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EXECUTIVE SUMMARY

This study revolves around the thenextending basic education to include lower secondgr
education, while simultaneously addressing the qui&y imperative within the context of scarce
resources’.

In addition to a desk review and focused discussiguestionnaires were distributed to a stratified
random sample of educationists, managers, teaghaents and stakeholders to gather information
on the structure of the school system, theurriculum and quality of education provided. The
summary below follows the research questions, \&ngn thelntroduction

BACKGROUND

Policy shifts

In 1995, The Gambia conducted a mid-term reviethef1988-2003 Education Policy which led to
major policy shifts. These included: the restrucigiof the school system from 6-3-3-4 to 9-3-4. It
was realised that many primary school pupils lefio®l prematurely because secondary school
places were not available for them. The six yedrscbooling they acquired did not equip them
sufficiently for them to enter the world of workn Imany cases, they helplessly relapsed into
illiteracy and increased the rate of unemploymEntolments figures were low, especially for girls;
hence, the new focus on girls’ education.

Committed to providing nine years of continuous adion, Government created three types of
schools: lower basic (Grades 1-6), upper basicd€&-9) and Basic cycle schools (Grades 1-9).
Like the senior secondary schools, the upper tasicbasic cycle school are now run by boards of
governors, and are allowed to retain their feessfdrool development purposes. In addition to
restructuring the school system, the policy stafso led to the restructuring of the Department of
State for Education. Directorates were establisiteldeadquarters leading to the upgrading of the
regional offices to regional directorates. Thesealorates implement the education programmes
and activities that were delineated in the 199632B8ucation Master Plan and, recently, the 2006-
2015 Strategic Plan.

The result of these policy shifts is that the GER how increased tremendously. It increased from
59% in 1990 to 70% in 1996, and now stands at 92%.

Financial Implications

The provision of education in The Gambia is finahdey either Government or the private
operators with three types of school ownership:lipulgrant-aided and private. The grant-aided
schools are owned by religious organisations buteive a subvention/grant-in-aid from
government. Public schools are fully funded by goxeent, whereas the private schools receive
private financing. Government budgetary allocationthe sector is a key indicator of such
commitment, but such allocations have fluctuateer dkie period from as low as 13.2% in 2004 to
21.1% in 2005.

Priority has always been given to basic educatwinich received an average share of 66% of
recurrent expenditure during the period (Reviseddation Policy 1988 — 2003). Public schools are
fully funded by government, whilst the private solsoreceive private financing. The Education
Strategic Plan 2006-2015 outlines that resourcalireaent over the policy period and the
financing gap.

Growth targets set for each level of educationhwilie exception of technical and vocational
education, have been exceeded. The surge in embheguires a corresponding increase in teacher
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stock, especially at the upper basic level wherecisfised subject teachers are required.
Instructional materials have a financing gap ohabd5% and their inadequacy would have some
real negative impact on learning achievements. Titied Education Sector Programme estimated
at US $51.3million had a financing gap of almos¥@By the end of the policy period in 2004. The
implementation of the new Education Policy 2004 G412 is guided by an Education Sector
Strategic Plan 2006 -2015. The overall investmenttliis ten-year strategic plan is US $194.6
million, of which 66.2% is investment cost and 38.8 recurrent cost. Currently, funding acquired
so far amounts to 35.9%, thus leaving a gap of%4This translates to approximately an annual
funding gap of $12.5 million. This clearly demomsés the challenge posed by resource constraints
amidst dwindling donor support despite the inteéomal commitment to help developing countries
in this endeavour.

Access and Equity

The emphasis on girls’ education, special needscadun and the differential strategies
implemented in favour of disadvantaged and undefresegroups attest to the attention given to
equity issues. The Gambia has made significantrpssgin expanding access to basic education,
especially in areas that were underserved, thusngethhe achievement of universal basic education
as well as equitable access to quality and relegdntation. Key among the areas of intervention
have been establishment of new schools, rehaklilitatf existing facilities, provision of textbooks
and instructional materials, teacher recruitmend @guitable distribution and supervision of
teaching and learning.

Gaps exist at the upper basic and senior seconeey, but successful supportive policies have
been developed to ensure access, performance tamioa of girls in schools. Thus, currently
education is tuition-free for all girls in RegioBsto 6 and partially free for the remaining gints i
public schools up to Grade 12. A Sexual Harassiadatation Policy has been designed to address
some of the contributory factors identified for tbe participation of girls in schools. The resoit

all these interventions is that gender parity reenbattained at the lower basic and basic levels.

As part of its commitment to integrate children twipecial needs into the education system,
Government has made special education an integralgh the basic education programme. In
addition, Early Childhood Development and Adult aiain-formal Education are both part of the

expanded vision of basic education.

Teacher Education, Deployment and Utilisation

The rapid expansion in the school system and $tgltant increase in student numbers called for the
intensification of teacher recruitment and a changbe mode of delivery of teacher education and
supply. Two sets of qualifications are required foe basic education cycle — the Primary
Teacher’s Certificate and the Higher Teacher'sifieate (HTC). In addition to in-service training
for teachers and the pre-service training at thenlda College, a B.Ed programme has been
introduced for head teachers at the Universityle# Gambia.

In 2006, the Department of State launched an extertsaining programme for school-based
mentors who serve as role models and monitor apeérsise teacher trainees. To support the
teachers, all regional education directorates angletl into clusters. Each cluster has a monitor.
The main role of the monitors is to support schaolensure their proper functioning, to provide
the expected level of education to pupils and tprowe standards and quality of education. The
monitors advise and facilitate access to oppotlesitor professional development and in-service
training at the cluster level.
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A Primary Teacher’s Certificate (PTC) extensiongseanme, with funding from the Education for
All Fast Track Initiative (EFA/FTI) and the Basicd&cation Support for Poverty Reduction
(BESPOR), is being piloted in Region 5 where all tegular unqualified teachers are being trained
to the level of PTC. The purpose of the programméoi upgrade the unqualified teachers to
qualified status without compromising quality. Héydly, the programme will be rolled out to other
regions.

To match the expansion and reform process, capaedyed to be built for the management of the
sector. Accordingly, continuous capacity buildingeecise have been carried out, and a good
number of the sector’'s mangers have been trainederway or another.

Curricular Reform

The school curriculum has been reviewed, and theseogroupings have been structured to include
languages, maths, integrated studies, physicahaalih education, religious education and creative
arts and handicrafts. The curriculum review exexidone over the years aimed at making the
curriculum more responsive to both national andoaloneeds. It has been made more gender
sensitive, and stereotypes and cultural biases baga eliminated. The concern, however, is that
while the curriculum is responsive to stakeholdegds, it is overloaded, possibly, due to the intent
of accommodating emerging issues and topics.

The reforms instituted by the Department of StateBasic and Secondary Education (DoSBSE)
included support and encouragement to the madpmepaietors to establish the General Secretariat
for Islamic/Arabic Education (GSIAE). Through GSIAEhe DoSBSE was able to sign a
memorandum of understanding with madrassa propsieamd as part of implementing the Revised
Education Policy (1988 — 2003), a unified syllalues developed for basic education (Grades 1 —
9). The integration of the madrassa curriculum \tlign conventional school curriculum contributed
in boosting enrolment at the lower basic level had made it possible for a common curriculum to
be delivered in the country by both the madrasedgitze conventional schools.

