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ABSTRACT

Saudi Arabia's recent educational growth is unprecedented in its
history,

A visible indicator of this growth is the increased amount of

money allotted to the educational sector over the years.

Such funds are

currently budgeted according to the line-item (traditional) budgeting
system.

In devising the traditional budget, only input costs are esti

mated; that is, the objectives and the outputs which are expected to be
achieved are not explicitly identified and related to the input costs.
Therefore, this traditional budgeting system is deficient for educa
tional input-output planning purposes--the information relevant to
educational planning cannot be provided systematically and continuously
by the normal processes of this system.

Moreover, only the legal and

financial aspects of control can be satisfactorily accomplished.

Con

trol in terms of input-output efficiency and input-objective
effectiveness cannot be achieved because not enough information is
generated and provided by the traditional budgeting process.
Consequently, a general program budgeting system which can pro
vide input-output information relevant to planning as well as to
controlling is proposed, defined, and discussed in this dissertation.
Furthermore, a program structure model (PSM) and a program budget model
(PBM) that are specifically related to Saudi Arabian elementary edu
cation are developed using the descriptive approach.

In other words,

the activities performed to achieve the existing, broadly-stated Saudi
x
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elementary education objectives are used to identify the elementary
education programs.
The proposed PSM includes all the identified Saudi elementary
programs and also allows for the inclusion of additional programs, if
desired.

These identified programs are classified as either organiza

tional, subject-area, or functional programs.

The organizational

programs represent only those organizational or suborganizational units
which were identified in the 1972/1973 organizational structure of the
Saudi Arabian Ministry of Education, the local school districts, and the
individual schools.

The subject-area programs represent courses taught

at the elementary school level, and the functional programs represent a
broad classification for all identified programs.

In particular, the

subject-area programs are proposed because they represent a system which
is more practical and less costly than the grade-level system that is
currently used in Saudi Arabia.

This is because the latter system re

quires a student to pass all courses in a particular grade level before
being promoted to the next grade level.

In the proposed system, however,

students repeat only those courses that they do not pass, and are pro
moted to the next grade level in all other courses.
The proposed PBM emphasizes the inclusion of three different
kinds of quantitative information:

quantitative objectives, quanti

tative outputs, and the cost of achieving these outputs and objectives.
The quantitative objectives and outputs for the Saudi elementary
education system are defined in terms of teaching hours.

The estimated

cost of achieving these objectives and outputs is assumed to be available

xii

or calculable from the proposed object and program accounts, the sub
jective judgment of knowledgeable persons, or both.
Qualitative information has been excluded from the proposed PBM
because it is difficult to identify it in a general model.

Also, the

current norm is to state the contents of the budget in quantitative
(especially monetary) terms.

Therefore, the exclusion of qualitative

information from the PBM should not even imply that this kind of infor
mation is irrelevant to decision-making in real-life situations.
Finally, it is recognized that implementation of the proposed
PSM and PBM in the Saudi Arabian elementary education system is not easy

nor impossible.

Considerable effort and enough time are required to

achieve a satisfactory degree of success in implementing the proposed
budgeting system.

Specifically, obstacles such as resistance to change

and shortage of qualified personnel must be identified, analyzed, and
carefully considered.

CHAPTER 1

INTRODUCTION

Statement of the Problem
One of the objectives of the Saudi Arabian government is to re
flect its policies in the

. . planned expenditures for social and

economic development, . . ."*•

The budget is the tool most commonly used

to express such planned expenditures explicitly.

To be more specific,

the Saudi educational budget should reflect the planned expenditures that
are necessary to achieve the following educational objectives of the
Saudi Arabian government:
1. Continued expansion of opportunities for education at all
levels to provide the capability at each level of accepting
all qualified graduates from subordinate levels who seek en
rollment ;
2. Strengthening educational institutions at all levels with
efforts concentrated on those measures that will improve
efficiency and produce excellence in the educational pro
gram; . . .
In the latter objective two important results are emphasized.
is efficiency.

The first

The second is effectiveness, as stated indirectly in the

phrase ". . . produce excellence in the educational program."
The inclusion of effectiveness and efficiency in the educational
objectives as stated above raises an important and pertinent question:

^"Central Planning Organization, Development Plan 1390 A.H.
(1970) (Riyadh, Saudi Arabia: Central Planning Organization, 1970),
p. 31.
2Ibid.,

p. 95.
1

Does the present Saudi educational budget and its process facilitate the
achievement of efficiency and effectiveness in the educational program
since these two goals are stated as government objectives?

Of course,

the answer is negative because the traditional budgetary process does not
explicitly relate expenditures and costs to specific objectives and out
puts.

Such deficiencies of the traditional budgetary system are stated

in depth by the Committee on Accounting Practices of Not-For-Profit
Organizations.

The Committee indicates that in all but the most sophis

ticated applications, the budget continues in practice to be:
1. Viewed by agency executives or administrators in terms of
the cynical definition of a budget, i.e., "a means of obtaining
money."
2. Looked upon by the legislators or similar board or group as
control devices rather than planning-control-evaluation aids.
3. Based merely on anticipated dollar income and authorized
dollar spending-input rather than on output or results to be
attained in the conversion of scarce resources into needed
goods or services.
4. Generally prepared for single operating and accounting
periods on the short-run or "quitting concern" rather than a
long-run or "going concern" basis
Therefore, as published annually, the line-item budgets of the
Saudi Arabian educational agencies are relevant only for the control of
expenditures in financial and legal terms.
budget and its process are very limited.

Other uses of the traditional

That is, the traditional bud

get does not provide relevant information for effective and efficient
planning and controlling.

Nevertheless, it can be assumed that experi

enced professional analysts, upon the request of decision-makers, can

^"Report of the Committee on Accounting Practice of Not-forProfit Organizations," The Accounting Review 46, supplement (1971): 101.

provide information relevant for specific purposes.

But, it must be

kept in mind that information relevant to specific problems is very
hard, if not impossible, to extract from the traditional budgeting, ac
counting, and other informational systems, for at least the following
reasons:
1.

The input data (e.g., cost) are not recorded in sufficient

detail to be related to outputs without in-depth analysis
2.

The collection of input data from usually non-comparable

input-output records for the purpose of solving a particular problem
can be very expensive in the long-run
3.

It is possible that decision-makers and/or analysts may

possibly be short-sighted as to what kind of information is relevant to
a problem under consideration, and consequently, what should be looked
for
4.

An abundance of information requests may cause confusion on

the part of the analysts and/or may require a tremendous increase in
the number of professional analysts to meet the influx of service re
quests
As a consequence, the traditional educational budgetary system,
which has been described above, should be replaced or at least supple
mented by another budgetary system that is capable of providing timely
and relevant information on a continuous and systematic basis.

In other

words, the problem is that the traditional Saudi educational budgetary
system cannot provide the input-output information necessary for ratio
nal decision-making.

Hence, another budgetary system that supports the

establishment of an information system where inputs, outputs, and

objectives can be related together easily, explicitly, and continuously
should be developed and applied.

The alternative budgetary system pro

posed in this dissertation is program budgeting.

In particular, a

program budgeting system limited to Saudi elementary education will be
developed here because dealing with one specific educational level will
confine the subject discussed in this dissertation to fewer educational
objectives and hence fewer programs than otherwise.

Purpose of the Study
The purpose of this study is to develop a permanent, practical,
flexible, and relevant program structure model and program budget model
for the Saudi Arabian elementary educational system.

(This does not

mean, however, that the proposed models are easy to implement in the
existing Saudi Arabian elementary educational system because' any at
tempt to introduce a new approach to an organization always meets with
many different obstacles, as will be explained at the end of this dis
sertation.)

Significance of the Study
Owing to the continuous and rapid increase in Saudi Arabian
government activities, population density, social science progress,
technological developments, etc., the decision-making process has be
come very complex.

Consequently, it is mandatory that relevant

information be provided to decision-makers.

In other words, relevant

information is more essential nowadays than ever before for antici
pating the most desirable results of any decision.

