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1. Introduction
The critical importance of all young people in Sub-Saharan Africa (SSA) being able to access good quality secondary education is now widely recognised by governments, international aid partners and other key stakeholders. To this end, the United Nations Sustainable Development Goal (SDG) 4.1 has an explicit target that ‘by 2030, all girls and boys complete free, equitable and quality primary and secondary education leading to relevant and effective learning outcomes’. To date, governments in over 10 countries in SSA have introduced free universal secondary education as a core objective of national educational strategies and plans.
Despite this mounting national and international commitment to secondary educational provision, what is striking is that policy analysis and related research on this key area of education provision in SSA remains so limited both at the national level and across the region as a whole. In particular, up-to-date information on two of the most important service delivery indicators, namely teaching loads and class size, is almost completely absent. Instead, heavy reliance continues to be placed on the student-teacher ratio as a core service delivery indicator in most national and international policy analysis reports and in national educational strategies and plans. 
One possible reason why so little attention has been given to teaching loads and class size in secondary education across SSA is that STRs for secondary education in the majority of countries are quite low both in absolute terms and in relation to invariably much higher STRs for primary education. Since STRs are (often mistakenly) conflated with class size, the main focus has been on reducing STRs in primary education where it is widely contended that mean class sizes remain unmanageably high in many countries. By contrast, the majority of current or recent national education strategies in SSA have performance targets which seek to increase the STRs for secondary education, typically to 30:1 or more.    
1.1 Research objectives 
This article has three principal objectives. Firstly, to highlight the inadequacy of STRs as a meaningful performance indicator for secondary education in SSA. Secondly, to derive national estimates of teaching loads and class sizes for secondary education for most countries in SSA which provides the empirical foundation for a more robust analysis of teacher utilisation and overall learning environments in this key area of education provision than has hitherto been the case.  And thirdly, to discuss possible reasons why teaching loads for secondary school teachers are relatively low and why class sizes are so high in the majority of countries in SSA.
1.2 Article organisation
Section 2 presents the broad analytical framework and the key data sources. The relevant literature is reviewed in section 3. The main findings at the national and individual and sub-national levels are presented and discussed in sections 4 and 5 respectively. Section 6 then discusses the possible reasons for relatively large class sizes and low teaching loads for secondary schooling in the majority of countries in SSA. Finally, the concluding section focuses on the need for further detailed research on teacher utilisation in secondary education in SSA. 
 
2. Analytical framework and data collection
2.1 Key performance indicators
The student-class ratio: The SCR is the total number of students divided by the total number of classes. It is the key measure of the average number of students in each class and is, therefore, a key indicator of the overall quality of schooling provision.  Like most other performance measures, it can be disaggregated to sub-national (regional/district) and individual school level. 
The teacher-class ratio. The TCR is the ratio of the total number of teachers divided by the total number of classes taught by these teachers. It is important not to confuse classes (sometimes referred to as ‘sections’ or ‘streams’ in Anglophone Africa and ‘groupes pedagogiques’ in Francophone Africa) with classrooms. Where the number of classes in a school exceeds the number of classrooms, then the class-classroom ratio (CCRR) is greater than one and schools have to adopt double-shifting or classes are combined. 
The TCR is a direct indicator of teacher utilisation and thus schooling efficiency. The higher the TCR, the lower is the level of efficiency with which teachers are utilised. For primary education, class teaching is the norm in most countries in SSA so, since one teacher is directly responsible for teaching all subjects to one class, the teacher-class ratio is 1:1[footnoteRef:1].  For secondary education, on the other hand, more one teacher is needed to deliver fully the prescribed curriculum to each class. For example, a country may have 10,000 secondary school classes who are taught by a total of 20,000 secondary school teachers, yielding a TCR of 2.0.  [1:  The TCR for primary schooling is sometimes less than one where multi-grade teaching is common.] 