Quality Assurance

The expansion of the school system was fraught wlillenges related to quality issues. At the
school level, it was considered that quality waspmmised through poor classroom practice, low
mastery of both mathematics and English and lit®lvement of the community in the teaching-
learning process. Some of the interventions madkide: the creation of a cluster monitoring
system to provide professional support to teach&st Track Initiative (FTI) funding for adequate
supply of teaching and learning materials in lowasic schools; creating incentive packages for
teachers; and the organisation of a four-day natioonference on quality education.

The terminal examination taken at Grade 6 for $iled¢o senior schools has been phased out. The
Grade 9 examination now has a continuous assessm@ponent. As opposed to administering the
National Assessment Test to a 5% sample of selexctiedbls, the plan is to test all Grades 3 and 5
pupils to determine competency and mastery levetmsition from Grade 6 to 7 is automatic, and
is pegged at 100%. However, the last 4% of childvéo fail to demonstrate competence to move
from Grade 3 to 4 or from Grade 5 to 6 will reptet particular grade. Repetition will not exceed
three attempts.

A Quiality Assurance Framework (QAF) is being wntt@ithin the context of the expanded vision
of basic education. The QAF includeSehool Management Manufalr head teachers andsahool
Review Handbookor school self-review and development planningwiole school development
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programme has been initiated in one region to bedout to the remaining regions. The indication
is that the commitment to provide quality educai®genuine and acknowledged.

The study and findings

102 completed questionnaires were returned by glsawf educationists, managers, teachers,
parents and stakeholders on the structure of theotcsystem, the curriculum and quality of
education provided. Analyses of the data show that:

1. 79% of the participants in this study (about 69 @fwhom are teachers) prefer the old 6-3-
3-4 system to the nine years continuous educatieingbprovided now. A plausible
implication is that the shortcomings identified kvihe 9-3-4 system should be addressed
urgently and that more stakeholder sensitisati@nusial.

2. 77% of the responses suggest that the reform Isated in a curriculum that responds to
the needs of the Gambian society.

3. 68% suggest that the curriculum prepares studemtdifé both within and outside The
Gambia.

4. 54% of the responses on the content of the cummcusuggest that “the curriculum is
overloaded.” This has far-reaching implicationd theed to be investigated further.

5. 63% of the responses from this sample stated tieatdrriculum “is not well delivered by
teachers.” This is cause for concern in relatioteéxher performance and, therefore, quality
education.

6. According of 64.9% of the responses, there are mgeneiine attempts over the past 12 years
(that is, after the policy shifts in 1995) at prdivig quality education than before.

Conclusion

The need to broaden basic education to includerie@eondary education for the consolidation of
basic skills and deepening of the foundations ff@ldng learning and advanced training and
education principally brought about the recent atioo policy shifts and reforms. When
effectively complemented by efficient monitoring dansupervision of schools, increased
improvement levels would logically impact positiyeln the quality of education provided.

A major challenge in broadening basic educationdess the lack of teacher capacity both in terms
of numbers and quality. The high attrition rate teAchers and absence of a well-structured
induction and in-service training has also not adlpThe school curriculum has been reviewed to
make it more responsive to stakeholder needs, hiatowncern about overloading it. The madrassa
institutions have common syllabuses that have begmonised with those of the conventional
schools. Recent investments and interventions, aadhe teacher incentive packages, provision of
instructional materials and cluster monitoring agements, have made a big and positive impact
on the quality of education provided. However, thdication is that although there is a huge
potential for the basic education programme to seddn The Gambia, all stakeholders need to be
sensitised and educated further to gain their dente and to ensure their commitment to, and
participation in, the development of the system.

The study was constrained by financial factors #émel timeframe within which it had to be
conducted. This notwithstanding, the findings magecrucial and need to be investigated further.
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INTRODUCTION

This study revolves around the theme ‘Extendingidbasiucation to include lower secondary
education, while simultaneously addressing the iguahperative within the context of scarce
resources’. The questions it seeks to address are:

1. What was the rationale for the policy shifts, anowhhave these shifts affected the
governance of the school system and the educatinrsas a whole?

2. What were the financial implications, especially@gards needs and sustainability?

3. How did the transformation affect access and egpiyticularly in relation to the poor and
the rural communities?

4. What were the implications for education and tragnof teachers, head teachers and other
education sector personnel?

5. How did the reform affect the curriculum and skilsvelopment, and to what extent is the
ensuing curriculum relevant/responsive to the neédse various stakeholders?

6. What have been the implications for articulatiod assessment?

Objectives
Linked to the questions given above, the objectofakis undertaking are basically to:

1. Provide a case study, from the perspective of ¢éxpanded vision of basic education, on
The Gambia’'s experience in ‘expanding’ basic edanato include lower secondary
education, whilst addressing the quality imperasivaultaneously.

2. Share the Gambian model of universal basic edut#tyohighlighting best practices within
the context of limited resources in a sub-Saharfaican country.

3. Provide policy options and strategies for the pimvi of universal basic education, which
includes lower secondary education, for discusaiadhe 2008 ADEA Biennial.

Methodology

The methodology consisted of working through aorati team of researchers who were charged
with the task of embarking on the following: degkfiature review; collection, compilation,
analyses of and reporting on relevant data; angapagion and finalisation of a comprehensive
report.

In addition to focused discussions, questionnairee distributed to a stratified random sample of
educationists, managers, teachers, parents and stidleeholders to gather information on the
structure of the school system, the curriculum guodlity of education provided. The findings

support some of the arguments presented, and thierse of the report are chronologically aligned
with the research questions.

Limitations

The period during which the study was conductedmditiallow for much participation at school
level, as data were gathered during the summertisaca he timelines set for the whole process
also meant working fast, which impacted on the wutBurthermore, the original scope of the study
had to be scaled down due to financial constraints.

10
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SECTION ONE: POLICY CONTEXT

This section analyses interventions and strategieb as the re-structuring of the school system,
the roles and functions of such structures as thergance and management structures.

The Gambian education system has undergone a nupfbetructural transfigurations and
institutional transformations, the most radical wdfich was precipitated by the 1995 mid-term
review of the 1988-2003 National Education Policy.

Propelled by the 1990 Jomtien declaration, The Ganlike other countries, embarked on a
massive expansion of its school system for the ersalisation of primary education. The
recognition of the immense rates of return thatr@drom basic education, and the virtual
functional illiterates that many of the school Vess’ at the primary level were reduced to,
necessitated a critical re-thinking of the educatigstem. Therefore, among the decisions taken at
the mid-term review was the transformation of tli@tion sector into one that would create
greater opportunities for girls at all levels oé thystem. In addition, it was resolved that theceph

of the expanded vision of basic education wouldadepted, which implied extending basic
education to include lower secondary educationfhadt and Non-formal Education.

At the end of the 1988 — 2003 Education Policy guriand in preparation for a successor 2004 —
2015 Education Policy, further consultations westlhThese consultations were participatory and
included all stakeholders, i.e. the government-gavernmental and civil society organisations, the
private sector, faith based organisations, the aatiildren as well as adults (men and women), the
educated and the un-educated, the literate anddhditerate, the urban and the rural populations.
In keeping with the aspirations of the broad basewmkultations and in an attempt to address the
MDGs and the six EFA goals articulated in the Dakamework for Action (2000) the concept of
Basic Education was redefined to include Early @tolod Development and Adult and Non-formal
Education.

