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Is Preservice Teacher Training Worth the Money?
A Study of Teachers in Ethnic Minority Regions
of the People’s Republic of China

DAVID W. CHAPMAN, XIAOYU CHEN, AND
GERARD A. POSTIGLIONE

One of the most intuitively plausible and widely held beliets underlying edu-
cational development activities is that the most direct and efficient way to
raise instructional quality is to improve the content knowledge and peda-
gogical expertise of teachers through increased levels of preservice and
in-service training.! Teachers control the classroom activities most directly
related to learning; they mediate students’ encounters with content. As a
consequence, teacher training, alone or in combination with other strate-
gies, is the single most widely employed strategy to improve instructional
quality in the developing world.? Unfortunately, while teacher training is
arguably the single most popular intervention, it is also one of the most ex-
pensive. Not only are the unit costs of teacher training frequently high, the
training raises the recurrent cost of education as teachers, once trained,
command higher salaries. The investment may be worthwhile if the train-
ing results in higher quality instruction. However, if training does not yield
the anticipated improvements in classroom instruction, a country can end
up with a higher cost system without the intended benefits; in short, a less
efficient system. Consequently, countries investing in teacher training as a
means of raising instructional quality need to be sure that their strategy is
having the intended effects.”

Raising Educational Quality in the People’s Republic of China

Improving the quality of education is one of the central education goals
of the People’s Republic of China (PRC), a main tenant of the current Five-

' D. W. Chapman and C. W. Snyder, Jr., “Teachers’ Beliefs about Effective Teaching: A View from
Botswana,” in Handbook of Teachers and Teacher Education in Botswana, ed. P. T. Maropc and D. W. Chapman
(Gab()mne Botswana: Lentswe La Lesedi (Pty) Ltd., 1992), pp. 89-104.

2 Ibid.; see also R. Craig, H. Kraft, and J. du Plessis, Teacher Development: Making an Impact, Advancing
Basic Education and Literacy (ABEL) Project (Washington, D.C.), Academy for Educational Develop-
ment and Human Development Network, Effective Schools and Teachers (Washington, D.C.: Workl
Bank, 1998).

* Chapman and Snyder, “Teachers’ Beliefs about Effective Teaching.”
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Year Plan and the subject of considerable national attention.’ Particular con-
cern is focused on ethnic minority areas, where education quality is widely
recognized to have lagged behind other regions of the country.”

China, like many other countries, recognizes that educational quality
changes only as the transactions between teachers and students at the class-
room level change. Consequently, an important part of the govermment’s
cftort to raise school quality has been a substantial investment in expanding
teacher training. The central question in the present study is the extent to
which teachers who have received greaer amounts of preservice training
actually employ difterent types of instructonal practices in ways consistent
with generally accepted notions of effective teaching.” In short, are teachers
with more prescr\.’i(‘e training better teachers?

Specifically, this study investigated, first, the extent to which teachers in
rural ethnic minority areas of the PRC with difterent levels of preservice
training differed in their overall allocation of professional time. Second, ata
more microlevel, the study examined the extent that these teachers differed
in their allocation of m—cldw oom instructional time. The study 1s based on
teacher data collected as part of alarger project conducted by the State Edu-

cation Commission (now renamed the Ministry of Itduc(m()n) with assis-
tance from the Asian Development Bank, which focused on strengthening
the management of ethnic minority education in the PRC.7

The study contributes to two lines of policy research. First, it builds on
and extends a stream of research that has examined the extent that preser-

-Xvice teacher training impacts subsequent insiructional practice.” Second, it
“contributes to a growing body of empirical research on minority education

in China.”

Y China Education Yerbook, 1998 (Bei 1jing: l‘t()plt s Fducation Press, 1998)

5 [thnic Minority liducation Handbook, 1991 (Beijing: Erhinie Publishing House, 1991).

S While the education literature offers conflicting claims about what instructional practices consti-
tate eflective teaching, we argne that there is, nonetheless, a substantial and widespread consensus about
the characteristics of effective teaching, This consensus is well documented in the work of M. C. Wang,
Ce D Haertel, and H. ] Walberg, “Toward a Knowledge Base for School Learning,” Review of Educational
Lesearch 63, 10, 3 (1998): 249-94; . Brophy and T, Good. Lookivg in Classrooms, 61l ed. (New York: Harper
Collins, 1994); and M. L. Witwock, Handbook of Research oo Traching, 3d ed. (New York: American Educa-
tional Research Association, 1986). Eftective teaching includes such characteristics as clear, organized
presentation of content. opportunity for guided student practice. feedback on performance. review, and
maintenance of appropriate discipline.

DLW G hapman and G. Postighone, Strengthening the Department of Ethwic Minovity Fducation in the
/10/1/1'\ Republic of China, final report of TA. no. 2455-PRC (Manila: Asian Developuent Bank, 1998).

f Marlaine Lockheed and Adrian Verspoor. bmpraving Primary Fdwcation in 1:’(171)[(4/171[_{ Coundries: A
Heview of Poliey Options (Washington, D.CLo World Bank, 19901 Chapman and Snyder, “Teachers’ Beliefs
ahout Eftective Teaching™; L. Anderson, E. Rvan, and 8. \l\;|[)i1‘<;, The IEA Classroom Envirvononent Study
i Oxford: Pergamon. 148Y).

Y Gl Posaglione, fithie Minority Eduwcation in Chine: Cultior, Schooling and Developuent (New York:
Garland. 1999}, *National Minority Regions: Studving Schaol Discontinuation,”™ in The Ethnographic Eye:
Lthnographic Researely on Edication in Chira, ed. ] Lin (New York: Garland, 1999), and “China’s National
Minorities and Educational Change,” fuurnal of Contemporary Asia 22, n0. 1 (1992): 20-44: and G, Postig-
hone, X Teng, and Yo AL “Basic Education and School Discontinuation in National Minority Border Areas
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Impact of Teacher Training on Teachers’ Instructional Pracitice

For all of its intuitive appeal, teacher training is remarkably controversial
as a strategy for improving teachers’ instructional practices. Bruce Fuller,'
reviewing 60 multivariate studies of school factors related to student achieve-
ment in the developing world, found that preservice training was positively
related to student learning in only 12 of the 26 studies that included amount
of teacher schooling as a variable. Even when positive relationships were
found, the magnitude of the relationships tended to be only small to mod-
erate. His findings suggest that, relative to the magnitude of the investment,
the payoft from preservice training is often small. This concern is echoed
and amplified in a major World Bank report in which Marlaine Lockheed
and Adrian Verspoor argue that preservice teacher training has been largely
ineffective in changing the quality of education."

David W. Chapman and C. W. Snyder," studying the relationship be-
tween the amount of preservice training and teachers’ classroom practices
in Botswana, found statistically significant and meaningful differences in
observed classroom behavior of teachers who differed in level of preservice
training but not always in the directions anticipated. Teachers with post-
graduate training presented content more logically and made better use of
teaching aids than did uncertified teachers. However, untrained teachers
gave more attention to their lesson preparation, though they were less logi-
cal in their actual presentation of the material than were those with teacher
training. Additionally, untrained teachers exhibited more of a student-
development orientation in their use of discipline in the classroom.