Imputed teaching loads: The average weekly teaching load can be imputed from the TCR since 1/TCR yields the percentage of the school day which teachers are required to be in class with their students. Thus, for example, a TCR for secondary education of 2.0 implies that there are twice as many teachers as classes, so that, on average, a teacher spends only half (50%) of the school day actually teaching (i.e. 1/0.5). Where the TCR is 1.0, as is the typically the case in primary schooling where teachers spend all of the school day with their classes, the mean teaching load is 100% (1/1). The actual number of hours teacher teach also depends on the overall duration of the school day, which in most of SSA is between five-seven hours.
Ideally, the analysis of teaching workloads should be based on the actual teaching hours of individual teachers across the secondary school system rather than imputed mean estimates which, given data limitations, cannot disaggregate between teachers according to key variables in particular individual teacher characteristics (sex, experience, qualifications, subject specialisation, etc.) and school characteristics (ownership, location). The same is true for actual class sizes. When there is so much variation in teaching loads and class size at the school level, reliance on single mean national estimates of these key system performance indicators clearly has serious limitations. Nonetheless, it provides a useful starting point for assessing the overall efficiency and quality of secondary schooling provision in SSA.  
It is also important to recognise that teachers have other important responsibilities outside of the classroom so that their teaching workloads are usually considerable less than their total workloads. These include lesson preparation, homework and examination marking, leadership and management tasks, pastoral care/student counselling, and a variety of extra-curriculum activities.  
The student-teacher ratio: The STR is the total number of students divided by the total number of (full-time equivalent) teachers[footnoteRef:2]. Thus, in a country with 500,000 secondary school students and a total of 25,000 (FTE) secondary school teachers, the national STR is 20.  While not generally recognised, the STR is equal to the SCR divided by the TCR. For example, in a country where the average class size (SCR) for secondary education is 60 and there are an average of two teachers per class (TCR), the STR is 30:1. The STR could be identical in another country but average class is 45 and there are only 1.5 teachers per class. The general failure to disaggregate the STR into these two components is not so much of an issue in primary education where class-based teaching is the norm (i.e. TCR=1 and teaching load =100%) and where, therefore, the STR and SCR ratio are roughly the same. It is, however, crucially important for the policy analysis for secondary education because the STR cannot be assumed to be equal to the SCR since the TCR (and thus teaching workloads) varies so markedly between and within countries.  [2:  The STR is also expressed as the total number of qualified teachers divided by the total number of students. However, for the purposes of this analysis, the total teacher STR is used.] 

2.2 Data sources
Recent survey information on actual teaching loads of individual teachers in secondary schools is not readily available in any country in SSA. Some annual school censuses do collect some of this information but it is rarely presented and analysed. In the absence of direct data, this article adopts a simple analytical framework to derive imputed national estimates of average teaching loads and, where necessary, average class size. These can be computed once information is available on the total numbers of enrolments, teachers and classes. Where, as is often the case, information presented in the reports of annual school censuses is limited to STR and SCR estimates, the TCR can be still imputed since SCR/STR=TCR.  
The UNESCO Institute of Statistics database is the only source of continent-wide education statistics in SSA. For the purposes of this analysis, the only directly relevant indicator in this data base is the student-teacher ratio but, even this very basic statistic, is available for only 21 out of the 48 countries in SSA. There is no alternative, therefore, but to access directly the required information needed to derive a full set of STRs, PCRs and TCRs from all relevant national documentation, most importantly, the most recent reports of annual school censuses and national education plans/strategies. This was possible for 37 out of the 40 mainland countries in SSA[footnoteRef:3] which between them account for 98% of the total secondary school-aged population in the region. [3:  The six island states of Cap Verde, Comoros, Equatorial Guinea, Mauritius, Sao Tome Principe, and Seychelles have not been included given their very small populations. The mainland countries where the required information was not available are Angola, Gabon and Somalia. Information on class numbers is not available for Nigeria so more dated (but accurate) information on teacher workloads in the mid-2000s has been relied upon (see Bennell, 2007). ] 

