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PREFACE

The Managing Contractor Program Management (MCPM) has been conducting an annual survey of the
Australia-Indonesia Basic Education Program (AIBEP) schools that have been operational since 2006.

The objectives of the survey were to collect aggregations or clusters of information about BEP schools
and districts for monitoring and evaluation purposes as well as for use as baseline data. These survey
data were supplemented by additional qualitative data collected through individual and group interviews
of key personnel, including parents and students, at a small sample of schools.

This survey covered 1,710 AIBEP schools that are operational as at the beginning of school year 2009-
2010. It was conducted in September and October 2009, and was divide into two phases: phase 1 also
collected relevant data from the district offices in those 197 districts in which BEP government junior
secondary schools have been constructed, while phase 2 covered the remaining 305 Madrasah which
were still under construction in September 2009 and not yet completed until the end of December 2009.
116 Madrasah remained non operational in February 2010 and will only accept students in July 2010 for
the new school year. Phase 2 also included a Validation Study and some data collection aimed at
clarifying certain issues raised during discussions about the preliminary results that took place towards
the end of 2009.

It is expected that through this report the reader will gain valuable information about the BEP schools that
opened their doors to students between June 2007 and February 2010.

MCPM welcomes your feedback on the interpretations and analyses and any comments on the
methodology of both the Survey and the analyses which may help to improve the approach for any future
surveys. Any opinions or conclusions made in this report are those of the MCPM survey team and do not
necessarily reflect those of the Government of Indonesia or AusAlID.

Managing Contractor Program Management (MCPM) for
Australia-Indonesia Basic Education Program (AIBEP)
May 2010
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SECTION A: CONTEXT AND METHODOLOGY

Chapter 1 — The Context

1.1 The AIBEP Program

1

Australia-Indonesia Basic Education Program (AIBEP or BEP) commenced in 2006 to support and
complement the Government of Indonesia’s commitment to ensuring that by 2010 every Indonesian
child should have access to nine years of high quality basic education.

The main goal of the BEP has been to improve equitable access to higher quality and better
governed basic education services — especially in poor and remote areas in Indonesia. More than
2000 new junior secondary schools (SMPs) including 1,510 government (MoNE) schools and 504
Madrasah Tsanawiyah (MTs) have been constructed in 240 districts during the program. These new
schools have created school places for at least 330,000 children within the formal education system,
as well as the potential for many thousands more places for young people in the non formal system.

This Survey focuses on the impact of the BEP on access and participation through school
construction and on quality and governance through the Whole School and Whole District
Development activities (WSD/WDD). Whilst much of the support for capacity building was focused
on the national ministry for the first three years of the AIBEP program (2006-2009), the WSD/WDD
was a strategy to ensure that the principals of the BEP funded schools, members of their school
communities and staff of the District Education Offices had improved capacity for district and school-
based management under the decentralised system. Topics covered included strategic and annual
planning, budgeting, HR management, school maintenance, etc.

However, over time, WSD/WDD grew in significance and changed from being project type elements
designed only to support the new BEP schools and the districts in which they had been built to
become a proactive part of the overarching Quality Assurance System and be responsible for
developing and refining key EQAS elements such as Supported School Self Evaluation (SSSE) and
District Self Evaluation (DSE).

This survey comes at the point when some of the schools have been operational for nearly three
years, others for just two or even one year, and some Madrasah Tsanawiyah which will become
operational only when the next school year commences in July 2010.

As such, this survey is just another element of a comprehensive baseline and a continuity of data
that began with the results of the 2008 survey and which can be used to reveal current trends and
progress and monitor future trends as well as provide many lessons as to the success of the BEP
strategies. However, educational development is a long term process and these data, although
offering answers and posing new questions, relate to only a very early stage in that development
process. It will be at least another five years before final answers emerge about the true impact of
BEP.

1.2 The Role of Monitoring and Evaluation

7

In order to provide the most comprehensive evidence of impact and change, each activity within the
BEP undertakes ongoing monitoring and evaluation (M&E). For BEP, Monitoring and Evaluation in
the context of education development covers two aspects, namely:

a) Formative evaluation, as a tool to inform all stakeholders about the implementation progress and
about those factors supporting or working against successful implementation and completion, as
well as to identify the need for any change in focus and/or implementation strategy and the best
way(s) to achieve such change(s).
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10

b) Summative evaluation which is conducted at the end of a program or activity to enhance
understanding among program developers, implementers and other stakeholders about what
works, what does not work and why. This assessment will also assist in determining if the
expenditures of the program have provided an appropriate level of economic return or ‘value
added’, as well as showing whether the constituent elements have made a difference or not.

The BEP M&E system manages these two aspects and creates the necessary space, time and
resources for reflective analysis or “sense making’. BEP Quarterly and Annual reports submitted to
the program management committees (PCMU and PSC) have been essentially formative and a part
of this ‘sense making process’ which helps management and implementers to answer “What has
worked and what should change?”

This Survey, coming as it does at the end of the BEP is potentially more summative although, as
noted above (Para 6) the true and lasting impacts will only become known in the next three to five
years. The conclusions arising from the analysis of these data must be at best tentative.

Indeed, in the absence of any consistent follow-up to these Surveys the ultimate test of the
effectiveness of the BEP M&E system will be the extent to which the learning and insights are used
to improve the quality of ongoing development activities.

1.3 Objectives of the Report

11

12

13

14

15

To present aggregations or clusters of information about the changing and current status of the BEP
schools for monitoring and evaluation purposes as well as for use as baseline data and comparison
between BEP schools and non-BEP schools.

To provide a summary profile as at April 2010 of BEP national schools and Madrasah.

To present a comparison of BEP schools over time and of BEP schools with non BEP schools in
BEP districts and with a selected sample of non BEP schools in non BEP districts.

To present a critical analysis of the data and provide an assessment of the extent to which key
school-based BEP outputs relating to access and participation, quality and governance have been
achieved through reference to the agreed performance indicators.

To present lessons learned through the survey and recommendations for future engagement with
and further development of the secondary education system whether at MONE or MoRA.

1.4 Organisation of the Report

16

17

This report sets out the findings of the study and is structured around the questions posed in the

questionnaires and interviews within the following sections:
1. The Context

Methodology

The schools

The students

The teachers

WSD and WDD

BEP District Survey

Lessons learned

Conclusions and Recommendations

CoNORWDN

Chapter 2 elaborates the methodology of the survey, including sources of information, types of data,
and sampling. It also includes discussion about how to triangulate quantitative (census) with the
qualitative (interviews) and secondary data into a holistic perspective relating to program outcomes.
This chapter also provides brief information on the validation of the survey - the process and results.
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18

19

20

Chapters 3 to 7 present the results of the Survey through a combination of descriptive and analytical
narrative supported by tables, figures and data from interviews. The five chapters cover — the
schools, students and teachers, quality improvement, and the BEP district survey. The results are
presented where appropriate in the context of the questions posed in the Introduction.

Chapter 8 focuses on two groups of lessons learned — the first relating to the actual study
methodology and, the second, relating to progress during the four years of BEP.

Chapter 9 builds on the previous chapters and provides conclusions and recommendations for the
future.
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Chapter 2 — Methodology

21

22

23

This report relies primarily on the data collected through the 2009 Survey of BEP schools and
districts. But, where it is appropriate, data and information from other sources is included. The
concept of integrated data analysis from two or more data sources has been followed to ensure a
more holistic analysis and a more comprehensive understanding of the nature and extent of change.

The report rarely focuses on a single school, but rather on the total number of 2,014 schools which
have been constructed and have begun operations with and through Australian support. If at any
point there is a specific mention of one or more specific schools, then this occurs simply to highlight
or reinforce a specific point that has emerged from the analysis of other data.

Overall, the analyses focus on how AIBEP has brought junior secondary schooling closer to
thousands of potential students especially in areas that are poor, difficult to reach and are lacking in
education services and how the additional capacity building support provided under the program
may have enhanced the impact of that intervention.

2.1 The Types of Data

24

25

26

27

This report draws on information from a variety of sources including official Government of
Indonesia papers, regulations and documents; material provided by the various Directorates and
Agencies within the Ministry of National Education (MoNE) and the Ministry of Religious Affairs
(MoRA); MCPM reports derived from Pillar Leaders, National and International Consultants, field
staff and monitors, activity records and from specific research studies; and, most importantly, from
the very comprehensive School and District Surveys undertaken by the MCPM during the period
September to October 2009, supplemented by a second phase of data collection in January and
February 2010. The school and district surveys provide most of the core statistical data as well as
the school and community based qualitative data referred to in the report.

The School and District Surveys collected two basic types of data — quantitative and qualitative.
Firstly, Quantitative data about schools and districts to enable identification and description of the
current status, trends, patterns, commonalities and variances. Secondly, in order to enhance
confidence in findings and conclusions, qualitative information was obtained through interviews and
group discussions with key personnel including school principals, teachers, students, school
committee members and district officials. These qualitative data combined with the quantitative
survey data and appropriate secondary source data where available provide a more comprehensive
basis for answering the questions of “why?”, “how?”, “what impact?”, etc.

Of course, the 2008 and 2009 surveys should be considered as only ‘snapshots’ in time. While
together these surveys indicate many aspects of change and growth and should enhance our
understanding of this ongoing development and the potential impact of new initiatives, in order to
more clearly understand how far that progress has proceeded, this study has added a small
structured comparative sample of non-BEP schools. From the development perspective it is
important to know how far a program such as BEP has advanced the weakest parts of the system,
but it is also important to understand the distance yet to be travelled.

Copies of the Questionnaires for Schools and Districts and of the Interview Questions are attached
as Appendix A.

2.2 The Scope of the Study

28

The survey was designed to collect information about school facilities, students and enrolment,
teachers, school management, community engagement and participation and perceptions of the
BEP Whole School Development (WSD) and Whole District Development (WDD) Programs. The
survey was also designed to capture valuable information relating to district capacity and how
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29

districts in which BEP MoNE schools have been constructed may have changed as a result of their
engagement with the program.

The survey was comprehensive in that 100% of BEP schools and 100% of BEP district education
offices were visited and both quantitative and qualitative data collected for analysis and reporting.

2.3 Population and Sampling

30

31

32

33

34

35

The School Survey included all 2,014 BEP schools - 1,510 MoNE schools and 504 MoRA MTs. BEP
schools consist of new school units (USBs) where the new school is not specifically attached to a
government primary school (SD), and ‘one-roof SD-SMP schools (SATAPs) where the new school
buildings are attached through being on the same site as an existing primary school.

The School Survey also included:

= Non-BEP schools (151 Non-BEP schools in BEP districts and 25 Non-BEP schools in
Yogyakarta). The Yogyakarta schools were chosen to provide a better appreciation of the
‘gap’ between the BEP schools and schools in an established and highly resourced
‘educational’ region of Indonesia. The 151 non-BEP schools in BEP districts were all
established and operational prior to the year 2000.

» Parents - a random sample from 150 BEP schools; 4 parents per school, 50% female.

» Students — a random sample of 1200 students - 8 students per school with gender parity.

= Validation survey - a random sample of 200 BEP schools and 1,000 feeder schools (5
feeder schools for each BEP school)

In addition to the above studies, in-depth interviews and Focus Group Discussions (FGDs) with
Teachers, Parents and Students in 10 schools in NTT, Kalimantan, Sulawesi, and Java were
organised to complement the quantitative data. Table 1 summarises the population and sampling for
the School Survey.

Late in the data collection process and following a preliminary examination of the returns from those
schools surveyed during Phase 1 of the 2009 Survey, it was decided that more data was needed
relating to the role of the previously identified ‘feeder’ primary schools. As the major criteria for site
selection it was thought necessary to try to get some initial understanding as to how effectively that
criteria had worked in establishing the BEP schools. Also, it was thought that feeder school
information might well throw light on how parents and students made their choice about which junior
secondary school to attend.

The District Survey covered the 197 BEP districts in which the program had constructed national
junior secondary schools (SMP) and which had participated fully in the WDD program. The District
Survey has provided information which is complementary to the data obtained through the School
Survey and information which specifically relates to the WDD initiative and its impact on district
education management.

