5

TOTAL SCORE FOR THIS VARIABLE

Interviewer Note: The following questions should only be asked of
those directors from the schools included in Research Question 4.
Otherwise, STOP THE INTERVIEW HERE.




W

Question

Point Coding

'Variable

Look at some of the the picture/word cards which I have placed in front
of you. Each of these show some of the most commonly cited causes of
repetition. (Explain each card.) How would you order these causes in
terms of their importance for your own children. Take the card showing
the number 1 and place it in front of the cause you think mos
important. Then take the number 2 and put it in front of the nex
important cause until you have ordered all 6 by their importance. If you
don’t understand the meaning of a card, please ask me.

Remember, there are no right or wrong answers for this question. We
only want to know what you think.

Teaching lacks quality.

Families do not have enough money for the education of
their children.

Many families do not place a high value on the education
of their children.

Classrooms are too overcrowded.
Students’ attendance is poor.
Schoot facilities such as buildings, desks, are inadequate.

Don’t know.

A:123456

B:123456

C:123456

D:123456

E: 123456

Fi123456

G: 0

19

In a minute, ] am going to read to you a statement of opinion abou
repetition in Cambodia. What I would like you to do now is to tell me if
you_strongly agree (SA) with the statement, if you just ggree (A) with
the statement, if you have no_opinion (NO) or idea at all about the

disagree (DA) with the statement. Use the smiling faces below to help
you to remember each of these responses.

Remember, there are no right or wroig answers for each statement. We
only want to know what you think.

statement, if you disagree (D) with the statement, or if you stronghl

19.

Repeating a grade gives children a needed second chance forleamning.

Csa [Ja [no [Jo [Jsp

54321

20

does not see the value of education.

Cdsa [ da [dwo

T [T dsp

No. Question Point Coding {Variable
20. |The Ministry of Education should abolish repetition because it is an 12345 20
ineffective policy.
[Jsa [ Ja [Ino [Ip  [dsp
A 21. |Efforts to reduce repetition should focus most heavily on educating 54321 21
" |parents to keep their children in school the whole year.
[Jsa [ Ja [no [do [Jsp
22. {The primary cause of repetition in Cambodian primary schools is that 12345 19
teachers do not teach well at all.
[Jsa [ Ja [dwo [p [
23. [Children’s leaming improves when they repeat a grade. 54321 20
[Jsa [Ja [dno [Jp []sp
24. |It makes me very angry when I see repetition rates in our schools 12345 20
continue to increase.
[ Jsa [T Ja [Odno [do [sp
25. {Many, many students decide to dropout of school because they have 12345 20
repeated too many times.
Csa [ Ja [ o [Ip [dsp
26. |Reducing repetition is the responsibility of the government. 12345 21 B
[Jsa [ Ja [ INo [Io [Jsp
27. |Itis certain that repetition hasa damaging effect on children’s feelings. 12345 20
Jsa [Ja [ Jvo [Cp [sp
28. |One of the primary reasons for repetition today is that the community 54321 19




Appendix 2:

- Sample Achievement Test (Grade 1
Khmer)

- Table of Specifications



3
Code Variable Point Scoring Key Additional
Explanation
19 [Perceptions of Teachers/Direc- |HighScore:  Suggests more focus on out- Interval
ors & Parents with respect to of-school factors or tendency
Causes of Repetition to blame communities for
~ repetition
Low Score:  Suggests more focus on in-
school factors or tendency 0
blame schools for repetition
Rank Scores:  To be averaged by respon- Ordinal
dent
20 [Perceptions of Teachers/Direc- {HighScore:  Suggests a belief that repeti- Interval
ors & Parents with respect to tion is an effective means thry)
Effectiveness of Repetition as a which enhance children’s
Remedial Strategy leaming,
Low Score:  Suggests a belief that repeti-
is not an effective means thru
which to enhance children’s
leaming
21 [Perceptions of Teachers/Direc- High Score:  Suggests focusing more on Interval
ors & Parents with respect to activities which are centered
Strategies to Solve the Repetition in communities
Problem Low Score:  Suggests focusing more on
activities which are centered
in schools
22 [Perceptions of Repeaters to- HighScore:  Suggests high self-esteem, an | Mostly Interval
wards Life/Living Situation interest in the future, and in (includes some
bettering oneself nominal data)
Low Score:  Suggests low self-esteem, lit-
tle or no interest in the future
or in bettering oneself
23 [Perceptions of Repeaters to- HighScore:  Suggests positive feelings to- | Mostly Interval
wards the School/Leaming in wards the school/learning (includes some
General Low Score:  Suggests negative feelingsto- |  nominal data)

wards the school/leaming

Code Variable Point Scoring Key Additional
Explanation
24 |Perceptions of Dropouts to- HighScore:  Suggests high self-esteem,an | Mostly Interval
wards Life/Living Situation interest in the future, and in (includes some
bettering oneself nominal data)
Low Score:  Suggests low self-esteem, hit-
te or no interest in the future
or in bettering oneself
25 |Perceptions of Dropouts to- HighScore:  Suggests positive feelings to- | Mostly Interval
wvards the School/Leamning wards the school/learning (includes some
’ Low Score:  Suggests negative feelings to- nominal data)
wards the school/learning
26 |Native language spoken 1=Khmer is native language spoken Norminal
2=Minority tongue is language spoken
3=Both Khmer and Minority tongue are the
language spoken
Promotional Status Nominal

1=Repeater
2=Promoter




Point Scoring Explanation for Variables

W

Code Variable Point Scoring Key Additional
Explanation
T [Sex 1 = male; 2 = female Nominal/Nonadditive
2 |Pedagogical qualifications of High Score:  High qualifications Interval
teachers Low Score:  Low qualifications
3 jAvailability of textbooks High Score:  Highavailability Interval
Low Score:  Low availability
4 {Socio-economic status of parents{High Score:  High status Interval
Low Score:  Low status
5 |Organization of school/cluster  [HighScore: ~ Good organization Interval
Low Score:  Poor organization
6 Premature enrollment 1 = Enrollment not premature Nominal/Nonadditive
2 = Enrollment premature
7 [Distance from school High Score:  Many obstacles in getting Interval
to school
Low Score:  Few obstacles in getting to
school
8 |Attendance/Midterm dropout  |High Score:  High attendance/Little Interval
history of dropout
Low Score:  Poor attendance/Strong
history of dropout
9 |Number of times repeated High Score:  Repeated many times Interval
previously Low Score:  Not a strong history of
repeating
10 |Class size High Score:  Large class size Interval
Low Score:  Small class size
11 {Attendance of preschool 1 = Attended preschool Nominal/Nonadditive
2 = Did not attend preschool
12 |Secondary/Tertiary occupation |HighScore:  Tends to work other jobs Interval
of teachers LowScore:  Tends to work only at

school

Code Variable Point Scoring Key Additional
Explanation
13 |Concurrent Validity between  [High Correlation: Intemal Evaluation Interval
Internal Student Marks and Ex- Validated
ternally Administered Measures {Low Correlation: Internal Evaluation
not Validated
14 |Internal Reliability of Intemnal  |High Correlation: Internal Evatuation Interval
Student Marks Validated
Low Correlation: Intemal Evaluation
not Validated
15 |Anomalies in Promotional De-  [Few Anomalies Internal Evaluation Nominal/
cision-making Found: Validated Qualitative
A Many Anomalies: Internal Evaluation
Found not Validated
16 |Differences between Repeaters  {T-test value There is a real dif- Interval
Nonrepeaters who Pass External [Significant: ference between re-
Test peaters/nonrepeaters
T-test value There is no real dif-
not Significant ference between re-
peaters/nonrepeaters
17 |Difference in Repetion between |Chi square There is a rea} dif- Nominal
Rural, Urban, & Semi-urban Significant: ference between rural,
schools urban, and semi-urban
schools
Chi square: There is no real dif-
not Significant ference between rural,
urban, and semi-urban
schools
18 |Difference in Repetiton between [Chi square There is a real dif- Nominal
Assisted & Unassisted Schools [Significant: ference between
assisted and unas-
sisted schools
Chi square: There is no real dif-
not Significant ference between as-

sisted and unasist-
ed schools




Question

Point Coding

Variable

For the next question, I am going to tell you a story about 2 girls (boys)
about the same age as you. Listen very carefully to each story.

Pheap was 2 little girl (boy) who lived with her (his) parents both of whom were
poor farmers. Pheap had 2 smaller brothers and her (his) parents were both hard
pressed to keep the whole family fed. Everyday, Pheap had to help her (his)_mother
prepare kindling wood to make a_fire, feed her (his) littie brothers, and sweep the|
nouse before going to school (if inferviewee is a boy, substitute the following: father!