Information from annual school surveys, national education plans and strategies, national education sector analyses and other reports has been used to estimate STRs, TCRs and SCRs for these 37 countries. Rather than provide full references for all of the more than 50 publications that have been drawn upon, Annex A presents a more limited number of references in order to illustrate the range of data sources.
2.3 Literature review
An extensive on-line search of the relevant literature (including Google Scholar) indicates that virtually no detailed research has been undertaken on teacher utilisation in secondary schools in SSA[footnoteRef:4].  The only comprehensive and detailed country analysis of teacher workloads was conducted in South Africa in the mid-2000s where teachers were directly surveyed in order to obtain information on their overall workloads both in and outside of school including direct class contact time (see Chisholm et al, 2008).  [4:  Some limited discussion of teaching loads is sometimes included in national education reviews conducted by UNESCO and the World Bank. There are other possible relevant articles in journals and other publications which do not meet the inclusion criteria for Google Scholar and other mainstream bibliographical data bases.] 

The lack of relevant information is evident in all the major reviews of secondary education in SSA which have been undertaken during the last 20 years, all of which pay very little attention to teacher utilisation and class size issues.
The 2001 study by Lewin and Caillods on the financing of secondary education in low-income countries draws attention to the relatively low student-teacher ratios in most countries and concludes that ‘teacher-class ratios at secondary level (sic) tend to vary between 1.5:1 and 3:1’ and are ‘largely independent of the pupil-teacher ratio’ (p.302). However, only very basic information from two countries is presented to support his conclusion. The study’s recommendations concerning the workload of teachers are quite cautious and limited. They correctly state that ‘decisions about whether teachers’ time on task can be increased depend on judgements of whether workloads are in fact low’ (ibid). ‘More even distribution of teaching loads’ and ‘extending the school year’ are the two main suggestions that are offered for improved teacher utilisation. A subsequent report by Lewin in 2006[footnoteRef:5] entitled ‘Seeking secondary schooling in sub-Saharan Africa’ goes further in recommending that ‘teacher-class ratios at secondary level could be reduced to less than 2:1’ and that ‘variations (in this ratio) between schools could be reduced to say +/- 10% of the average thus improving equity’ (p.v).   [5:  This report was also part of the World Bank SEIA research project.] 

The World Bank Secondary Education in Africa (SEIA) research project in the mid-2000s was based mainly on six country case studies only one of which, Zambia, looked in any detail at teaching loads (see World Bank, 2008).  The SEIA synthesis report presents anecdotal evidence on teaching loads from only three Anglophone countries, namely, Kenya Uganda and Zambia and makes no explicit recommendations with regard to either class size or teaching loads. Six ‘promising practices’ are identified in the following areas, financial, ‘provisions’, counselling, local/community school relations, and student access and retention. 
A SEIA thematic study by Mulkeen et al. entitled ‘Recruiting, retaining and retraining secondary school teachers and principals in Africa’ has a limited (two paragraph) discussion on improving teacher efficiency. The report states that that ‘there are two main areas where teacher efficiency could be improved. The first is teachers’ time on task. The amount of teaching that a secondary teacher is expected to do varies widely among countries, but teaching contact hours in some Sub-Saharan African countries are very low by international studies’ (2005:25). Evidence from three countries in SSA and three countries outside SSA is presented to support this statement. The second area is increasing class size, especially in rural schools but, again, no substantive evidence is presented. Teacher survey respondents were asked only one question related to teacher efficiency, namely their views on ‘teaching more than one subject’. The limited positive response of teachers to this question is perhaps not surprising since teaching more than subject is likely lead to higher teaching loads.      
The World Bank’s latest (2018) review of basic education in SSA (which includes lower secondary schooling) mainly focuses on improving student access, learning outcomes and financial management (see World Bank. 2018). Its discussion of secondary school teaching issues is largely confined to deployment inefficiencies and absenteeism. Most recently, the Mastercard Foundation review of secondary education in Africa makes only passing reference to teacher-class ratios and thus teaching loads (Mastercard Foundation, 2019). As with the 2018 World Bank review, in contrast to earlier regional reviews of schooling in SSA, there is no detailed analysis of student-teacher ratios for secondary education in countries across the region.
Finally, the 2016 systematic review by Evans and Popova. of ‘targeted interventions’ seeking to improve schooling provision in SSA (which are mainly based on various types of randomised control trials) again highlights just how little attention has been given to teaching load, class size and other key teacher efficiency issues in secondary education in SSA. With regard to teacher interventions, the focus has been almost exclusively on pedagogy, mother tongue language as the medium of instruction and teacher training. It is noticeable that only one-quarter of the reviewed studies cover secondary education.
3. National patterns of teacher utilisation
3.1 Country categorisation
Countries in SSA can be grouped into three categories with respect to class size and teaching loads in secondary education (see table 1)[footnoteRef:6]. A ‘high performing’ group comprises 12 countries (almost one-third of the total) which have average class sizes of around 40 or less and teaching loads higher than 50%. This group can be further sub-divided into the six countries with relatively high (current or historical[footnoteRef:7]) levels of GDP per capita (Lesotho, Namibia, South Africa, Swaziland and Zimbabwe in Southern Africa and Cote d’Ivoire in West Africa) and a poorer group of six countries (Cameroon, Burkina Faso, DRC, Madagascar, Mali, and Rwanda) which, given that they are more representative of the region as a whole, are of particular interest. DRC is the stand-out performing country with an overall teaching load of nearly 70% and an average class size of just 21 (which is more typical in high-income countries).  By contrast, there is a ‘low performing’ group of 12 quite widely dispersed countries which have relatively low teaching loads of less than 50% and high class sizes of above 40 students.  [6:  Unless otherwise stated, this table provides the source data for all tables and figures in this article.]  [7:  GDP per capita in Zimbabwe was one of the highest in SSA during the 1980s and 1990s which allowed the mass expansion of secondary education. Despite the precipitous decline in GDP per capita, the historical legacy of a well-developed secondary education system persists.] 