In interpreting their findings, Chapman and Snyder suggest that teach-
ers with more training attempt to organize more tightly their classes because

of China,” in Secial Change and Educational Development: Mainland China, Taiwan and Hong Kong, ed.
G. Postiglione and W. O. Lee (Hong Kong: Centre of Asian Studies, 1996), pp. 186-206; Chapman and
Paostiglione; Yang Xiuming, Minzi jiaoyu de Yaolan (Cradle of training teachers for nationalities) (Guiyang:
Guizhou Education Publishing House, 1996); W. Borchigud, “The Impact of Urban Ethnic Education on
Modern Mongolian Ethuicity, 1949-1966." in Cultural Encounters on China’s Lithnic Frontiers, ¢d. Stevan
Harrell (Seattle: University of Washington Press); |. LaMontagne, “Improving the Education ot China’s
National Minorities,” in Kducation and Cultural Differences: New Perspectives, ed. D. Ray and D. H. Poonwassie
(New York: Garland, 1991); Xie Qihuang ct al., eds., Zhonggon minzu jiaoyu fuzhen zhanlie jueze (Chosing
a strategy for developing China’s minority education) (Beijing: Zhongyvang minzu xueyuan chubanshe,
1991); Wang Qihong et al., cds., Zhongguo bianjing minzu jicoyu (Eclucation of minority nationalities living
in China’s border areas) (Beijing: Zhongyang minzu xueyuan chubanshe, 1990); Sun Ruoqiong et al..
eds., Zhongguo shaoshu minzu jraoyuxue gaitun (An introduction to the education of China’s national nni-
norities) (Beijing: Zhongyang minzu xueyuan chubanshe, 1990); Julia Kwong and Hong Xiao. “Educa-
tional Equality among China’s Minorities,” Comparative Education 25, no. 2 (1989): 22943,

9B, Fuller, “What School Factors Raise Achievement in the Third World:™ Review of Educational
Reseearch 57, no. 8 (1987): 255-92, and “What Investments Raise Achievement in the Third Worldz™ in
Improving Educational Quality: A Global Perspective, ¢d. D. Chapman and C. Carrier (Westport, Conn.:
Greenwood, 1990), pp. 2-43.

' Lackheed and Verspoor.

12 Chapman and Snyder, “Teachers’ Beliefs about Etfective Teaching” (n. I above): C. W. Snyder.
Jr., “Affective Contexts of Schools as a Potential Indicator of Teacher Receptivity to Instructional Change
and Teacher Worklife Quality,” in Chapman and Carrier, eds. pp. 155-70.
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that decreases the complexity of their job." Their training enables them to
cxercise better control, but that may come at the cost of deemphasizing
some aspects of good teaching, particularly those aspects related to more
active student participation. Thus, teacher training is valuable, but it can also
be problematic. It provides teachers with skills they can use to structure their
work environment, but they sometimes structure it to serve their own work
life needs rather than to maximize the use of effective pedagogical strategy
that might better enhance students’ leaning. There may sometimes be a
tension, then, between pedagogical activities that most foster student learn-
ing and behaviors that reduce the complexity of teachers” lives.

Overall, the previous research suggests that preservice teacher training
may make a small difference in teachers” subsequent instructional practice.
Those differences, however, do not always suggest that more preservice train-
ing necessarily yields more desirable instructional practices.

Serengthening Ethwic Minority Edweation in China

Over 100 milhon of the 1.2 billion population in the PRC are classified
as belonging to one of 55 officially designated ethnic minority nationalities. '
Together, they constitute over 9 percent of the population and are found
throughout China but especially in the western region and border areas,
where the economy is less developed.! The constitution ot the PRC pro-
vides for establishment of 156 ethnic minority autonomous areas, including
five autonomous regions, 30 autonomous prefectures, and 121 autonomous
counties, '

¥ Ethnic minority education in China is an integral part of the education
sistemin the PRC and a major enterprise. The number of ¢thnic minority
students attending all levels of the education system has increased in recent
vears. The proportion of ethnic minority students equals or exceeds their
proportion in the national population in primary schools and in normal
schools (shifan xuexiao).'” The enrollment rate of ethnic minority children
i schoolin 1996 was 93.62 percent in eight provinees and regions with large
cthnic populations. The average for all ethnic minority regions is about
96.5 percent, and the average of all 56 ethnic groups cross-nationally is about
98.5 percent.”™ Within the ethnic minority regions, there ave 103,139 pri-

M Snveer,

Y China s Ethuic Statistieal Yeavbook, 1996 {Beijing: Ethinic Publishing House, 1966),

G Postiglione, “National Minorities and Nadonal Policies in China,” in The National (uestion, ed.
B. Berberoghu (Philadelphia: Temple University Press, 1065

I Heberer, Chinea and Its National Minorities: Antonomy o Assimilation (New York: M. E. Sharpe,
F9R9y: Mo, Yin, Chinas Netionad Minorities (Beijing: Foreiga Language Press, 1989)

Y ducational Statisties Yeavbook of China, 1997 (Beijing: People’s Education Press, 1908), . 6,

" While this article uses official education dat, readers are cautioned that there arc widely recog-
mzed problems of data accnracy and meaning in national educational statistics in China, and the data
cited mav represent an overestiniate of participation raies. Since the allocation of school resources is
Hnked to enrollment, there is an incentive for school principals to intlate enrolhvent counts. Among

other thmgs, sindents are sometimes considered envotled for the vear even il they anly attend a tew davs
of class,
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mary schools, 11,563 secondary schools, and over 40 postsecondary-level spe-
cialized ethnic minority normal schools and colleges.'

For much of the twentieth century, the quality of education in ethnic
minority regions lagged behind the rest of the country. In an effort to ad-
dress this problem, the government instituted a series of legal provisions
that, among other things, allowed local adaptation of curriculum to increase
relevance for minority students, allowed instruction in local minority lan-
guages, and, in some areas, provided for textbooks and instructional mate-
rials in local languages.?” The government also increased the number of
teacher training colleges serving ethnic minority regions, with special pro-
grams aimed at strengthening the preparation of teachers in those regions.”'

Teacher Preparation in the PRC

Preservice teacher training in the PRC is offered in three types of insti-
tutions. Normal schools (zhongdeng shifan xuexiao) enroll graduates from ju-
nior secondary schools for 3—4 years’ duration and provide preservice train-
ing for primary school teachers. Normal colleges (shifan zhuanke xuexiao)
enroll graduates from senior secondary schools for 2-3 years and provide
preservice training for junior secondary school teachers. Finally, normal uni-
versities (shifan daxue) enroll graduates of senior secondary schools and pro-
vide preservice training of 4 years’ duration for senior secondary school
teachers. There is an increasing trend to upgrade normal schools to the level
of normal colleges. At present, normal universities still handle senior sec-
ondary teacher training. To date, comprehensive universities have not got-
ten involved in teacher preparation in a major way; however, the door may
soon be open for them to do so.

Across all three of these settings, the training is intended to serve four

_ purposes: (1) preservice preparation for beginning teachers, (2) training of

instructors for the normal schools and colleges, (3) in-service training (usu-
ally carried out by education institutes [ jiaoyu xueyuan]) to upgrade the skills
of underqualified teachers already in the teaching force, and (4) continuing
in-service education and support, which carries no formal accreditation but
provides teachers with the opportunity to refresh and upgrade their knowl-
edge and skills. Since the general content of the teacher preparation cur-
riculum is fixed at the national level, preservice training in ethnic minority
regions is similar to that elsewhere in China, though there are some regional
variations (discussed below).

The preservice teacher preparation curriculum emphasizes subject
knowledge. For the most part, pedagogy is approached from a theoretical

'9 Xia Yue, “Pengbo fazhan xinxin xiangrong”™ (Development and prosperity), Zhonggou jiaoyu bao,
(China education daily), August 18, 1997, p. L.