¢ cattfe ¢ Her (His) parents had
hardly any money 1o buy her (him) study supplies let alone a decent blouse (shirt) tc]
wear to school every day. Because she (he) had so little time to study, Pheap took 3
long time to d her (his) | and she (he) had to repeat grades 1, 3, and 5.
But she (he) really wanted to leam as well as finish primary school. Finally, after 9
hard years of work and struggle, Pheap was able to finish her (his) studies. Her (His}|
parents were very proud of her (him).

Vanna was a little gir} (boy) who lived in a large family of 10 people. Though
very large, Vanna's family could not afford a wooden house but had to live in a smal
mud hut. Life was terribly difficult because the land which Vanna's family had to farm|
was not very fertile. In addition, Vanna's father was often sick. On those days, Vanna
and her (his) mother had to go and work in the fields in order to enable the family 1¢
survive. Vanna's family was among the poorest of the poor in her (his) village!
Because of her (his) family's difficult situation, Vanna did not have much time to go
to school on a regular basis. It seemed that she (he) repeated every grade at least once.
And her (his) family had hardly any money to buy school supplies at all. Finally,
Vanna's father died and it was up to her (him) as the oldest child to help her (his)
mother 1o keep the family fed. Vanna decided that she (he) would have to give up
school altogether in order to work in the fields and get any money she (he) could for
the family. Although this was a temrible price to pay, Vanna's decision eventually
helped her (his) family to survive for many years.

5
No. Question Point Coding [Variable
20. {How useful has what you have learned up until the present time beento{ 3 2 1 0 23
you ?
D Very useful [:) Somewhat useful [:] Not very
useful
[___j Hard to say
Explain why:
21. {What do you hope to be when you are older? 210 22
22. [If you could change anything at all in your life, what would it be? Open ended 22
Question/
No score
23. |Can you tell me what the most important thing to you in your life is? Open ended 22
Question/
No score
24. {How often do you think about the future? 3210 22

[::] Often :] Never

[j Hard to say

Comments, if any:

i Sometimes

25.

After listening to each of these stories, tell me whom do you admire
more, Pheap or Vanna?

l:]Pheap [::] Vanna [::]Both [:] Hard to say

22

26.

Lxplain why.

Open ended
Question’
No score

22

T‘OTAL SCORE FOR THIS VARIABLE (5xeinding nonadditive questions)

22

TOTAL SCORE FOR THIS VARIABLE (ixcluding nonadditive guestions)

23

ENDOFINTERVIEW




Nq.

Question

Point Coding

Variable

Interviewers showld
choose all categories

What is (are) your biggest problem(s) in school?
which apply.

Do not
understand
the teacher

[—__] Scared of the E:J Too far away [:] Classmates bother

teacher me

D Hard to say

L___] No materials [:] Class too crowded

[:] Other (Please spectly).

Comments, if any:

123456780

(nonadditive)

23

What do you see yourself doing 5 years from now?

22

Look at the picture of this school. Pick any of the following word cards
that describes your feeling about how things might be in that school in
general.

I:] happy D important
E] sad :] useless

Comments, if any:

:] good Ej interesting
D scared l::] tired

EjOther (Please specify:

No. Question Point Coding |Variable
10. |If yes, do you think that you will be able to go on to secondary school? 210 23
D Yes [:! No E:] Hard to say
Explain why:
11. |If no, what do you think will happen to you after you leave school? 123450 22
[ INothing [ JLife may be [T Jwilluyto | (nonadditive)
more difficult find work
E:] Will help my parents E::l Hard to say
[:j Other (Please specify:)
Comments, if any:
12. |If you compare yourself with your classmates, how would you describe| 3 2 1 0 22
yourself in terms of your school work? 3210 23
[::]Leam faster [:I Learn about [:] Leamn slower
than they do the same as than they do
they do
L____]Hard to say I:] Other (Please specify):
Explain why:
13. |Do you study your lessons often at home ? 1o 23
Cves [ no
14. |If no, why not ? Interviewers should 12340 23
choose all categories
whicv apolv
(nonadditive)
[:Ith enough time E:] Not interested D No one to
help me

Do ycur parents ever to talk to you about the importance of school?

E] Yes, often [: Yes, sometimes [:::] Not at all

23

Look at some of the following word cards. Pick a word which best
describes how you fee/ about the world in which you live.

Ejfair [_—_:]hopcful [:] happy E easy
[ Junfair [_Jnopeless [ sad [ ] difficult

Explain why you chose that card :

22




Name of Interviewee
Sex/Age
Province/City
District/Khan

Commune/Section

Interview Schedule for Repeaters

Name of Child’s School

Name of Cluster

Name of Interviewer

Date of Interview

Grade/Class (Last yr/This yr)

Directions for Interviewer: Please referto the directions accompanying this intesview questionnaire in order (¢
receive instructions about haw the interview process should be introduced to the student as well as how each question
should be clarified and answers recorded.

o

Comments if any:

Village/Group
No. Question Point Coding |Variablel
1. {Do you know what the word "repeat" means? 1 20 22
(nonadditive)
l lYes l l No { ] Hard to say
If yes, please explain the meaning:
2. |Do other children ever make fun of you because you stayed in the sume 1230 22
grade or because you are older than they are?
[::l Yes,a { l Sometimes [:l Never Cl Hard to say
lot
Explain why:
3. |If you repeat next yeer, do you think you will stay in school? 219 23
‘ | Yes | No l | Hard to say
Comments if any:
4. |Do you know why your teacher made you repeat? 120 23
[ lYes No l , Hard to say (nonaddititive)

:] Yes C:l No r____] Hard to say

Comments if any:

No. Question Point Coding {Variable
5. |If yes, what was (were) the reason(s)? (Interviewer should choose 123450 23
all categories which

D Did not understand the lessons apply.) (nonadditive)

[ ]Missed too many days [:] Hard to say

[j Teacher did not like me

[: Was sick a lot

[Other (Please specify):
6. |Do you think that the decision to make you repeat the year was a fair or 120 22
Tgood decision 7 210 23

E:l Yes E:I No [___] Hard to say

7. | Ifyes, explain why. (or If no, explain why not. ) Open ended 23
Questiow/
No score

8. [Has the fact that you repeated the school year made studying easier or 3210 23

more difficult for you?

[ ]Easier D About :' More difficult [:] Hard to say

the same

Explain why:

9. |Do you think that you will finish primary school? 210 23




LV

No. Question Point Coding |Variable
19, {After listening to voch of these stories, tell me whom do you admire 3120 24
more, Pheap or Vanna?
D Pheap l:] Vanna [: Both [:] Hard to say
20. Explain why. Open-ended Question; 24
- No score
TOTAL SCORE FOR THIS VARIABLE (Exclu:l‘ing nonadditive questions) 24
25

TOTAL SCORE FOR THIS VARIABLE (Exciuding nonadditive questions)

END OFINTERVIEW




No. Question Point Coding |Variable
16. |How useful has what you leamed in school up until the time that you 3210 25
dropped out been ?
D Very useful I_—:] Somewhat useful
D Of no use at all. :} Hard to say.
Explain why:
17. [If you had your chance to choose, what would you like to do for a 210 24
living?
18. |What is the most important thing in your life today? Open-ended Question| 24

No score

No, Question Point Coding |Variable
11. |Look at the picture of this school. Pick any one of the following word 210 25
cards that describes your feeling about how things might be in that
school in general.
I:] happy l:] important E_—_] good [:] interesting
(:] sad E:] useless [:] scared [: tired
Explain why:
12. |If you compare yourself with some of your friends. who are still in 1230 24
school today, would you say that their living situation is
I::] better off than yours.
D about the same as yours.
E:J worse than yours.
E: Hard to say.
Explain why:
13. |Look at some of the following word cards. Pick a word which best 210 24
describes how you feel about the world in which you live.
{:]fair !:]hopeful [:] happy D easy
[:] unfair Dhopeless [::] sad [j difficult
Explain why:
14, If you could change anything at all in your life, what would it be ? 0"""“’N";"';: o‘f:“”‘”" 24
15. {What do you see yourself doing 5 years from now ? 120 24

For the next question, I am going to tell you a story about 2 girls (boys)
about the same age as you. Listen very carefully to each story.

Pheap was a little girt (boy) who lived with her (his) parents both of whom werg
poor farmers. Pheap had 2 smaller brothers and her (his) parents were both hard|
had 10 help her (his)_mothe

are_kind d ake 4 le brothers, and swe
house before going to school (if interviewee is a boy, substitute the following: father
bri catt t eld bel went ;) Her (His) parents had
hardly any money to buy her (him) study supplies let alone a decent blouse (shirt) tc
wear to school every day. Because she (he) had o little time to study, Pheap 100k 2
long time to understand her (his) lessons and she (he) had to repeat grades 1, 3, and 5.
But she (he) really wanted to leam as well as finish primary school. Finally, after
hard years of work and struggle, Pheap was able to finish her (his) studies. Her (His;
parents were very proud of her (him).