4.2 Student-teacher ratios
There are two very noticeable features about the STRs for secondary schooling in SSA. Firstly, as noted earlier, they are relatively low both in absolute terms and in relation to those in primary education. And secondly, there is a very wide range in STRs from less than 20:1 in nearly 30% of countries to over 30:1 in just 15% of countries (see figure 1). Given that in the large majority of countries in 


	Table 1: Secondary school STRs, SCRs and teaching loads for countries in SSA by performance category, latest year available.

	
	

	Country
	STR
	Teaching load (%)
	SCR

	High performers
	 
	 

	Burkina Faso
	22
	67
	33

	Cameroon
	19
	61
	31

	Cote d'Ivoire
	29
	67
	43

	DRC
	14
	69
	21

	Lesotho
	24
	60
	40

	Madagascar
	22
	55
	41

	Mali
	17
	56
	31

	Namibia
	25
	77
	32

	Rwanda
	28
	78
	36

	South Africa
	na
	61
	na

	Swaziland
	13
	59
	22

	Zimbabwe
	24
	60
	40

	Intermediate performers
	 
	 

	Benin
	25
	48
	51

	Botswana
	11
	42
	27

	Burundi
	30
	68
	45

	CAR
	32
	43
	74

	Eritrea
	38
	67
	56

	Ghana
	15
	44
	35

	Guinea
	41
	56
	74

	Guinea Bissau
	na
	57
	na

	Kenya
	29
	62
	48

	Liberia
	25
	47
	53

	Mozambique
	34
	56
	62

	Nigeria
	22
	50
	45

	Zambia
	37
	69
	53

	Low performers
	 
	 

	Chad
	31
	50
	51

	Congo
	19
	39
	47

	Ethiopia
	27
	42
	64

	Gambia
	11
	45
	46

	Malawi
	27
	50
	54

	Niger 
	30
	42
	70

	Senegal
	19
	38
	49

	Sierra Leone
	22
	45
	49

	South Sudan
	28
	49
	56

	Tanzania
	17
	37
	45

	Togo
	26
	59
	52

	Uganda
	21
	43
	49


Notes: Teaching load is the average percentage of the school week spent in the classroom.
Source: UIS data base, annual school surveys, national education strategies. 