20 (. Postiglione, “The [mplications of Modernization for the Educaton of China’s Natonal Mi-
norities,” in his Education and Modernization: The Chinese Experience (London: Pergamon Press, 1992).

2! Yang.
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point of view (though there are some practical methods courses). Each in-
stitution has some flexibility in its own curricula, except in subject areas
of Chinesc, math, and science. Greater flexibility is allowed in the curricula
tor geography, arts and craft, music, and sports. This flexibility is important,
because these 1opics are more likely to be shaped by local interest and may
be more closely relevant to the local situation, sometimes even to ethnic
minorities. Within these parameters, all tcachers follow essentially the same
course program, with few differences across geographical areas.

The main difference across geographical areas is in the length of pres-
ervice programs. Depending on location, programs may be either 3 or
4 vears in length. This may be due 1o differences in the length of primary
schooling in different locations. For example, teacher training in Guizhou is
a 3-year program while in Gansu it is a 4-year program. Students entering
preservice training in Gansu (where much of rural primary schooling lasts
b vears) have a total of 8 years of schooling belore entering a normal school,
those in Guizhou (where much of rural primary schooling lasts 6 vears) will
have had 9 years of prior schooling. Gansu may be adding an extra year
ol normal school to make up for the one less vear in primary school. Natu-
rally, the length of normal school education (8 or 4 years) will affect the
curriculum.

While all teachers generally follow the same course program, in some
provinces (e.g., Guizhou) there are special courses in the ethnic minority
normal schools for primary school teacher training for students from re-
mote areas (mostly minorities) who are admitted with lower scores and who
take fewer difficult subjects (i.e., art and music rather than physics and
chemistry). Only a small group of students takes these special courses, and
they are targeted to teach in remote primary schools that do not go beyond
primary grade 3. The rationale is that these teachers will raise the enroll-
ment rates in remote areas by teaching more art, music, and physical edu-
cation than other teachers, and they will teach it well and creatively. In fact,
this is thought to be part of the “quality education movement,” one com-
penent of which emphasizes learning other than pure academic subjects.
Some of these students also get special training in how to teach in multi-
grade, one-room school settings called teaching points (jicoxuedian). Once
in the schools, most primary teachers teach two or three subject areas and,
in small rural schools, they may teach more than that.

Appendix table Al presents the curriculum for a 3-yvear normal school
located in an ethnic minority area. This 3-year school offers three programs:
regular teacher, teacher for remote schools, and preschool. As the data illus-
trate, the remote teacher groups (consisting of a high proportion of ethnic
minorities) take less of everything except language and math classes.

In summary. ethnic minorities study most of the same things that their
Han counterparts do. However, some may take different optional units, ei-
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ther as part of the remote teacher class or by their own choice. Additionally,
in some provinces there is a high content of bilingual education as part of
teacher training, especially in those provinces where minorities have an es-
tablished written language (Tibetan, Korean, Kazak, Uyghur, and Mongol).
Nevertheless, the basic requirements are set at the national level. The restis
determined provincially, with a small amount of variation allowed at the in-
dividual institution level.

The central premises of the present study are, first, that the preservice
preparation teachers receive shapes what they regard as effective in-class-
room teaching practices and, consequently, the time they subsequently allo-
cate to those practices; second, that their preservice preparation also shapes
out-of-class activities, which they believe support student learning, and the
time they allocate to those activities once they are teachers.

Shaping the Teacher Training Curriculum

One constraint on Ministry of Education efforts to design teacher train-
ing and to improve classroom instruction has been the lack of information on
instructional practices at the school and community level. Due to the sheer
size of the country, teacher data are collected and aggregated at the county
level and aggregated again at the provincial level. Central education authori-
ties do not have easy access to individual teacher characteristics. Moreover,
little attention has been given to the investigation of teachers’ instructional
practices.”? Since these are ethnic minority regions, the issue Is more com-
plicated because of the need for bilingual education and the variability in
teachers’ ability to respond to that need. While recent teacher survey data
indicate there is quite a bit of experimentation going on in some classrooms,
central education authorities lack any comprehensive view of teachers’ class-
room practices.* This lack of information seriously limits the efforts of gov-
ernment and educators to improve teacher training in ways that will eventu-
ally lead to improved classroom pedagogical practices. The issue is receiving
attention because improving teaching quality is a stated part of China’s effort
to implement the central policy calling for 9 years of compulsory
education.”

The Present Study

Preservice training in most countries is intended both to strengthen
teachers’ knowledge of content and alter teachers’ pedagogical practices in
ways that lead to better teaching. This improved content knowledge and

2 Chapman and Postiglione (n. 7 above).

= Thid.

2 Ihid.; G. Fairbrother, “Quality Education in 1996: Selections from China Education Daily,” Chinese
Education and Society 30, no. 6 (1996).
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practice, in turn, will presumably lead to greater student learning (fig. 1).
However, previous research is divided as to whether teacher training is most
appropriately examined in relation to teachers’ subscquent classroom prac-
fice or to eventual student achievement.?” Studices that seek to link preservice
tcacher training to students’ subsequent achievement face serious method-
ological dilemmas. In particular, while student achievement is the central
outcome of interest to policy makers and parents, achievementis influenced
by a variety of factors bevond the direct control of teachers. For example,
students” aptitude, family background, the availability of instractional mate-
rials, and the quality of school leadership are all related to how well students
learn. The impact of teacher training on student achievement is indirect at
best. Training is intended to change teachers’ classroom behavior.

This study tests only one part of the full model—the extent that teachers
with more training employ effective teaching practices to a greater degree
than teachers who have not received that training—but it is that part that
most directly relates to the immediate outputs of teacher training. Within
this focus, the study examines two aspects of teacher practice: teachers’ over-
all allocation of professional time and their use of in-class instructional time,
baoth related to teacher effectiveness and student achievement,

2 Faller, *What School Factors,” smd “What Investments Ruise Achicvement” (bothin n. 10 above);
Chapman and Snyder. “Teachers” Beliefs about Effective Teaching™ tn. 1 above), In China i is commonly
accepted that student achicvenment is the vesponsibihity of the student. Working havd is considered more
velevant than mtelligence. For example. in Guizhou Provinee, 86 percent of the teachers surveyed as-
signed more importance 10 hard work than o intelhgence in acecounting for student learning (Postigli-
oneetal, [OUR),
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TABLE 1
DURATION OF THE SCHOOL YEAR IN HOURS, DAYS, AND WEEKS, 1991 Dara

Hours Days Weeks Hours Days
Country per Week  per Week  per Year per Year per Year
Fiji 25 5 41 1,025 205
Kiribati cee D 39 < 195
Korea 29 6 34 986 204
Lao PDR 25 5 33 825 165
Malaysia 24% 5 42 1,068 210
Maongolia 21 S 33 693 s
Pakistan 26 7 29 754 174
Papua New Guinea 40 6 40 1,600 200
Philippines 25% 6 37 925 185
Sri Lanka 30 6 40 1,200 200
Thailand 30* 6 40 1,200 200
Samoa s s 40 s 208
Tonga 24 [ 39 936 234
Tuvalu 25 o 40 1,000 200
Vanuatu 30 5 36 1,080 180

Sourck.—Unesco Statistical Issues (STE-4) (Bangkok: Unesco-PROAP), p. 2, as reported
in D. W. Chapman and D. Adams, Trends and Issues in Education Quality in Asia (Manila: Asian
Development Bank, 1998).

*An average of different duration within the first level.