Vanna was a little girl (boy) who lived in a large family of 10 people. Though
very large, Vanna's family could not afford a wooden house but had 1o live in a small
mud hut. Life was terribly difficult because the fand which Vanna's family had to farm
was not very fertile. In addition, Vanna's father was often sick. On those days, Vanna
and her (his) mother had o go and work in the fields in order to enable the family tc
servive, Vanna's family was among the poorest of the poor in her (his) village,
Because of her (his) family's difficult situation, Vanna did not have much time to go
10 school on a regular basis, It seemed that she (he) repeated every grade at least once.
And her (his) family had hardly any money to buy school supplies at all. Finally,
Vanna's father died and it was up to her (him) as the oldest child to help her (his)
mother to keep the family fed. Vanna decided that she (he) would have to give upl
school altogether in order to work in the fields and get any money she (he) could for
the family. Although this was a terrible price to pay, Vanna's decision eventually
helped her (his) family to survive for many years.

ep_tne|




Name of Interviewee
Sex/Age /
Province/City
District/Khan

Commune/Section

Interview Schedule for Dropouts

Name of Cluster

Name of Interviewer

Date of Interview

Name of Former School

Directions for Interviewer: Please referto the directions accompanying this interview questionnaire in order tc
receive instructions about how the interview process should be introducedto the student as well as how each question
should be clarified and answers recorded.

Grade at Which Left School

w2

Question

Point Coding

Variable

Who made the final decision that you should drop out of school ?
[__—j 1 did. [::] My parenls [:l The director of my school.
Ej Hard to say [:] Other (Please specify):

Explain the reason why:

12340

(nonadditive)

24

How many times did you repeat a grade before you dropped out ?

[:] Never I Once I l Twice I IB times or more

0123

(nopadditive)

(If yes) How did repeating a grade make you feel ? I/ #5 is “never”, skip

this question.

[ JResentedit [ |Embarassed [ |Nospecial feclings
DHard to say L____} Other: (Please specify:

Comments, if any:

1120

24

Fow often do you think about the future ?

[:] Often [:___] Sometimes [__—_:] Never D Hard to say

Comments if any:

3210

24

To help my D Didn’t have enough [:] Scared of
parents money the teacher
Repeated too I Wasn'’t learning Too far to
many times anything walk

Interviewer should choose
all cawories which apply.

[ ] Wassick []Hard to say

:] Other (Please specify):

Village/Group e
No. Question Point Coding [Variable
1. |Do you ever regret having left school ? 3210 25
[::] Yes,a [:] Sometimes [:] Never E:] Hard to say
lot
Explain why:
2. |Do you think that you may someday return to school ? 3210 25
E::] Yes [_—_] Perhaps E] No [:] Hard to say
Explain why:
3. [Can you tell me the reason that you decided to leave school ? 123456789 25

0

(nonadditive)

Did your parents ever talk to you about the importance of school ?

:] Yes,a E:] Sometimes [:] Never ,::] Hard to say

lot
Comments if any:

210

25

How old were you when you dropped out of school? Yrs.

10.

If you had the chance to decide again whether to leave or stay in school,
what would you do ?

Ej Dropout again [:] Stay in school :I Hard to say

Comments if any:




Question 11

* The interviewer may accept any evidence of marking records kept by the teacher
for this question (e.g., notes on notebook paper, etc.) even if such evidence does not
include forma! mark books published by the Ministry of Education.

Question 12

e If the answer to this question is “no,” the interviewer should indicate whether
this is because the school has not purchesed report cards or whether the cards are
available but the teacher has not filled them out on a regular basis. Make these notes
under Comments. If possible, the interviewer should try to cross-check this
response with directors to ascertain the availability of report cards (cf. Question 13,
Director Interview Schedule).

Question 13

«  The interviewer should listen to teaches’s deseription of his/her teaching and then
try to classify the description under Category A, B, or C. The interviewer should
not read classifications to the teacher but may ask supplementary questions in order
to clarify details set out in each of the categories described.

*  If the desoription provided does not match any of the categories given, check
Other and dv not score the question.

Question 14

e The interviewer should try to verify the teacher’s response by inspecting the
actual arrangement of desks in the classroom.

Question 15

" The interviewer should try to verify the teacher’s response by inspecting the
actual posting of students’ work on walls in the classroom.

Question 16
* Self-explanatory.

Question 17

e  The interviewer may wish to cross check the teacher’s response by asking
students whether they were ever required to attend special classes for which they
- were charged during the Parent Interview.

Question 18

*  Self-explanalory.

Question 19

+  The directions for this question should be read carefully to the respondent. The
interviewer should arrange number cards vertically in front of the respondent:

School facilities

such as buildings, - - .
desks, are inadequate. T“C,hms lacks Classrooms are 100
quality. overcrowded.

Families do not
have enough money

for the education of Most families do

their children. not place a high ?tudems atendance
value on the is poor.
education of their
children.

] (o (=] [ o =]

At some distance to the right, response listing each of the causes of repetition
should be grouped together in a random order.

Because this kind of question format will be quite novel for the respondent, the
interviewer is urged to provide considerable time and explanation to facilitate
responding but without cueing any specific responses. If in the final instance,
respondents can not answer the question, circle “Don’t know” and score the entire
question “0”,

Questions 20 - 41

e As with Question 19, the directions for Questions 20 to 41 should be read
carefully to the respondent. As a mnemonic device to help respondents remember
each of the five possible responses to each statement of opinion, use the cards
provided with each interview set. These should be set out in front of the respondent
as follows:

oleo]®|®

Strongly
Disagree

Strongly

Auroe Agree No Opinion Disagree

When responding, urge teachers to express their opinion lo each statement read by
pointing to the appropriate card,



Supplementary Interview Guidelines
(For Teacher Interview)

The following guidelines are to be used by interviewers using the Interview Schedule
for Teachers. Some of the questions to be asked in this interview are self-explanatory and
should not pose any serious problems for the interviewer in terms of ensuring
comparability between interviews. Other questions, however, require clarification to
enable similar interpretations between interviewers. These clarifications are provided
below.

If at all possible, the interview should take place in the teacher’s classroom to facilitate
the teacher’s ability to present evidence needed for responding to various questions.

The interviewer is also reminded that question scores in Column 3 are cross-referenced
with response categories from left to right. Question scores should be noted by circling
the numbers which apply.

Question 1 '

o Interviewer should be sure that the response given is for last year’s class and not
this year’s.

Question 2
¢ The interviewer should note that a number of possible combinations may occur
when respondents answer this question. These should be noted under Other. For
example, if students sit on mats but under trees and not in a classroom, this should

be noted. Other possible responses might include “on the ground with no mats,” “on
rocks” “some at desks but most on the floor,” etc..

* If Other is the response, do not score this question.

Question 3

 If some textbooks are provided “individually” and others are “shared,” the
interviewer should check the category which pertains to the majority of students.

Question 4

* The interviewer should note that any level of study within a given category can be

"accepted as having reached that level of educational attainment. For example, if a
teacher only studied to Grade 11, the interviewer should score the parent’s level of
educational attainment as “Upper Secondary.”

* Interviewer's should also nole that older teachers may report his or her level of
study according to grades within the old French system. In this case, Grades 12-7
are classified as primary, 6-4 as lower secondary, and 3-1 as upper secondary.

»  Other may include such responses as temple school, technical school, etc.. These
responses should be recorded in the appropriate box. As above, do not score the
question if Other is the highest level of educational attainment.

Question §

Self-explanatory

Question 6

*  Other may include such responses as AIDS training, human rights training, rights
of the child, dental hygiene, etc.. Such responses may be scored “1” by the
interviewer and added with other responses. Total response scores, however, should

not exceed “3”.
» [fateacher was never in-serviced, leave all categories blank and score the
question “0”.

Question 7

¢ Sclf-explanatory

Question 8

« The interviewer should ask to see evidence of lesson planning before scoring the
question. Any informal collection of planning notes for teaching should be accepted
by the interviewer as evidence of lesson planning, Based on the number of these
notes, the interviewer will have to assess the frequency with which teachers do
lesson planning,

Question 9

* This question is designed to determined if the teacher has teaching aids besides
those available in the resource center or school office. If the teacher did not bring
any teaching aids to class but insists that he or she has such aids, the interviewer
should ask the teacher to list the aids which they have (presumably at home) and
some of their specific characteristics. Based on the Jevel of detail which the teacher
can provide with respect to these teaching aids, the interviewer should make an
assessment as to whether he/she is actually in possession of such aids.