Prior to the full implementation of the pronouncernseof the 1988-2003 Education Policy, formal
basic education was conceived to be constitutiveolears of primary schooling (Grades 1 — 6).
This was followed by secondary schooling. Thuse Tdambia had a school system structured
along the 6-3-3-4 model, that is, sequentially:ysars of primary education; three years of lower
secondary (Grades 7 — 9); three years of highriossecondary (Grades 10 — 12) and, finally, four
years of university education, which was obtainatside the country. This system was a change
from the previous 6-4 or 6-5 system consisting ofedrs of secondary technical schooling or 5
years of high school.

At the terminal point of each segment (cyaéjhe formal system, an examination had to bequhss
for transition to the next level. Hence, the Comniemtrance Examination, later renamed the
Primary School Leaving Certificate Examination (EH), was primarily used as the criterion for
determining who would transit from Primary/Grade¢o6Grade 7 of the lower secondary (1988-
2003 Education Policy) or to Form 1 of Secondarghfgcal or Form 1 of High School (1976-
1986, policy period). The phasing out of this exaaion, leading to a 100% transition from the
lower basic (primary) level to the upper basic @ovgecondary/junior secondary) level, however,
generated controversy to the extent that sometivadlists prefer the old system. Amazingly, for
instance, 79% of the participants in this studyo(al69.4% of whom are teachers) indicated their

11
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preference for the 6-3-3-4 systér?ﬁhe guestion is whether, or not, this has to db wie abolition
of the Grade 6 terminal examination to which mamyr®ians attach some importance.

Before the introduction of the 1988 — 2003 politye Gross Enrolment Ratio (GER) at the primary
level was as low as 46%, whilst the GER at the rs@axy level was significantly lower due to the

limited places available at that level. Howeverthathe expansion that took place at the primary
level and the introduction of the middle schoolgpas of the reforms that came together with the
introduction of the 1988 — 2003 Education Policgtvieen 1990 and 1996 the GER in primary
schools increased from 59% to 70%, growing at @ 0at2.4% a year for boys and 4.7% for girl.

Moreover the transition rate from primary schoojunior secondary school increased from 30% to
72%, compared to the target of 45% for 1996. Atjtimior level, enrolment grew by 78% over the

same period.

In consequence, an offshoot of the mid-term revaéwhe education policy was the consolidation
and strengthening of the middle school concepthat lower secondary level as part of The
Gambia’s Basic Education cycle. In this regardtha revised 1988-2003 Education Policy, the
pronouncement was made that the existing 6-3-3stesy of formal education would gradually be
restructured into a 9-3-4 systéniThis meant providing:

* nine years of basic education accessible to alltiamchildren;

» three years of secondary education to cater fl@ast half of the graduates of the Basic
cycle and to provide opportunities and more otifor in-depth learning of both general
and special subjects, such as Science and Teclyn@miuding Computer Technology),
Commerce, etc.; and

* anumber of programmes, ranging from 2 to 4 yefstudy at the post-secondary level, to
respond to the middle and high-level human resoneegls of the country.’

The actualisation of the foregoing policy pronouneats remains one of the cardinal objectives for
the provision of education in The Gambia. The teisuthat three categories of schools now exist:
lower basic schooldGrades 1 to 6) that feed thpper basic schoolgGrades 7 to 9) anbasic
cycle schooldGrades 1 to 9). The latter caters for nine yearsontinuous schooling. These three
categories, together, now make it possible to pl®viine years of uninterrupted education for all
the children, which accounts, for the national 9@®R at the lower basic level. Accordingly, the
targeted transition rate of 100% from Grades 1-6tades 7-9 has been achieved.

A major challenge of this innovative turnaroundtu system has been to defuse and reconcile, in a
sustained manner, the tensions that arise betwgension for access purposes, on one hand, and
guality education that embraces performance, relapoverty reduction, equity, effectiveness
and efficiency, on the other. The PSLCE has beefishied but without some controversy as it is
realised that some children fall through the safetlyand by the time they reach Grade 7 it is too
late to take remedial action. This accounts foralmphasis put on ‘quality’ in the revised education
policy. The Gambian experience in implementing ¢hesgnificant policy shifts makes an
interesting case to share and compare with othertdes and interested agencies.

It is apparent that the changes effected have btoalgout perplexing challenges, some of which
are still being grappled with. However, whilst sommkthese challenges have been adequately

! Refer to annexed sections on ‘structure, currizuéind quality’ of basic education in The Gambia.
21998 version
3 Source: Revised Education Policy 1988 - 2003
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addressed, there is a need to provide more infwmathrough research, to establish the level of
impact and success of some of the strategies heipgemented; hence the justification for this
study.

The roles and functions of the structures

The lower basic schools, as described above, tatehildren from Gradesl to 6 (aged 7-12) and
provide the initial six years of education for taasho enrol in them. They are stand - alone schools
that are strategically located in communities tdrads the geographic access by students to schools
which are situated within a three-kilometre radimshe feeder communities. Since the introduction
of formal western education in The Gambia in thdyemventieth century by the missionaries and
the colonialists mainly as part of the evangel@satrocess and to prepare the educated to take up
employment in government, this form of school watsoduced in the country in selected places.
Secondary education was limited to the urban aaedsthe only rural boarding school was opened
during the colonial period to cater for the songlukfs in preparation for their leadership roles i
their respective communities. Girls’ access, egigdihat of Muslim girls, was limited.

After independence in 1965, the Government of Tlenfia constructed more primary schools,
which also saw an unprecedented expansion aftecttherge of government in 1994. This rapid
expansion can mostly be attributed to the fact thahy primary schools were located within
walking distances from the communities. Howevhegirt effectiveness in the provision of basic
education was limited to the first six years, dlliee contribution they made in increasing access t
education. For better management purposes, provisis made for each of the schools to be
headed by a head teacher with support from a déyaayg teacher and senior teachers.

In order to cater for the increased number of caidcoming out of these ‘stand-alone’ primary
schools, similar schools were created at the jusgmondary. With similar management structures
to those provided for in the primary schools, th&nd-alone’ junior secondary schools were also
established in selected places in the country atbegsame lines, particularly during the period
after independence and following the 1994 changgosernment. Each of these schools had a
catchment area of one or more feeder schools twidmaothe remaining three years of basic
education to those children who had their firsty@ars of their basic education in one of the stand
alone primary schools.

The basic cycle school is a model introduced a$ glathe phasing out of the PSLCE, which
focuses on those areas where upper basic edudatsto be provided as a result of long distances
from existing lower basic schools to the nearestnd-alone’ upper basic schools as well as the
insufficient number of feeder schools to warramt ¢heation of an upper basic school. The diagram
on page 9 depicts the structure of the school syatehe basic and secondary levels.

Organisational Structure

The Department of State for Basic and Secondarg&ithn is responsible for policy development,
management and coordination of education at thie laasl secondary levels in The Gambia. The
Secretary of State (SOS) is responsible for lehgersn the sector and policy oversight. The
Permanent Secretary is the chief executive andsadw the SOS and provides oversight for the
activities of the sector. There are two deputy @eremt secretaries, one of whom assists the
Permanent Secretary in the administrative and &imhmmanagement functions of the department
while the other assists in the coordination of @plimplementation at both headquarters and the
regions.
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There exist two management committees for the gffeenanagement and coordination of policy
implementation. One is the senior management t&WT{ comprising the directors of the sector,
the Permanent Secretary and the two Deputy Permm&eenretaries and is chaired by the SOS.