In this report, district data is used where appropriate to further improve our interpretation and
understanding of the data obtained through the School Survey.
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Table 1: The Survey: Types of Study, Population, Sampling and Scheduling

\ Types of Study Population When

Census 2,014 BEP schools in 20 | Phase 1: September - October
provinces 2009
Phase 2: February 2010
197 BEP MoNE districts October - December 2009
Survey
e Non-BEP Schools A random sample of 150 Non- | October 2009
BEP schools in BEP districts and
25 Non-BEP schools in
Yogyakarta)
e Parent 600 randomly selected parents — | October 2009
4 parents per school from 150
BEP schools — 2 x males and 2x
females
o Student 1,200 students (50%  girls) | October 2009
randomly selected from 150 BEP
schools (8 students per school)
o Validation 200 BEP schools in 16 provinces | February 2010

and 119 districts

o BEP feeder schools 1,000 feeder schools for the 200 | March 2010
schools in the Validation Study

In-depth Interviews and Teachers, Parents, Students in | October 2009
EGD selected schools in  NTT,
Kalimantan, Sulawesi, and Java
(10 schools)

2.4 Data Collection and Processing

36

37

Seven questionnaires were designed to support data collection in each element of the study
mentioned above (Table 1), i.e.: BEP school census, BEP district census, Non-BEP school survey,
Parent survey, Student survey, Validation survey, and BEP feeder school survey. The
questionnaires were trialled in six locations in West Java and Lampung.

160 personnel were trained as enumerators to collect the data using these Questionnaires. The
enumerators visited each school and conducted interviews with the principal or with a senior teacher
when the principal was absent. On their school visits, each enumerator filled two copies of the
Questionnaire - one copy to remain on the school’s file while the other copy was sent to MCPM for
further data processing and subsequent analysis and reporting. The data collection involved not only
reference to school registers and other school documents but required the enumerator to visit each
classroom and count the students present and verify both the enrolment records and the absentee
records for the day of the visit.
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38

39

40

41

42

The actual School and District Surveys took place in two phases. The 305 Madrasah that were
incomplete and not operational at the beginning of the 2009-2010 school year were visited and data
collected during the second phase in February 2010. All other schools, including all MONE schools,
and district offices were visited as part of the first phase in September and October 2009.

For in-depth interviews, MCPM trained six
highly skilled personnel to visit a selected
sample of schools and interview the
principal, students, parents, members of the
school management committee and others,
using the interview guidance which had
been developed. In addition to direct one-
on-one interviews, qualitative data were
obtained also through group discussions
and by using the ‘most significant change’
technique.

The District Survey was completed by the
same enumerators wusing a specially
focused Questionnaire.

Returned forms were stored in digital form
and coded into categories by manual coding.
These data were then edited to ensure that
they were consistent, and this editing was
followed by an imputation process to supply responses where possible to any questions which had
not been completed on the original form.

Travelling to the school for survey, Sampang,
Madura February 2010

The Validation survey which took place in March 2010 was an interview survey of some 200
randomly selected BEP schools from 119 districts’. Comparison of the results of the validation
survey with the Census was used to validate the results of the first phase census.

2.5 Data Analysis

43

44

45

Aggregation and information clustering are the basis for the analysis of basic descriptive statistics
(population totals, population means, growth rates, or simple ratios of totals or means). These types
of descriptive statistics constitute the majority of the data in this report. However, the matching of the
quantitative (census) with the qualitative (interviews) provides a more holistic perspective.

The analysis of data for a single question is fairly simple and begins by describing how responses
are distributed among the categories. Tabular analysis, using two-way and three-way tables, is used
to describe relationships between an item and others in the survey. The selection of the variables
included in any tabular analysis is based on the logic of the program.

No attempt has been made in this report to undertake any sort of multivariate analysis. Such
analysis should de delayed until the next round of data collection, hopefully in August-September
2010 when the third year of school data should be available and many of the inconsistencies that
arise when new schools begin and which often remain during the first year or so of operation, have
disappeared.

'ltisa proportional random sample of 10% of each type of school (UBS, SATAP and MTs). Schools in North Maluku
and Maluku were excluded for logistics reason.
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2.6 The Validation Study

46

47

48

An additional study was carried out during February 2010 using the initial school census returns as
the sampling frame to identify a random sample of schools for a validation of data collected during
the first phase in September 2009. Validation findings were compared to results gained from the
School Survey to identify the level of variance. The rate of variance is a good indicator of the quality
of the questions and of the data collection process as it reflects the consistency of responses over
time and from different observers.

The Validation schools were also used to obtain additional information about ‘feeder’ schools which
could help further elaborate issues in site selection.

Two of the main findings of the Validation Study were:

On the crucial variable of enrolment, variance rates were less than 3% with little variance
observed in related variables such as absenteeism, dropout, etc. Generally the variance in
student numbers was upwards and checking by the enumerators found that virtually 100% of
those enrolled at the time of the Phase 1 survey were still enrolled but some additional
students had been enrolled since that time.

The availability of electricity and water supply also improved slightly between the date of the
initial survey and the time of the Validation Study.

For most questions the discrepancy rate was five per cent or less — refer Table 2 — indicating a
high level of consistency over time and between respondents as well as a high level of
accuracy of the initial data.

Several misunderstandings were brought to light: some enumerators and respondents
incorrectly interpreted contract teacher in MTs to mean 'short-term contract teacher', whereas
the correct census definition was a teacher with non-permanent employment status. This
misunderstanding caused a significant discrepancy between the census and the Validation
Study results (88% and 55%).

Based on the results from the Validation Study there should be a high level of confidence in
the data in this report.
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Table 2: Core Data: Comparison of Census and Validation Studies

o MoNE - SMP MoRA - MTs
Descriptions T T
Census Validation Census Validation
School Principal Male Male Male Male
P (86.6%) (84.3%) (87%) (83%)
Number of teachers 9 U / ¢
(51% female) (51% female) (39% female) (40% female)
+ orcon'age of Gani=ct 56% 54% 88% 55%
Percentage of teachers with
pre-services teaching 72.6% 74% 65% 64%%
qualification
Percentage of teachers with S1 o o o o
degree or above 69% 73% 68% 69%
. 29 30 17 19
Number of students in Grade 7| 48 40" irls) | 48.7% girls) | 48.1% girls) | 47.4% girls)
Number of students (all grades) 73.6 = 31 .
(48.9% girls) (49.4% girls) (48.7% girls) (48.9% girls)
Absenteeism rate 4.2% 3.7% 3% 2.5%
Drop-out rate 1.3% 1.2% 1.3% 1.2%
Number of classrooms 6 5.7 4 4
Electricity 67% 72% 94% 100%
Water supply 78% 82% 98% 100%
Distance most students travel o 0 o 0
to school < 3 km 74% 74% 87% 91%
Active School Management Yes Yes Yes Yes
Committee (95%) (96%) (87%) (87%)
Gender policy as a part of Yes Yes Yes Yes
School Development Plan (77%) (81%) (74%) (76%)
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SECTION B: RESULTS AND ANALYSES

49 The following five chapters provide a descriptive review and summary of the data collected via the
Census and Surveys. In certain analyses, relevant points from the various qualitative studies and
cross tabulation of variables will be presented to enrich the analysis perspectives.

50

Distinction is frequently made between USBs and SATAPs as they have been constructed using a
different strategy or set of criteria for junior secondary expansion and, in the case of SATAPs, have
an existing pattern of school and community relationships. Similarly, MTs are often mentioned
separately as those built within Pondok Pesantren have an extremely close pesantren community

affiliation.

Chapter 3 - The Schools

3.1 Location

51

52

The 2,014 BEP schools in the survey
comprised 1,510 MoNE schools and 504

Figure 1: Regional Distribution of BEP schools

MoRA schools. BEP schools were
located in 240 districts (20 provinces),
while the non BEP schools for the

Sumatra,

survey were located in 141 MoNE 5%
districts. 39% of BEP schools are Maluku
located in Sulawesi. The small "3

comparative sample (n=25) of non-BEP
schools were located in Yogyakarta, a
non BEP Province.

Figure 1 provides a breakdown of the
number of BEP schools by major region.

Schools in Sumatra and Java are MoRA
Madrasah. Overall, BEP schools

comprise of three types of schools i.e.
New School Units/lUSB (38%), One Roof

6%

Bali, 1%

Java,
7%

Kalimantan,
18%

Sulawesi,
39%

Primary - Junior Secondary or SATAPs
(37%), and MTs (25%).

Figure 2: On the wa to a school in Sinjai,
South Sulawesi, October 2009

53 Of the 2,014 BEP schools included
in the census, 1,898 are
operational in the current school
year. The remaining 116 MoRA
schools will become operational in
July 2010. The progress of school
openings since 2007 is shown in
Table 3.

As is discussed in a later section
(4.1), this wide distribution of new
schools has had a major impact on
enrolment, access and
participation.

54
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Figure 3: Location of AIBEP schools Operational in February 2010
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Table 3: First Year of Operation of BEP Schools

Total
2009 Operational
MT-PSA 45 159 185 388
SMP-
SATAP 360 272 103 735
SMP-USB 357 240 178 775
Totals 762 671 466 1898

3.2 School Construction
= The School Construction Committees (SCC)

55  Through a public forum, each school community appointed a School Construction Committee or
SCC to be responsible for the management of school construction. The SCCs were comprised of
community representatives, including government officials (21% of SCC members were civil
servants), village heads and other community members. One in four (25%) members was female.

56 In the majority of cases the SCC was headed by the person designated to be the principal of the
new junior secondary school.

57 The SCC in turn set up a technical team, generally comprised of a builder, engineers and workers.
The SCC was obliged to report construction progress through a regular public meeting. The school
survey found that nearly 50% of the SCCs held at least four meetings with the public forum during
the construction but 17% held only one such meeting.

58 The Parent Survey provided a somewhat different view as about 33% parents either did not know of
such meetings or reported that no meetings were held at all (Figure 4). About 35% of parents were
invited to attend a meeting prior to and on completion of the construction. Monthly meetings allowed
closer community monitoring of the quality of school construction, but only 25% of USBs and 19% of
SATAPSs held construction progress meetings on a regular basis.

Figure 4: Frequency of public meetings on school construction according to the parents

One meeting before construction began

Monthly meetings throughout construction

Two meetings one prior to construction and
one after construction completed 35%

No meetings were held

| do not know if any meetings held

0% 5% 10% 15% 20% 25% 30% 35% 40%

B Satap m USB
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Although around one third of parents did not attend an SCC public meeting, a majority of parents
(65%) felt that they had been well involved (Figure 5). It shows that SCC public meetings are not the
only measurement for involvement. There are other forms of “involvement” besides such meetings
as reported during the interviews, for example a report from Sigi, Central Sulawesi, “The community
provided their land for free for the construction of this educational facility in their village...the
construction of the road to get reach the school was also the initiative of the community. Hundred
bags of cements were donated by the community to make the road to this school can be accessed
by car”.

The level of parent involvement was greater in the case of SATAP construction due perhaps to the
prior existence of a strongly identifiable school community based around the primary school and
established patterns of communication.

Figure 5: Parent involvement in school construction

100% -
80% -

60%
’ 46%  439%

37%

40% 27% 27%

Percentof parents

20%

0% -
Yes, greatly involved Involved Not Involved

Level of parent involvement in school construction

M Satap m USB

Supervision from District MONE

In accordance with the Memorandum of Understanding between MoNE and the district
governments, officials were assigned by the district governments to provide oversight of the
progress and quality of school construction and 45% of schools reported monthly visits by the local
supervisor (Pengawas). But in many cases, district officials made visits on a less frequent basis than
warranted for a major construction project (see Figure 6). Some Pengawas visits were also
supervisory visits to the primary school and not just construction supervision visits. Clearly, the
major supervisory role fell to the SCC and to the CDC contracted on behalf of MONE by the MCPM.

21|Page



Figure 6: Site Visits conducted by District Officials
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= Satisfaction with Building Quality

62 As shown in figure 7, the great majority of Principals (68-69%) of both MoONE and MoRA schools
found that the construction quality was excellent and at least 82% report the construction quality as
being above average or better. This view is very much in line with the view of most parents (70%-
80%) who considered that the money for construction represents value for money (Figure 8).
Nevertheless, there was a significant group of parents in MoNE schools (30%) who considered that
the money provided to the SCC does not represent value for money.