¢ The interviewer should also be sure to note whether these aids are only for the
teacher or whether they are intended for use by teacher and students.

Question 10

« The interviewer may accept anty evidence of attendance records kept by the
teacher for this question even if such evidence does not include tormal attendance
books published by the Ministry of Education.

2



No.

Question

Point Coding

Varlable

30.

Communities have a more important role to play than schools in
reducing repetition.

[ Jsa [ Ja [Ino [Ip []sp

54321

21

31

Efforts to reduce repetition should focus most heavily on improving the
quality of teaching in the classroom.

C dsa [1a [Jwno [Jp []sD

12345

21

TOTAL SCORE FOR THIS VARIABLE. (Excluding Question 19)

19

TOTAL SCORE FOR THIS VARIABLE.

20

TOTAL SCORE FOR THIS VARIABLE.

21

TOTAL SCORE FOR QUESTIONS 20-31.

For the next set of questions, I would like you to describe your school
by stating whether you agree or disagree with a list of statements. What
1 would like you to do now is to tell me if you strongly agree (SA) with
the statement, if you just agree (A) with the statement, if you have no

lopinion (NO) or idea at all about the statement, if you disagree (D)

with the statement, or if you strongly disagree (DA) with the
statement, Use the smiling faces below to help you to remember each of
these responses.

Remember, there are no right or wrong answers for this question. We
only want to know what you think. All answers will be kept in strict
confidentiality.

No. {Question Point Coding [Variable
35. |My school is very difficult for parents to contact. 12345 19
[dsa [Ja [Jwo [Jo [ _Jsp
36. {My school is a nice place to leamn. 54321 19
[ dsa [Ja [Jno [Jp [ _Jsp
37. [My school is hopeless as a place of learning. 12345 19
Cdsa [ Ja [ Jdno [Jp  [Jsp
38. {My school is very fair towards its students. 54321 19
[Jsa [Cda [Jwo [Jo [
19

SIAITOTAL SCORE FOR QUESTIONS 32-38.

EIND OFINTERVIEW

32.

My school tries very hard to help students learn.

[ Jsa [ Ja [JnNo [Jp [Isp

33.

My school is not at all responsive to the needs of the community.

Cdsa [ Ja [ JIrno [dp  [Is»

12345

19

34.

My school is very well-organized.

C s

Cdsa - Ja )V[____]N() T o

54321




[T

No.

Question

Point Coding

Variable

19.

Look at some of the the picture/word cards which I have placed in front
of you. Each of these show some of the most commonly cited causes of
repetition. (Explain each card.) How would you order these causes in
terms of their importance for your own children. Take the card showing|
the number 1 and place it in front of the cause you think most
important. Then take the number 2 and put it in front of the next|
important cause until you have ordered ell 6 by their importance. If you
don’t understand the meaning of a card, please ask me.

Remember, there are no right or wrong answers for this question. We
only want to know what you think.

Teaching lacks quality.

Families do not have enough money for the education of

their children.

Many families do not place a high value on the education
of their children.

Classrooms are too overcrowded.
Students’ attendance is poor.
School facilities such as buildings, desks, are inadequate.

Don’t know.

A

B

C

D

1123456

1123456

1123456

1123456

1123456

1123456

G: 0

19

In a minute, I am going to read to you a statement of opinion aboul
repetition in Cambodia. What [ would like you to do now is to tell me i
you strongly agree (SA) with the statement, if you just agree (A) with
the statement, if you have no_opinion (NO) or idea at all about the

disagree (DA) with the statement. Use the smiling faces below to help
you to remember each of these responses.

Remember, there are no right or wrong answers for each statement. We
only want to know what you think.

statement, if you disagree (D) with the statement, or if you strongh|

20.

Repeating a grade gives children a needed second chance for leaming,

Cdsa [ Ja [Cdwo [Jo [sp

54321

20

No. Question Point Coding {Variable

21. |The Ministry of Ed;.xcation should abolish repetition because it is an 12345 20
ineffective policy.
[ 1sa [Ja [ Jdno [Ip [sp

22. |Efforts to reduce repetition should focus most heavily on educating 54321 21
parents to keep their children in school the whole year.
dsa [Ja [Cdwo [Jp [ s

23. |The primary cause of repetition in Cambodian primary schools is that 12345 19
teachers do not teach well at all.
[Tsa [ Ja [Ino [Jo  [Isp

24. éhildrcn’s leaming improves when they repeat a grade. 54321 20
[ Isa [Ja [Jno [Jp [Jsp

25. |1t makes me very angry when I see repetition rates in our schools 12345 20
continue to increase.
[sa [ Ja [ Jnvo [Jo [Jsp

26. {Many, many students decide to dropout of school because they have 12345 20
repeated too many times.
(Cdsa [ 1a [Ino [Ip  [_Jsp

27. |Reducing repetition is the responsibility of the government. 12345 21
[ Jsa [ Ja [no [Jo [Jsp

28. It is certain that repetition has a damaging effect on children’s feelings. 12345 20
[dsa [Ja [no [ [sp

29. |One of the primary reasons fo?rcpetition today is that the community 54321 19

does not see the value of education.

Cdsa [ da [Cdno o [ dso




Question

Point Coding

Question

Variable

. [Do you take attendance on a regular basis 7 (Interviewer should ask to

see attendance books)
[j Yes, always [:—_] Yes, usually [:] Yes, sometimes
I l No

3210

. {Do you ever decorate your classroom by putting up the written or

drawing work done by your students on the walls ?
I::I Yes, always I::j Yes, usually I::I Yes, sometimes
o

2

Do you record students’ marks in your grade book on a regular basis ?
(Interviewer should ask to see grade book)

E:] Yes, always I__—:] Yes, usually l Yes, sometimes
(I

12.

Do you send report cards to your students’ parents on a regular basis ?
(Interviewer should ask to see report cards signed by parents)

Ej Yes, always : Yes, usually [::] Yes, sometimes

l_—__] No  Comments (if any):

. |Do you ever take time to correct students’ exercises while students are

sitting in the classroom ?
E Yes, always I:j Yes, usually [:] Yes, sometimes
[Ino

o

13.

Please describe the way that you teach everyday. (Interviewer should
try to classify the teaching style according to the following categories.)

A. I teach students as a large group with students sitting in rows
for the entire hour.

D B. I teach students as a large group for most of the hour but then
ask them to work in small groups at the end of the hour.

C. teach students for a time as a large group but then have them
do a short activity in small groups. After that, I continue
teaching as a large group followed by another small group
activity, and so on.

D Other (Please specify:)

Do you ever require your students to attend special classes taught by
yourself outside of the regular study hours.

I::] Yes, always [::] Yes, usually I:] Yes, sometimes
[: No

(%)

TOTAL SCORE FOR THIS VARIABLE

. |Do you have to work at other jobs besides your work as a teacher ?

[ Yes,always [ ] Yes,usually [__] Yes, sometimes
[ INo

12

Interviewer Note: The following questions should only be asked of
those teachers from the schools included in Research Question 4.

Otherwise, STOP THE INTERVIEW HERE.

14.

How do you usually arrange the desks in your classroom.
:] In rows only [:l Sometimes 1n rows, sometimes in groups

S In groups [:] Other (Please specify:) ]




1

Research Question: 1 4 (Please circle)

]

Interview Schedule for Teachers

Directions for Interviewer: Please referto the directions accompanying this interview questionnaire in order
to receive instructions about how the inlerview process should be introducedto the interviewee as well as how each

question should be clarified and answers recorded.

Name of Interviewee/Sex / Name of Cluster

Name of School / Schoo! Type __

Province/City e Grade/Class Letter (last year)
District/Khan I . Name of Interviewer
Commune Date of Interview

(Note for interviewer: Bold nos. indicate total score baxes)

Grade/Class Letter (this year) __

No. : Question

Point Coding

Variable

How many students were in your class last year ?

[JLessthan4o 401049 [ 150t059 [___]Over 59

1234 10

How are most of the students in your class seated ?

E:] At desks l iOn mats| | Other

12 10

TOTAL SCORE FOR THIS VARIABLE

10

Could you tell me how textbooks in your class are distributed for the
majority of your students in each subject 7

[ individually
[ ndividually

Khmer:
Math:
Science

Social Studies |___] Individually

[ Shared [__] Havenone
[: Shared I::] Have none

[ ]Individually [ | Shared [ | Havenone
l:l Shared E_—:] Have none

What is your highest level of educational attainment ?