Allocation of In-Classroom Instructional Time

Nations differ widely in the amount of instructional time they require for
students in a given week or year (table 1). Research indicates that the more
hours students attend school, the more they tend to learn.* How much
more depends on how that classroom time is used. In many countries, large
amounts of time are spent in classroom management, discipline, or nonin-
structional activities (e.g., farming or other commercial activities required to
help fund the school). A considerable body of international research has
documented the positive relationship between the amount of classroom

time actually used for instruction and the amount students actually learn.*

Use of Out-of-Classroom Time Related to Instruction

How teachers spend their out-of-class time is also related to studentlearn-
ing. In countries in which teachers are poorly paid, teachers often augment
their income with supplementary employment that competes for time they
would otherwise devote to lesson preparation or other school activities.™ In
other countries, out-of-school time is invested in activities that support the in-
structional mission of the school. Teachers’ actions to plan and prepare les-

26 B, Fuller, D. Holsinger et al., Secondary Education in Developing Countries (Washington, D.C.: World
Bank, 1993).

27 Wang, Haertel, and Walberg (n. 6 above); Fuller, “What School Factors,” and “What Investments
in Achievement.”

2 See M. Bray, The Shadow Education System: Private Tutoring and Its Implications for Planners (Paris:
International Institute for Educational Planning, 1999).
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sons, grade homework, tutor students needing additional help, and promote
parent involvement can all contribute 1o increased student achievement.®
Teachers™ use of out-ol=class time can have an importantimpact on the quality
ol itheir teaching, student performance, and community support.

It was expected that school administrators would maximize their use of
the most highly trained teachers so that those teachers with more training
would teach more hours per week. It was further expected that greater
amounts of preservice training would reflect a higher commitment to teach-
g as a career, and, consequently, teachers with more preservice training
would devote more of their out-of-classroom time to lesson preparation and
other school-related activities.™ However, based on the previous research
about the impact of training on teachers’ classroom practices, it was antici-
pated that no differences would be observed among groups of teachers in
their allocation of in-class instructional time.

Methodology

This study was conducted as a secondary analysis of data collected as part
of alarger project to strengthen the management of ethnic minority educa-
ton.* One component of that larger project was the design and pilot imple-
mentation of a Teacher Information Svstem Survey (TISS). As part of the
pilot data collection, data on a wide range of personal and professional is-
sues were collected from 2,357 teachers in {our counties identified as having
high ethnic minority populations. These teacher data form the basis of the
present study.

This study represents one of the first international efforts to collect
questionnaire data trom teachers in ethnic minority regions of China. Data
collection across this population presents some special challenges. Rural
teachers have litile experience and considerable reluctance to provide per-
sonal information. This constrained the type of questions that could be in-
cluded on the questionnaire. The questionnaire avoided items that asked
respondents to make judgments, express apinions, or evaluate features of
the education system or the quality of their own work life. Instead, questions
focused on more objective aspects of time use. conditions of service, and
personal demographics. At one level, the use of low-inference items can be
viewed as a strategy to improve validitv. However, it also meant that poten-
tally interesting aspects of teachers” work life and job performance could
not be investigated.

Data on time in and out of class were collected through teachers’ self-
reports. While the use of sell-report data posed some threats to validity, it

2 Ihidl.

D w. Chapman. C. W, Snyder, Jr., and S, Burchfield, “Teacher Incentives in the Third World,”
Teacher and Teacher Education 9, no. % (1093): 301-15,

M Chapman and Postiglione.
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represented a necessary tool within the context in which this study was con-
ducted. Two reasons support the use of self-report data. First, there is little
history or experience with classroom-level research in rural ethnic minority
regions of China. Classroom observations would be highly reactive and sus-
pect. Second, previous classroom research in developing country contexts
indicates there is as much or more within teacher variability across observa-
tions as there is variability across teachers.™ To improve validity, classroom
observation studies require multiple observations per teacher.™ Multiple ob-
servations, in turn, have severe implications for logistics and cost. Given the
intrusiveness, reactivity, high cost, and potentially low validity of observa-
tions, classroom observations were judged to be inappropriate. The authors
judged the external validity of collecting data from over 2,300 teachers to
outweigh the risks of limitations of instrument validity associated with the
self-report.

Another concern in the use of questionnaires is the threat to external
validity if the response rate is low. This risk was minimal in the present study.
Since the study was part of a formal initiative of the State Education Com-
mission, there was a high degree of monitoring by county education officials,
and over 95 percent ol all teachers in the target grade levels and target coun-
ties completed the survey. The authors suggest that, given the limitations on
instrument validity, significant differences among groups represent a conser-
vative estimate of true differences in teachers’ use of time.

The dependent variable in this study was the amount of teachers’ pre-
service training. Respondents were grouped into four categories, based on
the amount of their preservice training: junior secondary, senior sccondary,
secondary normal, or short-cycle normal (a teacher training course roughly
equivalent to an associate degree in the United States).™ The independent
variables used to operationalize teachers’ out-of-classroom use of profes-
sional time and their allocation of in-classroom instructional time are pre-
sented in tables 2 and 3.

The teachers participating in this study were selected through a three-
stage sampling procedure. The State Education Commission selected four
provinces as pilotsites for the TISS based on the prominence of their ethnic
minority population and their geographical diversity within the country. The
Provincial Education Commission (PEC) within each of the four provinces

B, Fuller, C. W. Snvder, Jr., D. W, Chapman, and H. Hua, “Explaining Variation in Teaching
Practices: Effects of State Policy, Teacher Background, and Carricula in Southern Africa,” Teaching and
Teacher Education 10, no. 2 (1994): 141=-56; Chapman, Snyder, and Burchfield; Anderson, Ryan, and Sha-
piro (n. 8 above).

*¥ Anderson, Ryan, and Shapiro.

i Short-cycle normal training programs are run by nondegreegranting institutions called giaoyu
xueyuan (education institutes). These institutes are under the education depariment and usually have a
variety of part-time teacher education courses for practicing teachers who want to upgrade their qualifi-
cations. A school teacher who never had any teacher training but had attained the academic standard
necessary to teach in primary or secondary school would attend these education institutes.
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IS PRESERVICE TEACHER TRAINING WORTH THF MONFY?

selected one county as the TISS pilot site. Again, the emphasis was on select-
mg counties that had high concentrations of ethnic minority populations. A
hrief profile of the four counties represented in this study is provided below.

Ranhuang County is located in the middle of the grasslands of the Inner
Mongolia Autonomous Region. This region spans 4,960 square kilometers,
with a total population of 28,000, of whom 63 percent are Mongol and the
rest composed of Hui, Man, Daur, Tibetar, and Tu minorities, as well as Han
(the ethnic majority group in the PRC). There are 11 primary schools, two
comprehensive secondary schools, one senior secondary school, and one vo-
cational senior secondary school in the county. School enrollments across
the county include 2,746 students at primary. 1,517 students at junior sec-
ondary, and 330 students at the senior secondary levels. The schools employ
a total of 553 teachers and administrative stafl. This county is noted for being
relatively advanced in its universalization of basic education.

Xide County is a Yi nationality autonomous county, which is divided into
five parts with 31 townships and 169 villages. The largely rural population of
125,249 is spread across an area of 2,207 square kilometers. The Yi constitute
83 percent of the population. Other ethnic groups in the county include the
Han (16 percent), Tibetan, Bai, Miao, Zhuang, Buyi, Tujia, Man, and Lisu.
The county includes 90 primary schools, 19 junior secondary schools, and
one senior secondary school. Enrollments included 12,020 at primary, 1,869
al junior secondary, and 365 at senior secondary levels.