Figure 7: Principals’ views on the quality of the new school for teaching and learning

100% -
90% -
(%} 0,
s 80% 1 ggy, 68%
S5 70% A
£ 60% -
o 50%
z 40% -
g 30% - 17% L%
1 0,
g 20% - 15% P12% 10% gy I
0% - . . _» e
Excellent Above Average Average Below Average
Principals’ ratings of school building quality
m Satap mUSB = MT-PSA
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Figure 8: School construction and ‘Value for Money’: the Parents’ views
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The SCC was also responsible to ensuring that any damage to the environment arising from the
construction was minimal. AIBEP supported the schools to repair any environmental damage by
planting a total of 52,874 trees across all construction sites. On average, a USB school ground was
planted with 46 trees while SATAPs and MTs had 22 trees. Parents, teachers and principals were
very much supportive of this practice and report that the trees have already added to the
environmental quality of the schools. A number of districts contributed by building retaining walls to
prevent erosion while the school buildings also included septic tanks for sewage disposal.

3.3 School Facilities

64

Classrooms and Student Places

AIBEP has supported the construction of 2,014 schools (1,510 SMP, 504 MTs). On average, each
SATAP has three classrooms and each USB has six classrooms. By constructing at least 6,787
classrooms and specialist teaching rooms, the program has established more than 200,000 new
places at the BSNP national standard class size for junior secondary of 32 students per classroom
and more than 270,000 new places if the student number is increased to 40 per room. If all available
rooms, except teachers’ rooms, were used for classroom teaching then the total number of potential
new places greatly exceeds the program target of 330,000 new places.

Figure 9: Rooms constructed through BEP
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The use of the 40 students per classroom is well established as the international standard because
research has shown that it is uneconomic and inefficient to divide an existing class into two unless
the number enrolled in that class is at least 40 students. In total, BEP has provided 11,432 rooms for
schooling activities (Figure 8).

Other Resources and Facilities

The lack of an electricity supply is a major problem in MoNE schools as more than 25% of schools
report not having an electricity connection. But this is more a reflection of the infrastructure situation
in the region as the percentage is the same with non-BEP schools in BEP districts. The lack of an
electricity supply was not a problem in the MTs with only one of the new Madrasah not having a grid
based electricity supply. This reflects their location within Pondok Pesantren, which are generally
well established communities and also the fact that most MTs are located in Java and Sumatra and
therefore have access to established electricity supply systems.

BEP schools did have the opportunity through the block grants to purchase an electrical generator
but most opted not to do so as the schools lack the funds to purchase fuel and to maintain the
generators.

BEP schools are still facing a big challenge providing textbooks for the students. One in every four
MoNE schools (26%) reported that they were unable to supply each child with textbooks, while 57%
of MTs schools reporting that students do not have texts.

Laboratory equipment is a major problem for all types of BEP schools. On average only one third of
BEP schools have any laboratory equipment. During the interviews, both students and teachers
confirmed this situation. Ms. Yohana Samaa, a Science Teacher in Konawe, South East Sulawesi
reported as follows:"As a science teacher, | have problem of the lack of facilities for science
practice. No matter how good and interesting the materials are, they will be soon forgotten without
practice. Science text books are not sufficient in number either.”

Figure 10: School Facilities: Electricity, Texts, Lab Equipment and Computers

Percentof Schools
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70 13% SATAP and 22% USBs provide computers
for student learning and only a slightly greater
percentage of MoRA schools (25%). However,
even those schools with computers generally
lacked internet access and the teaching and
learning opportunities that can be harnessed
through internet access. In fact, only 18 BEP
schools currently provide internet access for
students. Teaching about computers can be an
almost impossible task for the teacher (see Text
Box 2).

71 On the other hand, computers for students are
available in 45% of the non BEP schools in BEP
districts and 100% of the non BEP schools in
Yogyakarta. This is obviously a key area for
potential future support by Government and/or
external donors and Aid agencies if schools in
remote and poorer areas are not to be forever
disadvantaged in comparison with schools in the
wealthier and more established areas. The
comparison with the non BEP schools in the
Yogyakarta sample simply shows the ‘gap’
between what is and what should be.

72 MoNE schools have a very limited computer

support for administration with only 26% of

SATAPs and 31% of USBs reporting having a computer for administrative purposes. This compares
unfavourably with the reported average of two computers for administration per school in the non
BEP schools in BEP districts. As MTs were constructed within existing pesantren with established
infrastructure compared to the MoNE schools, 74% of MTs reported having computers designated
for administrative work.

73 For 67% of principals of the BEP MoNE schools and 88% of principals of the BEP MTs having just
one computer for administrative purposes was seen as inadequate.

74  The lack of fixed line phone connections was an overwhelming problem in almost all BEP schools.
Only about 2% reported having fixed line phone connections. MTs have better access to phone lines
(14%) as the maijority are located in established Pesantren. Non BEP schools in BEP districts were
somewhat better off although even in those cases the incidence of a phone connection was just 1 in
4 schools. Most communication between the schools and external parties (District MoNE Office)
was done by the principal through his or her personal mobile phone.

= Water and Sanitation

75  While most BEP constructed schools — 85% of USBs and 73% of SATAPs - do have a permanent
source of clean water, approximately 30% of all BEP schools do not have adequate hand washing
facilities, a major problem for the practice of effective hygiene.

76  All BEP schools have toilet facilities, usually separate for boys and girls. Given that the BEP schools

have been constructed according to national standards it is not surprising that in excess of 90% of
the BEP schools report that the toilet facilities are adequate.
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Figure 11: School Facilities: Water and Sanitation
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The advantage of the MTs being constructed within a pesantren is not limited to electricity, but
extends also to water supply. Only six of the BEP MTs lack a permanent water supply but those six
schools were still able to provide water through tanks. Consequently, 90% of the MTs surveyed
reported having hand wash facilities and 97% reported having separate toilet facilities for boys and
girls.

BEP upholds and has encouraged and facilitated through its support for ‘inclusive education’ (IE) a
non discriminatory approach regarding schooling for disabled students. The commitment to IE has
been implemented by constructing vital facilities such special toilets and ramps. Almost 50% of BEP
schools have those facilities compared to only 8% of non BEP schools in BEP districts.

3.4 Overcoming the Problems of Inadequate Facilities

79

80
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The BEP has provided 2000 communities in the more remote and/or poorer regions of the country
with new junior secondary schools so promoting improved access to and encouraging increased
participation at the junior secondary level of education. However, while the buildings are seen as
generally very adequate and of good quality, the facilities of some schools are not yet up to the
same quality standard.

The provision of laboratory equipment is the main priority of principals especially in MoRA schools
(72%). Teacher rooms, housing for teachers, and improved water supply were the next highest
priorities.

Although this survey indicated poor access to resources for intellectual enrichment, such resources
were not always highest on the list of priorities for school principals. Only 14% of principals ranked
reading materials as a major priority, while only 16% ranked computers for students as high priority
and only 8% included internet access as a major development priority.
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3.5 Maintaining Building Quality: Repairs and

84
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Parents and students have different yet genuine priorities, as they indicated the need for more full
time teachers, more reading materials, more lab equipment, computers and clean water for drinking
and hygiene purposes, as their highest priorities. Student interest in music is evidenced by the
inclusion of musical instruments high on the list of student priorities.

As subsequent sections relating to school budgets show, the major barrier confronting schools as
they strive to provide an improved learning environment is a lack of funds. Inevitably, progress to
rectify the deficiencies in teaching and learning resources will be slow and these schools will take
many years to catch up with the best in Indonesia, Several schools have already tried other
solutions. One school successfully promoted student to student cooperation, whereby students from
‘favourite’ or ‘sister’ schools donate books to their peers in BEP schools. Another example was a
district in which fresh graduates or final year university students were mobilised to teach voluntarily
part-time in BEP schools. The ‘sister school’ concept may well be utilised with increasing frequency
to allow schools that do have resources to share with the schools that do not. The networks of BEP
schools promoted and supported through WSD may provide an active catalyst for such a
development in the near future.

Maintenance

A majority of BEP schools (70%) reported having a
Building Maintenance Manual provided by the CDC.
However, almost a half of them (47%) considered
this manual to be too general and setting a high
standard that does not match with local capacity.

During the interviews, one parent had specific
concerns about how the CDC seemed to lose
interest once the construction was completed and
left them with insufficient knowledge as to how to
ensure effective maintenance (Text Box 3). On the
other hand, a community leader in Lombok Barat
reported a different story where essential skills in
building maintenance had been fransferred to the
local community. (Text Box 3)

Improving knowledge and skills on maintenance
must be a priority, as it has been raised by
respondents as one of the most essential subjects in
WSD program. However, even when comprehensive

planning, knowledge and skills for asset
management and maintenance are in place, funds for repairs and maintenance must also be
sufficient. The average funds allocated for repairs and maintenance in a non BEP school (IDR
71,000 per student) is far higher than a BEP school (IDR 30,000 per student). Ensuring an effective
maintenance strategy, including funding, must be a key aspect of school planning and management
in all BEP schools.

3.6 School Management

87

Principals

All — 100% - of the Principals of BEP schools met the regulatory requirement of at least an S1
degree.
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Overall, 13.20% of Principals in BEP schools are female — 13.4% in the case of MoNE schools,
12.4% in the case of MTs. These figures are almost identical with the national pattern for junior
secondary schools (13.4%) and with the situation to be found in non BEP schools in BEP districts
(13.3%). In part this is a result of the traditional view that men should be the leaders but also is a
product of the reality that women have less mobility than men and are less able to take up new
promotion opportunities that may be much further away from their current school.

A special condition applied to Gorontalo, a province with the highest percentage of female principals
(41%) and to its neighbour province, North Sulawesi (38%), and also to South Sumatra (22%).
Based on interviews with MoNE district office personnel in Gorontalo and Minahasa (North
Sulawesi), this high proportion of female principals in BEP schools is a direct result of the local
government’s policy to assign younger Head teachers to newly established schools.

School Management Committees

The important role of parents and community in improving teaching and learning quality is broadly
acknowledged in Indonesia as it is internationally and the school management committee (SMC) is
seen as the key mechanism for this participation. In fact, at the start of the school year 2009-2010,
97% of BEP schools had active SMCs.

Women make up nearly 30% of SMC membership while there is about 5% representation from the
private sector. This is in accord with Government rules governing SMCs.

SMCs reported holding one or two school management meetings during their first year of operation,
with the number of meetings increasing in subsequent years (Figure 12).

The great majority of parents who are members of the SMCs were previously members of the
school construction committees.

While great support is given to SMCs by the Government, the WSD program within BEP also has
played a major role in further encouraging, facilitating and mobilising these committees. WSD has
actively stressed the value of these committees and the importance of their various functions in
supporting and improving a high and improving quality of education.

Figure 12: Meetings held by School Management Committees
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70% of BEP schools started in 2008 reported that their SMCs had 1-2 meetings in the past year and
28% had met on more than two occasions. There were only a few schools (3%) reporting not yet
having a meeting. This was reported in all cases as being the result of the fact that the schools had
only recently become fully operational.

Among the agenda items which involved parents were discussions on school planning and budgets,
curriculum, teaching, student assessment, fund raising, and others. Of all the topics, discussion on
school planning and budgets was the main purpose or focus of about 50% of SMC meetings (50%
in SATAPs and 56% in USBs) followed by topics relating to teaching and student assessment (28%
in SATAPs and 22% in USBs respectively).

Communicating the business of School Management Committees (SMC)

One means of communicating with parents and the wider community about the work of the SMC is
through the Minutes of meetings. The Minutes provide the SMCs and their communities with an
historical record of SMC work as well as allowing all members of the school community to better
understand SMC priorities and efforts.

Indeed, 82% of parents indicated that their primary interest in reading the Minutes is to get
information on what the SMC has been discussing. Even the great majority (85%) of those parents
who do not currently receive the Minutes would like to do so.