D Primary :] Lower [::I Upper

Secondary Secondary
E:I University

[:Othcr (Please specify:)

1

2
No. Question Point Coding Vnriabﬂ
5. |What is your professional status as a teacher within the education 12345 2
system ?
Contract E:] Locally In-service
Teacher Appointed Certified
Pre-service University
Certified Certified
6. [Could you decribe the nature of any in-service training which you have 2
received in addition to those trainings for textbook usage ?
From Gov’t:
Times in-serviced: ~ Content: 0123
E] Once E] Technical/Pedagogical 0111
[ Twice [] Administrative
[ Three times [ Other (Please specify:)
or more
From Nongovernmental/International Qrganization:
T'imes in-serviced:  Content: 0123
:] Once [: Technical/Pedagogical 0111
D Twice E:] Administrative
D Three times E:] Other (Please specify:)
7. |How many years have you taught in all ? 1234 2
[::l 1 Year [:j 2 Years[::] 3 Years I_—__j 4 Years or more
8. {Do you do lesson plans on a regular basis ? (Interviewer should ask to 3210 2
see an example)
‘_—_] Yes, alway's E:] Yes, usually D Yes, sometimes
No
9. |Io you have any of your own teaching aids for teaching ? (Interviewer 012 2

should ask to see some examples)

| lNone E:l Only for teacher (:] For teacher and

students




Question 24

* The directions for this question should be read carefully to the respondent, The interviewer
should arrange number cards vertically in front of the respondent:

I E EEE

School facilities
such as buildings,
desks, are inadequate.

Teaching lacks Classrooms are too
quality. overcrowded.

Families do not
have enough money
for the education of
their children.

Most families do

not place a high Studentsattendance
value on the is poor.

education of their

[children.

At some distance to the right, response cards listing each of the causes of repetition should be
grouped together in a random order. If parents are illiterate, the interviewer should use cards that
include illustrations of each factor on them. Otherwise, only word cards should do.

Because this kind of question format will be quite novel for the respondent, the interviewer is
urged to provide considerable time and explanation to facilitate responding but without cueing any
specific responses. Read the question to the respondent as many times as necessary.

. I respondents do not rank all of the causes provided, score only those which have been ranked.
If in the final instance, respondents can not rank any of the causes at all, circle “Don’t know” and

score the entire question “0”,

Questions 25 - 43

¢ As with Question 24, the directions for Questions 25 to 43 should be read carefully to the
respondent. As a mnemonic device to help respondents remember each of the five possible responses
to each statement of opinion, use the cards provided with each interview set. These should be set out
in front of the respondent as follows:

Strongly
Agree

©

Agree

©

No Opinivn

" .
m

Strongly

Disagree N
& Disaeree

When responding, urge parents to express their opinion (o each statement read by pointing to the

appropriate card.



Question 7 Question 14

+ If the family member is unable to answer the question, the interviewer should provide assistance e Self-explanatory
in computing income. For example, ask questions relating to how much rice they usually harvestina
year, how much is the going price for a rice sack, do the multiplication, etc.. Do not leave the Question 15

 The interviewer should ask probing questions to ascertain the difficulty of terrain. These
questions should cover such things as streams and forests to cross, hills to climb, how prone the area
is to flooding, the need to use circuitous routes, ete.. 1If more than one physical obstacle is involved in
getting to school (e.g., crossing a river and then climbing a hiil), the interviewer should check the
response “difficult terrain.” If only one obstacle is involved, however, (e.g., road floods Oct. to
Dec.), check “moderately difficult terrain.” If no serious obstacles are involved, check “easy terrain.”

question unanswered if at all possible.

Question 8

» The interviewer should skip this question if the answer to Question 3 is “no.”

« If a parent’s occupation falls into 2 categories {e.g., the parent is a “farmer” and “private business
man™), check both categories but only score the question for the highest category checked. Do not

score this question by adding the score from both categories. Question 16
« The interviewer should ascertain the most usual type of transportation used by the student. If,

» If the respondent’s answer falls into the Other category, describe the occupation in the space for example, students walk one day a week but go on a motoreycle the other 4, the response recorded
provided but do not score the question. This should be done by the research assistant and/or should be “motorcycle.”

consultant.
w  This question is concerned only with the mode of transport to school and not that used in

Question 9 ' coming from school.
« The interviewer should skip this question if the answer to Question 5 is “no.”
Question 17

+ The intent of this question is not to ascertain the total number of days absent from school. The
interviewer is expected to find out whether student have ever had a pattern of staying out of school
for extended periods of time (i.e., exceeding one week at a time)

If a parent’s occupation falls into 2 categories (e.g., the parent is a “farmer” and “private business
man"), check both categories but onfy score the question for the highest category checked. Do not
score this question by adding the score from both categories.

»  If the respondent’s answer falls into the Other category, describe the occupation in the space Question 18
provided but do not score the question. This should be done by the research assistant and/or ) s Self-explanatory
consultant.
Question 19
Question 10 ¢ Self-explanatory
+ To avoid confusion, this question should include only the biological children of the individual(s)
in question. . Question 20

« In asking this question, the interviewer may wish to use the colloquial term used for “repeat.” It
is also suggested that the child be present when asking this question as parents may pot remember
how many times their child repeated each grade as this question asks.

Question 11
» Self-explanatory

Question 12 Question 21
» Respondents may have difficulty in responding to this question. The interviewer should provide «  The scaring for this question is found by adding together the number of times repeated for each
assistance to familics in going over all their education costs including stationery, school fees, grude,
clothing, etc.

Question 22
Question 13 Self-explanatory

e Self-explanatory
Question 23
+ If the answer to Question 22 is “no™, the interviewer should skip this question.
p q

3 4



Supplementary Interview Guidelines
* The interviewer should note that any level of study within a given category can be accepted as

(For Parent Interviews)
having reached that level of educational attainment. For example, if a parent only studied to Grade 3,
The following guidelines are to be used by interviewers using the Interview Schedule for Parents. the interviewer should score the parent’s level of educational attairunent as “Primary.”
Some of the questions to be asked in this interview are self-explanatory and should not pose any serious
problems for the interviewer in terms of ensuring comparability between interviews. Other questions, * Interviewer’s should also note that older parents may report their level of study according to
however, require clarification to enable similar interpretations between interviewers. These clarifications grades within the old French system. In this case, Grades 12-7 are classified as primary, 6-4 as lower

are provided below. secondary, and 3-1 as upper secondary.
The interviewer is also reminded that question scores in Column 3 are cross-referenced with response *  If the parent reports studying outside of the formal education system, check Other. This
categories from left to right. Question scores should be noted by circling the numbers which apply. especially includes such things as literacy classes, adult education schools, etc.. If the interviewer
should score Other, leave the question unscored.

Question 1

* Self explanatory Question 5
* Ifthe interviewer is speaking with a male member of the family such as the child’s father, the
Question 2 : interviewer should ask the first question. If the interviewer is speaking to a female member of the
* The first 3 questions in this section are not to be scored. Rather, these questions are intended to child’s family, the second question should be asked.
provide the interviewer with verifiable proof that the parent’s child did indeed enroll at the correct

*  Ayes” response should cover any or all of the following circumstances:
-the mother lives at home
-the mother has left home to seek work but keeps in regular contact with
the family
-the child’s real mother is dead but a female member of the family acts as a

age.
* Answers to uncoded questions should be written in the space provided for cross-checking after

the interview is completed.

¢ Itis suggested that parents” children be present when asking this question because it may happen foster mother

that parents can not remember their children’s age or what grade they are studying in.
: * A "no” response should cover any or all of the following circumstances:

Question 3 . -the mother is dead and the father is an unmarried widower
* Ifthe interviewer is speaking with a female member of the family such as the child’s mother, the -the mother has abandoned the family and does not keep in regular touch
interviewer should ask the first question. If the interviewer is speaking to a male member of the
child’s family, the second question should be asked. Question §

* If the answer to Question 5 is “ne,” skip Question 6 and move onto Question 7.
* A“yes” responre should cover any orall of the following circumstances: .
~the father lives at home ¢ The interviewer should note that any level of study within a given category can be accepted as
-the father has left home to seek work but keeps in regular contact with the having reached that level of educational attainment. For example, if a parent only studied to Grade 3,
family the interviewer should score the parent’s level of educational attainment as “Primary.”
~the child’s real father is dead but a male member of the family acts asa

foster father * Interviewer’s should also note that older parents may report their level of study according to

grades within the old French system. In this case, Grades 12-7 are classified as primary, 6-4 as

* A"no” response should cover any or all of the following circumstances: lower secondary, and 3-1 as upper secondary.
-the father is dead and the mother is an unmarried widow
-the father has abandoned the family and does not keep in regular touch *  If the parent reports studying outside of the formal education system, check Other. This
especially includes such things as literacy classes, adult education schools, etc.. If the interviewer
Question 4 should score Other, leave the question unscored.