SSA, actual STRs are so far below prescribed/target STRs (which are typically between 30:1 and 40:1), these staffing norms have little or no operational value. International STR comparisons are also relatively meaningless since two countries with the same STR can have very different average class sizes and teaching loads which, between them, determine the value of the STR. The almost complete absence of any relationships between class size and teaching loads is indicative of this (see below).
This group includes large population countries most notably Ethiopia, Tanzania and Uganda. The third group of 13 countries occupies an intermediate position where one of the two performance indicators is at a sub-optimal level. This includes Mozambique, Kenya, Togo and Zambia which have teaching loads well above 50% but where class sizes are relatively large (i.e. over 40 students)
UNESCO has adopted a target STR of 25:1 for secondary schooling in low-income countries. However, as can be observed in Table 1, of the 20 countries (out of 37) where the STR is already 25 or less, half have class sizes of over 40 students (which is generally considered to be the maximum size for secondary education) with the result that attaining the STR target of 25 would lead, ceteris paribus, to even larger class sizes. Similarly, 40% of the 20 countries with STRs of 25 or less, already have relatively high teaching loads (of more than 50%). An increase in STRs would, ceteris paribus, further increase these teaching loads. Thus, at least for secondary education, the STR should be largely discarded as both an efficiency and quality indicator and be replaced with actual and target class size and teaching load as the key performance indicators. 


4.2 Class size
Despite relatively low STRs, secondary school class sizes average over 40 students in more than 70% of countries in SSA (see figure 2). In some countries, such as Ethiopia and Mozambique, classrooms are seriously overcrowded which has major implications for the overall quality of the learning environment. In over three quarters of countries in SSA, average class sizes are, in fact, higher in secondary schools than primary schools. 

 At the national level, STRs and class size (SCR) are quite closely positively correlated with an R-square value of 0.49 (see Figure 3). Roughly speaking, average class sizes are around double the student-teacher ratio which is largely due to a combination of serious classroom shortages and low teaching loads (see below). Given the almost complete absence of any statistical correlation between STRs and teaching loads, it would appear that as secondary school enrolments have expanded, it is average class sizes that have generally increased rather than higher teacher workloads. This is particularly the case 

where the overall increase in the number of classrooms significantly lags behind the increase in enrolments which is the norm in SSA. Classroom shortages in secondary education are at crisis levels in most countries in SSA and yet, surprisingly, relatively little attention has been given to tackling this critical constraint by both policymakers and researchers, in particular at the international level[footnoteRef:8].  [8:  Comprehensive time series data on the number of classrooms in both primary and secondary schools is particularly lacking but again could fairly easily compiled from school census data in most countries.] 

4.3 Teaching loads
Teaching loads among secondary school teachers range from as low as 40% in Ethiopia, Senegal and Tanzania to well over 60% in DRC, Cote d’Ivoire, Namibia, Rwanda and Zambia with a median value of 55% (see figure 4). In almost half of all countries, teachers in secondary schools spend less than half the school day teaching in class. This is broadly in line with official staffing norms which prescribe the minimum and maximum numbers of periods teachers should teach a week although actual periods taught are often less than these norms.  

As noted earlier, no discernible correlation exists between teacher workloads and STR[footnoteRef:9]. In part, this is due to the overall upward stickiness of teaching load norms given prevailing professional, economic, social and political conditions in most countries in SSA. Thus, increasingly overcrowded classrooms rather than higher teaching loads is the usual outcome of rapid enrolment expansion. [9:  The R-square correlation value is only 0.07. By contrast, it is 0.85 across the 33 states in India (see Government of India, 2017). ] 


Robust international comparisons with other low and middle income regions are not possible given the lack of available data. However, when compared to OECD countries[footnoteRef:10], secondary school teaching loads appear to be considerably lower (see figure 5).  This is perhaps surprising given the widespread concerns that are voiced in most countries in SSA about highly stressed, ‘over-loaded’ teachers with pervasive and sizeable teacher shortages especially in certain key subject areas such as maths and science. [10:  The OECD country estimates have been extracted from the 2021 OECD Education at a Glance’ report. ] 