Dissemination of the Minutes of meetings is one indicator to assess the transparency of the decision
making process through SMC meetings. Most of the head teachers (84%=1,692) reported that the
Minutes were available to all parents and the community; 3% (60 schools) reported that the Minutes
were available for selected parents and community members; and 13% (262 schools) said that
Minutes were not available to all parents and community members. There is no apparent standard
to select which parents should be on the distribution list. First priority is given to parents who are
also members of the SMC and to parents who are considered as community leaders Since the 2008
survey, when only 54% of schools made Minutes available and then only for selected parents and
community members, SMCs have improved their communication with the broader school
community.

Figure 13: Distribution of SMC Minutes to Parents
(as reported by Principals)
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100 However, the high level of availability of Minutes as reported by school principals did not match with

the proportion of parents (52%) who reported that they had never received the Minutes of SMC
meetings.
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Figure 14: How SMC Minutes are distributed to Parents
(as reported by Parents)
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Of those parents who received the Minutes, most (47%) reported that they received them through a
Newsletter (Figure 14). However, this was most typical of USBs — schools which are larger and draw
both students and community members from further afield than do SATAPs thus making school
visits more difficult and more informal means of communicating likely to be less successful.

Almost 75% of parents reported that in addition to the SMC Minutes, schools had also been
providing regular information (at least once per semester) about school development, policies and
activities through newsletters and on request when parents visited the school. The majority of
parents (66% of parents from SATAPs and 52% of parents from USBs) would prefer to have
information from the school about school progress disseminated at least each semester.

SMC members usually have more opportunities than other parents to meet teachers and gather
information about the school’s progress and their children’s progress. 86% of SMC members
reported meeting teachers to talk about their child’s progress, whilst the proportion was much lower
(59%) among non SMC members.

However, rather than relying on scheduled parent-teacher meetings or expecting to join the SMC,
there are a number of ways through which parents and teachers can communicate directly with
each other. SATAP parents who had been in close communication with the primary school when
their children were students at primary level, were more likely to open a communication channel with
teachers than were parents of students at the USB. USBs tend to be located further away than the
SATAP, at least for some parents, and many of the teachers are unknown to both parents and
students. It takes time to develop close direct and indirect parent — teacher communications unless
school principals and SMCs organise events that bring both together.

During interviews, parents made a number of suggestions about how to improve the services of the
school management committees, especially in relation to improving student learning. They need
more time to talk with teachers about student needs and progress and hope that this topic can be
included in every SMC meeting, not only Agenda items relating to the school plan and how to raise
money for the school.

School Planning Documents

The School Planning Documents are important tools for the school management through which the
school can define activities in line with their objectives, provide focused budgets, and indicate
measurements of success. The Whole School Development Program (WSD) aimed to improve the
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capacity of principals, teachers and other members of the school management committee to
develop essential planning documents. Overall, as Figure 15 shows, more than 90% of the schools
which commenced taking students in 2007 and which had all participated in the WSD program
before September 2009 have four essential Planning Documents i.e. KTSP (Kurikulum Terpadu
Satuan Pendidik -- Educator Integrated Curriculum) | and Il, School Development Plan and the
Annual Budget.

Figure 15: BEP schools with Planning Documents
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107 The first schools to become operational in 2007 and to have benefited from the WSD program also
demonstrated a higher percentage of gender mainstreaming and inclusive education policies and
plans within their planning documents in association with increasing comprehension of the
educational significance of those two issues. The quality of these two documents will undoubtedly
improve further as the socialisation of the new national policies and Ministerial Regulations is
completed.

Figure 16: BEP schools with Gender Mainstreaming and Inclusive Education Policies
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108 A majority of BEP school principals and SMCs reported that their activities were properly guided by
planning documents - 67% of the schools that commenced in 2007 and 53% of schools which
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commenced operation more recently in 2008-2009. Figure 17 shows the level of value and
usefulness attributed to the various key planning documents by school principals and SMCs.

Figure 17: Perceived value of planning documents
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109 Documents such as the School Development Plan, Budget, KTSP | and KTSP Il are generally
perceived as very useful. 70% of the respondents found that planning documents relating to School
Development, Budget and Curriculum (KTSP | and KTSP Il) of great benefit with only about 1%
reporting that they are not useful.

110 Most (almost 85%) of the respondents reported the planning documents to be either realistic or very
realistic and most respondents (almost 90%) also reported that the School Development Plan and
Budget are very flexible. Good objectives and plans were those which were seen to have space and
flexibility to compromise with external and unforeseen changes. Of course, these adjustments
should be through an agreed process determined by the SMC.

111 Respondents identified five major barriers that have impeded the implementation of the school’s
plans. More than one third of principals considered lack of finance as the main barrier followed by
lack of support from community, lack of local government commitment, delays in payment from the
government, and their own limited technical skills to overcome the obstacles.

112 High quality planning should reflect both needs and aspirations. Through WSD, AIBEP has built the
capacity of schools to develop and apply a school focused approach - School Self Supported
Evaluation/SSSE - to evaluate their own performance. The percent of BEP schools reporting using
an SSE approach is as follows: SATAP: 50%, USB: 49%, and Madrasah: 62%. This will increase
with the roll-out of the new EQAS approach with its paradigm shift from central control and central
monitoring to self control, self monitoring and self responsibility and accountability for quality
improvement. This process will require the heavy involvement of SMCs and can be expected to
provide a strong basis for quality improvement at the school level through its influence on planning.

= Gender Principles in Practice

113 Many principals and teachers commented that they had conducted many efforts to improve gender
equality in their schools. The forms of activities that they carried out were generally similar,
familiarisation of gender training from AIBEP to all teachers and staff and to parents and community
members around the school. According to them, up to the level of receiving the idea, generally there
is no problem. All teachers, parents, and community members around the school agreed with the
basic principle that there is no difference between men and women, especially in terms of the right
to get education and the opportunity for their children to grow and develop. The students interviewed
in those schools agreed that they received no different treatment based on gender, either at home
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or at school. All students agreed with and very happy to be treated equally without sexual
segregation. Sumberbawa (a male student of Grade-IX SMPN 3 Ubud, Bali) mentioned: “... never
heard about gender, but | agree if men and women are equal in occupation, we can help and
complete each other”. Maria Aurelia Mogi (a female student of Grade-VIll SMPN 2 in Boawae
village, Malalaja, Nagakeo, East Nusa Tenggara) stated “... | don't really understand about gender,
but I know that it is about equal rights of men and women, both suppose to be able to work together,
as we always do in this school”.

114 Almost all teachers in all schools considered that the best way to introduce gender equality to the
students is through real action and examples. Text Box 4 provides example of these practice.
Kristina Bunga (Teacher of Citizen Education of SMPN 1 in Sokolo’o village, Flores, East Nusa
Tenggara) share similar opinion:

"Actually | myself do not really understand about gender issue, but we merely practice it in
the day to day practices... The example that we often conducted in the classroom was
during the group discussion among students... We formed small groups, mixing girls and
boys, then it depends on them to decide who will be the leader, they share the tasks without
any discrimination, both boys and girls...It makes them realise by themselves that the
capacity of men and women are equal and there should be no differentiation of treatments”

33|Page



115

116

117

118

119

Student Councils

A Student Council (Organisasi Siswa Intra Sekolah - OSIS) allows a partnership between school
management, staff, parents and students for the benefit of the school and students they are
representing. Many BEP schools have Student Councils (Figure 18) although they seem to occur
more in USBs than in the SATAPs. Overall, a majority of students (75%) reported that members
were nominated only by students and that there was an established practice of gender balance.

Figure 18: Student Councils in BEP schools
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Ideally, members of student council are selected by their peers. By doing so, students have gained
experience in the practice of democracy. Teachers’ involvement in selecting the member nominees
should be minimised.

In the case of SATAP schools, 72% of the student council members were directly selected by their
peers, 11 % by their teachers, and the other 17% were selected from a list of nominees provided by
their teachers. USB schools reflect a slightly better process as 77% of the student council members
were chosen by students, leaving only 7% who were directly appointed by their teachers and 16 %
elected from a list provided by their teachers.

In the survey, the students were asked to list three main activities of the Student Council or OSIS in
their school. Figure 19 shows the six main activities listed by the students. Organising
extracurricular activities and helping to look after the school share were mentioned by more than
half of the students (54%). Although the student is the centre of the schooling process, the role of
OSIS in giving inputs and feedback on how to improve the curriculum is not widely recognised and
only 11% of students mentioned it.

An open question to students during the interviews found that many students favour widening the
curriculum by including computer studies, typing, agriculture, farming, fisheries, foreign languages,
arts (music and dancing) and martial arts. These could be offered either as curriculum based or
extra-curricular activities.
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Figure 19: Involvement of Student Councils in School Affairs
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Financial Resources

School Budget

In fiscal year 2009, the majority of each BEP school’s financial resources were from MoNE through
the BOS scheme (see Figure 20). For those schools that started in 2007, the proportion of their
funds received from BOS was slightly lower than in their first year of operation and lower than for
those schools which commenced operations in 2008. On the other hand, contributions from local
government increased. Non BEP MoNE schools in BEP districts also reported a lower proportion of
funding from BOS, but not as low as for schools in Yogyakarta (37%). Among the schools surveyed
in Yogyakarta, contributions from parents almost reach one fifth of the total funds available and local
government contributions (36%) are almost at parity with the BOS.

Ideally, schools receiving BOS funds should not generate any funding from parents and/or other
sources than the BOS. However, the survey indicates a very positive community attitude to and a
high level of participation in school development as 50% of BEP schools reported some sort of
annual contribution received by the schools — from parents directly or through the School Committee
— which were allocated for extra curricular activities such as computer classes and field trips.

Figure 20: Sources of Funds for BEP MoNE Schools Fiscal Year 2009
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122 There is a wide variation in the annual budgets of BEP schools, reflecting both size and diversity in
their development. One SATAP school in Central Sulawesi has an annual budget only IDR 17
million while another school in NTB reported annual budget of IDR 312 million. The median value is
IDR 21 million for SATAP and IDR 30 million for USB. On average, the annual budget for a SATAP

school is IDR 29.6 million (or IDR 560,902 per student) and for a USB is IDR 51.6 million (IDR
459,714 per student).
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Figure 21: Parent contributions to school maintenance
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Of course, not all parent contributions are in the form of money. As Figure 21 shows, many parents
contribute labour for various purposes to improve and maintain the school environment. The
principal from SMPN Tassese (SATAP 0367) mentioned that “we only announced to the community
the school yard needs to be fenced. The next day, they came with bamboo and their own carpentry
tools. Only in several days, the fence was finished. They even suggested painting it with red and
white paint to make it more colorful. The school did not spend any money”. In fact, 91% of parent
made contributions to school repairs and maintenance through the provision of labour and only 59%
made cash contributions. But, irrespective of the modality of contribution, the parents do give and
seem to give generously of time and money.

School Expenditures

The school expenditures do not include salaries for full-time teachers (both civil servant and contract
status). Their salaries are usually paid directly by MoNE district office, not through the school
budget. The expenditure of the school budget was dominated in the case of both MoNE, and MoRA
schools by payments of honoraria to contract teachers (see Figure 22).This also applies among Non
BEP (MoNE) schools in BEP districts where on average, 41% of their expenditures is for payment of
contract teachers. In the case of the MoNE schools in Yogyakarta, payment for contract teachers is
only 18% of the total expenditures, lower than expenditure on school facilities.

The need to pay for contract teachers was most apparent in the reported expenditures of the BEP
constructed MTs. On average, 58% of the expenditure of MTs was on honoraria for contract
teachers, compared to 36% of the expenditure of BEP MoNE schools. This means of course that the
MTs have less funds available for discretionary items supporting improved facilities, teaching and
learning than do the SMPs. For example, despite the lack of reading materials and texts only a
relatively small proportion of the available funds was spent on books — 12% for SMPs and only 7%
for MTs.
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Figure 22: Disbursement of school operational budgets
(Average % of available funds spent on specified items)
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Overall, these data on available funds and on expenditure show a very tightly balanced situation.
Schools do not have much in the way of truly discretionary funding which can be used to meet the
demands of quality improvement.