Such information,

however, is not generated by the traditional Saudi Arabian (line-item)
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budgeting process, as indicated above in the statement of the problem
and as will be discussed in more detail later in this dissertation.
On the other hand, the program budgeting process that is pro
posed in this dissertation can generate information relevant to input
and/or output planning and controlling. (This will be demonstrated
throughout this dissertation.) For example, Harry J. Hartley states
that program budgeting ". . . provides an information display system
that reveals the current strengths and weaknesses of the school district
in a way that the local personnel have not seen before .... PPBS
[Planning Programming Budgeting System] is the worst model for educa4
tional planning, except for all other models."
In summary, the significance of this study stems from the bene
fits of program budgeting which, generally-stated, include:
1.

Better and clearer definitions of goals and objectives

2.

Systematic analysis of objective priorities and program

alternatives
3.

Better check on past performance by personal responsibility-

accountability
4.

Better inter-educational policy of long-range planning,

managing, controlling and coordinating
5.

Relevant and continuous information provided at critical

decision levels
6.

Improvement in the collection of needed data by the effort-

effect relationship

^Harry J. Hartley, "PPBS: A Status Report with Operational
Suggestions," Educational Technology 12 (April 1972), p. 22.

6

7.

The total or sub-total cost of each activity or program to

achieve specific objective(s) is shown more directly and explicitly.
Specifically, the implementation of program budgeting will en
able decision-makers to find answers easily and consistently to
questions such as:
1.

Which costs are included in a specific program?

2.

How much does it cost to add a new program (incremental

3.

To what extent is it possible to increase class size without

cost)?

additional (incremental) cost?
4.

How much would be saved if a specific program or activity in

a program were dropped?
5.

What would the effects be of a change in the price of a

specific resource upon a specific program output?
6.

What would the total direct cost be for students who dropped

out at specific grade-levels in a given period?
7.

Is the total cost per dropout student significant?

And if

so, what remedial programs could be created to decrease the dropout
rate?

How much will they cost?
8.

Etc.?

How much is the total direct cost of each program per

student?
9.

How much is the total indirect cost per program per student?

7

Data for the Study
The sources of data for this dissertation include:
1.

General library research concerning the development of pro

gram budgeting conceptually and actually in the U.S.A., especially in
the field of education.
2.

Saudi Arabian publications regarding the goals, budgets,

statistics, and curriculum for Saudi elementary education.
3.

Other Saudi Arabian publications which were deemed necessary

for this study; for example, the current general budget classifications
and regulations, the general employment system, and others.

Scope and Organization
of the Study
This study is structured into nine chapters as outlined below.
The first chapter includes the statement of the problem tinder
study and the proposed solution, the purpose of the study, the signifi
cance of the study, and the organization of the study.
The second chapter provides brief background material concerning
educational progress in Saudi Arabia with an emphasis upon elementary
education.

The growth of the educational budget and the general effects

of education on individuals as well as on society as a whole will also
be discussed.
The third chapter includes a review of the literature on program
budgeting, which is the system that will be explored and developed in
relation to Saudi Arabian elementary education.

In particular, this

chapter includes definitions of program budgeting found in the liter
ature as well as the definition developed by the writer.

In addition,

8

the components, purposes, advantages, history, and implementation pro
gress of program budgeting will be presented.
The fourth chapter is the first of a series of chapters that
explore the development of the proposed program budgeting system for
Saudi Arabian elementary education.

This particular chapter provides

a detailed discussion of the proposed program structure model and a
brief description of the proposed program budget model.
The fifth chapter deals with the development of measurable
educational objectives (quantitative objectives) for Saudi Arabian ele
mentary education.

Such objectives constitute one of the three kinds

of information that must be included in the proposed program budget
model.
The sixth chapter discusses the development of quantitative
educational outputs, which represent another important piece of infor
mation that must be included in the proposed program budget model.
The seventh chapter will be the last of the series of chapters
dealing with program budgeting development for Saudi Arabian elementary
education.

It includes an outline of the accounts needed for program

cost recording and reporting, which is another integral part of program
budget development.
The eighth chapter will present the benefits of the proposed
program budgeting system in terms of providing decision-makers with
quantitative information relevant to input-output planning and/or con
trolling.

In addition, the quantitative information which can be

provided to decision-makers by the traditional budgeting system for

planning and/or controlling will be discussed to give the reader an in
sight as to the different kinds of information that can be generated by
each budgeting system.

In addition, a planning example that could be

facilitated greatly by program budgeting application will be presented
and discussed.
Finally, the ninth chapter will conclude the work in this dis
sertation by identifying in general terms the possible obstacles which
can hinder the actual application of the proposed program budgeting
system.

General recommendations illustrating how such obstacles could

be gradually reduced will also be given.

CHAPTER 2

EDUCATIONAL BUDGET, ELEMENTARY EDUCATION,
AND EFFECTS OF EDUCATION ON SOCIOECONOMIC
LIFE IN SAUDI ARABIA

Formal education was almost nonexistent in the Arabian Peninsula
before the establishment of the Kingdom of Saudi Arabia in 1926.
Directorate General of Education was established in that year.

A

Its

primary function was to promote education by establishing elementary,
intermediate, and secondary schools.

Nevertheless, the ability of the

Directorate to achieve visible progress in spreading education within
the Kingdom at the elementary and secondary levels was very limited
during its twenty-seven year tenure.

For example, in its last year of

existence (1952/1953) the Directorate accomodated only 38,920 students
in 306 elementary schools employing 1,471 teachers.^

In 1953 the

Ministry of Education was created to replace the Directorate.

Twenty-

one years later in 1973/1974, 577,734 students were attending 2,711
elementary schools which employed 26,384 teachers.

2

Thus, the Ministry of Education apparently has been more suc
cessful in accomplishing educational advances than was the Directorate.

•'"Alfred Thomas, Jr., Saudi Arabia (Washington, D.C.: American
Association of Collegiate Registrars and Admissions Officers, 1968),
p. 40.
2

Research and Statistics Departments, Saudi Arabian Monetary
Agency, Annual Report 1395 (1975) (Jeddah, Saudi Arabia: Saudi Arabian
Monetary Agency, July 1975), pp. 69-71.
10

11

This is because more serious obstacles to mass education existed during
the Directorate's tenure than after its termination.

Such obstacles

included:
1.

A low literacy level in the Saudi Kingdom

2.

Unavailability of resources (e.g., money, teachers, admin

istrators)
3.

Dispersion of the Kingdom's population over a vast and wild

desert area
4.

Communication difficulties within the Kingdom and between

the Kingdom and the outside world
The creation of the Ministry of Education in 1953 and the establishment
of many other ministries since 1953 (for example, the Ministries of
Commerce, Agriculture, Health, and Communication) have helped to gradu
ally lessen these obstacles.

In addition, the availability of more

resources since the 1950's, as a result of larger and continually in
creasing oil revenues, led to an increase in the quantity and quality
of educational programs.

Accordingly, more opportunities are continu

ally being made available for a greater number of students at all levels
of education.

Free books, transportation, and mid-day meals are also

being provided.

Moreover, state grants are provided for many students

who are unable to pursue their studies without financial aid.
In 1959 the Ministry of Education made its first educational
plans that covered the next five years (1960-1965).

Since then
*

^Ministry of Education, Elementary Education Between Yesterday
and Today 1389 A„H.. 1969. A.D. (Riyadh, Saudi. Arabia: Ministry of
Education, 1969), p. 52. In Arabic.
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educational plans have been made regularly for each subsequent five
years.

Goals and some specific objectives were considered and included

in these plans, especially in the 1970-1975 educational plan.

For ex

ample, one specific objective calls for providing schools capable of
accomodating and enrolling, at the first-grade level, at least ninety
4
percent of the total six-year-old male population by 1975.

Educational Administration
The education system in Saudi Arabia is presently headed by
several specialized bodies that are responsible for the supervision of
education in specified domains.

The largest body is the Ministry of

Education, which supervises boys' elementary, intermediate, and secon
dary schools.

There is also the head office for the education of girls.

It is independent of the Ministry of Education, though close cooperation
and coordination of programs and activities with the Ministry of Edu
cation are being planned.