The second is the coordinating committee meetir@M made up of all the Directors, principal
education officers, managers/deputy managers apdtyl@ermanent secretaries to be chaired by
the Permanent Secretary. These two committees bieabnthly by rotation at each of the six
regions.

Directorates

The Department of State for Basic and Secondarnc&ithn maintains professional directorates,
each of which is headed by a director. The direattvises the Permanent Secretary on technical
and professional matters relating to the area péeise and responsibility. These are:

* Planning and budgeting

* Human resource development

» Basic and secondary education

» Standards and quality assurance

» Science, information and communication technology

* Curriculum, research, evaluation, development argkrvice training
« Tertiary/higher education and research
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Figure I: Structure of the school system

COHORT LEVEL DURATION
4years
18 yrs & Tertiary and Higher Education
above
3 years
15-18 yrs Secondary Secondary
9 years
Non-formal Basic Education Basic Education | (formal
7-15 yrs Education (Madrassa) (Conventional) | education)
(Formal
education)
5-6 yrs ECD 2 years

Regional Education Directorates

Regional education directorates are now headed égioRal Directors, instead of Principal
Education Officers as was the practice in the pHs¢y engage in education policy dialogue and
take full responsibility for the planning and implentation of educational programmes in the
regions. The directors at this level are answertibtee Permanent Secretary pending the handover
of the education service to the municipal/area cosiwithin the overall national decentralisation
plan. Given the anticipated responsibilities of thegional directorates in relation to the
decentralisation process, the directorates contittuebe strengthened within the context of
government’s decentralisation programme and areed®d to be absorbed into the local
government structure at the divisional levels. Fmw, their funding comes from Central
Government through the DoBSE headquarters and itn@jement programmes and spend as
indicated in the overall education budget.

Projects Coordination Unit

The Programme and Donor Coordination Unit plays tbke of donor mobilisation and co-
ordination. The PDCU manages and coordinates #esidom construction programme through a
partnership arrangement and undertakes the owearattacts management for the procurement of
goods, works and services, arranges for the dislmest and replenishment of funds for project-
supported activities, coordination of programmeie@g and supervision, facilitates training
activities and technical assistance requirementdeuthe external support programme. It provides
support for the procurement of all goods and sesric

Linkages

The structures highlighted above have establisil@des that make it possible to co-ordinate all
education programmes without any hitches. The tiolégproach to education makes it possible to
ensure that there are both horizontal and vertickhges. Curriculum development is centralised
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and as shown in the chapters ahead, Governmennfhzance over what is taught in the schools.
Coordination arrangements include both public aond-public schools to ensure that there is
uniformity and a clear continuum from the pre-sdhsitage to the end of the nine-year basic
education cycle. That all the various basic edoogtrogrammes are coordinated by structural units
within the Directorate of Basic and Secondary Etiooafacilitates the articulation process.
Assessment procedures are described in detaiifaghh chapter on quality.

SECTION TWO: FINANCIAL IMPLICATIONS

Guided by national education policies (1988-2008 2004-2015), the Education Sector Public
Expenditure Review, the costed Education Masten RP196-2003) and Strategic Plan (2006-
2015), the chapter looks at the cost implicatiohthe basic education expansion programme. The
significance and impact of the strengthened Publicate Partnership, investment strategies and
the re-prioritisation of programmes are exploredpag other interventions.

The revised Education Policy 1988 — 2003 was pegditagainst the background of a high annual
population growth rate of approximately 4%, a laterhcy level, especially for women, a high
dependency ratio with almost half of the populatiorer the age of 15 years, while GDP grew
slowly at an average rate of 1.5 per cent oveffitleeyear period up to 1995 with per capita GDP
declining at a rate of 2.5 per cent over the saewog@ (PER 2006 & MTEF 2006). Recurrent
expenditure on education grew at an average ra@mbetween 1990 and 1996, which more than
doubled the planned target rate of 4.3%. As a regtdwth targets set for each level of education,
with the exception of technical and vocational edion, were far exceeded. Priority was again
given to basic education, which received an avesigee of 66% of recurrent expenditure during
the period (Revised Education Policy 1988 — 2003).

The provision of education in The Gambia is finahdey either Government or the private
operators with three types of school ownership:lipulgrant-aided and private. The grant-aided
schools are owned by religious organisations buteive a subvention/grant-in-aid from
government. Public schools are fully funded by goweent whereas the private schools receive
private financing. Education (tuition and textboplks the lower basic level is free but not
compulsory, although this is stipulated in the tibmson. Fees are paid at the upper basic leuel, b
a number of scholarship and financial packageswelparent of this burden, especially in relation
to female students and boys from poor backgrounds.

It has been observed that whereas households gerttnincreasingly patronise the private schools
system at the lower basic level where cost is ix@Bt low (though free in public schools), a
significant number of these children transit to fheblic and grant-aided schools where cost is
highly subsidised by Government through scholarshgt include textbooks, examination charges
and other levies. This has resulted in the drop 3% in the number of private upper basic schools
as enrolment in these schools has declined by 28%een 1999 and 2005 (PER 2006). With the
introduction of basic cycle schools (Grades 1-@ents have taken advantage of having their
children in one school for nine uninterrupted ydaefore transiting to the senior secondary level.
This has reduced potential dropouts from Grade @iicumstances where parents cannot find
guardians for their wards, especially for girlserésby aiding enrolment growth at the upper basic
level in public schools (see Appendix I, Table4,lll.2 and II.3 for enrolment and school growth
and for school distribution by type).
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The Government of The Gambia remains committetiecattainment of quality basic education for
all. Government budgetary allocation to the seist@ key indicator of such commitment, but such
allocations have fluctuated over the period fromoag as 13.2% in 2004 to 21.1% in 2005. It is
observed that sequel to the introduction of the iyars of uninterrupted basic education the sector
received a boost in allocation between 2001 and®2Ubis was, however, not sustained in 2003
and 2004. It has since picked up again in 2005,etherestoring confidence in Government's
commitment.

Table I: Table showing education’s share of government budd€EF 2006 & PER 2006)

2001 2002 2003 2004 2005

20.8% 21.8% 15.4% 13.2% 21.1%

The basic functional components of the recurrerdgetl are personnel emoluments (including
salaries, wages and allowances), transfers (sessidnd/or subventions to institutions and/or
households) and goods, and services (material®pardhting costs). The bulk of resources to the
sector is for personnel emoluments and has acoddatean increase of 68% between 2000 and
2005 (seevww.edugambia.gnfior details). The growth in the number of publahgols both at the
lower and upper basic levels has a positive cdroglawith the number of teachers required,
resulting in the surge in personnel emoluments akerperiod (see Appendix |, Table 1.4 for
recurrent allocation by function) .