4. Sub-national and individual teaching loads
National average teaching load and class size figures need to be further broken down, in particular according to administrative location (region/ province/ district), rural/urban, school type (junior/senior and general/ vocational), school size (classes/enrolments), school ownership, and subject area. The data needed to do this has to be accessed from annual school survey data bases since the annual ASC reports do not generally present this level of detail.
	Table 2: Overall level and sub-national dispersion of teaching

	loads and class size in seven countries in SSA
	

	 
	Teaching load
	Class size

	Country
	    Overall  level         
	Dispersion
	Overall level
	         Dispersion

	DRC
	High
	Low
	Low
	Low

	Ethiopia
	Low
	Low
	High
	Medium

	Guinea
	High
	Low
	High
	Low

	Madagascar
	High
	Low
	Low
	Low

	Malawi
	Low
	Medium
	Medium
	Medium

	Nigeria
	Medium
	Low
	Medium
	High

	Zambia
	High
	High
	Medium
	High


Notes: See footnote[footnoteRef:11] [11:  Dispersion is measured as the size of the inter-quartile range in regional/district values. For teaching load categories: Overall level – low <50%, medium 50-60%, high 60%> and dispersion – low<10, medium 10-20, high>20. For class size categories: Overall level - low<40, medium 40-60, high 60> and dispersion – low<10, medium 10-20, high 20>.   ] 

 Information at the sub-national level is available for seven countries (see table 2). This shows that the degree of spatial variability of average teaching loads across regions/districts is low in the majority of countries which suggests that, at least at this level, prescribed or de facto staffing norms are generally adhered regardless of location. The reasons why some countries (such as Zambia) are exceptions requires further analysis. The picture with regard to sub-national variability in average class size is more mixed with low dispersion levels across regions/districts in the three Francophone countries and medium to high dispersion among the four Anglophone countries. The two key factors here are the overall availability of classrooms coupled with the incidence of multiple shifting which together determine the overall number of classes/streams that can be taught.
As expected, teaching workloads are usually considerably lower among senior secondary school teachers (see table 3). With regard to school ownership, in 10 out of then 17 countries for which data is available, teaching loads are higher in private than public secondary schools. These could be even higher if the relatively large numbers of part-time teachers in private schools (who are themselves often government teachers) and who are paid on a piece-rate basis (i.e. strictly on the basis of the number of classes/periods taught) is taken into account using full-time equivalent measures of teaching input. 
	Table 3: Teaching loads for junior and senior secondary school teachers (% rounded)

	Country
	Junior
	Senior
	
	

	DRC
	100
	67
	
	

	Eritrea
	75
	55
	
	

	Ghana
	41
	53
	
	

	Liberia
	66
	34
	
	

	Madagascar
	57
	49
	
	

	Mali
	91
	56
	
	

	Sierra Leone
	43
	51
	
	

	Togo
	61
	59
	
	



The degree of variability in teaching loads at the school and individual teacher levels is almost certainly much higher given the prevailing patterns of teacher shortages across subject areas and the challenges of staffing more remote, generally rural schools. In Sierra Leone, for example, around one-third of secondary school teachers have teaching loads of less than 10 periods per week while around one-third have more than 20 periods per week (UNESCO, 2020). Generally speaking, teachers of subjects with the most serious shortages (typically maths and science) are often obliged to teach more periods per week than teachers in other subject areas especially where there is excess supply and/or where curriculum period requirements are low (i.e. only a few periods are timetabled per week).
5. Explaining high class size and low teaching loads
In-depth country-level research is needed in order to analysis the key reasons for the relatively large class sizes and low teaching loads in the majority of secondary schools in SSA (see below). This should be based on a detailed understanding of the political economy of teacher utilisation and school construction in each country. In the low-income country context, the acute shortage of financial resources is clearly a key factor. However, this has to be combined with an understanding of the incentives facing both governments and donors to utilise the available human and physical resources as efficiently as possible. 
5.1 Teacher resistance
This is likely to be a major factor especially where working and living conditions are particularly poor and job satisfaction and motivation levels are low and also where national teacher trade unions are strong. Chronically low pay forces many teachers to earn additional secondary income in order to meet even the most basic survival needs. Consequently, the pressures to keep teaching loads as low as possible in order that teachers are able to earn additional income are substantial. Countries which rely heavily on contract teachers (as in Francophone West Africa) who are relatively low paid and poorly qualified compared to permanent civil service teachers, are likely to be particularly reluctant to increase their teaching loads.
Teaching large classes is also particularly demanding and stressful which further reinforces teacher demands to keep workloads at current levels.  More generally, where teacher proficiency levels are low, this may limit the overall size of teaching loads.  
5.2 Teacher over-supply
Given the youth unemployment crisis in most countries in SSA, governments are under enormous pressure to find employment opportunities for school leavers and higher education graduates. Teaching accounts for relatively high proportions of formal sector employment in most countries and, since most teachers continue to work in the public sector, governments control the recruitment process. Generally speaking, the political payoffs from recruiting more teachers are greater than building more schools and classrooms. The usual outcome is, therefore, that there is an over-supply of teachers particularly with respect to the overall capacity of schools to utilise productively these teachers (both basic infrastructure and operating resources).  In short, it is not surprising that in most countries in SSA, rapidly increasing teacher payroll costs have tended to crowd out classroom and other infrastructure investment. Where the negative impact of larger classes on learning outcomes is relatively limited, as is frequently the case (see Evans and Popova 2016), this is likely to further increase the political incentives to recruit additional teachers. 