Other independently-administered schools and

institutions of higher education include the Islamic University of
Medina, the University of Riyadh, and the King Abdul-Aziz University.

Growth of the Educational Budget
The overall educational budget in Saudi Arabia rose to an esti
mated 12,974 million riyals in 1975-1976"' from an estimated 7 million

^Central Planning Organization, Development Plan 1390 A.H.
(1970) (Riyadh, Saudi Arabia: Central Planning Organization, 1970),
p. 98.
^Research and Statistics Departments, Saudi Arabian Monetary
Agency, Annual Report 1395 (1975), p. 106.
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7
riyals in 1947/1948, as Figures 1 and 2 show.

This tremendous in

crease averaged approximately 6600 percent yearly over the entire
period and can be attributed mainly to the increase in oil revenue, es
pecially in recent years.
The yearly educational budget growth during the 1947-1976
period is uneven.

In an absolute sense, the budget increase in the last

five years is unprecedented in the history of education in Saudi Arabia.
The 1975/1976 budget for education was estimated to be 12,974 million
Q

riyals compared to only 665 million riyals in 1970/1971.

During the

1950's, the budget increased from 10.5 million riyals in 1950/1951^ to
only 166.8 million riyals in 1960/1961.^

The growth of the educational

budget during the entire decade of the 1950's was 156.3 million riyals
compared to 12,309 million riyals in only the first five years of the
1970's.

The yearly average budget increase for education in the 1950's

was approximately 15.6 million riyals compared to about 2,461 million
riyals yearly for the first five years of the 1970's.

The growth of

^Thomas, Saudi Arabia, p. 39.
^From 1374 (1954) the official exchange rate was Rls. 3.75 to a
U.S. dollar. Beginning from mid-1379 (January 1960) the official rate
continued to be at Rls. 4.50 per UDS. dollar. It was changed in
December 1971 to Rls. 4.145 per U.S. dollar, in Febuary 1973 to Rls.
3.73 per U.S. dollar and in August 1973 to Rls. 3.55 per U.S. dollar.
O

Ministry of Information, The Story of Education (Riyadh,
Saudi Arabia: Ministry of Information, 1971), p. 8.
9
Thomas, Saudi Arabia, p. 39.
^Central Department of Statistics, Ministry of Finance and
National Economy, Statistical Yearbook 1390 A.H., 1970 A.D.,
(Riyadh, Saudi Arabia: Ministry of Finance and National Economy, 1970),
p. 41.
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Fig. 1. The Saudi Educational Budget for
the Period 1947/1948 to 1975/1976. The Budgeted
Amount Is Rounded to the Nearest Million.

The information reflected in this figure has been adapted from
the following sources: Alfred Thomas, Jr., Saudi Arabia (Washington,
D.C.: American Association of Collegiate Registrars and Admission Of
ficers, 1968), p. 39; Central Department of Statistics, Ministry of
Finance and National Economy, Statistical Yearbook 1390 A.H., 1970 A.D.
(Riyadh, Saudi Arabia: Ministry of Finance and National Economy, 1970),
p. 41; Research and Statistics Departments, Saudi Arabian Monetary
Agency, Annual Report 1394 (1975) (Jeddah, Saudi Arabian Monetary
Agency, July 1975), p. 106.
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Fig. 2. The Saudi Educational Budget for
the Period 1970/1971 to 1975/1976. The Budgeted
Amount Is Rounded to the Nearest Million.

The information reflected in this figure has been adapted from
the following source: Research and Statistics Departments, Saudi
Arabian Monetary Agency, Annual Report 1395 (1975) (Jeddah, Saudi
Arabia: Saudi Arabian Monetary Agency, July 1975), p. 106.
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the Saudi educational budget during the 1960's was much greater than
during the 1950's, but it was much less than the expected expenditure
on education for the 1970's.

In the first half of the 1960's, the bud

get increased much faster than in the second half of the decade.

The

yearly average increase from 1960/1961 to 1965/1966 was estimated at
seventy million riyals** compared to only thirty million riyals yearly
in the second half of the 1960's.^

Classification of the
Educational Budget
The Saudi educational budget currently is classified in the
traditional manner.

That is, it is classified according to the objects

expected to be purchased, as Table 1 shows.

These objects or inputs in

cluded in the budget usually are associated with broad and immeasurable
educational objectives; therefore, cost/objectives and cost/outputs in
formation cannot be provided by the existing budgeting system as
indicated in the statement of the problem in Chapter 1 as well as later
in Chapter 8.

Growth of Input Variables
in Elementary Schools
The most visible input variables affected by the increased
j

educational budget is the noticeable increase in the number of schools,

I
students, and teachers.

An example is the increase in the number

UIbid.

12
Statistics, Research, and Educational Documents Unit, Ministry
of Education, The Yearly Statistical Report 1391/1392 A.H. (1971/1972)
(Riyadh, Saudi Arabia: Ministry of Education, 1972), p. 324. In Arabic.
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TABLE 1

THE 1973/1974 ELEMENTARY BUDGET
JEDDAH SCHOOL DISTRICT

Code

Amounts in
Saudi Riyals

Items or Objects

Salaries, Wages and Allowances

100-120

Employees' salaries (in-cadre)
Employees' salaries (out-cadre)
Workers' wages
Contractors' salaries
Bonuses
Housing allowance
Transportation allowance

101
104
107
108
109
110
111

Total

a
--

647,180
—

17,800
-——

664,980

Travel and Transportation

201-210
201
202

Travel expense
Transportation of individuals
and their belongings
Equipment freight

203

Total

38,500
688,700
8,000

735,200

SOURCE: General Administration Office, Ministry of Education,
Allocation of the Line-Item Budget for the Year 1392/1394 (Riyadh,
Saudi Arabia: Ministry of Education, n.d.). In Arabic.
a

The amount of money budgeted for elementary education is not
available to the writer; this is mainly because classification of all
objects according to each educational stage is not employed. This
applies to all subsequent omissions in Table 1.
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TABLE 1, Continued

Code

211-240
211
212
213
214
215
216
217
218
219
221
222
223
224
227
228
229
231

Amount in
Saudi Riyals

Items or Objects

Operating Expenses
Office expenses
Xeroxing and printing
Art and geometry expenses
Books, newspapers, etc.
Textbooks
Chalk
Medicine
Medical expenses
Laboratory expenses
Fuel
Maintenance of transportation
vehicles
Maintenance of equipment
Maintenance of buildings
Radio and television expenses
Food
Clothing
Advertisement

Total

241-260
241
242
243
244
246
247
248
252
253
254

28,360
11,365
3,000
—
—

66,235
—

—
—
--

--

4,354
111,228
—
—
—

<m mt

224,542

Equipment and Furniture
52,500
195,000

Office furniture
School furniture
Hospital furniture
Vehicles and bicycles
House furniture
Medical equipment
Laboratory equipment
Auto-shop equipment
Library equipment
Other equipment

—
—
—
—
—
—

39,800
3,600

Total

290,950
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TABLE 1, Continued

Code

261-270
263

Amount in
Saudi Riyals

Items or Objects

Contractual Services
Building rents

1,108,000

Total

271-280
271
272
273
274

1,108,000

Communication and Utilities
Water expenses
Electricity expenses
Telephone and telegraph
expenses
Mailing expenses

55,007
191,000
—

Total

246,007
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elementary students.

As Figure 3 shows, the total number of students

13
attending elementary school was only 23,840 in 1950/1951
compared to
577,730 in 1973/1974.14
girls.

About 197,500 of the 577,730 students were

It is important to note here that education for girls in Saudi

Arabia is a recent development.
15
opened for them in 1960.

Fifteen public elementary schools were

However, since the opening of these first

schools, public education for girls has progressed rapidly.
Other input variables have increased too.

For example, the

number of elementary schools increased from 196 in 1950/1951^ to 2,711
17
in 1973/1974,
a yearly average increase of approximately fifty-six
percent.

About 721 of the 2,711 schools were opened for girls, compared

to none just fourteen years ago (1959).
Also, the number of elementary school teachers increased from
about 950 in 1950/195118 to about 26,400 in 1973/1974.19

About 7,700

of the 26,400 taught in girls' schools.