3.8 A Summary Comment

127

128

A total of 11,432 new rooms in 2,014 schools have been built through BEP corresponding to the
national standards on school building quality and requirements. These rooms have functioned as
classrooms, libraries, science laboratories and other rooms, despite the inadequacy of facilities such
as electricity, permanent water supplies, books, computers and lab equipment.

Most schools have been operational with students enrolled, teachers engaged and classes
functioning with only 116 MTs to become operational when the next school year commences in July
2010. Overall, this will mean more than 400,000 additional school places for SMP students across
240 districts including more than 150 districts in the economically poorer regions of eastern
Indonesia. The community-based construction modality adopted by BEP has proven to be a highly
effective approach to school construction measure in BEP construction programs supported by
School Construction Committees, the supervision of CDCs and District Education officials. This
community based approach has facilitated and ensured the greater involvement, collaboration and
participation of school personnel, parents and community in school planning, budgeting,
management and development.
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Chapter 4 — The Students

4.1 Enrolment
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The prime objective for constructing 2000 BEP schools was to improve access and participation at
the post primary level by bringing junior secondary education closer to the community especially in
poor and remote regions of the country. The targets are on track to be successfully achieved, as by
the school year 2009-2010, the 1899 operational schools had enrolled more than 137,000 students.
Figure 19 shows the overall growth in enrolment since 2007.

Of 137,033 students in school year 2009-2010, 47% (64,813) of them are in Grade 7. This figure is
important in projecting forward the likely enrolment when all schools are fully operational.

Figure 23: Total Enrolment in BEP schools
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The total enrolment of more than 137,000 also represents a high level of gender parity with 48.7% of
female students.

On a per school basis the average enrolment of 129 students per USB is less than the national
average of 328 students per school but greater than the average for USBs in eastern Indonesia
which is only 90 students per school (MoNE database, 2008)2. The average enrolment in the BEP
SATAPs is currently only 62 students per school. These figures can be expected to increase over
the next two years as community awareness increases and the schools reach maximum intake.

However, across all BEP schools the distribution of student enrolment about the average is uneven.
For illustration, a SATAP school in Poso, Central Sulawesi, has only 14 students, compared to a
SATAP school in the nearby district (Parigi Moutong) with 330 students. For USB, the range of
student enrolment is from 15 (Kotawaringin Barat) to 563 (Manggarai NTT). The smallest MTs is in
Nganjuk, East Java with 8 students and the biggest is in Jepara, Central Java with 339 students.

During the period 2006 to 2009, the National Gross Enrolment Rate (GER) at junior secondary level
increased from 88.68 to 96.18 an increase of 7.8%. In the BEP MoNE districts where school
construction and other capacity building took place, the increase was from 75.98 to 88.40, an
increase of 16.34%.

2 MoNE (2008), Indonesia Educational Statistics in Brief 2007/2008, Jakarta
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135 The change in the Net Enrolment Rate (NER) at junior secondary level was even more noticeable
with the BEP district rate increasing on average by 25.2% over the three years from 55.07 to 69.10
compared to a national increase in NER from 66.01 to 71.60 or an increase of 8.5%. The graphs
below (Figures 24 and 25) show the GER and NER distributions for the 141 BEP districts where
BEP has constructed schools in partnership with MoNE. Figures (26 and 27) show the reduction in
the number of BEP MoNE districts with low GER and NER levels between 2006 and 2009.

Figure 24: Distributions of BEP Districts by GER (JSS — Junior Secondary School) 2006 and 2009
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Figure 25: Distributions of BEP Districts by NER (JSS — Junior Secondary School) 2006 and 2009
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Figure 26: GER at JSS (Junior Secondary School) in BEP Districts
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Figure 27: NER at JSS (Junior Secondary School) in BEP Districts
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National figures show that 81% of JSS Figure 28: Age of Students
students are within the age cohort of 13-15
years, and most (79%) of the students in
BEP schools are also within this correct
age group (see Figure 28). The 9 percent
of JSS students below 12 years old in BEP
schools was similar to the national figure of
10%. 12% of BEP school students are over
the age of 15 years compared to only 9% of
students nationally. This may be the result
of students previously enrolled elsewhere
taking advantage of the new schools to
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study.

The average (Mean) number of students at ————————————

Grade 7 in the first year of operation is
decreasing (Figure 29). In the case of
MoRA schools the change is dramatic from 62.58 in 2007 to 20.5 in 2009. The first 45 MoRA
schools in 2007 were located in relatively large Pesantren which had established primary schools
(MI) with most students being boarders. The MI provided a strong feed of students to the new MTs
and explains why those 45 schools had greater Grade 7 enrolments than the SMPs first established
in 2006-2007. MTs established in later years were often located within smaller pesantren with
smaller MI enrolments and have so far generated lower Grade 7 enrolments. Average Grade 7
enrolments at government SMP slumped after the first year but seem to have stabilised since then.

Figure 29: Enrolment at Grade 7
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Examination of Figure 30 reveals that over the past three years the enrolment at each grade level
in 876 MoNE SMP that became operational in 2007 is moving closer and closer to parity.
Enrolment at Grade 7 is stabilising and a high rate of through-put or promotion and low dropout
means that Grade 8 and 9 enrolments are trending towards the Grade 7 level. This suggests that
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the long term enrolment at these schools will be perhaps at best a little more than three times the
current Grade 7 enrolment or about 100,000 to 105,000 students. A similar pattern is apparent for
the 45 MTs that were also opened in 2007 — Figure 23.

Figure 30: Enrolment Progress in 876 MoNE first opened in 2007
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139 Figure 32 shows that some of the new SMP especially some SATAPs had already allowed students
to study for Grades 7 and 8 before the new school was completed and that some students had
transferred from other schools. Those latter students took advantage of the easier and almost
certainly cheaper access to the new school. However, the proportion of enrolments at Grade 8 and
Grade 9 is decreasing, meaning that this sort of shift is probably a ‘one off’ event and cannot be
expected to continue.
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Figure 32: Grade 8 and Grade 9 enrolments in First Year of Operation
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In total, there are 365 BEP schools that have less than 20 children enrolled in Grade 7. More than
two thirds (68%) are SATAP schools, 19% are USB, and 12% of them are MTs. One third of these
schools are located in ten districts i.e. Banggai, Banggai Kepulauan, Bolaang Mongondow, Kapuas
Hulu, Kotawaringin Barat, Kupang, Minahasa, Minahasa Selatan. Minahasa Utara, and Melawi.
Figure 33 below shows the proportion of BEP schools with fewer than 20 children at Grade 7 in
each MoNE province.

It is possible that these low enrolment figures are due to fact that the majority of these schools
(74%) are in their first year of operation. However there are 95 schools (26%) which are already in
the second and third year of operation. These 95 schools consist of 42 SATAP schools, 22 USBs
and 31 MTs. An investigation to the feeder schools for these 95 schools found that on average only
19% of the leavers from these feeders went to BEP schools, the majority of them (around 78 %)
went to non-BEP schools available in the same areas.

Figure 33: Proportion of BEP Schools with Children at Grade 7 less than 20
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4.2 The Feeder Schools: From where do the students come?
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One of the criteria used in the site selection for new school construction is the number of Grade 6
students in potential feeder schools near to the site.

In February 2010, BEP visited 1,000 feeder schools listed on the selection database collecting
enrolment data and information about the students who graduated from Grade 6 in June 2009, how
many went to: (i) BEP schools (ii) non-BEP schools (iii) did not continue to JSS.

The survey found that on average a USB school has five feeders, SATAPs have an average of three
feeders and each MTs has around seven feeders. For all MoNE schools, the feeders are local
primary schools (SD and MI). In the case of MTs, the seven feeders may include up to four Ml from
outside the local area.

The main feeders on average provide between 60%-85% of the students. About 65% of the
students in BEP MoNE schools come from two feeders; three feeders on average contribute about
80% of the new enrolment.

SATAP schools on average get nearly half (45%) of their Grade 7 enrolees from the SD to which the
SMP has been added.

In the 1,000 feeder schools surveyed, about 66% of their students who graduated in June 2009
went to BEP schools, 30% to non-BEP JSS, and 4% were reported as not continuing to JSS,
instead either working at home or in other employment.

4.3 Children from Poor Families
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The survey defined a poor family as a family who is listed in the government’'s “Keluarga Miskin
(Gakin)” scheme. This definition is used to provide a consistent standard in assessing poverty. In
total the schools reported a slightly lower proportion of students from poor families between the
2008 and 2009 surveys — down from 51% in 2008 to 48% in 2009 — but absolute numbers were
higher.

The three provinces in 2009 reporting the highest percentage of students from poor families were
NTT (92%), Maluku (85%), and Gorontalo (79%). Together with Papua and Papua Barat, these
three provinces are among the poorest in Indonesia. In particular, Gorontalo is the poorest province
in Sulawesi (Susenas 2009°).

However, this survey found that poor families are not necessarily associated with malnourishment,
as the proportion of malnourished students was reported as being only 3%. However, these data
cannot tell us about the nutrition status of the children.

4.4 Number of children refused a place

151

The 2009 survey found that 24 schools had refused applicants a place in the new school. A total of
58 students were excluded because no place was available at the time of application. All refusals
applied to students wishing to enter at Grade 7. An examination of the enrolment data at Grade 7 for
these 24 schools combined with the number of classrooms indicated that 18 schools were
overpopulated and the other six schools (all of them are MTs located within Pesantren) reported that
the applicants were refused a place because they were unable or not willing to live in the Pesantren
as boarders. This of course challenges one of the main premises on which the BEP construction
program was based — namely to meet local demand for junior secondary education where no

3 Survey Sosial Ekonomi Nasional (Susenas) is annual social economy survey conducted by BPS (Badan Pusat
Statistik - Indonesian Statistics Agency). The 2009 Susenas data were published by BPS in “Statistical Yearbook of
Indonesia 2009”.
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access was available — and also raises the issue of choice and whether parents were consulted and
given a choice as to whether a government school or a Madrasah was the preferred option for
meeting that demand. No students were reported as being rejected because of disabilities.

4.5 Physical Disabilities and Intellectual Problems

152 BEP has positively supported the concept and practice of IE by requiring that the BEP schools be
constructed with ramps and special toilets that cater better for children with physical disabilities. The
Government of Indonesia’s policies as reflected in the recent Ministerial Regulation (No. 70/2009)
on Inclusive Education on 5th October 2009 require that schools not refuse places to children with
physical or learning disabilities and actually promote the idea that schools should reflect the broader
mix of the society and not simply be enclaves for the most able. The interviews revealed that the
commitment and also the capacity of BEP schools to respond to this regulation are still varied (see
Text Box 5).

153 The proportion of students with intellectual problems
was reported as higher than for students with
physical handicaps (Figure 34). The principals in the
school survey asked the Ministry to consider
providing a more comprehensive level of support
such as more trained specialist teachers, special
learning and library facilities, and to promote peer
group acceptance to affirm the value of inclusive
educational settings.

154 Many studies have shown a close association
between physical, intellectual, health and social
problems. Both the 2008 and 2009 survey reported
that there were virtually no students with physical
and intellectual disabilites who also showed
evidence of social maladjustment. While this
suggests that local communities, including school
communities are very supportive of children with
disabilities it also suggests that the BEP, and
especially the WSD component, have successfully
helped to overcome any latent stigmatisation.

Figure 34: Physical Handicaps and Intellectual Disabilities

1.00% -

0.81%

0.79%

0.80% |

0.60% |

0.40% |

Percent totoal enrolment

O20% 1 Laz% 0.08% 0-10% o7y 0.08%
0.07 : : 0.05% -

n

Grade 7 |Grade 8

0.00% -

Grade 7 | Grade 8 | Grade 9 Grade 9 |Grade 7 |Grade 8 | Grade 9 |Grade 7 |Grade 8 |Grade 9

Boys Girls

Physical Handicaps Intellectual Disabilities

B MoNE M MoRA

46 |Page



4.6 Absenteeism, Drop Out and Promotion
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Absenteeism

The schools were asked provide the numbers of children in each grade who did not attend the
school on the day when the survey was conducted. This was essentially a one day snapshot of
attendance patterns. The attendance was verified through direct observation of the individual
classes by the enumerators.