Luocheng County is located in the mountainous western areas of Guang-
xi Zhuang Autonomous Region. It covers 2,643 square kilometers and con-
tains 140 villages organized into 13 townships. [he population totals 348,197
million people, of whom 40 percent are Zhuang, 29 percent are Han, and
30 percent are Mulao. The rest of the population is composed of Yao, Miao,
Dong, Baonan, Hui, and Shui. The county has 154 primary schools and 400
“teaching points,” or one-room school houses, together serving 4,835 stu-
dents. There are 17 junior secondary schools with 10,635 students, three
senior secondary schools with 1,600 students, and one senior vocational sec-
ondary school with 420 students. There are a total of 2,612 government and
997 substitute teachers in the county, 1,882 at the primary, 230 at the junior
sccondary, and 82 at the senior secondary levels. There is also one in-service
tcacher training institution.

Heqing county is located in northwest Yunnan province and has a popu-
lation of 231,000, including Bai, Han, Yi, Lisu, Miao, Hui, Naxi, Tibetan,
Zhuang, and Dai, as well as other smaller groups. The Bai are the dominant
group, comprising 56 percent of the population. There are 402 primary
schools with 32,389 students, 10 junior secondary schools with 7,210 stu-
dents, and three senior secondary schools with 1,428 students. Heqing was
among the first counties in Yunnan province (o achieve 6 years of compul-
soury education.
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Within each county, teachers at three grade levels were asked to com-
plete the survey, as follows: (1) those teaching grade 3, (2) those teaching
the highest grade level in their primary school (cither grade 5 or grade 6,
depending on the school), and (3) those teaching the second grade level of
Junior secondary school (either grade 7 or grade 8, depending on the
school). Grade 3 teachers were selected because this is the highest grade
typically offered in satellite schools and the last grade at which students have
the same teacher for the full day. The last grade of primary school was se-
lected because students take a provincial test at this grade. The external
monitoring introduced at this point in the schooling process was thought to
be a factor in teachers’ motivation and, consequently, in their instructional
practices. The second grade level in junior secondary was selected because
it was anticipated that students entering a junior secondary school from a
variety of different feeder primary schools would need time to settle into the
secondary school experience and that instructional practices would be more
stable by the students’ second year in junior secondary.

The TISS questionnaires were distributed to and later collected from the
target teachers by County Education Commission statf. Completing surveys
that inquired about their professional backgrounds and current teaching
practices was a new experience for most of the teachers. To minimize suspi-
cion and help ensure usable data, the county staff members involved in data
collection attended a halt-day training session conducted by members of the
Beijing-based Chinese and American research team to ensure they could an-
swer teachers’ questions about the purpose of the study and about how to
complete the questionnaires. County education staft did data entry of com-
pleted questionnaires, and the resulting data files were forwarded to the re-
search team in Beijing. The Beijing-based research team cleaned the data
files to eliminate missing and outof-range data. A total of 2,357 teachers
across the four counties completed the TISS questionnaire.

The data analysis was conducted in three phases. In phase 1, discrimi-
nant analysis was used to test the significance of differences in allocation of
overall professional time and in-class instructional time across teachers at the
three grade levels. If there were no differences among grade levels, the data
from all teachers could be combined in the subsequent analysis of possible
differences due to preservice training. If significant differences were de-
tected, it would indicate the need to conduct separate analyses by grade
level. In phase 2, the significance of differences among teacher groups in
their out-of-class use of professional time was tested using discriminant anal-
ysis. In phase 3, the significance of differences among teacher groups in
their in-classroom use of professional time was tested using discriminant
analysis. In both phases 2 and 3, teachers with secondary-normal training
were overrepresented in the overall sample. To better meet the assumptions
of the analysis, a 30 percent random sample of these teachers was selected
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for inclusion in the discriminant analysis. /-tests comparing group means on
cach variable indicated that this subsample did not differ from the full group
on any of the variables entered into the analysis. Since group sizes were still
not equal, the prior probability of group size was set to the initial group size
in each of the analyses.

Results

{ifferences across Grede [evels

The discriminant analysis to test differences in overall allocation of pro-
fessional time among teachers at different grade levels vielded two statisti-
cally significant functions that together accounted for 8.9 percent of the
vartation in use of time (table 2). Primary discrimination on the first fune-
tion was between primary and junior secondary teachers (R, = 258; y* =
2%1.33; P < .001). Primary discrimination on the second function was be-
tween teachers at the final year of primary and both other teacher groups
(grades 3and 6/7) (R, = 149; y* = 45.15; PP <2 .001). Across the three grade
levels, teachers at grade 3 taught the most hours per week. In the successively
hugher grade levels, teachers spent fewer howrs per week teaching, less time
correcting student homework, less time 1utoring individual students, and
less tme visiting students’ parents. In general, it appears that teachers in
grade 3 spend more time working than do those at the junior secondary
level. Teachers teaching the final vear of primary school spent more time
visiting parents than did teachers in either of the other groups.

Teachers across the three grade levels also differed significantly in their
allocation of in-class instructional time (table 3). While the discriminant
analysis yielded two significant functions, which together accounted for
27.4 percent of the variation i teaching practices, most of the variance
(26 percent) was explained by the first function. The maximum separation
on this first function was between primary and junior secondary tcachers
(R, = 51 xy* = 718.95; P << .001). Junior secondary students spent more
tune listening to the teacher than did students at the primary level, suggest-
ing that junior secondary classrooms werce more teacher centered.

The main discrimination on the second function (R, = .12; y* = 34.18;
P < .001) was between teachers at grade 3 and those at grade 5/6. Grade 5/6
teachers used more class activities, spent more time having students read
aloud, and had students spend more time in group work, spent move time
maintaining discipline, and spent more class time talking about other things.
I general, the difference in activities appears to reflect the greater devel-
opmental maturity and base knowledge of the older children. However, the
magnitude of these differences between the two levels of primary school
teachers was too small to have meaningful implications for practice.

The significance (and magnitude) of the differences in overall use of
professional time and allocation of in-class instructional time mdicated that

Comparative Education Review 315




CHAPMAN ET AL.

the subsequent tests of differences across teachers grouped by amount of
preservice training needed to be analyzed separately by grade level.

Preservice Training and Teachers’ Use of Overall Professional Time

Grade 3 teachers report working about 30 hours a week. In a typical week,
grade 3 teachers spent about 1.75 hours preparing lessons, about 13 hours ac-
tually teaching class, 10 hours correcting homework, and about 5 hours tutor-
ing individual students. In addition, they visit about 17 parents per week. The
workload is slightly more modest at the junior secondary level. Teachers at
this level report working about 25 hours per week, with most of the differ-
ence due to fewer hours spent actually teaching class (9.3 hours) and a cor-
responding drop in time spent correcting homework (9.14 hours). Average
time by task for each of the three grades is reported in tables 2 and 3.

Grade 3.—The discriminant analysis vielded one significant function
(R, = .287; x* = 51.18; P < .001; table 4). The amount of preservice training
teachers had received accounted for 8.2 percent of the variation in teachers’
out-of-class use of time in support of instruction. Primary discrimination was
between those who had received preservice teacher training and those who
had not, with the greatest difference between the teacher group with the
least training and the teacher group with the most. Teachers who had com-
pleted some form of teacher training spent more time each week preparing
their lessons but less time actually teaching. On average, teachers with upper
secondary education taught 45 percent longer than teachers who had com-
pleted a short-cycle teacher training program. On the other hand, teachers
with the most teacher training spent more time in lesson preparation and
somewhat more time tutoring individual students.