•^Thomas, Saudi Arabia, p. 40.
^Research and Statistics Departments, Saudi Arabian Monetary
Agency, Annual Report 1395 (1975), p. 69.
^•-•Ministry of Education, Elementary Education Yesterday and
Today, p. 52.
^Thomas, Saudi Arabia, p. 40.
^Research and Statistics Departments, Saudi Arabian Monetary
Agency, Annual Report 1395 (1975). p. 71.
^®Thomas, Saudi Arabia, p. 40.
^Research and Statistics Departments, Saudi Arabian Monetary
Agency, Annual Report 1395 (1975), p. 71.
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Fig. 3. The Number of Elementary Students
(Girls and Boys) in Saudi Arabia for the Period
1950/1951 to 1973/1974. The Number of Students Is
Rounded to the Nearest Hundred.
The information reflected in this figure has been adapted from
the following sources: Alfred Thomas, Jr., Saudi Arabia (Washington,
D.C.: American Association of Collegiate Registrars and Admissions Of
ficers, 1968), p. 40; Statistics, Research and Educational Documents
Unit, Ministry of Education, Educational Statistics 1972-1973 (Riyadh,
Saudi Arabia: Ministry of Education, 1973), p. 80; Research and Statis
tics Departments, Saudi Arabian Monetary Agency, Annual Report 1395
(1975) (Jeddah, Saudi Arabia: Saudi Arabian Monetary Agency, July 1975),
p. 69; Central Department of Statistics, Ministry of Finance and National
Economy, Statistical Yearbook 1390 A.H., 1970 A.P., (Riyadh, Saudi
Arabia: Ministry of Finance and National Economy, 1970), p. 42.
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Increase in Elementary School
Graduates (Outputs)
In Saudi Arabia, the number of educational program outputs
(students who have graduated) was relatively insignificant in the first
three decades after the Kingdom's establishment when compared to the
succeeding years.

For example, in the year 1957/1958 (over thirty

years after the establishment of the Kingdom), only 3,826 students were
graduated from elementary schools in Saudi Arabia. 20

In the year

1972/1973, just fifteen years later, the figure rose to 42,953.

21

Figure 4 is a graphic representation of the gradual increase in the
number of students graduated from elementary schools (outputs).

This

increase in the number of graduates each year (as indicated in Fig. 4)
means that greater numbers of outputs from elementary schools are being
created each year.

Put differently, more and more students are achiev-

ing the objectives of elementary education.

The recent increase in

outputs is, however, a result of more inputs (e.g., money, schools, and
teachers) being available than in earlier years.
Socioeconomic Effects
of Education
Education plays a significant role in an individual's life as
well as in the collective life of the society as a whole.

How large

and important is the role of education and its effect on individuals?
20Ministry of Education, Elementary Education Yesterday and
Today, p. 43.
2lstatistics, Research and Educational Documents Unit, Ministry
of Education, Educational Statistics 1972-1973 (Riyadh, Saudi Arabia:
Ministry of Education, 1973), p. 390.
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Fig. 4. The Number of Students (Girls and
Boys) Graduated from Elementary Schools in Saudi
Arabia during the Period 1957/1958 to 1972/1973.
The Number of Students Is Rounded to the Nearest
Hundred.

The information reflected in this figure has been adapted from
the following sources: Statistics, Research and Educational Documents
Unit, Ministry of Education, Educational Statistics 1972-1973 (Riyadh,
Saudi Arabia: Ministry of Education, 1973), p. 390; Ministry of Edu
cation, Elementary Education Between Yesterday and Today 1389 A.H.,
1969, A.D. (Riyadh, Saudi Arabia: Ministry of Education, 1969), p. 43,
in Arabic.

To what extent does education affect the socioeconomic progress of a

nation?
find.

Direct answers to these and similar questions are not easy to

Indirect and partial answers, however, are obtained by using

surrogate variables and factors, which are usually called indicators.
For example, indicators might be the pre-stated objectives of education
compared with the actual accomplishments of educational programs and/or
the average earnings of individuals compared with the educational de
grees they hold.
The general Saudi educational objectives indicate the kind and
extent of knowledge students are supposed to attain through the educa
tional system.

It is clear from "The General Principles of Education"

and the "Purpose and General Objectives of Education," which are set
forth by the Saudi Arabian Ministry of Education and which appear in
Appendix A, that the Saudi Arabian educational system is emphasizing
strongly the role that the Islamic laws should play in all aspects of
an individual's life and throughout the society.

Such an emphasis

stems from the fact that Saudi Arabia is a Moslem nation; therefore,
religious studies have priority over other studies.

This is so because

Moslems believe that Islamic laws include all general and necessary
guidelines for a good life.

The number of teaching hours assigned to

religion courses in elementary education (about thirty-three percent of
the total teaching hours) is an obvious indication of this emphasis.
A student's graduation from a particular school is usually
tangible evidence that the educational objectives of that school have
been achieved by one more graduate or output.

The graduation of a

25

student, however, does not indicate the future effects or impacts that
education will have on his (her) life.

The following pages will explore

the effects of education on socioeconomic life in general, with refer22
ence to Saudi Arabia whenever possible and when it is pertinent.

Individual Benefits from Education
Education may be looked upon by individuals as consumption,
investment, or both.

If education is sought or bought to satisfy in

dividual wants and needs, then the consumption view prevails; that is,
knowledge acquired by education to enrich a person's life may increase
his capacity to use and appreciate material and non-material goods.

On

the other hand, when a student acquires an education to become an engi
neer or a lawyer, the investment view of education prevails.

However,

it should be noted that an investment perspective does not prevent an
educated person from using his acquired knowledge for consumption pur
poses in real life; neither does a consumption view preclude the
investment perspective.

Therefore, it is hard to label expenditures on

education as either investment or consumption exclusively.
In general, the benefits of education to individuals are
enormous.

Some benefits are identifiable and measurable while others,

though observable, are immeasurable.

Improvement in individual rela

tionships with neighbors and relatives are examples of currently
immeasurable benefits.

Such relationships are of importance because

2 2The following discussion will relate mainly to the effects of
education upon socioeconomic life in the United States because the
writer has found that Saudi Arabian studies related to this subject are
not available.

they shape the overall social life of every society.

However, for an

individual the most obvious and measurable benefit is the expected in
crease in the lifelong earnings caused by education.
There is a well-documented, strong, positive relationship
between earnings and schooling attainment, and the rising
demand for (and expansion of) formal schooling seems to be
significantly motivated by the expectation of higher
earnings.^3
This view is also held by Miller, who states that

. . evidence

available from recent studies suggests that an investment in schooling
pays, on the average, a better return than most other investments."^
The measurement of educational/earning relationships has been
attempted by a number of researchers.

For example, in 1959 Houthakker

reported a difference of forty-one percent in lifetime income between
those who had more than an eighth-grade education and those who had
less; and a sixty percent difference between those with four years of
25
college education and those with high school diplomas.
sults were found in 1960 by Miller.

Similar re

He estimated that a high school

education in addition to an eighth-grade education increased lifetime
income forty-three percent, and that four years of college in addition
to high school graduation increased lifetime income sixty-five percent.

23john C. Hause, "Earnings Profile: Ability and Schooling,"
Journal of Political Economy 80 (May/June 1972): 108.
^Herman P. Miller, "Annual and Lifetime Income in Relation to
Education: 1939-1959," The American Economic Review 50 (December 1960)
963.
^H.S. Houthakker, "Education and Income," The Review of
Economics and Statistics 41 (February 1959): 24-28.
^Miller, "Annual and Lifetime Income," pp. 962-986.
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Using a different approach to compute the value of education to
the individual, Schultz and Becker tried to determine the rate of re
turn on investment in education.

For example, Schultz estimated the

rate of return on an investment in college education to be eleven per
cent in 1958, in high school education ten percent, and in elementary
education thirty-five percent.

Discounts for differences in ability,

unemployment, and mortality were considered in the study.27

Becker

found in a similar study that the rate of return in 1950 on the in
vestment in college education by urban white males, including income
28
forgone by the students, was ten percent before taxes.