Notwithstanding the huge nominal increase in parebemoluments between 2000 and 2005, the
internal efficiency measures such as the introdactif double shift and multi- grade teaching, the
introduction of a flexible school calendar to ircse contact hours, and the cluster monitoring
system, the share of personnel emoluments hasedduam 64% in 2000 to 61.2%. Goods and
services have increased from 10,794,212 to 84,857y2presenting 684% whereas transfers
declined by 43.7% (Tables 1I.5 and 1.6 at Appentlishow the percentage share of recurrent
allocation by function and the percentage changalotation). However, subsidies to households
(scholarships and bursaries) increased substanttall 973.4% over the period, reflecting
Government’s deliberate targeting of the poor tdyssdies (PER 2001 and 2006).

The increased share from 6.6% in 2000 to 29.4%0052for example, of allocations for goods and
services (including teaching/learning materials atiter operational expenses) demonstrates the
importance attached to quality control measurescaradity inputs into the basic education system
(for details on distribution of allocations to tsd@rs and goods and services, see Appendix |, Table
I1.7).

The Education Strategic Plan 2006-2015 outlines rdssource requirement over the policy period
and the financing gap. The investment cost coverbworks, goods and services. The civil works
are mainly the construction and rehabilitation lasrooms including furnishing. As of now, works
and goods account for 69.2% of the total finangjapg.

The surge in enrolment requires a correspondinge@se in teacher stock, especially at the upper
basic level where specialised subject teacherseggred. Instructional materials have a financing
gap of above 75% and their inadequacy would havaeseceal negative impact on learning
achievements. The Dakar Framework for Action stttes “the heart of EFA lies at the country
level'. It also affirms that ‘no countries seriopslommitted to education for all will be thwarted i
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their achievement of this goal by a lack of researé The sector has, over the years, demonstrated
its commitment to EFA by conducting a Public Expeume Review (1998) and subsequently
reviewed it (the last in 2006), the findings frorhieh exercise informed a revised Education Policy
1988 — 2004 and a Master Plan to guide its impleatem thereof. The Third Education Sector
Programme estimated at US $51.3million had a fimangap of almost 25% by the end of the
policy period in 2004. The implementation of thevnEducation Policy 2004 — 2015 is guided by
an Education Sector Strategic Plan 2006 -2015. duszall investment for the ten-year strategic
plan is US $194.6 million, of which 66.2% is invesint cost and 33.8% is recurrent cost.
Currently, funding acquired so far amounts to 35.8%s leaving a gap of 64.1%. This translates to
approximately an annual funding gap of $12.5 mill{@he Gambia ESSP 2006-2015). This clearly
demonstrates the challenge posed by resource abristamidst dwindling donor support despite
the international commitment to help developingraaes in this endeavour.

Conclusion

There has been a considerable increase in the mwhbehools at the lower and upper basic levels
and a corresponding surge in enrolment and teanberbers. Notwithstanding Government
commitment to education, budgetary allocations hwetuated and in some instances, declined
over the period. With modest economic growth andisang debt commitment, the gains in
enrolment would be seriously undermined or evendexioif domestic resources are not
complemented by external resources and, in paaticulebt relieve funds. Meanwhile, the
continued demand for growth in teacher stocks wdufther reduce allocations to quality inputs,
the bulk of which is donor financed, thus raisioglier questions on ensuring quality education and
its sustainability thereof. Ensuring a balance mixesource allocations towards increasing access
and improving quality could be the key to the swsthility of this bold policy initiative begun
about a decade ago.

SECTION THREE: ACCESS AND EQUITY

This chapter looks at issues of access and eq@&nst ‘quality education’ with particular
reference to The Gambian 1997 Constitution, that&gy Paper for the Reduction of Poverty in
The Gambia, the EFA Goals and the MDGs. The emphasi girls’ education, special needs
education and the differential strategies implemeénh favour of disadvantaged and under-served
groups are examined.

The provision of education in The Gambia is infodhi®y a number of instruments and principles,
which include the supreme source of law in the tgurthat is, the 1997 Constitution. This
constitution declares that basic education ‘shallftlee and compulsory’, although for tangible
reasons this is not being enforced. Therefore, &thrc is recognised as a right, and social justice
dictates that equal opportunities be created flociatens of the country, hence the need for the
equitable provision of education marked by an edpé distribution of resources. Accordingly, the
current education policy (2004-2015) justifiablfpsome emphasis on inclusive education.

Some communities in The Gambia are characterisedoberty, which is being addressed from
various fronts including education. In view of thike Poverty Reduction Strategic Paper and such

4 The Dakar Framework for Action, UNESCO 2000
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instruments as the education policy, the EFA gaald the MDGs inform the provision of
education in the country. Thus, the limited researavailable in the country call for the
prioritisation of interventions in addition to ptige discriminatory or compensatory policies, for
instance, in favour of disadvantaged groups sudirssand learners with special needs.

The Gambia has made significant progress in expgndccess to basic education nearing the
achievement of universal basic education. Enrolmenels varied from 100,273 in 1990, to
145,203 in 1995, 198,770 in 2000 and 246,442 irbA0OSBSE EMIS andvww.edugambia.gi
The number of primary schools has increased, apdresion of access continues to address the
increase in demand. Tables 10 and 11 compare theenof schools in 1999-2000 and 2004-2005,
and Table 13 compares the enroliment figures f@81%99 and 2004-05 by cycle and gender (see
Appendix Ill). The school age population is growing at a rapid mtthe country, and the greatest
demand now for school places is in urban and pdatu areas, though the rural areas still show
significant increases in the school-age populatRynjections for additional school places are given
in Table 12, Appendix Ill. Completion at the lowmasic (primary) level is now at 62 percent, and
is expected to increase to 80 percent by 2010sarmsequently, to 100 percent by 2015. Efficiency
gains are targeted through an increase in pupithter ratios to 45:1 at lower basic, and through th
use of multi-grade in rural areas and double shifteban areas.

Tremendous progress has also been registered fallineing areas:

> Equitable access to quality and relevant education

Ensuring that financial resources available forgtlacation sector which rank top among all
sectors of the Government

Teacher recruitment

Classroom construction

Purchase and distribution of textbooks

Monitoring teaching and learning

vV V. V V

However, to cope with the rapid growth of the basicication school-age population, The Gambia
has adopted a number of policy reforms and innowuatso that universal access to basic education
will become a reality. Examples of these refornes the education policies (1988-2003 and 2004-
2015), the Education Master Plan (1998 — 2006) tardEducation Sector Strategic Plan (2006 —
2015). All of these have translated into significamprovement in the delivery of education
services at the basic level, some of the stratagiaedich are elaborated below.

Girls’ Education

Achieving the EFA goals (1&2) and the educatioratedi MDGs goals (goals 2 and 3) depends
largely on increasing female enrolment and imprguimeir retention and performance levels. It is

also a development fact that the education of gidstributes to poverty reduction as studies
indicate that girls with six years of schooling Basetter health practices, less number of children,
practise better nutrition, contribute to environtarsustainability and protect themselves better
from HIV/AIDS. The results are even better for givlith secondary education. Thus, investments
in girls’ education would break the inter-generasibcycle of poverty and would also contribute to

the realisation of the MDGs.

Cognisant of the immense returns associated witsl gducation and the potential it has on overall
poverty reduction, the policy focuses on the enesitn retention and performance of girls in
schools. These efforts led to The Gambia attaimdge parity at the lower basic level and at the
basic cycle level. Gaps, however, exist at the uppsic and senior secondary level.
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Supportive policies have been developed to enstresa and retention of girls in schools. The
Sexual Harassment Policy is designed to addrese sbtie contributory factors identified for the
low participation in schools. These include eanmtggnancy, fears of parents that their daughters
will be violated and consequently their non-enraitne the first instance or withdrawal for early
marriage in the second.