The reported Absenteeism rate in 2009 was a little higher than 2008. The major reasons given for
absenteeism in 2008 and 2009 were similar — (i) the child is sick and (ii) he or she is helping parents
at home. Interviews with students in October 2009 documented that raining season in 2009 came
earlier that year which meant that many parents were busy with their farming and needed the help of
their children.

Figure 35: Absenteeism and Drop Out
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Of MoNE students who were absent on the day of the survey, 74% were reported as ill, 12% were
reported to be helping their parents, 8% having problems with transportation, and 6% as being
absent for other reasons. The survey also found the level of absenteeism among boys was higher
than girls for all types of BEP schools and in all grades. Follow up interviews with students in
Kalimantan Tengah and Sulawesi Selatan conducted a few weeks after the school survey found that
the absenteeism rate among boys was higher because boys were asked by their parents to help
them work on the rubber plantations (Kalimantan Tengah) and with fishing (Sulawesi Selatan).

Drop-out

The drop-out rates for girls in all grades are less than the rates for boys (Text Box 7). In 2009, the
drop-out rates for Grades 7 and 8 were slightly higher than in 2008, but showed no difference for
Grade 9. In total, in 2009 some 2,936 children (2.2%) dropped out and are no longer attending
school and reportedly have not moved to another school.

The reasons given for these drop-outs include:- low income of parents (36%), looking for a job
(25%), helping parents (18%), marriage (10%), no motivation (9%), intellectual problems (1%), long
distance to school (1%), and physical disabilities (only 1 student). The first three reasons which are
all poverty related accounted for 79% of the reported drop-out.
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160 The overall drop-out rate was still below the national average of 3.4%, although four provinces had
very high drop-out rates, namely NTT (22%), Sulawesi Selatan (18%), NTB (16%), and Kalimantan
Barat (11%). Follow-up interviews with parents and students in NTT, Sulawesi Selatan, and NTB
further supported the poverty effect. “Becoming migrant workers” and “helping their parents” were
the major reasons reported by both parents and students

=  Promotion

161 Promotion is only applied by the school in Grade 7 and Grade 8, as promotion in Grade 9 is decided
through National examination. There were 1,857 MoNE students (1.5%) and 302 MoRA students
(2.5%) NOT promoted for continuing study in 2009-10. The proportion of students not being
promoted halved from the previous year, yet was still higher than the national figure of 0.42% in
2008. There is no significant difference between boys and girls in terms of promotion from grade to
grade.

= National examinations

162 In total, 9,693 grade 9 students were reported as taking the national examination (Ujian Nasional) in
2009 with effective gender parity - 4,877 boys and 4,816 girls. Their reported pass rate was 87.63%
- below the national pass rate for Grade 9 of 92.75%, but slightly higher than the pass rates for all
schools in BEP districts (87.46%).

4.7 School Leavers and Aspirations to Pursue Senior Secondary School

The Leavers

163 Nearly 90% of students leaving BEP junior secondary schools in June 2009 went on to attend senior

secondary school (SMA, MA or SMK) compared to less than 80% of students leaving Class 9 in non
BEP schools in the same districts (see Figure 36).
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Figure 36: Where did the school ‘leavers’ go?
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164 The survey reported only a small percentage (2%) of parents who did not want their children to

165

166

continue to senior secondary school (SSS). The student survey reported also that only a small
percentage (less than 2%) of students do not want to continue their study. SMA is preferred by the
great majority of students (70%) as well as by the parents (65%). As students’ plans are strongly
aligned with parents’ aspirations, the decision about what students will do after JSS graduation is
generally the result of negotiation between parent and child (Figure 37).

Figure 37: Who makes the decisions about what students will do after JSS graduation?
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Every effort is made by planners to ensure that schools are only built at sites where there is a
sufficient and sustainable supply of students within the catchment area. Students and graduates of
BEP JSS are definitely a significant supply for senior secondary schooling (SSS), and so there is a
need for further investigation on the urgency of opening new SMA and SMK. The 2009 survey put
additional questions to help the Gol identify those SMA and SMK to which the graduates of the BEP
SMP and MTs are graduating.

In fact, 28 of the BEP junior secondary schools are currently providing senior classes to enable their

junior secondary graduates the opportunity to continue their education even though no SSS is
available nearby. Since the local authorities have limited ability to construct new schools, the
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response to the increased demand for SSS was overcome by operating what might best be called
‘emergency’ SSS classes at the site of existing BEP schools. The need was confirmed by more than
50% of school principals who admitted that their graduates do not have sufficient access to Senior
Secondary School (SSS).

In relation to SSS access within the areas, 74% of parents confirmed that their children would have
sufficient access in the sense that places are available, but the distance to the nearest senior school
was regarded as being too far — often more than 10 kilometres.

Parents and the principals have different aspirations on how access to senior secondary education
should be increased (see Figure 38). A majority of parents (61%) preferred to have SATAP type
development by adding Grades 10-12 on to an existing SMP, whereas a majority of school
principals (56%) suggested the building of more new senior secondary schools of the USB type.

The data indicates that there is a need for all districts to begin planning for a more integrated
provision of infrastructure from pre-school through to and including senior secondary. Failure to do
so will almost inevitably result in wastage of scarce resources and other operational inefficiencies
and also a lack of opportunity for many junior secondary graduates in the BEP districts.

Figure 38: Strategies to increase access to Senior Secondary Education favoured
by parents and principals
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4.8 Prospective Students for Non Formal Education (NFE)

170 Non formal education may take place both within and outside educational institutions and cater to

171

persons of all ages. The education program offered includes adult literacy, basic education for out-of
school children, life-skills, work skills, and general culture. Some programs — Pakets A, B and C —
are designed to provide for students who have previously failed to complete primary, junior
secondary and senior secondary respectively. 564 (28%) BEP schools reported strong demand
(more than 32 potential students per school) for NFE from the communities surrounding the schools
with total potential student numbers in excess of 25,000 (see Figure 39). Almost half of the demand
is for Paket B (10,350). BEP schools have the potential to meet this demand as more than half of
BEP schools (59%) are willing to provide a room and teachers for non-formal education classes
after school hours.

Across all schools and communities the total potential demand for NFIE programs of all types was
34,565 students.
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Figure 39: Non Formal Education in BEP Districts
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172 MCPM ascertained from the district survey that there are few if any barriers to the BEP schools
offering to provide NFE classes. Generally, all that is required is a letter of request to the Head of
District Education (Kepala Dinas Pendidikan). Some BEP schools have already begun offering
classes at the request of their communities.

4.9 Students’ Views on Schooling

173 ltis interesting to read answers from students about the schools they attend.

174 Figure 40 shows that students strongly agreed* that learning in their schools is fun (71%), that
teachers encourage them to be part of active learning (71%), that they are encouraged to study for
themselves (65%), and that they like the school because they are with their friends. This is
undoubtedly a strong motivator for attending a local school which is also most likely to be attended
by your friends and relatives.

Figure 40: Attitudes to schooling: the students’ views
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* In the survey, the students were asked to circle the number (1=strongly agree to 5=strongly disagree) that they felt
best represented their views.
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On the learning process and perhaps in some ways contradictory to the previous views (para 175
above) students also said that they have to make many notes, commit much to memory, and do
homework every day after school (Figure 41). However, teacher favouritism of the better academic
students is not regarded as a problem, only one out of four students strongly agreeing that their
teachers favour the best students.

Figure 41: Students’ views on the learning process
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Positive support both from their teachers and parents is strongly identified by the students as
motivation for learning. Figure 42 shows that more than 50% of students strongly agreed that their
parents are supportive to their studies. They also agreed that their teachers help them to learn from
their environment and to maintain a purposeful linkage with their environment.

Figure 42: How parents and teachers support student learning: Student views

B0
R
60%6
508
A40%%
A0
2058

Percent students

10%6

o |

COwur teachers help us to learna lot . Qur parents are encouraged to
From the local environment help us in our studies

Factors contributing to student learning

When asked to indicate their choice of the three most important requirements for improved student
learning, students gave high importance to having improved school facilities, availability of text
books, and classroom testing. When the same questions were asked of parents, they indicated the
same factors i.e. greater availability of textbooks, classroom testing, and school facilities (see Figure
43). Many students and the parents seem to share the view that their teachers are qualified enough
and so the answer to improved learning does not necessarily depend on teacher training. Their
priorities instead are focused on improving general school resources and activities including text
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books and better use of classroom testing, although both of these require competent teachers if they
are to be effective in raising learning performance.

Figure 43: Perceived importance of factors contributing to student learning:
Parental views and Student views
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A Summary Comment

A total of 137,033 students were enrolled across Classes 7, 8 and 9 in school year 2009-2010 with
48% of those students coming from families qualifying for Government support under the Keluarga
Miskin (GAKIN). Even so, despite this support, drop-out due to financial considerations is still a
major concern. The boys’ drop-out rate is higher than for girls due to the fact that more boys are
expected to help out by working at early age to bring more income for the family. However, the fact
that nearly 90% of students leaving BEP schools in June 2009 went on to attend senior secondary
school (SMA, MA or SMK) compared to less than 80% of students leaving Class 9 in non BEP
schools in the same districts reflects highly on their finishing grades in junior secondary, on their
teachers and parents, and on their aspirations to keep learning even though the economic
difficulties are great.

Gender parity in BEP schools is high with 48.7% of female students. BEP schools fully support the
principles and practice of Non Formal Education (NFE) and Inclusive Education (IE) by providing
NFE classes and through their efforts to accommodate the needs of all students, including those
with disabilities. No student was reported to have been refused a place because of physical or
intellectual disability.

Overall, the enrolment in the BEP schools is expected to increase over the next few years as
community awareness and appreciation of the importance of children’s education becomes more
extensive and the existence of these newly constructed BEP schools becomes more widely known.

Of course, the potentially negative impact of having insufficient places in reasonable proximity for all

those Grade 9 graduates wishing to continue their senior secondary education should be a matter of
concern to authorities at all levels.
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Chapter 5 —The Teachers

5.1 Profile of BEP Teachers

182

183
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The average number of teachers in the BEP junior secondary schools is 13 for USBs, 10 for
SATAPs and 14 for MTs. Overall, the figures are well below the average number of teachers
nationally, which is currently 24 teachers per government junior high school, and 20 teachers per
MTs. This reflects the larger student numbers in the more established schools and more densely
populated regions of Java and Sumatra and the early stage of development of the new BEP
schools.

Figure 44 shows that currently the proportion of female teachers in BEP MoNE schools is 47.9%,
much closer to the National rate for female teachers (49%) than the proportion of female teachers in
the BEP MTs (39.5%).

Figure 44: BEP Teachers
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Figure 45 shows that 56% of teachers in BEP MoNE schools are full-time teachers, which is lower
than the national level of 62%. In BEP schools, a full time teacher is not necessarily a civil servant.
As noted, 56% of teachers are full time but only 44% have civil servant (CS) status, the rest (56%)
are contract teachers. For some new BEP schools (operational in 2009), the percentage of teachers
with CS status is even less than 10% (see Text Box 8). Nationally, 52% of teachers have CS status.
Hopefully, this potential problem will be addressed in the near future as in terms of qualifications, as
teachers in BEP schools are similar to other teachers nationally”.

In the MoRA schools, most of which are private/Foundation owned schools, the employment status
of the teachers is different from that of state schools. A permanent teacher for a MoRA school is
defined as either a civil servant seconded to the school or as a Foundation teacher who has been
working full-time for more than one year at that school. Teachers in some MoRA schools often have
no legal employment contract with the Foundation but are considered as permanent teachers
because they are the relatives of the owner. Therefore, the BEP MTs only reported 15% of full time
teachers and only 4% were reported as being civil servants. On average, every MoRA school or
MTs employed 13 non civil servant-teachers and only two civil servant teachers.

5 Indonesia Educational Statistics in Brief 2007-2008, MoNE 2008, Jakarta
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There is no information on the length of service of current teachers, but it seems that many of BEP
teachers are in the early stages of their professional careers, 57% of them are younger than 30
years with the average age being 34 years. Nationally, only 18.5% of JSS teachers are below 30
years.