This rate of

return and earning differentials, however, should not be attributed
solely to education.

Other factors such as genealogy, luck, intelli

gence, ambition, informal education, number of hours worked, social
mobility, disease, accident, opportunity, also influence the future
earnings of individuals.
Similar studies have not been done in Saudi Arabia.

However,

because of the structure of the Kingdom's economy, it is pertinent to
cite the increase in the official earnings of government employees as
a reasonable example of the effect of many factors, especially education,
on the average individual earnings of those employed in the public sec
tor.

From 1960 to 1972, the average earnings of government employees

rose from approximately 8,000 Saudi riyals to about 20,000 Saudi riyals,

27Theodore W. Schultz, "Education and Economic Growth," in
Social Forces Influencing American Education, N.B. Henry, ed. (Chicago:
University of Chicago Press, 1961), pp. 46-88.
2ft
Gary S. Becker, "Underinvestment in College Education?"
American Economic Review 50 (May 1960): 347.
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an increase of 150 percent.

This rise in the average government employ

ee salaries was calculated by dividing total employee salaries in 1960/
1961 (about 482 million Saudi riyals)^ and in 1972/1973 (about 3,123
30
million riyals)
by the total number of employees in those respective
years.
The average salary increase documented above was definitely re
lated to employee educational level.

That is, it is reasonable to

expect that some portion of the increased employee earnings was caused
by their education level, especially if the following factors are
assumed:
1.

The studies by Miller, Houthakker, and others previously

mentioned have external validity so that their general conclusions can
be extended to Saudi Arabia
2.

The Saudi government relies primarily on formal educational

certificates for choosing employees and for determining their starting
salaries
3.

Factors other than formal educational certificates play a

minor role in choosing employees and determining their salaries

4.

The higher the formal educational background of a new

government employee, the higher the starting salary he gets

^^Mohamed Sadek, "Administrative Reform in Saudi Arabia," Special
Issue of Public Administration Magazine (Riyadh, Saudi Arabia: Institute
of Public Administration, August 1964), p. 11. In Arabic.
30
Budget Department, Ministry of Finance and National Economy,
The Country's Budget for the Year 1392/1393 (1972/1973) (Riyadh, Saudi
Arabia: Ministry of Finance and National Economy, 1972), p. 31. In
Arabic.
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5.

Government employees who achieve higher educational degrees

while they are employed get extra raises as compensation for their in
creased formal education or knowledge

Social Benefits of Education
The social benefits of education are more difficult to measure
than the earning benefits to an individual.

However, a number of re

searchers have tried to appraise the social benefits derived from
education.

For example, Denison estimated that education accounted for

twenty-three percent of the growth in total national income in the
United States from 1929 to 1957.

But even more significant were

Denison's findings with respect to the growth rate of the economy per
person employed.

He found that forty-two percent of the growth in per

capita income in the United States from 1929 to 1957 was caused by an
increase in the level of education.

Denison states:

When related to the growth of national product per person
employed the contribution of additional education appears
still more impressive. My final estimate is that education
contributed 42 per cent of the 1.60 percentage point growth
rate in the product per person employed.32
A similar conclusion was reached in the Schultz study (also published in
33
1962).

Although these and other studies differ in some details, they

31
Edward F. Denison, The Sources of Economic Growth in the United
States and the Alternatives Before Us (New York: Committee for Economic
Development, 1962), p. 73.
32Ibid.,

p. 23.

33
Theodore W. Schultz, "Reflections on Investment in Man," The
Journal of Political Economy 70, Part 2 Supplement (October 1962): 1-8.
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all conclude that investment in education has a vital effect upon the
socioeconomic growth of a nation.
An alternative way to view education's benefits to society is to
consider the cost of not educating people.

High crime rates and resul

tant socioeconomic costs as well as the rate of dependency on public
welfare are examples of the negative effects of keeping people illiterate,
and hence decreasing the gross national product and the total national
income of a country.
Studies related to the effects of education upon Saudi Arabian
society have not been done.

Nevertheless, it is pertinent to indicate

here that educational growth is definitely one of the causes of Saudi
Arabia's increased gross national product.

In other words, a portion of

the estimated 9.7 percent average annual growth of the Saudi gross na
tional product (at constant prices) during the period from 1960 to 1970
Af

can be attributed to education.
In general, the effects of education on socioeconomic goals are
believed to be tremendous but impossible to measure and evaluate com
pletely.

Nevertheless, there are some obvious and relatively measurable

individual and social goals which can be attained as a result of edu
cational achievement.
1.

Examples of these goals are

An increase in an individual's lifetime income
*

2.

An increase in the total income of a nation

•^Jahangir Amuzegar, "Ideology and Economic Growth in the Middle
East," Middle East Journal 28 (Winter 1974): 5.
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On the other hand, there are less obvious and relatively unmeasurable goals which are also affected, directly or indirectly, by
education.

Examples of these goals are:

1.

Increasing the individual standard of living

2.

Decreasing the rate of illness, and hence increasing the

percentage of students attending schools
3.

Decreasing the mortality rate so that benefits from invest

ment in education will be greater
4.

Increasing the rate of employment by decreasing frictional

and structural unemployment rates.

(For example, Weisbrod states that

"new technology often requires new skills and knowledge; and those per
sons having more education are likely to be in a position to adjust more
v35
easily than those with less education. . . .)

Summary
The administration of the educational sector in Saudi Arabia is
divided among many independent, though cooperative, organizations.
These Saudi Arabian educational organizations have followed an unprece
dented course of expansion in recent years compared to earlier years.
This is because obstacles to achieving mass education are decreasing
gradually, especially in terms of monetary restrictions.

The visible

growth of input variables other than organizational expansion (e.g., the
number of schools) is also evidenced by an increase in the number of
OC
Burton A. Weisbrod, "Education and Investment in Human
Capital," The Journal of Political Economy 70, Supplement (October
1962): 113.

teachers and in the number of enrolled students.

The most tangible

evidence of educational growth in terms of outputs, however, is the in
crease in the number of students that have graduated from elementary
schools.

This increased number of outputs means that x number of

students have achieved the elementary education objectives.

Consequently,

by achieving educational objectives, these outputs are assumed to be
able to gain future socioeconomic benefits which include, among other
things, an increase in the individual's standard of living as well as
an increase in the country's gross national product.
Excellent educational results can be anticipated from the con
tinuing growth of the Saudi educational sector if information relevant
to effective and efficient planning and controlling is available to
decision-makers.

Unfortunately, however, the existing traditional bud

get classification shown in Table 1 does not facilitate the availability
of such information since the current budget classification explicitly
reveals objects expected to be purchased only.

That is, cost/objectives

and cost/outputs information cannot be provided by the line-item budget
ing system on a continuous and consistent basis.

Consequently, the

rest of this dissertation will discuss the development of an alternative
budgetary system--namely program budgeting--so that cost/objective and
cost/output relationships can be established easily and consistently.
Specifically, the next chapter will review the literature on program
budgeting to familiarize the reader with this subject before developing
such a budget for Saudi Arabian elementary education.

CHAPTER 3

PROGRAM BUDGETING (PB) AND ITS DEVELOPMENT
IN THE UNITED STATES OF AMERICA

As indicated briefly in the previous chapter, the current Saudi
budgetary system does not provide information relevant to input-output
planning and controlling because it is an input-oriented system.
Consequently, a program budgeting system which is an explicit inputobjective and input-output system is suggested and developed in the
rest of this dissertation to eliminate, as much as possible, the infor
mation deficiency of the existing budgetary system.

The present

chapter will review the proposed budgetary system in general terms to
familiarize the reader with this subject.
budgetary system has been called:

In education, this proposed

Program Budgeting (PB), Planning-

Programming-Budgeting (PPB), Planning-Programming-Budgeting System
(PPBS), Planning-Programming-Budgeting-Evaluation System (PPBES), Edu
cational Resources Management Design (ERMD), Educational Resources
Management System (ERMS), and Resource Management System (RMS)„

Brief History of Budgeting Development
Public budgetary reform in the United States of America has
passed through three different stages of development:
1
management-oriented, and planning-oriented.

control-oriented,

The first stage was

Allen Schick, "The Road to PPB: The Stages of Budget Reform,"
Public Administration Review 26 (December 1966): 243-258.
33
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evident in the period 1920-1935.