* If the answer Lo Question 3 is “no,” skip Question 4 and move onto Question 5.

1

%]



Question

Point Coding

Variable

35.

Communities have a more important role to play than schools in
reducing repetition.

Jsa [Ja [dwo [Jp [sp

54321

21

36.

Efforts to reduce repetition should focus most heavily on improving the
quality of teaching in the classroom.

[Jsa [da [Jryo [Jp  [sD

12345

21

TOTAL SCORE FOR THIS VARIABLE. (Excluding Question 24)

19

TOTAL SCORE FOR THIS VARIABLE.

20

TOTAL SCORE FOR THIS VARIABLE.

21

TOTAL SCORE FOR QUESTIONS 25-36.

For the next set of questions, { would like you to describe your school
by stating whether you agree or disagree with a list of statements. What
I would like you to do now is to tell me if you strongly agree (SA) with
the statement, if you just ggree (A) with the statement, if you have no
lopinion (NO) or idea at all about the statement, if you disagree (D)
with t.!le statement, or if you strongly disagree (DA) with the
statement. Use the smiling faces below to help you to remember each of
these responses.

Remember, there are no right or wrong answers for this question. We
only want to know what you think. All answers will be kept in strict
confidentiality.

No. |Question Point Coding |Variable

40. My child’s school is very difficult for parents to contact. 123453 19
CJsa [ Ja [Cdwo [Jo [Jso

41. [My child’s school is a nice place to learn. 54321 19
[ Jsa [ Ja [ wo [Jo [Jsp

42. |My child’s school is hopeless as a place of lcaming. 12345 19
[ dsa [ Ja [_Jdwno [Jp [_]sp

43. [My child's school is very fair towards its students. 54321 19
Cdsa [ da [Jwo [Jo  [Jsp

| {TOTAL SCORE FOR QUESTIONS 37-43. 19
END OFINTERVIEW

37.

My child’s school tries very hard to help students learn.

Csa [ Ja | [ Jp [_1Isp

] NO

54321

19

38.

My child’s school is not at all responsive to the needs of the commun-

i[t]sA (da Tdwo o [

12345

39.

My child’s school is very well-organized.

C1sa [ da [dno [ b [dsp

54321




o

Question

Point Coding

Variable,

24.

Look at some of the the picture/word cards which | have placed in fron|
of you. Each of these show some of the most commonly cited causes of
repetition, (Explain each card) How would you order these causes in
terms of their importance for your own children. Take the card showing
the number | and place it in front of the cause you think most
important. Then take the number 2 and put it in front of the next
important cause until you have ordered all 6 by their importance. If you
don’t understand the meaning of a card, please ask me.

Remember, there are no right or wrong answers for this question. We
only want to know what you think.

Teaching lacks quality.

Families do not have enough money for the education of
their children.

Many families do not place a high value on the education
of their children.

Classrooms are too overcrowded.
Students’ attendance is poor.
School facilities such as buildings, desks, are inadequate.

Den’t know.

A: 123456

B:123456

C:123456

D:123456

E: 123456

F1123456

G:0

19

In a minute, I am going to read to you a statement of opinion about
repetition in Cambodia. What I would like you to do now is to tell me if
you strongly agree (SA) with the statement, if you just ggree (A) with
the statement, if you have no opinion (NO) or idea at all about the
statement, if vou disagree (D) with the statement, or if you strongly
idisagree (DA) with the statement. Use the smiling faces below to help
you to remember each of these responses.

Remember, there are no right or wrong answers for each statement. We|
only want to know what yow think.

25.

Repeating a grade gives children a needed second chance for leamning.

54321

20

No. Question Point Coding |Variable
26. |The Ministry of Education should abolish repetition because it is an 123453 20
ineffective policy.
T Jsa [ Ja [Jdno [Jo [Jsp
27. |Efforts to reduce repetition should focus most heavily on educating 54321 21
parents to keep their children in school the whole year.
[Jsa [ Ja [Jno [Ip [ s
28. {The primary cause of repetition in Cambodian primary schools is that 12345 19
teachers do not teach well at all.
(T dsa [Ja [CJno [ Jp [ ]sD
29. |Children’s learning improves when they repeat a grade. 54321 20
sa [Ja [_Jdrxo [ ]p [Jsp
30. [It makes me very angry when I see repetition rates in our schools 12345 20
continue to increase.
dsa [ Ja [Ivo [Jop [__Isp
31. [Many, many students decide to dropout of school because they have 12345 20
repeated too many times.
Cdsa (Ja [no [Io [
32. |Reducing repetition is the responsibility of the government. 12345 21
[Jsa [ Ja [ o [Jo [Jsp
33. |Itis certain that repetition has a damaging effect on children’s feelings. 12345 20
Csa [da [dvo [T [Cso
34. |One of the primary reasons for repetition today is that the community 54321 19
does not see the value of education.
Cdsa [Ja [Ino (o [sp

Cdsa T da [Cno [ [Jsp




year?

[—_-___]Less than 10 days [:] 10-30 days E:}More than 30 days

3
No. Question Point Coding |Variable
11. Do you own a television set? E:j Yes Ej No 1o 4
12. {Could you tell me epproximately how much you spend on your child’s 1 2 3 4
education in one year ?
[ Jiessthan 100,000R [___]100,000 to 300,000
[:! More than 300,000
OTAL SCORE FOR THIS VARIABLE 4
13. {How far is your child’s school from your house? 1 2 3 7
E] Less than 1 Km [:j 1to 3 Km E_—____l More than
3Km
14. {How long does it take for your child to make the journey from home to 1 2 3 7
his/her school every day?
E:l Less than 30 minutes E:]’}O min to an hrL—_—:I Over an hr
15. |How would you describe the terrain over which your child must travel 3 02 1 7
on his/her way to school?
D Very difficult lOf medium E::) Very easy
difficulty
16. jHow does your child go to school every day? 112 3 7
L___j Car [:j Motoreycle E:] Bicycle [:] Walks
4TOTAL SCORE FOR THIS VARIABLE 7
17. {Has your child ever been absent from school for more than a week at 1 2 0 8
one time ? .
I Yes [—— ] No l Not sure
18. lIn total, about how many days was your child absent from school last 3 v 2 1 8

No. Question Point Coding |Variable
TOTAL SCORE FOR THIS VARIABLE 8
19. {Has your son/daughter ever studied in preschool ? 12 11
(nonadditive)
[ JYes [_INo
20. [Has your son/daughter ever repeated school before 7 10 9
[:] Yes E No
21. [If yes, how many times have they repeated and in what grades 7 123456 9
Grade 1 [:] Once f:__—] Twice i::] Three times
Grade 2 '—___] Once [:] Twice [:] Three times
Grade 3 [:] Once [___:j Twice ::] Three times
&@TOTM SCORE FOR THIS VARIABLE 9
22. |Have you ever signed a report card sent by your child’s school? 21 2
[:] Yes ]:] No
23. |If yes, about how often do you sign report cards ? 3210 2
r:] Once a month [: Once every 2 or 3 months
[::] Once a year i:] Can’t remember
“UTOTAL SCORE FOR THIS VARIABLE fronpe, taed o score Jrom 2
For Ratanakiri Only:
23a |What is your native language? 12 26
[:j Khmer [:] Other (Please indicate: )
What language(s) d;) you use in your home with your children? 12 3 26

23b

[:] Khmer only E:' Minority tongue E:] Both

Interviewer Note: The following questions should only be asked of those parents
from the schools included in Research Question 4. Otherwise, STOP THE
INTERVIEW HERE.