Grade 5/6.—At grade 5/6, the differences between groups were less dra-
matic, but the pattern was generally the same (table 5). The discriminating
analysis yielded one significant function (R, = .18; y* = 54.92; P < .01). The
amount of preservice training teachers had received accounted for only
about 3.2 percent of the variation in their out-of-classroom behavior. Again,
the main difference was that teachers with less preservice preparation taught
more hours per week than teachers with more training. That is, teachers
with only a junior secondary education taught an average of 14.5 hours per
week, compared to teachers who completed secondary teacher training
(10.3 hours per week) or shortcycle teacher training (11 hours per week).

Grade 6/7.—Differences in out-of-school instructional behaviors disap-
peared by the second year of junior secondary. No significant differences in
out-of-class practices were observed among groups of teachers who differed
in their preservice training.

Preservice Training and Teachers’ Allocation of In-Class T'ime
The use of instructional time in ethnic minority schools in China.—Table 6
reports the average amounts of time teachers allocate to different in-class

316 August 2000




TONRIALD PIRPUR = (IS 1100 >

YT UOIUN =TI ON

0e —
e —
1
Ié
L8 ag’ oL'F 12701
607 - 80— crel RECL
e — Xi 064 (S
90— 90" - 6672 0F 01
oV - ot — a80¢ Lo
[ BOUsUN Y T uonoun, as X
UONRIALIOT)  JUIIYFAO"
OR[ALIO)  HIDYII0) (7% =\)
uonHun g wonsun g )
- [RULION,
01 W21y VUPLLHLLISI(]

A LIS

OR'¢ [0

00°¢l 6181

FLL 126

s

801

as X

oIy

6L

LE'FF

as

9.9

OB

HE01 [

FLLG

X as

(€€ — )
[EWION ALIEPUODIG

:w:

A
Arepuodag aadd 1

Faal

axc)

Loy

=%

I~
3

6lab

[PULIOU 2I80-LIOUS
[RULIOU SIBPUOD IS
Aepuodss goddn
ATEPUODIS AMO']
pronuad dnoiacy
YA3M IR oeal
oA op 1ysues ssep
JO SINOY JO 1DquIny
SIUAPNIS
10 suared Huna
tuads samn jo saquuny
S{PLIONN
PIPLIpUL SUS
(S8 JO IPISING)
yoom sad 1uads siopy
FLOMATILOT
Swapis Junaanioo
tuads yaam aad sanopy
suossa) 10y Suuedoad
wads yaas aod semurpy

S Gal =)
,,LN‘CCCQLT‘ NEEU vy

FSANAIDY FUINOJ[04
S} 0} ﬁh:q.u::/u nogy
QABH QUL YIUA MmO
TYUIO IS 21 19A()

ONINIVE [ ATHOVA] ADIARASEE 40 TIA] AT SIDTTVE IVNOLLD BRLLSN] ROOASSVL)-0-F3() STTHIVIL § 4G v 86) 40 SISVIVNY TNYNLNRIDS I

PHIGVI




TUOORLASD PIBPURIS = (IS TO0° > f (0466 = A 98 = "4 1 uoudun{—"1LON

Lo [PULIOU A[IA0-1I0YS
61— [PULIOU ATEPUOIIG
40 saepuonas 1addn
I8 AIBPUOIIS 1IMO']
spronuad door
16 o6 coe 06°01 6% L6°6 Gu'F FOLL ¥ 3 M IR YIorad

NOL OP IYBUED ST
JO SINOY JO IIGUIN
60 91"~ o6l 61791 Cerl 8eLl 66 ¢l 908l FERT SFLL Siuapms
Jo stuoaed Junisi
Juads sowm o tequny,
o0 B0 — IRs e PeE Iy 8LF QLF Fo'g 0Lk spenoan
[enpiarpur Surs
(SSR[D JO APISINO)
yoam tad yuads smojp |
86" 0t 989 I 00 166 509 LLG 03¢ $3 11 Jonawoy
SIUOPIS SUBIDLIOD
yuads yaom dod sanop
80— ¢r— 36°0F 8626 26FC P01 86°6¥ g601 1846 901 suossa[ 10j urredaad
juads y2am tad sanury

318

[UOBIUN [ uouduny as X as X as X as X ZSONALOY FUIMO[[0]
UOTIBILIOT)  1UIIYTO0T) ( . - - B a— YD 01 PATEDO] Y NOK
; V=) {9g1 =N (831 =N (08 =) . :
wonaung - uonaung [RULION, [PHLION, AIBPUOIIG Arepuonog todd AIBPUOIAG 12IMOT PAVH SULL YITIN MOH

01 WN]  IURUNITIISI(] IUOTA 1SPT A1 1040

BIRIGSRIBIITS

ONINIVE] MOV TOANASIN] 40 TN | A4 STILLIVI TVNOLLOIRLLSN] WOOUSSVT)-10-L1() SHTIDVAL g/ ¢ AaVaL) 40 SISNTYNY INVNINIEOSI(]
¢ T1dvL




991 L6 81'G FERY oLl C6'6 0r'a GU'e Buimanay
RE 6% Re S| 01 8 at'l 01 sunp agio moge Suryv]
o8 0%’ 801 SO 6% 86 151 ¢1l aundisip Sutueiuey
€81 89°G ROG PLY G0 N 9LE 16% suotsanb Jurysy
IASES Ire 6BL'E e RE'A PG IR'G AV {peay pue spuey)

SAULALDY

s ity Kt G AR yom dnory
y QUF S Cpl [FhaH BN TR DN T L TR I
& Hi o Yo N w,r:._:r: gy

1 9b'1 f¢ 161 SSUL LDY10 S0 L[ -

¢ oY £ 019 ety SISIALIXND ST FUWOP UL | =
6 (ST GFy [ oS AR I8°G prope sixa) Juproy
as X (s Y as AY qas By ZSANUANIY FUIMO[[O] M3 JO v
f:l. S \ifm: — ,'!I/; = ;A,wx_\”jil/, \, 'J\h\,,‘_ e uo puadg Siuapmg u.:wI Nog pi(g
[PULION [RULION ,.,:a:_:;.um S.‘r: w:ﬁ:cim wor] SN AURIN MOH ::N:‘,?,,,_.:
APAAOYS SIEPUOIIY AU U DLW BOX WL ISE] 9y ],

DNINIVAL AAHOVAT ADTAATISIA [ 1O TINL | AY
SEOLTDVHJ IVNOLTLIISN] INOOUSSVE) (PLEDETIQ NO UNAIS SHTHOVAT € AV 1] 40vaiay
9 1T1dvL




CHAPMAN ET AL

activities. If the average utilization of class time at grade 3 were compressed
into a single 45-minute class session, students would spend about 15 minutes
listening to the teacher present content and cover the lesson material, 10
minutes responding to teacher questions or engaged in group work, 7 min-
utes reading silently or aloud, and about 6.3 minutes on discipline, talking
about other things, and reviewing earlier material.

Grade 3.—No significant differences in use of instructional time were de-
tected among grade 3 teachers with different amounts of preservice training.

Grade 5/6.—Statistically significant and meaningful differences in
teachers’ in-classroom instructional behaviors were observed at grades 5/6
(table 7). The discriminant analysis yielded two significant functions, which
together accounted for 16 percent of the variaton in classroom practices
across teacher groups. Primary discrimination on the first function (R, =
309; x* = 73.10; P < .001) was between the two groups of teachers with
secondary education and those with either less than secondary or more than
secondary (short-cycle normal). Teachers with the least preservice prepara-
tion and the most preservice preparation had students spend more time
working on classroom projects, working in groups, and reviewing course ma-
terial. Their students spent less time listening to the teacher or doing class
exercises.