During this time, the emphasis was

directed toward control over administrative spending abuses.
In the second stage, which occurred between the 1930's and
1960's, the concern was with efficiency in the government.

Unit costs

of outputs or services rendered were emphasized in an attempt to find
ways of reducing rapidly-increasing government expenditures.

This

second stage was officially inaugurated by the Hoover Commission in
1949, which recommended that the federal budget be "based upon
function, activities, and projects:
budget."

this we designate as a performance

The Commission went on to state specifically that budgeting

2
should be in terms of "the work or the service to be accomplished."
The final stage of the budgetary reform started officially in
August 1965, when President Johnson announced that all federal agencies
should implement program budgeting (PB).

However, according to many

authors, the use of some kind and form of program budgeting goes back as
far as 1912.

In that year, an attempt was made by the Borough of

Richmond, New York City, to use budgeting as a means for planning, even
though in 1915 the application of such budgeting was abandoned because
3
of its claimed "rigidity."

A decade later, in the 1930 s, the Depart

ment of Agriculture and the Tennessee Valley Authority used what might
o
Commission on Organization of the Executive Branch of the
Government, Budgeting and Accounting (Washington, D.C.: U.S. Government
Printing Office, 1949), p. 8.
3
Robert D. Lee, Jr. and Ronald W. Johnson, Public Budgeting
System (Baltimore: University Park Press, 1973), p. 106.

be called program budgeting for a short period of time.

Nevertheless,

according to Novick, the first comprehensive introduction of program
budgeting to the federal government was in late 1942 when the Con
trolled Materials Plan (CMP) was employed.

The Plan was aimed at

affecting the allocation of scarce resources (e.g., copper and steel)
to different goals and program objectives of the American government
during the Second World War.

Systematic analysis and long-range plan

ning were part of the CMP, according to Novick."'
It is relevant here to mention that in private business the use
of PB dates to the 1920's when General Motors and DuPont were "using
something very much like a program budgeting system."

Furthermore, it

is even claimed by some authors that program budgeting was first devel
oped in business.

For example, Steiner maintains that PPB was a

contribution of private business to government management.^
4
Committee for Economic Development, Budgeting for National
Objectives (New York: Committee for Economic Development, 1969),
p. 35.
"*David Novick, "The Origin and History of Program Budgeting,"
in Program Budgeting: Program Analysis and the Federal Budget. 2nd
ed., David Novick, ed. (New York: Holt, Rinehart and Winston, Inc.,
1969), p. xxii.
^Ibid., pp. xxv-xxvi.
^George A. Steiner, "Program Budgeting: Business Contribution
to Government Management," Business Horizons 8 (Spring 1965): 43-52.
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What is Program Budgeting?
Literature Definitions
There are a number of program budget definitions stated in che
literature.

Gross, Wildavsky, and others pointed out that PB has no

standard definition.
type services; ....,

Rather, ". . . there are a large variety of PPB8

Wildavsky states that:
Program budgeting has no standard definition. The general
idea is that budgetary decisions should be made by focusing
on output categories like governmental goals, objectives, and
products or programs instead of inputs like personnel, equip
ment, and maintenance. As in cost-benefit analysis, to which
it owes a great deal, program budgeting lays stress on esti
mating the total financial cost of accomplishing objectives.^
Hartley defines PB in a broader sense than Wildavsky1s emphasis
on cost/outputs or cost/objectives relationships for budgetary de
cisions.

He includes long-range planning, program structure, and

program analysis in his definition.
Program budgeting relates the output-oriented programs, or
activities, of an organization to specific resources that are
then stated in terms of budget dollars. Both programs and
resources are projected for at least several years into the
future. Emphasis is upon outputs, cost-effectiveness methods,
rational planning techniques, long-range objectives and analy
tical tools for decision making. Probably the most important
single task that must be accomplished in moving to this kind
of planning and budgeting is the development of a program
structure.^
O
Bertram M. Gross, "The New Systems Budgeting," Public Admin
istration Review 24 (March/April 1969): 116.
9Aaron Wildavsky, "The Political Economy of Efficiency: CostBenefit Analysis, Systems Analysis, and Program Budgeting," Public
Administration Review 26 (December 1966): 302.
•^Harry J. Hartley, Educational Planning-Programming-Budgeting
(Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1968), p. 76.
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However, Hartley's description of the program structure as "the most
important single task" in program budgeting is not given the same em
phasis by other program budgeting advocates.

For example, the former

U.S.A. Secretary of Defense McNamara considers program analysis rather
than program structure as

. . the heart of the planning-programming-

budgeting or resources allocation problem within the Defense
Department.
Other authors emphasize the use of PB as a decision-making pro
cess for planning purposes.

For example, PB is believed to be in

. . . many ways more a decision-making process than an oper
ations research tool. PPBS utilizes the mathematical analysis
of operations research in the decision process, but PPBS is
not a tool that can be applied to a specific problem situation.
In this sense, it is more of a planning tool than a specific
problem solution oriented tool.12
Program budgeting as an information system aimed at improving planning
and decision-making is clearly indicated by Gorham.

He has stated that

a PPB system is "a framework for planning—a way of organizing infor
mation and analysis in a systematic fashion so that the consequences of
13
particular choices can be seen as clearly as possible."
Capron states that:

Furthermore,

"PPB can be viewed as an information system de

signed particularly to improve the quality and organization of

^Gene H. Fisher, "The Role of Cost-Utility Analysis in Program
Budgeting," in Program Budgeting. David Novick, ed., p. 62.

12

Ralph Van Dusseldorp, Duane Richardson, and Walter Foley,
Educational Decision-Making Through Operations Research (Boston: Allyn
and Bacon, 1971), pp. 134-135.
13
William Gorham, "Notes of Practitioner," The Public Interest
8 (Summer 1967): 4.

information for executive decisions."
defines PPB as

In the same vein, Carlson

. . an approach to decision-making designed to help

make as explicit as possible the costs and consequences of major
choices and to encourage the use of this information systematically in
15
the making of public policy."

The former director of the U.S. Bureau

of the Budget Schultz stresses the purpose of PB by defining it as
". . . a means of helping responsible officials make decisions.

It is

not a mechanical substitute for the good judgement, political wisdom,
16

and leadership of those officials.

What is Program Budgeting?
The Writer's Definitions
The program budgeting definitions which have been presented
above show that there is no complete agreement among the leading
writers on this subject as to what program budgeting is.

Instead,

their definitions describe program budgeting in many different ways.
Some define it by stating its objectives.

Others define -it by empha

sizing one or more of its aspects (e.g., program structure vs. program

*"\jilliam M. Capron, "PPB and State Budgeting," Public Admin
istration Review 24 (March/April 1969): 156.
^Jack W. Carlson, "The Status and Next Steps for Planning,
Programming, and Budgeting," in The Analysis and Evaluation of Public
Expenditures: The PPB System, vol. 2, the Joint Committee of the
Congress of the United States, eds. (Washington, D.C.: U.S. Government
Printing Office, 1969), pp. 613-614.

16

Charles L. Schultz, "Statement of Charles L. Schultz,
Director, Bureau of the Budget," in Politics, Programs, and Budgets:
Reader in Government Budgeting. James W. Davis, Jr., ed. (Englewood
Cliffs, N„J.: Prentice-Hall, Inc., 1969), p. 187.
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analysis), and so on. Merewitz and Sosnick argue that program budgeting
in general

. . means different things to different people."

They

state that:
Some emphasize its restructuring budgets by accumulating ex
penditures under output categories that are more meaningful
than the object categories which have become standard. Others
stress its long time horizon: five years in the future and
two previous years rather than the single budget year with two
retrospective years for comparison. Other people associate
PPB with benefit-cost, cost-utility, or system analysis.
Finally, Qjome] understand the term to imply all the fore
going plus one significant addition—arrangements for enforcing
the allocating decisions through , . . for example . . . in
stitutional reorganization. . . . '
These different meanings or different definitions of program budgeting
are caused by various authors' emphases on different processes, aspects
or elements of PB.