Implications

A major contributory factor for the low participati of girls in education was the cost to the

household both in actual and opportunity costsrPoaiseholds have to make choices on who to
send to school and in most cases the girls lose dotincrease the proportion of girls from the

lower basic to 50% in 2005 (Gender Parity Target) to 46% at the upper basic level by 2015
from their 2000 levels of 40% and 41% respectivslgnificant financial resources were needed.
Bursaries and scholarships were provided to gireddress their low levels of participation.

A Scholarship Trust Fund for girls was establisied999 and user fees reduced at the upper and
senior secondary levels. The current Girls Educa®oogramme offers free schooling for girls in
education regions 3-6. The President’s Girls’ Emponent Programme (PEGEP), the Forum for
African Women Educationalists — Gambia (FAWEGAM)dathe Education for All Campaign
Network, through the American Ambassador Girls’ &alion Programme, also provide
scholarships for girls who are not covered by tieme.

The Girl Friendly School Initiative, now called tihild Friendly School Initiative, is a package of
services that provide a safe and supportive legreimvironment by making available providing
inputs such as adequate teaching-learning matesisrate toilet facilities for boys and girls and
water.

Teacher Supply

Cognizant of the need to rationalise the supplyeathers equitably across both advantaged and
disadvantaged communities, the teacher trainingrarome at the Gambia College was structured
in order to train 300 students at the PTC and 3@0eaHTC level annually during the period 1998 -
2006. This was based on the target student teaelier of 45:1. The training has itself been
reformed with two years college based and one tgzanhing practice at the HTC level, while at the
PTC level the training followed one year at thelegg and two years in school. Despite all these
efforts, more than 30% of the teaching force ié wtiqualified. To this effect, there are stratexgie
address, which are discussed in the next section.

Taking account of the magnitude of the issue, a Ek&nsion Programme with funding from
EFA/FTI and BESPOR is being piloted in Region 5 whall the regular unqualified teachers are
being trained to the level of PTC. Given the susa&sthe pilot thus far, it is hoped that it wik b
scaled up and replicated in the other regionsetfexts of which can reduce, to a large extent, the
growing number of unqualified teachers, particyianlthe rural regions.

Teacher Incentive Package

Given that an efficient and effective teacher iriivenpackage may have the potential to curb
problems associated with teacher postings andtreteiparticularly in deprived regions, the sector
introduced the ‘Hardship Allowance’ and the constien of staff quarters as elements of the
teacher incentive package for teachers servingaasadesignated hardship zones.
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Further to the introduction of these facilitieshés been much easier to attract teachers semving i
urban settings to take up postings in hardship zoibe effect of this strategy has in no small
measure brought about increased retention andaddiidistribution of qualified teachers across the
rural and urban regions.

Special Needs Education, Early Childhood Developmérand Adult Education

As part of its commitment to integrate children twipecial needs into the education system,
Government has made special education an integralgb the basic education programme. The

Education Policy aims to increase access and appbes for special learners to maximise their

potential for self-development and employment. Ais €nd, three special schools for children with

severe cases of the following disabilities havenbestablished in the urban areas: blind; deaf and
dumb; and learning difficulties

For less severe case students, mainstreamingtratagy that is being employed to integrate this
category into ordinary basic and secondary schadisre substantial training of mainstream
teachers has been undertaken in order to equipwhimibasic skills for handling these cases.

Additionally, support is being provided to casesleaf and learning difficulties in order to address
issues of both access and quality. For exampldeats with learning difficulties are provided with

a mini bus to enhance regular attendance in schle deaf cases benefit from a mobile
audiology test facility so that both urban and rseitings are catered for.

Within the framework of the expanded vision of lbasducation, and cognisant of the fact that
universal basic education cannot be realised ifyEahildhood Development and Adult and Non-
formal Education are left out of the loop, it hasbe mentioned, in passing, that both of these are
integral aspects of basic education in The Gambia.

Children Missing in Education

One area where the education system has not béernoaimake inroads is to influence ttara
system. Thelara is an informal education system for Muslims. Tearners (mostly boys) are
sent to the marabout to memorise the Holy Quranadimer Islamic teachings. Payment is in kind as
learners work on the marabout’s farm to pay foirthétion, boarding and lodging. This type of
education is traditional and predominant in th@reommunities. However, it is now becoming an
urban phenomenon. As the marabout in the urbars atees not have a farm the children are sent
out to beg in the streets and houses in order &t the marabout’s needs as well as the students’
feeding, housing and other necessities.

SECTION FOUR: TEACHER EDUCATION, DEPLOYMENT AND
UTILISATION

This chapter now examines (a) approaches to teagweuitment, education, deployment and
utilisation; (b) modes of delivery of educationatdatraining programmes; and (c) relevant
complementary sub-systems and mechanisms.

Approaches to Teacher Recruitment, Education, Depioment and Utilisation

One of the key prerequisites for achieving a sigaift improvement in education service delivery
is the availability of an adequate number of welhlified and competent teachers. The Education
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Policy 2004 — 2015 has, as one of its main objestithe provision of high quality basic education
for all Gambian children. The Education Sector tége Plan 2004 — 2015 maps out strategies for
establishing a system that will facilitate the psman of an adequate supply of well-trained

teachers.

The rapid expansion in the school system and #sltant increase in student numbers called for a
change in mode of delivery of teacher education smdply. The Gambia College, the only
institution in the country mandated to train teasheestructured its teacher education courses from
an academic theoretically based programme with spraetical teaching modules to a more
practically oriented programme. The target was fodpce about 600 teachers annually - 300
Primary Teacher’s Certificate (PTC) and 300 Higheacher's Certificate (HTC) from 1999 as
opposed to about 120 in 1997-98 academic year.a®deT2 shows, the result is that from 1999 to
2005, 3413 teachers have been trained.

Table 2: Teachers trained by The Gambia College frm 1999 to 2005

Primary Teachers’ Certificate Higher Teachers'tiieate
Years Planned Actual Planned Actual
1999-00 231 239 299 297
2000-01 241 240 333 310
2001-02 374 358 332 361
2002-03 403 377 338 321
2003-04 425 171 353 227
2004-05 471 346 353 166

2145 1731 2008 1682

Two sets of qualifications are required for theibasducation cycle. The Primary Teacher’s
Certificate involves three years of training, orarybased at college for the theoretical aspects of
the programme and two years in school-based tegqgimactice programme supported by termly
assignments through distance learning coupled sttt (face to face) lecture sessions in between.
For the Higher Teacher’'s Certificate (HTC) whichaliies teachers to teach in Grades 7-9 the
training has itself been reformed with two yearege based and one year teaching practice. The
intention was to cut down the number of years sper@@ollege and to have teachers with some
level of training and skills available in the schoowhere they were in short supply.