[Resenrch Question: 1 4 (Please circle)

]

Name of Interviewee/Sex !
Name of Interviewee’s Child
Province/City
District/Khan

Commune/Section

Interview Schedule for Parents

Name of Cluster

Name of Interviewer

Date of Interview

Name of Child’s School

Grade/Class (Last yr/This yr)

Directions for Interviewer: Please referto the directions accompauying this interview questionnaire in orderto
receive instructions about how the interview process should be introducedto the interviewee as well as how each
question should be claified and answess recorded.

education?
B None D Primary
Upper Secondary or Higher

[:] Other (Pls specify):

D Lower Secondary
[: University
Don’t Know

Village/Group Number i (Note for interviewer: Bold nos. indicate total score boxes)
No. Question Point Coding |Variable
1. {Whatis your child’s sex? B Male l:] Female 1 1

. nonadditive
How old is your son/daughter? - (no coding)
\What grade is your son/daughter in? _____ (no coding)

How many years has your sow/daughter been in school? (no coding)

2. |Did )/our son/daughter enroll in school at the correct age ? 2 1 0 6
D Yes E] No E Don’t Know

3. [Does your son/daughter have a father? or Are you s father? 2 1 4
E] Yes :] No

4. |If yes, what is his level of education? or What is your level of 123450 4

No, Question : Point Coding [Variable
5. |Does your son/daughter have a mother? or Are you ___’s mother? 21 4
l___:] Yes E:' No
€. {Ifyes, what is her level of education? or What is your level of 123450 4
education?
D None [::] Primary Ej Lower Secondary
E:] Upper Secondary [:] University
[ ] Other (Pis specify): [ Don’t Know
7. |Could you tell me about how much money you earn in one year? 123 45 4
) [j Less than 400,000 R E:] 400,000 and 600,000 R
[: 600,000 R to 900,000 R I:::l 900,000 to 1,200,000 R
[T J over 1,200,000 R
8. |(For father) What is your occupation ? or What is your husband’s 112344 4
>ccupation ?
‘:_] Farmer l:j Worker D Private Business
[ ] Employed by [__|Civil Servant [ NGO/IO Worker
Private Company
E Other (Please specify):
9. |(For mother) What is your occupation ? or What is your wife'’s 1112344 4
occupation ? °
D Farmer [::] Worker E:] Housewife
DPrivate [___:} Employed by l:J Civil Servant
Business Private Company
[:NGO/IO erez{:] Other (Please specify):
10. [How many children do you have in your family in all? 654321 4
(:] [::12 [_—TB f ]4[ ])[ JMorcthzmi




If respondents do not rank all of the causes provided, score only those which have
been ranked. If in the final instance, a respondent can not rank any of the causes at all,
circle “Don’t know” and score the entire question “0”.

Questions 19 - 30

e As with Question 18, the directions for Questions 19 to 30 should be read carefully
to the respondent. As a mnemonic device to help respondents remember each of the five
possible responses to each statement of opinion, use the cards provided with each
interview set. These should be set out in front of the respondent as follows:

QOO |D

Stroagly
Disagree

Stroagly

A No Opinion Disagree
Asree gree P &

When responding, urge directors to express their opinion to each statement read by pointing to
the appropriate card.



Question 7

+ In scoring this question, the interviewer should look for such evidence as the physical
presence of books, of a mobile library box, a schedule of book rotations, material request
forms, or even short interviews with children.

Question 8

* In scoring this question, the interviewer should look for such evidence as the physical
presence of teaching aids or a schedule of teaching aid rotations. The interviewer may also
want to cross check this information with a resource center manager in the cluster if one
exists. ‘

Question 9

o The interviewer should check such documentary evidence as attendance rosters of these
meetings, a planning calendar in which such meetings are scheduled, or presentation plans.

Question 10

¢ If the answer to Question 9 is “no”, skip this question and move to Question 11.

» Use the following criteria in scoring this question:
-Teachers show two-thirds attendance or more -- “With very high attendance”
-About half of teachers attend meetings on average -- “With moderately high
attendance
-Less than one-third of teachers attend meetings on average -- “With poor attendance™

Question 11

The interviewer should check lesson or presentation planning documents in scoring this
question.

Question 12

* If possible, the interviewer may want to cross-check this response with a member of the
School Committee or Parent Association.

Question 13

* The interviewer should ask evidence that report cards have been purchased by the
school.

Question 14

*  The interviewer should check all categories which apply. Be sure to circle all number
scores which apply accordingly.

Question 15

¢ Interviewer should ask to see an organigram chart or cluster map which shows the
role/location of this school in a cluster.

Question 16

» The mterviewer should ask to see evidence that LCSC meetings have taken place such as
schedules, calendars, meeting minutes, attendance lists, etc..

Question 17

o The primary purpose of this question is to ascertain the degree to which educational
services exist in each school. This follows on several questions asked earlier about the
existence of such services (e.g,, existence of library services, resource center services, etc.).
For each category of activity indicated, the interviewer should look for some documentary
evidence as follows:

-Teacher supervision: schedule of visitations to schools, observation data, signed log
books, etc.

-Library services: rotation schedules which indicate the number of times books received.
-Resource Ctr services: rotation schedules which indicate the number of times materials
rotated to local schools, materials borrowing records, and indication of usage of materials
(e.g., the absence of dust from materials).

-Cluster based testing: evidence of test records

-Income generation activities: ledger books indicating income received, any record of
income.

-Planning and review: schedules indicating regular follow-up of an annual plan.

Question 18

+ The directions for this question should be read carefully to the respondent. The
interviewer should arrange number cards vertically in front of the respondent:

School facilities
such as buildings,

desks, are inadequate. Teaching lacks Classrooms are 00
quality. overcrowded.

Families do not
have enough money

for the education of Most families do

their children. not place a high Studentsatiendance
value on the 18 poor.
education of their
children.

(o] (] =] =] ] ]

At some distance to the right, response cards listing each of the causes of repetition
should be grouped together in a random order.

Because this kind of question format will be quite novel for the respondent, the
interviewer is urged to provide considerable time and explanation to facilitate responding
but without cueing any specific responses. Read the question to the respondent as many
times as necessary.
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RATES OF REPETITION FOR ALL PROVINCES, 1998-9

PROVINCE GRADE 1 GRADE 2 GRADE 3 GRADE 4 GRADE 5 GRADE 6 ALL GRADES
TOTAL GIRLS TOTAL GIRLS TOTAL GIRLS TOTAL GIRLS TOTAL GIRLS TOTAL GIRLS TOTAL GIRLS
Bantheay Mean Chey| 40.30%| 39.30%| 25.30%| 23.60%] 19.20%| 17.50%] 11.70%| 10.70% 8.00% 6.80% 5.10% 3.60% 24% 24%
Battambang 34.40%| 33.50%| 20.00%| 19.10%] 14.50%| 12.90% 8.40% 7.80% 5.60% 5.40% 1.80% 1.50% 19% 19%
Kampong Cham 39.40%| 38.00%] 26.60%| 24.90%| 21.30%| 18.60%] 13.20%| 11.10% 8.10% 6.80% 3.70% 3.00% 25% 25%
Kampong Chnang 43.40%| 41.70%) 28.30%| 25.80%) 20.20%| 18.00%f 11.70% 9.80% 5.60% 3.90% 4.60% 2.50% 27% 27%
Kampohg Speu 44.30%,| 43.40%] 23.10%| 22.90%] 17.70%| 18.10%} 12.30%| 11.80% 8.50% 7.50% 4.80% 4.80% 27% 27%
Kampong Thom 40.90%| 39.50%| 25.60%! 23.30%] 19.00%| 18.10%| 12.00%| 11.40% 6.80% 6.10% 2.40% 1.70% 26% 26%
Kampot 44,40%| 42.40%| , 24.50%; 23.20%}] 17.70% 16.10% 9.60%| "0.10% 5.60% 5.00% 2.60% 2.50% 26% 26%
Kandal 45.20%| 42.90%| 29.70%| 27.60%| 20.60%| 18.60%] 13.00%| 11.40% 7.50% 6.20% 2.90% 2.50% 26% 26%
_{Kep 44.70%| 44.50%! 23.80% 23.60%] 19.40%| 17.50%] 15.20%| 14.30% 9.60%| 10.20% 4.40% 4.60% 26% 26%
Koh Kong 42.40%| 43.10%) 23.60%, 23.30%| 21.90%! 21.40%] 16.10% 12.10% 8.20% 7.40%] 11.60%| 11.40% 30% 30%
Kratie 52.00%| 51.90%) 34.90% 32.60%| 25.80%| 25.20%| 20.90%| 17.90%]| 12.50% 9.40% 7.00% 4.70% 34% 34%
Mondulkiri 61.90%| 59.70%| 22.80%| 20.80%| 26.20%| 16.90%] 20.70%| 16.30%] 16.20%] 14.90% 0.00% 0.00% 42% 42%
Pailin 41.40%| 46.50%| 25.30% 34.20%| 14.50%| 18.00%] 20.00%| 14.60%| -0.00% 0.00% 0.00% 0.00% 23% 23%
Phnom Penh 34.40%| 32.60%] 21.80%| 20.20%] 13.50%| 12.20%] 12.10% 9.50% 6.90% 5.90% 2.80% 2.10% 18% 18%
Preah Vihear 46.70%| 47.20%| 30.00%| 28.90%| 19.40%| 19.90%| 12.50%| 13.60% 6.70% 2.90% 2.10% 2.50% 35% 35%
Prey Veng 44,10%| 41.90%| 24.90% 23.80%] 20.10%| 18.80%| 14.80%, 13.70%] 10.90% 9.30% 7.00% 6.10% 27% 27%
Pursat 39.50%| 37.80%| 23.70%| 22.70%] 17.20%| 16.30%} 13.50%| 12.00% 9.00% 6.30% 3.60% 2.60% 25% 25%
" |Ratanakiri 42.40%| 41.70%] 31.50%| 28.10%] 23.50%| 16.40%} 23.80%| 18.30%] 11.30% 5.50% 5.50% 1.10% 35% 35%
Siem Reap 36.30%| 34.80%] 24.70%| 23.30%] 17.90%| 17.40%| 12.20%| 10.60% 8.00% 7.40% 3.90% 2.30% 24% 24%
Sihanoukville 40.50%| 38.60%| 22.60%| 21.50%] 15.10%| 14.00%] 11.60%{ 10.30% 8.70% 8.20% 6.30% 6.40% 24% 24%
Steung Treng 46.60%| 44.40%} 32.00%| 31.60%| 23.70%| 21.30%] 14.90%| 13.50% 8.00% 7.90% 5.40% 6.30% 33% 33%
Svay Rieng 47.20%| 44.40%) 24.70%| 23.30%| 20.60%| 19.70%) 12.40%| 10.10% 6.60% 6.00% 3.60% 3.80% 26% 26%
Takeo 34.50%| 34.00%] 19.80%! 18.50%| 14.40%| 13.10% 9.20% 8.20% 4.90% 4.20% 2.30% 2.30% 19% 19%
Whole Kingdom 40.90%| 39.50%] 24.90%| 23.50%] 18.50%| 17.00%] 12.20%]| 10.80% 7.50% 6.40%] 3.80% 3.10% 25% 25%