However, it seems to this writer that such varied

emphases are not warranted in a general definition, because an emphasis
on any aspect or process (e.g., structural vs. analytical) is actually
created by the circumstances surrounding the program budgeting develop
ment and implementation process in a real and specific organization.

In

other words, during the development-implementation process the circum
stances of an organization dictate the degree and timing of emphasis
given to any of the many program budgeting elements or processes.

For

example, given particular resources and constraints, one government or
ganization might find it feasible to start developing program costs
immediately, but not specific program objectives or program analysis. The
remaining elements or processes might be gradually added as resources

^Leonard Merewitz and Stephen H. Sosnick, The Budget's New
Clothes (Chicago: Markham Publishing Company, 1973), p. 1.

40

and constraints permit.

Also, the extent of emphasis on specific pro

gram budgeting processes may change over the developmental and/or the
implementation periods in response to a change in the philosophies or
informational priorities of administrators.

Hence, the extent of em

phasis and the timing of emphasis are very crucial organizational
factors, but need not be included when defining program budgeting in
general.

That is, it is important not to emphasize any process or ele

ment when defining program budgeting, since all of the program budgeting
elements or processes are necessary parts of the overall program bud
geting system.
In summary, the major discrepancies among program budgeting
definitions in the literature are actually related to the degree and
timing of emphases which different writers have observed in different
organizations and not to the general notion of program budgeting itself.
Thus, by removing such considerations relevant to the developmentimplementation period from the definition itself, this writer has de
veloped the following standard definitions:
Program Budget.

It is an objective-oriented plan for future

courses of actions and behaviors which express systematically the ob
jectives of the organization and the activities and the resources
required to achieve them--in quantitative terms as much as possible,
and in qualitative terms as little as possible.
Program Budgeting Process.

It is the sum of all processes which

contribute toward the development of an objective-oriented budget, as
defined above.

Examples of the processes referred to may include:
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planning, controlling, analysis, measurement, accumulation, identifi
cation, classification, prediction, explanation, induction, deduction,
communication, etc.
Program Budgeting Process Outputs.

The outputs are the definite

quantitative as well as qualitative information developed by the program
budgeting process as a whole

(i.e., end products; for example, specific

program budget) or by one or more of its processes (for example, pro
gram alternatives, program costs, and program objectives).
Program Budgeting Process Objectives.

The primary objective is

to help decision-makers undertake the best course of action available
by utilizing the information generated by the program budgeting process
on a continuous and systematic basis.
The above program budgeting definitions devised by this writer
have the following characteristics:
1.

The suggested definitions separate the budget definition

from its process, its objectives, and its different outputs.

Such a

differentiated classification is very important for explicit and better
development, implementation, and evaluation of program budgeting.

That

is, if any problem created during implementation, for example, is
classified in advance according to the stated classification, the
decision-maker can determine easily and quickly the part of the program
budgeting system and its organizational location that is not functioning
as expected or planned.

This is because the implementation of a program

budgeting process in an organization does not necessarily mean that
relevant information will be available to decision-makers.

Moreover,
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even if such information is available its appropriate, efficient, and
effective utilization may not necessarily be intended or undertaken by
the decision-makers.
2.

The program budgeting process, its outputs, and its objec

tives do not emphasize planning over controlling.

That is, the

information generated by the program budgeting system can be used for
long- or short-term planning as well as for controlling, as will be
discussed in Chapter 8.

This is so because the program budgeting system

is looked upon here as an objective-oriented information center that
provides the decision-maker with information relevant to the case under
consideration, whether or not it relates to planning or controlling.
3.

The writer's definitions do not emphasize any one part,

element, process, output, decision, etc. over another.

This is so be

cause in the real-world application it is very hard, if not impossible,
to determine in advance and for all organizations (which have different
resources, constraints, missions, problems, etc.) the extent and timing
of emphasis that should be given to any part of program budgeting at a
particular period of time.
4.

The writer's definitions do not exclude any element, pro

cess, output, decision, etc., which may contribute to the development of
program budgeting or to its use.

In contrast, the definitions are

stated in such a way as to include explicitly or implicitly all rele
vant parts.
5.

The writer's definitions do not recommend a specific unit

for measuring a particular property of activities, events, or objects
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included as inputs or outputs of the program budgeting process.

However

it is reasonable to expect that monetary measurement will dominate the
contents of the program budget, at least for the foreseeable future,
because such measurement is the current norm.

Nevertheless, monetary

measurement should not be thought of as perfect or as the only measuring
tool available.
6.

The outputs of the program budgeting process are expected to

be stated in quantitative terms as much as possible.

However, relevant

and important qualitative information which is non-quantifiable should
not be excluded from the outputs.
7.

The outputs of the program budgeting process are not only

represented by the final program budget's forms and contents (end
product) but include, in addition, any output of any form or content
generated by any of the processes which contributed to the development
of a program budget.

What Program Budgeting is Not
It is useful to know what many prominent writers on program
budgeting feel that PB is not.

That is, the most responsible theorists

and defenders of program budgeting tend to agree strongly about what it
is not, according to Gross.

He indicates that those proponents have re

peatedly stressed that planning programming budgeting:
--Is not dependent upon tight mathematical models or computer
ized calculations.
—Is not a system for replacing human judgment.
—Does not deal directly with such sector-proportion questions
as the relative emphasis placed upon health versus education,
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transportation versus communications, or military versus civil
ian expenditures.
In stronger words, Anshen stresses that program budgeting will
not;
1.

In itself provide answers to problems or make decisions for

2.

Displace management judgment, wisdom, or experience

3.

Determine objectives

4.

Judge performance

managers

"In short it will enlighten major decision issues and help managers to
19
manage better."

The Program Budgeting Process
The program budgeting process, which facilitates a program bud
get formulation, is generally composed of the following processes:
1.

Establishment of objectives and goals

2.

Development of alternative programs which will accomplish

3.

Estimation of resource requirements for each alternative

4.

Estimation of benefits to be gained from each program

goals

alternative
5.

Development of an operating plan by selecting from among

alternatives

l^Gross, "New Systems Budgeting," pp. 115-116.
•^Melvin Anshen, "The Federal Budget as an Instrument for
Management and Analysis," in Program Budgeting, David Novick, ed.,

p. 23.
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6.

Testing the long-range fiscal implications of the plan

7.

Compiling the annual budget

8.

Evaluating the success with which program benefits are

9.

Revising planning standards

achieved

10.

Repeating the cycle to accomodate changes in objectives,

goals, available resources, and the institution's environment

20

The above processes of program budgeting are not fixed; that is,
they can be stated in different terms or in greater detail.

Furthermore,

these processes are not necessarily arranged in the order in which they
would be applied in the real world.

Different arrangements of the pro

cesses are possible and depend upon the needs, resources availability,
objectives and other circumstances surrounding each implementation case.
In other words, the arrangement of the processes so they can fit in any
situation makes program budgeting a flexible system.
It is also relevant to note here that the above-mentioned pro
cesses of program budgeting are not new in the world of management.
"There is actually little new in the individual concepts of PPB."

21

However, the arrangement and combination of the elements into a package
and the utilization of the package systematically to facilitate govern
ment planning, controlling, and decision-making processes are a new
20

Robert J. Parden, "Planning, Programming and Budgeting System,"
Liberal Education Magazine 57 (May 1971): 203-208.
O1
Harry P. Hatry, "Criteria for Evaluation in Planning State and
Local Programs," in Program Budgeting and Benefit-Cost Analysis,
Harley H. Hinrichs and Graeme M. Taylor, eds. (Pacific Palisades, Calif.:
Goodyear Publishing Co., Inc., 1969), p. 95.
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development.

In the field of education, for example, it has been noted

that "good educational managers have been using many of the elements of
22

PPBS for years, but few, if any, have applied all segments."

The Outputs of the
Program Budgeting Process
The outputs of the program budgeting process are not easy to
state in detail.

However, in April 1968, the Bureau of the Federal Bud

get issued Bulletin No. 68-9 which identified three general elements
23
(outputs) of a program budgeting process.