Primary discrimination on the second function (R, = .265; y* = 36.00;
P < .02) was between teachers with the least (junior secondary) and the
most (short-cycle normal) preservice education. Teachers with only junior
secondary training spent more time having students read aloud, read silently
from the texts, and do class exercises. Conversely, teachers who completed
the short-cycle training program allocated less time to students reading si-
lently, reading aloud, or doing class exercises. The time saved doing less of
those activities appears to have been used for more participatory student
learning activities.

Grade 6/7.—No significant differences in use of instructional time were
detected among teacher groups at the junior secondary level. One possible
reason, however, is that at the junior secondary level, virtually all teachers
had completed secondary schooling. There were no teachers with only a ju-
nior secondary preparation. Consequently, therc was less range in the total
amount of schooling teachers had received across the three teacher groups
in the analysis.

Discussion

This study found potentially important differences in teachers’ use of
both classroom instructional time and overall professional time across grade
levels in ethnic minority areas of rural China. Over a quarter of the variation
in classroom practices and about9 percentof the variation in the use of profes-
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CHAPMAN ET AL

TABILE 8
SUMMARY OF AMOUNT OF VARIANCE EXPLAINED

Allocation of

Use of Overall In-Class
Professional Instructional
Time (%) Time (%)
Differences among grade levels 8.9 27.4
Differences among teachers at grade 3 8.2 N.S.
Differences ainong teachers at grade 5/6 6.8 16.0
Differences among teachers at grade 6/7 N.S. NS

Nork.—N.S. = not significant.

sional time were associated with the grade level at which teachers taught.
The context in which teachers taught appeared to have a meaningful impact
on the instructional practices they used and, to a lesser degree, on the use
of their professional time.

Among teachers with different amounts of preservice training, the study
consistently found statistically significant but relatively small differences in
their overall allocation of professional time and in their allocation of in-class
instructional time at the primary level (table 8). The difference disappears
at the junior secondary level. The main source of difference among teacher
groups was in the amount of time spent in lesson preparation and in actual
teaching. At both grades 3 and 5/6, those with more preservice training
spent more time in lesson preparation but less time actually teaching. In-
deed, teachers with the least preservice preparation taught the most hours;
teachers with the most training taught the least.

More training was related significantly to less teaching. At one level, this
finding seems counterintuitive, as one might expect schools to make maxi-
mum use of those teachers best prepared as teachers. One possibility is that
those with no training are willing to take on a heavier teaching load in the
hope that this will increase the likelihood of their being sent for training and
upgrading in the future. A second possibility is that those with more training
are in better schools that are not as understaffed, while those with less train-
ing are in poorer understatfed schools. Neither of these possibilities is par-
ticularly persuasive. The magnitude and pervasiveness of the differences in
teaching loads is greater than what might be expected by individual teachers
for additional teacher training. Moreover, while better trained teachers
seem more likely to be assigned to better schools, it does not necessarily
follow that enrollment pressures in the better schools are less than in poorer
schools so that teachers in better schools do not need to work as hard. In-
deed, some international evidence suggests that demand for basic education
is quality sensitive; that is, as quality goes up, parents demand more educa-
tion (though the basis parents use in judging quality differs widely).
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A third alternative, and perhaps the most compelling possibility, is that
teachers with more training enjoy a higher standing in the school and have
more influence over their own teaching schedules than do teachers with
weaker credentials. While this finding raises a question about the return on
the investment in preservice training, it is consistent with the work-life hy-
pothesis theory.” This hypothesis posits that tcachers (like most of the rest
of us) tend to operate in ways that reduce the complexity of their work lives.
In the present case, teachers with more training use their increased status to
secure a lower workload or to accrue other benetits. For example, better
trained teachers allocated more out-of-cliass time 1o private tatoring, which
is generally a source of supplemental income. While it is not surprising that
parents would want better trained teachers as tutors for their children, it
does call into question the public return on the investment in teacher
training.

Differences in classroom practices differed notably across grade levels.
lustruction became progressively more teacher centered with the progres-
sion of grades. Grade 3 students spent more time doing class projects, read-
g aloud, and being subjected to classroom discipline. Older students
tgrades 5/6, 6,/7) spent more time listening to the teacher talk.

Contrasts in the allocation of in-class instructional time among teachers
grouped by level of training indicated only small differences but in a pattern
that supports the value of preservice training. In general, better trained
teachers tended to use less teacher-centered practices (than their less pre-
pared colleagues). This effect was strongest at the primary level and disap-
pearcd by the junior secondary level. Students in the classes taught by teach-
ers with more preservice training spent less time listening to the teacher talk
and reading, silenty or aloud. They spent more time doing group work,
practical activities, and conversing about topics indirectly related to the im-
mediate lesson.

While preservice training appears to make a small difference, the pattern
of behaviors differentiating teacher groups was based more on differences
in the overall amount of preservice education they had received than in dif-
ferences between those with and without teacher training. That is, differ-
cnees among teacher groups had morce to do with the overall amount of
prior education than whether or not the teacher had specifically received
preservice training. For example, teachers with secondary education and
those with secondary teacher training did not allocate overall professional
time or classroom instructional time in significantdy different ways. In short,
the amount of teachers’ prior education secms to make a difference in their
professional behavior, but the amount of specialized teacher training does
not, at least in the primary grades. By junior secondary, even those differ-

35 Snyder (n. 12 above); Chapoan and Snyder, “Teachers Beliefs about Effective Teaching™ (n. |
above),
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ences seem to disappear. At grades 6/7 (junior secondary), the amount of
preservice training teachers had received had no significant association with
teachers” allocation of overall professional time or of in-class instructional
time. One possible reason was that there was less range in the amount of
teachers’ prior training at this level—for example, there were no teachers
with only junior secondary education.

A key policy question, then, is why preservice training does not have
more impact on practice. Five reasons may contribute to an explanation.*
First, teacher training may not adequately model new practices. Trainees
may be introduced to such techniques as small group work, practical exer-
cises, and questioning techniques, but may not have practiced these differ-
ent techniques enough to feel confident about using them in their own class-
rooms. For example, in rural minority areas of China, the distances from the
teacher training colleges to the teaching practice schools may be quite far.
This means that the trainee spends most of his or her time there without
supervision. The teaching supervisor from the teacher training school makes
overnight visits to the village schools, but this process is not ideal, since the
communities vary a great deal, and often neither the traince nor the super-
visor is very familiar with them.

Second, the introduction of virtually any new instructional practice in-
creases the complexity of a teachers’ work life. Even practices that are de-
monstrably eftective in raising student achievement or simplitying classroom
teaching in the long term (e.g., new textbooks, new teaching aids) may carry
short-term costs (the need to learn new material, additional class prepara-
tion) that teachers are unwilling to incur.

Third, new instructional practices that teachers learned during preser-
vice training may run counter to their beliefs about effective teaching. When
this occurs, teachers quickly abandon those practices they regard as inap-
propriate and resume teaching behavior they regard as acceptable. Since
teacher training schools provide only an introduction to bilingual education
techniques, graduates may ignore some of what they learned there and re-
sort to using techniques that make more sense to them but that are mono-
lingual.