5.3 Small schools and curriculum overload
High proportions of secondary schools in in most countries in SSA have small enrolments (particularly in rural areas with dispersed populations) which, given national curricula requirements, leads to high teacher-class ratios. Even with a relatively limited six-subject curriculum which is common in the (usually three grade) junior secondary school cycle in SSA, a three-class school in a rural location with teachers teaching just one subject requires a minimum of six teachers with a TCR of 2.0 and an average teaching load of just 50%. More generally, where the curriculum is overloaded (with typically over 20 subjects at the senior secondary school level in most countries) and with teachers only specialising in one subject, teaching workloads for most subjects are relatively low.
Given this situation, one would expect to find that teaching loads are decreasing over time. Time series data is limited but what is available suggests a mixed picture; in half of the eight countries with available data, teaching loads have remained largely unchanged or increased since the early-mid 2000s whilst, in the other half of countries, they have decreased (see table 4).
	Table 4: Average national teaching loads in secondary schools in the early-mid 2000s and mid-late 2010s in selected countries in SSA (% rounded).
	

	Country
	Early-mid2000s
	Mid-late 2010s
	
	
	

	Benin
	59
	48
	
	
	

	Burundi
	57
	68
	
	
	

	Ethiopia
	57
	42
	
	
	

	Ghana
	47
	44
	
	
	

	Kenya
	43
	61
	
	
	

	Madagascar
	43
	53
	
	
	

	Namibia
	77
	77
	
	
	

	Kano, Nigeria
	81
	56
	
	
	

	Senegal
	45
	38
	
	
	

	Tanzania
	43
	37
	
	
	

	Uganda
	43
	43
	
	
	

	Zambia
	50
	69
	
	
	

	Zimbabwe
	86
	60
	
	
	