Page 1




SCHOOL SAMPLE FOR REPETITION STUDY

ASSISTED SCHOOLS

UNASSISTED SCHOOLS

4 . .
Province District School (-% E 3 § g § g| & é é o Province District School g & 7 E 8 § 8| 2 g g g
- = 22184l S5 |E 3 b ! 23|24 58 |E 3
S |£E2|E2iEG| B : E |£E|E2|EQ] 25 [&"
T [57|28|2°| 4% |2 T [57|258(2° 28 |&
3 = > =
Kampong Cham  |Prey Chor Prey Toteung |Core Urban] 1507) 37 41] 26%|Kampong Cham JKong Meas |Peam Che Kong |Core Urban] 3512} 16 39 39%
Kampong Cham  |Tbong Khmun]Ongkanaram  |Core Rural | 589 13 45] 26%{Kampong Cham {Oriang O Chamgar Sabow |Core Rural 515} 11 47 29%
Bantheay M.Chey JO'Chrao Soria Thmei Core Rural | 436f 10 441 22%|Bantheay M. Chey |O'Chrao Vang Mong Core Rural 407 10 41| 35%
Kanda} Kieng Svay |Kao Dack Satellite |[Rural | 5831 14 42} 35%|Kandal Muk Kampol |Kampong Prasat_|Satellite [Rural 5701 14 41| 32%
Kandal Muk Kampol [Chong Kao Satellite jRural | 330 8 41} 25%}Ratanakiri Krom Preah  {Krom Preah Satellite {Rural 359 9 401 44%
Phnom Penh Practice School |Satellite {Urban| 19011 31 61{ 26%|Phnom Peph W. Sinsomkosal |Satellite [Urban| 20221 33 61} 18%
Svay Rieng Svay Rieng {Preah Sihanouk |Core Urban| 1836] 46 40| 23%|Bantheay M. Chey |O'Chrao Poipet Core Urban| 666] 17 391 8%,
Kandal Kieng Svay |{Koki Thom Core Rural | 7431 17 44{ 43%|Svay Rieng Svay Theap |Kcheay* Core Rural 8231 16 51 43%
Svay Rieng Svay Theap |Prey Cheu Teal |Satellite jRural | 247 6 41} 31%|Ratanakiri Banlong Hun Sen Satelllite{Rural 210 3 421 12%
| 1

*Note: Kcheay differs from Koki Thom in its
student-teacher ratio by more than a margin
of 5 due to an error in the data provided
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Appendix 3:

. Survey Sample

- Survey Team

. Table of Provincial Repetition in
Provinces



TABLE OF SPECIFICATIONS FOR GRADE 1 ACHIEVEMENT TEST

Khmer

T Construct

Memory Under- |Application | Analysis Total
Content standing Points
Discrimination of Letter
Sounds v 10%
Word Forms v 10%
Syntax v 10%
Word Meanings v 10%
Word Usage (Written) v 10%
Word Usage (Oral) v 10%
Spelling v 10%
Handwriting v 15%
Sentence Composition v 15%
TOTAL 20% 30% 40% 10% 100%
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Supplementary Inierview Guidelines
(For Director Interview)

The following guidelines are to be used by interviewers using the Inlerview Schedule for
Directors. Some of the questions to be asked in this interview are self-explanatory and
should not pose any serious problems for the interviewer in terms of ensuring comparability
between interviews, Other questions, however, require clarification to enable similar
interpretations between interviewers. These clarifications are provided below.

If at all possible, this interview should take place in the school office to facilitate the
director’s ability to present evidence needed for responding to various questions.

The interviewer is also reminded that question scores in Column 3 are cross-referenced
with response categories from left to right. Question scores should be noted by circling the
numbers which apply.

Question 1
o The interviewer requires documentary evidence of the school and/or cluster’s annual plan to
score this question “yes.”
«  The interviewer should score this question according to the following criteria:
-School has a detailed plan with objectives, activities, budget, etc. -- “Has detailed plan”
-Schoo! has a plan but consists only of schedules -- “Has plan but not detailed”
-School has no plan -- “No”

" Question 2

o If the answer to Question 1 is “no,” skip this question and move onto Question 5.

«  The interviewer should check to see whether this plan has been posted in the school office in
order to score the question “yes.” Obviously, a plan kept in the director’s desk is scored as an
undisseminated plan.

Question 3

* Inscoring this question, the interviewer should ask to see documentary evidence of activities
implemented, schedules, meeting notes, etc.. In the absence of these, the interviewer may also
ask probing questions to see whether the director can logically describe the linkage vetween the
school’s objectives and the activities used to achieve those objectives.

o The interviewer should try to approximate how many activities have been implemented.
Scoring should be done according to the following criteria:
-More than half of planned activities have been implemented -- “Evidence of significant
.implementation”
“Less than half of planned activities have been implemented —~ “Evidence of some
implementation”
-No apparent evidence of implementation -- “No concrete evidence of implementation”

1

Question 4

* This question seeks in particular to ascertain the degree to which specified objectives have
been achieved (as opposed to the number of activities implemented). In scoring this question,
the interviewer should examine documentary evidence such as statistical tables and diagrams,
survey: data, descriptions of indicators, etc.

+  The following criteria should be used to help the interviewer determine the approximate
level of achievement:
-Approximately 60% of objectives achie ed -- “Significant achievement”
-Approximately 40-60% of objectives achieved -- “Moderate achievement™
-Approximately 15-40% of objectives achieved -- “Some achievement”
“Fewer than 15% of objectives achieved -- “No achievement

Question 5§

+  The interviewer should score this question using the following guidelines:
-15 teaching aids or more -- “Yes, a lot”
-Less than 15 teaching aids -- “ Yes, some”
“No teaching aids -- *“None at all”

« If the director, reports that all materials have been distributed to teachers, the question
should be scored “none at all” since past experience has shown that such practices eventually
lead to total loss of teaching aids provided to schools.

Question 6

o If the answer to Question 5 is none at al}, skip this question and move to Question 7.

« In scoring this question, the interviewer should consider some of the following criteria:
-materials are kept separated in small boxes or plastic bags
-materials in bags and boxes are labeled
-materials are organized on a shelf by grade or subject matter
-materials such as maps and posters are not nailed to the wall
-materials are kept in a special cabinet or cupboard
-materials are not kept locked in a cabinet or metal box*

« Ifthe interviewer finds 5 or more of these conditions to be met, score the question “very
accessible,” 3 to 4 conditions may scored as “moderately accessible,” 2 or less may be scored
as “accessible but with difficulty.”

«  Ifthe interviewer finds that the condition with & star is not met, score the question as
“not at all accessible.”

(%]



No. Question Point Coding |Variabie
29. |Communities heve a more important role to play than schools in 54321 21
reducing repetition.
{CJsa [Ja [Ino [Jp [JsD
30. |Efforts to reduce repetition should focus most heavily on improving the| 123 45 21
quality of teaching in the classroom.
[Jsa [_Ja [no [Jp [Jsp
ITOTAL SCORE FOR THIS VARIABLE. (Excluding Question 18) 19
] OTAL SCORE FOR THIS VARIABLE. 20
: OTAL SCORE FOR THIS VARIABLE. 21
TOTAL SCORE FOR QUESTIONS 19-30.
{END OF INTERVIEW