Deployment

The restructuring of the teacher education programimGambia College was based on the need to
rationalise the supply of teachers equitably acbats advantaged and disadvantaged communities.
The increase in the intake of student numbers \wasdon the target student- teacher ratio of 45:1.
These changes notwithstanding, there is still aifsagint teacher shortage and it is estimated that
6000 teachers will be needed to address the g20Xy and more than 30% of the teaching force is
still unqualified (ESSP, 2006-2015). A Case Stodythe Impact of International Monetary Fund
Policies on the Achievement of the Education Milierm Goals in The Gambia puts the figure at
12000. Whatever the figure is this indicates aifitant teacher shortage which cannot be easily
addressed by the College given its absorptive dgpiac the intake of teacher traine®s.

® A Case Study on the Impact of International Monetaund Policies on the Achievement of the Educatio
Millennium Goals in The Gambia, ActionAid Interraial; The Gambia, July 2006
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Taking account of the magnitude of the issue, a EX@nsion Programme with funding from the
Education for All Fast Track Initiative (EFA/FTI)nd the Basic Education Support for Poverty
Reduction (BESPOR) is being piloted in Region 5 mghall the regular unqualified teachers are
being trained to the level of PTC. The purposehaf programme is to upgrade the unqualified
teachers to qualified status without compromisinglidy. The programme is designed in such a
way that trainees are exposed to modern child edrigaching and learning theories during the
three years. Adequate opportunity is also provigdeithese teachers to practise the theory they learn
in the schools. Given the success of the pilos tfau, it is hoped that it will be scaled up and
replicated in the other regions, the effects ofohhcan reduce, to a large extent, the growing
number of unqualified teachers, particularly in theal regions.

In The Gambia, the deployment of teachers is guidethe Postings Policy which aims at ensuring
an equal distribution of qualified teachers acithgscountry’s six education regions. A number of
constraints have been experienced in persuadirdhees especially female teachers, to take up
positions in the remote and hard-to-reach areaachiexs posted to dispersed rural communities
face several hardships characterised by displadeimen their communities and families, which is
particularly difficult for female teachers; lack bésic social amenities and accommodation as well
as inadequate access to information and educatqpalrtunities.

Given that an efficient and effective teacher iriivenpackage may have the potential to curb
problems associated with teacher postings andtietemarticularly in deprived regions, a hardship
allowance has been introduced and staff quartessiged as elements of the teacher incentive
package for teachers serving in areas designatel$tip zones. Since the introduction of these
facilities, it has been much easier to attractheex serving in urban settings to take up postimgs
hardship zones. The effect of this strategy hasansmall measure brought about increased
retention and equitable distribution of qualifie@d¢hers across the rural and urban regions.

Teacher Utilisation
Due to the teacher shortage, when teacher traareesent to the schools on teaching practice, they

are often placed in charge of a full class and lrawerkload the same as that of the other teachers
within the school. In addition to this, they hanldigations as trainees to complete course-work and
assignments. To enable them to do this, they ghbelgiven a reduced number of lessons. This
does not happen however, as their services aréreddull time. In theory when teacher trainees
are out for their second and third year teachiracice they should be attached to a qualified
teacher; in reality this rarely happens due todéarth of qualified teachers in the sysfer@n the
college side, lecturers have to visit all traingeshe schools. The task is so daunting that it is
impossible to visit more than once, if there is &%yt at all for some trainees.

Modes of Delivery of Education and Training Programmes

“The quality of an education system cannot excdedduality of its teachers.”The quality of
teachers affects students’ performance more thathiag else; yetstudies indicate that most
countries do not always attract the best studdrits. Gambia is no exception. Criteria for entry
into the Gambia College are based on academicfigasibns and for the HTC include teaching
experience as a qualified teacher. The bottlenédkis level is synonymous to getting interested

® Teachers Speak Out, A Policy Research on Teachfetsvation and Perceptions of Their Professioffre Gambia,
Valuing Teacher’s Study, VSO 2006
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students with the academic standard from secondahpol graduates and getting ambitious
gualified teachers to move on to the HTC level.ng€amuently, the number of intakes is not getting
any better as per the available places.

Attracting the right calibre of teacher traineesrémister on the courses at Gambia College,
particularly getting the required number of intakeiso satisfy the admission criteria is a major
challenge. To address the non-attainment of tlggbgity criteria for entrance into the teacher
education courses at Gambia College, applicants tmgit an entrance exam for the PTC and for
the HTC. They must have four credits in the WeséticAn School Certificate Examination
(WASSCE), especially in mathematics, science amglifimlanguage. Most of the trainees do not
satisfy these criteria as there is a high failuage rin these subjects in the school leaving
examinations. By implication, it is difficult to geeacher trainees to opt for mathematics and
science subject combinations for the HTC courddss is a major problem area in the recruitment
drive of teachers for secondary schools. Therefeauiting teachers either for direct collegergnt
or from school leavers as untrained teachers thteathese subject areas is a daunting challenge
that calls for urgent action to change the status. dt is little wonder, therefore, that there is
concern that teachers in The Gambian have not fx@dorming as expected (see appendix).

The Department of State for Basic and Secondarc#&tdhn is in the process of developing new
strategies and processes for attracting and somgerandidates for the PTC course including
replacement of the entrance examination with méfecve assessment methods. Lecturers for the
Extension Programme are selected and monitoredilmsperformance and the willingness to use
learner-centred methods of teaching as they hawveotk by example. Professional development
opportunities of teachers are created as has gliesgh started with the planning sessions, the use
of learner-centred methodologies, and the prodoabibteaching and learning aids using locally
available materials etc.

Wilmot (2004) posits that the thrust of teacheinirey must be towards enhanced professional
status and responsibility. The establishment olth&ersity led to the introduction of the Bachelor
of Education degree courses. Discussions havadlieegun for the integration process of Gambia
College School of Education into the universityntap out career paths for teachers. Courses are
designed in such a way that one level of qualiieatnd/or experience will contribute towards the
attainment of the next level by the exemption eftain course modules or the number of years
required to do the course.

Head Teachers

Posting of teacher trainees to schools for the geapof teaching practice is structured such that
trainees are under the stewardship of experienead teachers and teachers. Teachers need to be
supported at every level of their profession beeahsy face numerous challenges as trainees and
classroom teachers - whether these have to doadgijtisting to a new environment when deployed
to a new area, grappling with classroom managenagylying new strategies and knowledge,

" What works in education: The lessons according @kinseywww.economist.com/Printer
Friendly/cfm?story_id=9980014
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professional development or other pertinent isstgdated to their personal and professional
development.

The University has just graduated a number of headhers trained in school management, a
course tailor-made to the needs of the Departmadtia relation to the School Management
Manual, the guide to the new school managemenrvisf the Department. The objective of this
training is to get effectively and efficiently mayeal schools involving the relevant stakeholders for
improved learning outcomes.

Relevant complementary sub-systems and mechanisms

As distance education is the other major part ef tdacher training programme, easy access to
information using information technology such ae thternet and from libraries and other data

sources is important. An institutional assessnienthe Gambia College in 2006 revealed that

inadequate teaching and learning resources, libeany research facilities, understaffing and

inadequate capacity were some of the problems exued.

Teacher trainees on teaching practice are partlgutanstrained in accessing materials from the

college.

Mentors

Guidance and support for personal and professgnoalth is paramount in teacher deployment and
retention as well as enhanced performance. In 2#®®epartment launched an extensive training
programme for school-based mentors who serve asmodels and monitor and supervise teacher
trainees. The mentoring system was piloted in Regiand has proven to be very effective despite
teething problems that are being addressed to wepito For the first time both teacher trainees
and teachers in the region have some form of osgadnsupport at the school level. Using the
cascading training method, the mentors were trained trained regional team at the cluster level
for sustainability. A mentoring guide has beenaleped and will be used alongside the outline
training programme to build on the structure ariédoout to all the regions and schools.