Teacher deployment
The acute difficulty of deploying teachers to rural secondary schools invariably results in serious overstaffing in urban schools which invariably leads to low teaching loads. Given resource constraints and the prevailing political pressures and incentives, government efforts to redress this critical issue are invariably ineffectual. This is further compounded by the reluctance of even powerful donors to get involved with deployment issues.
School ownership and community involvement
The relatively weak incentives for governments to invest in classrooms and other school infrastructure is likely to be further exacerbated when a relatively sizeable number of ‘public’ secondary schools are owned by faith based organisations as is the case in a sizeable number of countries in SSA (including DRC, Lesotho, and Uganda). While governments pay for all or most of teacher salaries in these schools, the FBOs themselves are expected to take responsibility for school maintenance and new construction even though they rarely have adequate resources to do so. In other countries, local communities, the large majority of which are very poor, are expected to take the lead in funding and constructing schools.   
6. Conclusion
The systematic and comprehensive analysis of statistical data from country annual school censuses and national educational plans and strategies has provided the basis for a robust analysis of secondary school teaching loads and class size in most countries in SSA. A preliminary examination of this data has highlighted the limitations of the pervasive reliance on the student-teacher ratio as the primary efficiency and quality service delivery indicator in this key area of education provision. More importantly, for the first time, it provides an overview of the overall levels and patterns of teaching loads and classes across the region where secondary school enrolment ratios are the lowest in the world. 
Three main conclusions can be drawn from this analysis. Firstly, the STR should no longer be relied upon as a key performance indicator for secondary education. The TCR and SCR should be used instead. Secondly, average class sizes appear to be too large and teaching loads too small for secondary education in a significant number of countries in SSA. Attaining the SDG4 education goal of secondary education for all by 2030 will not be feasible with such low teaching loads especially where the TCR is above two. And thirdly, concerted efforts need to be made to develop cost-effective policy interventions which can increase teaching loads including higher pay and other living and working conditions, improved policy analysis based on good quality information, curriculum rationalisation, increased school size, closer supervision of faith-based schools, increased reliance on multi-subject teachers (especially in junior secondary schools) and generally much tighter management of teacher supply, deployment and utilisation with much stricter enforcement of prescribed teaching workload norms.
Research priorities
Clearly, more detailed research is required in order to explore further the reasons why teaching loads in secondary school in SSA appear to be relatively low compared with other countries. However, given the underlying complexity of the range of educational, spatial, economic and social/political factors which collectively determine teaching workloads and class sizes in any one country, it is important to avoid simplistic, across-the-board regional recommendations to increase teacher workloads, particularly in countries where these appear to be particularly low. That said, more detailed analysis at the country level will reveal key areas where teaching loads could possibly be increased, particularly in countries where actual teaching loads are well below officially prescribed workload norms. 
Detailed country analysis will also help to unravel the key reasons why secondary schools in some countries have generally higher teaching loads and lower class sizes. This is particularly important for countries such as DRC which are highly resource constrained and where overall control of the schooling system by central government is relatively weak.  
Finally, this research highlights the need for both national governments and international organisations (most notably UNESCO and the World Bank) to more intensively and systematically utilise existing sources of available country data particularly from national annual school census reports and other data.     
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Annex A: Examples of publication sources for data on class size and teacher utilisation.
Burkina Faso. Annuaire Statistique des Education Post-Primaire et Secondaire 2013-2014. MESS.
Burundi. Annuaire Statistique du Secteur de l’Education. Bumjumbura, Republic of Mali/UNESCO.
Cameroun, Analyse du MINUSEC 2019-2020. Douala, MES.
Central African Republic. Annuaire Statistique 2016-2017. Bangui, MEPSTA.
Democratic of Congo. Annuaire Statistique de l’Education Primaire, Secondaire et Technique 2019-2020. Kinshasa, MEPST.
Ghana. Education Sector Analysis 2018. Accra, Government of Education/ UNESCO.
Kenya. Basic Education Report 2019. Nairobi, MOE.
Malawi. Malawi Education Statistics Report 2021. Lilongwe, MOE.
Mali. Analyse du Secteur de l’Education, July 2017. Bamako, Republic of Mali.
Niger. Statistiques des Enseignements Secondaires 2015-2016. Niamey, MES.
Sierra Leone. Primary and Secondary Education Statistics Report. Freetown, MPSE.
Somalia. Education Sector Analysis 2022. Mogadishu, Federal Republic of Somalia.
Uganda. Education Abstract 2017. Kampala. MOE.
Zambia. Education Statistics Bulletin 2018. Lusaka. MGE.
[bookmark: _GoBack]Zimbabwe. Primary and Secondary Education Statistics Report 2019. Harare, MPSE.
Figure 3: Scatter plots of class size and student-teacher ratio for secondary education in SSA
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Figure 4: Average teaching loads (% of school day) for secondary education in SSA
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Figure 5: Teaching loads (%school day) for secondary education in SSA and OECD countries, late 2010s 
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Figure 1: Student-teacher ratios for secondary education for countries in SSA
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Figure 2: Average class size for secondary education in SSA
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