Figure 45: Characteristics of BEP teachers
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5.2 Academic and Pre-Service Teaching Qualifications
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In accordance with BSNP standards, the minimum academic qualification for a junior secondary
teacher is an S1-degree or D-4 from an accredited university and for Indonesia as a whole some
72% of teachers meet this standard. For BEP USBs and MTs, the percentage of teachers holding
the minimum required academic qualification is 77% and 68% respectively. BEP SATAPs fall below
the national averages with only 58% of teachers holding an S1 degree, probably because a number
of teachers in the junior secondary school are from the primary school teaching staff.

A background in pedagogy or teacher education is an essential component in a teacher’s pre-
service preparation and certification (Ministry of National Regulation No. 16 2007). As shown in
Figure 45, on average 73% teachers in BEP government schools have completed a formal program
in pedagogy, similar to the national rate of 72%. Only 65% of MTs teachers had such pedagogical
qualifications.

As shown in Figure 46, in terms of both academic and pre-service teaching qualifications, female
teachers in BEP government schools are more qualified on average than the male teachers,
however there is a smaller proportion of female teachers with certification compared to male
teachers.

According to Law No 14 Year 2005, teacher certification is a process through which teachers are
issued a professional certificate by a university or pedagogical institute selected by MoNE. The
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Ministry of National Education has selected 31 universities to manage this certification process.
These universities are called LPTK (Lembaga Pelatihan Tenaga Kependidikan)e.

191 During the interviews, some teachers, especially female teachers, mentioned that the distance to
the LPTK (generally located in the provincial capital) is often a barrier preventing them from applying
for certification since they have to make frequent visits to follow the process.

Figure 46: Teachers’ qualifications
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5.3 Teaching Hours

192 According to the UNESCO Database 2007, the average range for the number of teaching hours per
week in Indonesia is 18 to 27 hours. By comparison, in the non BEP schools surveyed teaching
hours averaged 16-17 hours per week. The average for the BEP schools is well below this level
(see Figure 47). BEP MTs teachers are teaching about 8 hours per week, teachers in BEP SMP are
teaching between 10 and 12 hours depending on whether they are employed in a SATAP or USB.
On average, few BEP teachers are teaching more than 2 hours per day. Theoretically this should
allow teachers a great deal of time to prepare lessons and lesson materials and so develop an
improved learning environment and improved learning experiences for students, but the anecdotal
evidence is that such improvement is only happening in a few schools. Teaching hours will increase
as student numbers increase and the Grade 8 and 9 teaching loads increase.

193 On average, female teachers teach more hours than male teachers as more female teachers teach
additional subjects like local language, religion and life skills.

Figure 47: Teaching Hours per Week in BEP Schools
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6 According to the Ministry of National Education Decree No0.057/0/2007, there were 31 universities selected to
manage the certification process. They are spread from Universitas Syiah Kuala in Aceh to Universitas Cenderawasih
in Papua. On average, there is one LPTK in each province in Indonesia.
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Teaching in other schools

194 However 55% of contract teachers were also
teaching in other schools to earn enough income to
cover their living costs (see Text Box 8). The high
proportion of part time teachers has also contributed
to a high rate of absenteeism (10% among both
female and male teachers). Such absences, which
disturb the day to day operations of the schools and
also diminish the unity of the staff, are potentially a
major disadvantage to the long term success of the
school as a learning institution.

SATAP schools are the most disadvantaged as
nearly all teachers of SATAP are ‘temporary
borrowed teachers’ from other elementary schools.




This strategy is considered appropriate in the early stages of new school operation, but as soon as
the schools are operational, more qualified full-time teachers should be assigned to the new
schools. It seems that the staffing strategy for new schools is different from one district to another.
Some districts already have staffing plans for their new schools, some have not.

5.4 Teacher:Student Ratio

196

In general, the survey found that BEP schools have enough teachers. If teachers are counted as
Effective Full-time Teacher — counted on basis of hours in school, the teacher:student ratios in
BEP schools is about 1 teacher to 7 pupils in SATAPs and 1 teacher to 12 pupils in USBs. As most
of BEP schools are newly operational with more than half of the enrolments are at Grade 7, this
ratio will increase as the enrolment increases at Grades 8 and 9 and fewer new teachers are
appointed. In other words, the ratios today probably mean that many teachers are being under-
utilised at present. This will change as demand at Grades 8 and 9 increases. The schools are well
staffed by national standards where the ratio is closer to 1:14 (see Figure 48) and the classes are
small enough to allow teachers to adopt more student centered, activity based, and investigative
methods of learning, if they have the skills and commitment to do so.

Figure 48: Teacher:Student Ratio
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5.5 The Distance Teachers Travel to School

197 There is no data on the average distance most teachers travel to come to schools each day but the

interviews in all regions suggest that BEP has brought the school closer to the students, but not
always for the teachers (see Text Box 9).
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5.6 A Summary Comment

198

199

200

Understandably, given the fact that the BEP schools are very new and comparatively small, the
average number of teachers in BEP schools is lower than the national average. Nevertheless,
teacher:student ratios are excellent by international standards and the majority of teachers are well
qualified with 75% of teachers having an S1 qualification or higher and 73% having done
pedagogical training while pursuing their academic and pre-service teaching qualifications.

Teaching hours are still below the average range for Indonesia but are expected to increase as the
number of students and teaching loads increase through the years. More full-time teachers are
needed to be assigned in new schools and with better remuneration to decrease teacher
dependence on ‘second’ jobs.

There is no quantitative survey information on whether teachers who were in the 2007 schools
when they first became operational are still in the same schools. However, interviews with BEP
WSD training participants reported that about 12% of the participants have been moved to other
schools.
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Chapter 6 — Improving Quality through Whole School Development and Whole District
Development

6.1 Whole School Development Program
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The survey reported that 56% of the schools (1,128) had participated in the Whole School
Development (WSD) program in 2009. The program will reach all of BEP schools by the end of
May 2010. More than a half of the principals reported that BEP was the main training provider in
2009. Overall response to the WSD program is exceptionally favourable.

The three (3) subjects in the WSD program mentioned by the participants as being the most
interesting and relevant - i.e. educational leadership, school based curriculum development and
teacher quality assurance — reflect the initial and primary concerns of all school leaders. A similar
pattern of results was reported in the 2008 Survey.

On the question “what did you like best about the WSD program”, respondents mentioned (i) that
the methodology encourages and facilitates them to interact with other participants (see Text Box
11); (ii) the importance and comprehensiveness of the subject matter; (iii) that the WSD training
explores “the know-how” in school management.

However, on the question of what parts of the WSD program provided least benefit, respondents
most frequently mentioned discussion about Inclusive Education because they consider it will be
very difficult and perhaps unrealistic to implement. In contrast to to the above responses, some
respondents indicated that there were many repetitions of topics and a lack of opportunity for them
to exchange experiences.

! The Whole School and Whole District Development (WSD/WDD) was a strategy to ensure that the principals of the BEP
funded schools, members of their school communities and staff of the District Education Offices had improved capacity for
district and school-based management under the decentralised system. Topics covered included strategic and annual
planning, budgeting, HR management, school maintenance, etc. Over time, WSD/WDD grew, not only to support the new
BEP schools and the districts, but also to become a proactive part of the overarching Quality Assurance System and be
responsible for developing and refining key EQAS elements such as Supported School Self Evaluation (SSSE) and District
Self Evaluation (DSE).
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205 In a follow-up WSD program, the participants want to see more opportunity for inter-district
cooperation in the education sector and want to be linked with university or other organisations for
possible capacity building. Overall, 69% of the participants considered the WSD program to be
very useful and 53% rated the WSD program as “much better” when compared to the other
programs in which they have participated.

206 In the 2008 AIBEP Survey, respondents proposed several trainings to equip them to better meet
the requirements of their daily work, and a year later AIBEP assessed which topics were still
relevant for future training. Figure 49 summarises the principals’ views on the level of usefulness of
each topic discussed in the WSD training. About 84% participants ranked the two subjects of
School based Curriculum and Educational Leadership & Management as the most useful, clearly
reflecting their immediate needs as school leaders. School Quality Assurance, BSNP standards
and School Asset Management were among the next group of very useful topics. Less favoured
topics were those related to quality of teaching materials (68%); gender equality (63%) and
inclusive education (52%) even though the latter two topics are key mainstreaming issues to be
included in all school planning documents.

Figure 49: Perceived value of WSD trainings
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207 WSD has also helped teachers to design innovative teaching and learning tools. Mr. Ridwan, a
principal from West Sulawesi for example, told the interviewer that he learned also about setting up
the seats to manage the group dynamics,

“In class, students are not required to sit beside the other who has the same sex. They
are free to mingle so that they experience healthy interaction. In addition, the students’
chairs are not monotonously arranged to face front. Sometimes the arrangement
changes particularly during group work. This is to create normal environment for the
students to interact. If they are categorised according to their sexes, male and female, we
are afraid that they are shocked and sneak out when any opportunities come. Thus, we
release them but watch them at the same time.”

6.2 Whole District Development
208 While parents and 78% of Principals had raised asset and maintenance management as one of the
valuable topics (Figure 49), this was not a specific topic that district officials seemed to value quite

so highly, as indicated in Figure 50. Perhaps this is an area which district officials see as being of
only marginal interest for them while it is clearly a key concern for school managers.
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54% of district office respondents found the study of educational and school management to be the
most useful or valuable topic in the WDD Whole District Development (WDD) program, followed by
curriculum (16%) and evaluation in education (15%).

Three topics already in the WDD program that the MoNE district staff would like to see further
developed in a follow-up program are (1) School based supervision and quality assurance (2)
Effective policy making in education, and (3) Curriculum development. Three new topics that
district staff would like to see in a follow-up WDD program are (1) Inter-district cooperation in
education sector, (2) Networking with universities for teacher quality improvement and (3) effective
in-house training for themselves.

Figure 50: Most useful subjects in WDD program
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WDD is a highly valued part of the AIBEP program and is especially valued by district officials
(Figure 51). Most respondents wanted more follow-up programs of this type and were disappointed
at the few follow-up activities conducted by the local government (district and provincial
coordinators). A high level of value was attributed to the interactive and participative methodology,
to the relevance of subject matter, the coverage of key topics and to the significance of the WDD
approach as strategy to improve education quality at district level.

Figure 51: Perceived Value of WDD training
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Chapter 7 — BEP District Survey

212 The results reported in this chapter are drawn from the survey of the 197 BEP districts where new

government junior secondary schools were constructed.

7.1 Governance

213

214

215

A positive development in district governance is reflected by the fact that for all districts where the
WDD program was delivered, they now have (i) an increased proportion of annual budget allocated
to education; (ii) Strategic Plans (RENSTRA) and (iii) Annual Work Plans. In fact, 70% of BEP
MoNE districts have now reached the level of 20% budget allocation to education as required by
law.

Sector performance tracking systems have been operational at district levels. While the survey
indicates that most of these systems — in 138 districts (70%) — worked for MoNE schools, it is only
in 59 districts (30%) that these systems were reported as functioning for both MoNE and MoRA
schools.

80% of districts reported having a Gender Mainstreaming policy whilst 35% of districts have a
policy on Inclusive Education as part of their sector development plans.

7.2 On Decentralisation

216

In pursuing a policy of sustainable programming, decentralisation was acknowledged by majority of
District Officials (66%) as having had a positive impact on funding. However, they were less
confident that decentralisation would also have a positive impact on the quality of education, with
only 30% being positive in their views. (see Figures 52 and 53) and approximately 27% being very
unsure as to the quality outcome.

Figure 52: Perceived impact of decentralisation on education funding in the district
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Figure 53: Perceived impact of decentralisation on education quality
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217  Figure 54 shows the major district priorities for the next five years to 2014. Having all students
accessing basic education is the main priority for 45% of districts followed by the need to open new
SSS (14%), all schools meeting minimum standards (1%), teachers receiving continuing
professional development (12%) and improving the employment status of contract teachers (8%).