Cluster Monitors

All regional education directorates are dividedbimtusters and each cluster has a monitor. The
main role of monitors is to support schools to eestieir proper functioning to provide the
expected level of education to pupils to improvangiards and quality of education. The system is
an effective way of ensuring standards and qualityegional and national levels as well as
responding to the capacity-building needs of teexcterived from cluster to regional sources. The
monitors advise and facilitate access to oppoiesitor professional development and in-service
training at the cluster level. The largest chuhknonitors’ time should be spent in the schoole. T
facilitate this, they have been provided with mdiaycles to frequently visit the school in their
respective clusters.

LESSONS LEARNT

Quality Teachers for Quality Education
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Quality education is predicated on the qualitytefteéachers. The education system needs to get the
best teachers and get the best out of the teablyemoviding them with adequate professional
development opportunities for self-development.

Inadequate school-based support

Autocratic and poor management of some schoolsingact negatively on teacher performance
and retention. This type of leadership discouragashers from giving of their best, as they are
neither motivated enough to excel nor are they lirad in the day-to-day affairs of running the
school in their respective capacities. On the ottaerd, some heads of school lack the necessary
experience to manage a school.

Need to restructure training programme

Teacher training requires a good balance of thandypractice. The restructured teacher education
programme at the Gambia College does not lend ksalily to this balance. The period between
theory and practice is too wide and the blend ebti and practice that allows students to practise
what they learn in theory is not well balanced dardents to experiment and hone their teaching
skills. Since teacher trainees spend quite a derable chunk of their time as students in schools,
the need for proper and effective support systdrttsaalevel cannot be overemphasized.

SECTION FIVE: CURRICULA REFORM

This section considers how the reform affects tireiculum and skills development, and examines
the extent to which the ensuing curriculum is mealevant/responsive to the needs of the various
stakeholders.

Curricula Review

The current policy shift and direction signal theed to correspondingly make the curriculum at all
levels reflective of national priorities as well the learning needs of students. This study suggest
that the curriculum for the basic cycle was, anldlist overstretched, hence the demand on more
coverage and effective teacher utility. The reviefvthe curriculum over the years was also
precipitated by the limitations and shortfalls i; design, in that pedagogy leaned more on teacher-
centred than child-centred approaches, and leamizigrials were full of gender stereotypes and
cultural biases. The new focus, therefore, calledirfitensive teacher training programmes with
emphasis on new and appropriate pedagogies anssasset techniques. At the senior secondary
level, teaching and learning are dictated by thamemation syllabus of the West African
Examinations Council, which inevitably may not adatgly meet the desired learning outcomes.

Curriculum Revision

One of the prominent features of the expansioniegjyawas the re-visiting of the whole quality and

relevance issue in education. Using the panel syse&fforts have been made to revise the
curriculum with a view to addressing concerns iaigethe review process. The idea was to make
the Basic cycle (Grades 1 — 9) curriculum morevaait to meet the needs of students in particular
and the nation as a whole. The teaching syllabuse& been structured to prescribe the
benchmarks for the national standards tests, tectefnore integration and a bias-free curriculum,
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to be more child-centred and to inform the desigrthe examination syllabuses as well as the
development of appropriate teaching/learning malerthat are responsive to student learning
needs.

The teachers’ guides have been reoriented, anthéopurpose of the desired relevance, the core
curriculum has been redefined to cover literacyneracy, the arts, life and communication skills,
and problem-solving in the context of a healthyediyle. The new curriculum depicts more
integrated approaches to learning based on chid@mn experiences. The use of the thematic
approach in lesson presentations relating to aifdrdaily lives is now the recommended mode of
delivery. Serious efforts have been made to renstaxotyping and cultural bias from all learning
materials.

The course groupings have been structured to ieclatiguages; maths; Integrated Studies;
Physical and Health Education, religious educadiod Creative Arts and Handicrafts. As indicated
by the findings of this study, the reform has re=iliiin a curriculum that prepares students for life
within The Gambia and outside (see column chadwend appendix for details).

Figure 1l: Responses on the relevance of the curnigum

Question: Does the school curriculum prepare stisdfen life in the country and outside?
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Towards a United School System of Madrassa and Coemtional School Education: Syllabus
Synchronisation and Curricula Harmonisation

“Madrassa” is an Arabic word, which means a schobi. The Gambia, it refers to the formal
schooling that uses Arabic as a medium of instoactiThe system has been in operation for many
years in the country and runs parallel to the fdrswnool system. The 6-3-3 madrassa school
system is generally operated by individuals andsiois as a response to public demand for Islamic
education. Some of the madrassas have a compredetup running from primary to secondary.
The integration of the madrassa to the formal skchpstem has contributed to the increase of the
Gross Enrolment Ratio. The new reform synchronibedmadrassa curriculum, which was based
on different syllabuses and textbooks from varidrabic countries, thus providing no clear
curricular direction.

The reforms instituted by Department of StateHasic and Secondary Education included support
and encouragement to the madrassa proprietors tabliee the General Secretariat for
Islamic/Arabic Education (GSIAE). This contributed major step towards providing access to
quality and relevant education madrassa. Through@BIAE Department of State for Basic and
Secondary Education was able to sign a memorandumderstanding with madrassa proprietors
and as part of implementing the Revised Educatiolicy (1988 — 2003), a unified syllabus has
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been developed for basic education (Grades 1 /- tiei following subjects: Islamic Studies, Arabic
Language, English Language, Mathematics, ScienckHealth and Social and Environmental
Studies.

INTERVENTIONS

Provision of space for Gambian writers to produgeks for use in madrassas.
Development of a unified curriculum for all madass

Harmonisation of the madrassa curriculum with tifahe conventional schools.
Teaching English language as a compulsory subjetbiel madrassas.

Provision of training opportunities for Arabic/lstc teachers.

Support (subvention) from government.

YV V V VYV V VYV

The interventions were meant to support the pdlujt in extending basic education irrespective of
the learning institutions and to have students adrassas access formal education in conventional
senior secondary schools.

National Languages

The policy on national languages required rese&ocidentify the instruments and basis for the
development of materials and the training of teeglpeior to the piloting of the scheme. A further
study was required to revise the content of theenads, methodologies and training to support the
thinking for the introduction of the policy. A thegyear trial phase was meant to inform the decision
on extending the programme but inadequate staffinghe Directorate militated against the
intentions.

However, based on research findings (ADEA, 200®uakthe usefulness of the national language a
policy decision is being implemented that proposes the curriculum for Grades 1-3 should
include national (area) languages (Mandinka, Wdrflar, Jola and Sarahuleh), which should be
the media of instruction for Grades 1, 2 and 3; saught as subjects from Grade 3 onwards
(Education Policy 2004 — 2015).

Technical and Vocational Education and Training (T\ET)

The reform has led to the development of a TVETicgohnd the establishment of the National
Training Authority (NTA) by an Act of Parliament 2002. To enhance the quality and relevance of
Technical and Vocational Education and Training EMY, the Authority has been given the
following mandates: Labour Market Information Syste(L