Fourth, teachers may lack support from principals, peers, parents, and
often the students themselves for the introduction of new classroom prac-
tices or ways of allocating their time. Classrooms have been described as
“sticky organizations,” in which teacher practice operates in tight confor-
mity to a comrnunity notion of what constitutes good teaching. Recent re-
search in Botswana found, for example, that even teachers who held widely

). WL Chapman, “lImproving Instructional Practice: The Teachers' Dilemma,” chap. 14 in School
Effectiveness and Learning Achievement at Primary Stage, ed. National Council of Research and Training (New
Delhi: National Council of Research and Training, 1995), pp. 325-44.
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variant attitudes and beliefs about what constituted effective teaching had
similar instructional practices.”

Fifth, schools and classrooms lack the resources teachers need to imple-
ment a wider variety of instructional behaviors. If practices introduced dur-
g teacher training assume students have a sufficient supply of textbooks or
that teachers have access to teaching aids (imaps, science paraphernalia) that
are not available in the schools to which they are ultimately assigned, thesc
teachers may abandon those teaching practices as impractical. In China,
teacher training institutions are generally cquipped with state-of-the-art
computers. However, many village schools arce fortunate if they have
blackboards.

Most often, teachers are caught in a convergence of these factors. New
graduates from teacher training schools have limited confidence in their
own ability to emplov new teaching practices, find little peer or community
support for the introduction of those practices, and lack easy access 1o ma-
terials. Although the cost of implementing new practices is immediate, clear,
and personal, the benefits are less clear. Thev choose not to adopt thesc
practices. Nonetheless, understanding the underlying reasons is essential
when formulating an appropriate solution. The central issue is whether
teachers lack the essential knowledge and skills or whether they have the
skills but do not feel they can implement them due to social and material
barriers within the schools. 1f the issue were barriers, fixing teacher training
would only waste further resources; if the issue were training, interventions
to change the school climate would be wasied.

Results of this study need to be understood within a larger context. Not
all differences between trained and untrained teachers show up in this type
of analysis. Teaching is not a technical ransaction in which discrete teacher
behaviors trigger specific student responses. Indeed, education systems are
made up of large numbers of low probability events that may impact a
child.™ Effective teaching is best understood as a strategy in which teachers
have a repertoire of pedagogical skills from which they draw, depending on
the situation.™ Nonetheless, teacher training in China, as in the rest of the
world, gives considerable emphasis to the developmentof pedagogical skills.
Itis reasonable to expect that teachers with greater training would use their
classroom and their professional time in different ways.

TP DL Perry, D, W. Chapman, and C. W. Snyder, Jr.. “Quality of Teacher Worklife and Classtoom
Pracice in Botswana,” Infernational Journal of Educational Development 15, no. 2 (1995): 115-25; Fuller et al.

BCOW, Svder, Jr., and D W, Chapman, “Strategic Planning in 2 Mess,” working paper (Harvard
Institute for nternational Development, Cambridge, Mass.. 11097,

R I Shavelson, “Review of Rescarch on Teachers' Pedagogical Judgments, Decisions, and Behay-
ior " Elementary School fournal 83, no. 4 (1983): 392413 R J. Shavelson and P Stern, “Research on
Teachers Pedagogical Thoughts, Judgments, Decisions, .nd Behavior.” Review of dueatiomal Research
51 cto8 1) 455-98; C. M. Clark and R, | Yinger, “Teachors Thinking,” in Research on Teaching: Con-
copin, Londings, and Tmplications, ¢d. P Peterson and T ] Walbery (Berkeley, Calif MeCutehan, 19793,
pp. 281-63
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This study examines the extent to which teachers with different amounts
of preservice training differed in their allocation of in-class instructional
time or in their use of overall professional time. The study vielded four main
findings: (1) There were substantial differences in teachers’ instructional
practices and allocation of professional time among grade levels. (2) Within
the lower grade levels, there were small but significant differences in teach-
ers’ use of instructional time and in the allocation of overall professional
time among teachers who differed in the amount of preservice training they
had received, but these differences tended to disappear by the junior sec-
ondary level. (3) The main difference across the analysis was that more train-
ing was associated with less teaching. For example, at grades 5 and 6, teach-
ers with only a junior secondary preparation taught 40 percent more than
teachers who completed college. This pattern was interpreted within the
work life complexity framework—teachers with more training had higher
status, which they used to secure a lower workload. (4) The differences in
teachers’ professional behaviors were based more on differences in the
overall amount of training rather than the specific nature of the training
(teacher training vs. regular academic training).

The purpose of this study was to examine the policy implications of
China’s investment in teacher training as 2 mechanism for improving edu-

" cation quality. As with earlier studies of the impact of teacher training, find-

ings were promising but still problematic. Teachers with more preservice
training did exhibit desirable patterns within their pedagogical behavior.
Results indicated that preservice training of teachers teaching in ethnic mi-
nority areas of China does make some ditference, but not much. While dif-
ferences in teachers’ allocation of professional time were not large, these
findings are consistent with research on teacher training in other countries.
Are these differences substantial enough to justify China’s considerable in-
vestment in teacher training? Ultimately, that is a decision to be made by the
Ministry of Education. However, findings suggest that teacher training pro-
grams are making a small but positive contribution to China’s efforts to up-
grade basic education in ethnic minority areas.
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Appendix Table Al

THACHER PREPARATION CURRICULUM FOR TONGREN MINORITY NORMAL SCHOOL IN GUIZHOU
(1996 —1997) (Reported in Hours per Week)

' PrROVINCE

Year | Year 2

Pre- Pre-

ldeological education 2 2 2 2 2 2 2
Chinese language
andd lirerature B 5 t B 3] 5 3

Language and literature:
leaching marerials

and methods . . ce 2
Mathematics:

Teaching materials

md methods ce ce s coe B c 2
Mathermnatios ) B 4 3 N 4 2
Phivsics 2 cee 2 2
Chemistny 2 g !
Bialogy and

personal hvgiene 3 2 +
Psvchology 2 2 2
Stady of education 2 2 2 2
History 2 2 2
Goography 2 2 2
Phivsical education 2 2 2 2 2 2 2
\i 2 ce- 2 2 1 2 2
Music 2 1 3 2 4 2
leacherSspoken

fanguage S cee e 2 2 2
Punce ce- <. 2 2
Mijor courses for

smusic reachers ce 12 s Cee H
Mijor courses tor

art teachers e B Cen S 12
Mijor courses for

phvsical education

seachers Cee 13 Ce . 13
Laiooe o
Flective comrse (s) 2 ] 1 2 2 2 B
Toal howurs

idepending on

clective course

~election) 20 31 30 R 32 31 30

Comparative Education Review

Year 3

Regular - Remote school  Regular Remote school  Regulin Remote

32

(Continued)
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Appendix Table Al (Continued )

Program Subject Year | Year 2 Year 3

Also required of all students:

Calligraphy | o |
Shape building 1

Audiovisual education ce L 1
Use of computers S - 1

Toddler counting
(preschool teachers only)
Elective courses:
Applicd country-style composition
Knowledge about nationalities
Applied country-style art
Modern science and technology

Dance

Celebrities in cducation

Painting and appreciation s 2
Writing ce 2
Calculation BRI 2

Painting and writing
Common knowledge about home

appliances .
Applied chemistry S 9
L.ocal history .. 9
Law cee 9
Agricultural meteorology . - 9
English c 9 9
Calligraphy - 9
Primary school common knowledge

about nature e - 9
Children’s literature B R 9
Applicd law R ... 9
Multigrade teaching techniques - A 2

Sourck.— Tongren Minority Normal School.
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