Figure 54: District Education Priorities 2010-2014
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218  The following topics were also mentioned, but the number is not highly significant. They are: (i)
Early Childhood Education Centres, (ii) Women appointed as Head Teachers or Principals to at
least 40% of schools by 2014, (iii) Women occupying at least 30% of senior positions in district
education office, (iv) No schools in district still needing major renovation by end 2014, and (v) All
schools meeting ‘key’ BSNP standards. None of them selected “All children disadvantaged by
physical or intellectual disability or poverty able to attend Basic education (Grades 1-9) by 2014”.

64|Page



Chapter 8 — Lessons Learned

8.1 The organisation of the survey
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The experience of the 2009 BEP Survey has revealed or reinforced the following key lessons:

In the development of survey instruments (questionnaires), it is important to get inputs from
relevant stakeholders to ensure a comprehensive structure of data, but it is important also to keep
the questionnaire as short and as simple as possible. To assess this simplicity and to eliminate
ambiguities, trials should be undertaken in selected sites. The BEP trials did enable considerable
improvement from the original survey design although weaknesses were still present. A number
of problems arose as a result of weaknesses in the translation from English to Bahasa Indonesia.

Good survey instruments need a strong field team (the enumerators). Training of the enumerators
is an essential element in the preparation stages. Besides the need for them to understand the
survey instruments, the enumerators need to know also the nature and the logic of the program
as they will be the people interacting directly with the respondents. There are areas in which the
enumerators may become a ffilter’ for the information received and it is important that such
information does not lose meaning through that filtering process.

Most of essential data about the schools have been collected through the survey using
questionnaires and interviews but another technique (observation) is needed to complement
these data with information about the schooling process (e.g. classroom interaction) and
information about the quality of relationships between the various actors in the educational
process.

A Validation survey focused on checking for non sampling errors is a powerful method to ensure
that the quality of school census is of the highest standard. Additional interviews and
observations are other methods to confirm and to complement the census data.

However, while every effort was made to streamline the Questionnaires, there is subjective
evidence that the data collection process should be refined considerably so as to reduce the
volume of data collected and the time taken to collect and analyse it.

8.2 About the program
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Many new BEP schools in Gorontalo, Kotawaringin, Kendari, and elsewhere have provided more
school choices to parents, apart from just providing access for children who would otherwise have
been unable to access JSS.

During the discussions with MoNE and MoRA district staff in some districts, there was a
recognition that the organisation of district education offices, both MONE and MoRA, needs to be
improved in the context of decentralisation. The need to strengthen planning, monitoring and
financial management and accounting capacity was highlighted, especially in the context of
assessing the management and impact of the school operational budgets.

Respondents to the district survey also highlighted the need for orientation and familiarisation for
district Parliaments, Bupati and MoNE and MoRA officials regarding the results and lessons
learned through AIBEP and to discuss the way ahead. This will enable proper planning and the
continuation of what AIBEP has achieved. This was a very successful addition to the WSD and
WDD program in March 2010.

Another key finding was that parents are not particularly well informed of student performance, but

are increasingly consulted on the use of BOS funds. The introduction of the BOS was unanimously
seen by district education staff, school principals, teachers and parents as a major step in helping
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to provide better schooling and help poorer families, but parents especially would like to see
increased attention given to learning and to learning outcomes.

Interviews with parents highlighted ideas on how to improve the role of school management
committees in facilitating communication between parents and the school. For example, facilitating
School Management Committee (SMC) meetings with the focus on factors contributing to student
learning as main purpose, instead of the regular agenda focus on the school plan and budget.

The analysis also noted the wide variation in education standards from one school to another,
whether they be MoNE schools or Madrasah. A key recommendation from most of the reports was
to help standardise approaches and financing in order to move towards achieving minimum service
standards and subsequently national standards across all the districts and all the schools and to
reduce performance disparities to a minimum. A related finding was the recognition of the under-
utilisation of the potential of contract teachers to address many of these constraints. For example,
the interviews identified that many of the principals in MoRA schools have difficulties in
development of KTSP (Educator Integrated Curriculum) as they usually they ask the permanent
teacher to develop it. Contract teachers were considered only qualified to implement the KTSP, not
to develop it. WSD training has helped the principals in MoRA on how to manage all teachers to
develop KTSP.

Another lesson learned is that any WSD and WDD strategies and approaches need to take
account of the specific circumstances of individual districts, especially the additional problems
facing more rural and remote areas. Discussion with the respondents highlighted the need for
more targeted pro-poor initiatives to overcome barriers that poor families face in sending their
children to school. For example, a WSD type program can take benefits from government poverty
reduction program (such as PNPM - National Program on Community Empowerment) implemented
in the same target districts in addressing the enrolment problems associated with poverty. On the
other hand, WSD type programs can also increase the effectiveness of a PNPM program through
providing inputs and sharing experiences.

Students, parents, teachers, principals and members of school committee in selected schools were
asked different questions about advantages, impacts, community involvement, and sustainability
relevant to the AIBEP approach. Some of their responses are as follows:

= Various approaches introduced by AIBEP have enhanced the understanding among school
management, district officials and the community of their roles in achieving fully integrated
education development programs that are linked effectively each other. WSD and WDD have
contributed to the improvement of procedures, mechanisms and institutional capacities
through shared analysis and tools between schools and districts and ensuring coordinated
policy agendas and support to enhance the model of linkage between district capacity
building and school development. For example in the development of district education
Strategic Plans (RENSTRA), AIBEP has facilitated the linkage between District RENSTRA,
the School Development Plan and the community through introducing a participatory/bottom
up approach. School managers, the parents and the community discuss the school
development plan and based on the needs and opportunities identified through this process
at school level, across all the schools in the district, then the district RENSTRA is developed.
This approach aims to ensure that the content of district RENSTRA reflects the schools’
needs and priorities. Of course, collaboration between all these stakeholders is only in a very
formative stage and time is required to see what the flow-on impacts will be at school,
community and district levels.

= AIBEP has supported an approach to school construction where the community is involved in
the planning, construction and maintenance stages. This engagement and implicit
empowerment of communities has then extended more broadly into school management and
planning.
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= Attention to detail as well as a flexible strategy was vital in the design and implementation of
WSD and should be applied in all training programs. For example there is a minimum
standard in terms of the training curriculum, but it should be adjusted closely to the
characteristics of the participants who may be very different from one district to another.
Understanding of the characteristics of the participants is vital in the implementation of the
training design. In the interviews, parents, teachers, and principals gave high appreciation to
the AIBEP training team(s) that gave them space and time to share their unique needs.

= As suggested by a principal in Kupang, although the program should focus on institutional
change, people are always at the heart of change. It is therefore important to understand
what motivates, what constrains, and what is required to move from change at the level of a
few individuals or communities to larger shifts in norms and behaviour, whether by individual
teacher/staff, schools/institutions, or amongst the public more broadly.

Almost one out of five BEP schools has fewer than 20 children at Grade 7, suggesting that the
basic feeder school criteria for site selection has either not worked or has been ignored. It is also
apparent that some BEP schools have been constructed in locations where access to JSS is
already adequate. BEP schools have become a competitor to the existing JSS instead of filling the
gap or meeting a strong local demand. These weaknesses in the selection criteria and
methodology may lead to wastage of resources today and to increased operational inefficiencies
over time.

“The positive impact of the establishment of this school is that more children go to school
because now school is located in shorter distance. The negative impact is that the other
school (the old school which is located farther) sees us as their rival in gaining students.
By the establishment of this school, of course, the number of students going to their school
will be less. Both of the schools attempt to persuade the community and parents to send
their children to each of the school. This is also related to the interest of the school to gain
BOS fund, of which amount depends on the number of students they have.”

Muhammad Darwis (teacher), Ranumetto, South East Sulawesi

In the end, buildings are just that — they are buildings not schools. More works to be done to bring
those buildings to be comparable to the established schools in Java and western Indonesia. There
can be a strong case made for positive discrimination in the provision of national and local
government funding to new schools in poor and remote areas.
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Chapter 9 — Conclusions and Recommendations
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At the time of finalising this report, 2,014 schools have been completed and made operational for
the school year beginning in July 2010, The enrolment increase in 2009 was approximately
53,000 over the level reported in the October 2008 BEP school survey. Cautious projections
based on current data indicate that by the beginning of the school year 2012-2013 the enrolment
in the BEP schools will be between 250,000 and 300,000 and could be greater as the existence
of the new schools becomes more widely known.

48% of those students currently enrolled are from families qualifying for Government support
under the Keluarga Miskin (GAKIN) scheme which has a family income criterion of only IDR
600,000/month or about USD 60/month or USD 2/family/day. These really are the ‘poorest of the
poor’ with their income level well below the World Bank’s poverty figure of USD 2/person/day.

The vast majority (more than 75%) of students now travel less than 2km to school — reducing time
and cost — transport costs having been a major factor in previously limiting access - and enabling
children to attend school and still participate as required in family chores.

While many BEP schools lack electricity, laboratories and computers, they do have teachers and
with teacher:student ratios of about 1 teacher to 7 pupils in SATAPs and 1 teacher to 12 pupils in
USBs the schools are well staffed by national standards where the ratio is closer to 1:14. The
classes are small enough to allow capable and skilled teachers to adopt more student centered,
activity based, and investigative methods of learning.

Furthermore, the majority of teachers are well qualified in terms of their base qualifications. 69%
of teachers have an S1 qualification or better and 73% have had pedagogical training. These
figures are comparable with the national figures.

The teachers are also young - their average age is 34 years- and in many cases, probably as
many as 1 in 3, are at the beginning of their professional careers. But, while experience is
important so too is the energy and flexibility of youth. These teachers are likely to be the ones
who can bring change to the nature of classroom interaction between teachers and students and
who can find ways and means to overcome the lack of other resources.

Perhaps the most telling statistics at this stage of development of the BEP schools are those
relating to the destination of students leaving the schools at the end of Class 9 in June 2009.
Nearly 90% of students leaving BEP schools in June 2009 went on to attend senior secondary
school (SMA, MA or SMK) compared to less than 80% of students leaving Class 9 in non BEP
schools in the same districts.

WSD has improved teaching methodology for BEP schools. The teacher’s capacity has improved
in organising lesson plans, classroom methodology, using and developing media and the
evaluation system. The most obvious change is the shift of the school activity from process of
'teaching' (teacher oriented) into process of 'learning’ (student oriented).

Another important change has occurred in the school management. The school principal has
improved his/her capability and motivation to arrange for and develop more effective school
management. Almost all activities at school are recorded. Discipline amongst teachers is
improving. The schooling process itself is getting more efficient and teachers know how to spend
their time more productively in class. Cooperation between the school principal and teachers has
improved. Transparency and accountability at the school and community levels have improved,
especially with regard to public financial reporting and accountability. School Management
Committee meetings for example, are now not only about raising funds from the parents, but are
slowly embracing educational issues, including the sharing with parents of the school curriculum
plan and other education related topics. The impact is that parents are more enthusiastic and
motivated to take active roles in school management.
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We recommend a different approach in the selection of sites for new schools. It is important to
know exactly the area where the children who are not making the transition from primary to JSS
and the reasons why they do not make the transition. One of the effective strategies to get this
information is by involving school leaders, district education officials and the wider public during
the site selection process to triangulate and consolidate the enrolment information they have.
Also there needs to be a new process at District level of integrated planning - planning where all
new schools should be - including Pre-School and Senior Secondary schools - building on the
existing infrastructure distribution. Currently, the process is one of "infill" and that can lead, as
BEP data suggests, to wastage of scarce resources. Such a process of integrated planning will
require significant capacity building at all levels.

Perhaps, in addition to constructing new schools, the Indonesian government needs to look at the
issue of potential for refurbishment and upgrading of existing SMP and to the need to increase
use of double shifts and whether communities should be given more choice — a new school
nearby, or an upgraded one with better facilities just a little further away. This approach may
make for enormous savings through efficiency in use of teachers and other resources. At the
moment, the focus is on the new school because that is where the money flows.

It is recommended to conduct ongoing tracking of the BEP schools, building on the data already

collected, to monitor their progress and ensure that any emerging problems are appropriately
addressed.
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