The first output is the

Program Memorandum (PM), which summarizes the strategic decisions recom
mended in a given budget year.

It includes:

1.

Broad strategy

2.

Major programs and their objectives

3.

Identification of alternatives and their cost-effectiveness

comparison
4.

Recommendations for alternatives as well as the rationale

for the recommendations
The second element or output is the Program and Financial Plans
(PFP), the basic planning document.

The PFP summarizes all agency pro

grams in terms of outputs, costs, and financing needs over a minimum of
five years.

22Van

Dusseldorp et. al., Educational Decision-Making, p. 135.

^Bureau Qf the Federal Budget, "Planning Programming Budgeting,"
Bulletin No. 68-9 (Washington, D.C.: U.S. Government Printing Office,
April 12, 1968).
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The final output is the Special Analytic Studies (SAS).

These

studies provide the analytic groundwork for the decisions reflected in
the PM document.

The assumptions, the facts, the criteria, etc. behind

the decisions in the PM are stated in the studies.

Specific recom

mendations regarding future actions are emphasized in this document.

Program Budgeting
Purposes and Advantages
. . there are constructive potentials of very great signi
ficance, both in the concepts underlying PPB and in their application to
real-life problems in many substantive areas.Such potentials caused
some advocates to describe program budgeting as "the happening of the
25
decade in public administration,"
or as "potentially the most signi
ficant management improvement in the history of the American government.
In fact, others went so far as to call the application of program bud27
geting in civilian agencies a "management revolution."

President

Johnson, in announcing the introduction of program budgeting to the
civilian departments, described it as "... a very new and very

^Gross, "New Systems Budgeting," p. 131.
OC
Dwight Waldo, "Planning-Programming-Budgeting System Re
examined: Development, Analysis, and Criticism," Public Administration
Review 29 (March/April 1969): 111.
o /:
Bertram M. Gross and Michael Springer, "A New Orientation in
American Government," Annals of the American Academy of Political and
Social Sciences 371 (1967): 9.
^Lee and Johnson, Public Budgeting System, p. 134.
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revolutionary system of planning and programming the budget. ..."

The program budgeting process deserved such description from President
Johnson because of its expected use as a means for better long-range
planning and decision-making.

Johnson stated specifically that pro

gram budgeting
. . . will help us find new ways to do jobs faster, to do jobs
better, and to do jobs less expensively. It will insure a
much sounder judgement through more accurate information, pin
pointing those things that we ought to do more, spotlighting
those things that we ought to do less.29
According to many theorists, the aim of program budgeting is to
supply the decision-maker with relevant information so that he can allo
cate resources rationally among different programs, and also to help him
select the best alternative for achieving pre-stated objectives.
other words, program budgeting facilitates rational planning.

In

Speci

fically, the following are the advantages of the program budgeting
process referred to in the literature.
Encompassing Long-Range Planning as a Regular and Continuous
Activity.

The introduction of the program budgeting process to govern

ment agencies inaugurated an era of concern about long-range planning
by decision-makers.

In fact, Gross states that

the spirit of PPB is a marriage between program planning and
budgeting. Without such union, planners can easily lose
touch with the constraints imposed by scarce resources, while
budgeteers can easily be divorced from the content of plans
and programs.

28
Novick, "Origin and History of Program Budgeting," p. xix.
29Ibid.
OA

Gross, "New Systems Budgeting," p. 116.
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By stating objectives as well as the expected costs, outputs, and benefits, the program budget forces advance consideration of the future
implications of any planning decision.

Here planning becomes more ra-

tional and resembles planning in the private sector.
Program budgeting brings to government operations the framework necessary to assure comprehensive, reasonably consistent
and organized long-range planning of a type so successfully
developed in business.31
Defining Objectives.

The introduction of PB to government

apparently accounted for the first thinking about objectives ever done
in some agencies.

As one executive member involved with the introduction

of program budgeting states:

"

• the president's directive on program

budgeting is forcing some agencies to consider, virtually for the first
time, just what their objectives are."3 2

Henry Rowen, President of the

Rand Corporation, went so far as to say that "if PPB led to nothing more
than each agency reexamining its objectives, then PPB would be a useful
system." 33

This is partly because formulating realistic, explicit,

clear, and measurable objectives as much as possible may help individuals
within an organization to know what they are expected to achieve, and
hence become motivated.
Estimating Program (Objectives) Costs. The application of program budgeting requires the classification of costs according to
programs designed to accomplish a particular objective(s).

Consequently,

3lsteiner, "Program Budgeting," p. 47.
32

virginia Held, "PPBS Comes to Washington," in Politics.
Programs. and Budgets, James W. Davis, Jr., ed., p. 141.
33 Henry Rowen, "Objectives, Alternatives, Costs, and Effectiveness," in Program Budgeting, Hinrichs and Taylor, eds., p. 84.
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it is expected that costs of each program will be identified and com
municated to decision-makers to increase their pool of information
regarding the different programs' issues and problems.
Undertaking Program Analysis.

The ability to generate con

tinuous program information considerably facilitates the production of
relevant and necessary information needed by analysts and decision
makers for planning, controlling, managing, and evaluating purposes.
Publishing Informative Public Data.

The contents of a program

budget are meaningful to the average educated citizen who wants to know
in general what is being allocated to particular objectives, what is ex
pected to be accomplished by different programs, and how much different
programs cost.
Hartley summarizes the characteristics and advantages of PPBS
as follows:
1.. Output emphasis
2.

Input-output coordination

3.

Evaluation

4.

Long-range fiscal planning

5.

Quantitative analysis

6.

Multiplicity of options

7.

Programming

8.

Program review and revision

9.

Sub-programs and program elements

10.

Future needs

11.

Economic rationality

12.

Flexibility
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13.

Open-endedness

14.

Policy determination

15.

Decision centers

16.

Cost neutrality

17.

Structural variability

18.

Accountability and performance measurement

19.

Concise budget document

20.

Preservation of the past

Q/

PB Implementation Progress
Since the 1960's
The first major effort to implement program budgeting was in
1961 when the Department of Defense, under the leadership of Robert
McNamara, put it into use.

Impressed with the success of program bud

geting in the defense establishment, President Johnson announced in
1965 that all governmental agencies should utilize it as a management
tool.

As a result, by May 1969 some twenty-six federal government

agencies had a PPBS of one sort or another in operation, and others
were reported to be actively considering its application.
of these agencies material progress has been made.

In several

Decisions were

based on relevant information about program inputs and outputs, and
also taken into account were the outcomes or potential effects revealed
by analytical studies.

**^Harry J. Hartley, "PPBS and Cost Effectiveness Analysis,"
Educational Administration Quarterly 5 (Winter 1969): 66-68.
^Carlson, "Status and Next Steps for Planning, Programming,
and Budgeting," pp. 617.
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In 1968, sixteen civilian agencies were surveyed by the Bureau
of the Budget to assess the success of program budgeting.

The Depart

ments of Agriculture and Health, Education, and Welfare, and the Office
36
of Economic Opportunity were judged the most successful.

Nonetheless,

many of those connected with the development of the system acknowledged
that the expectations raised when PPB was introduced to the civil
agencies and departments had not yet been fully met and that there was
07
considerable room for improvement in some areas.
At the state level, the number of benefits expected from pro
gram budgeting implementation has been raised far above what it was
during the 1960's, according to Schick.

He states that "the prevailing

standard of 'good enough' has been redefined, as budget participants
have been exposed to PPB's criticism of the established order and its
OO

criteria for public choice."

PB application in the State of Pennsyl

vania has been particularly successful.

A period of thirty-four months

was specified for the development of a complete and workable PPB system
in Pennsylvania so that in January 1971, the operation of the developed
PPB system would be underway.

y

On December 31, 1970, the Commonwealth PPB project formally
terminated. At that point of time the status of the system was
as follows:

•^Lee and Johnson, Public Budgeting System, p. 136.
37
Carlson, "Status and Next Steps for Planning, Programming,
and Budgeting," pp. 620-630.
OO

D.C.:

Allen Schick, Budget Innovation in the States (Washington,
The Brookings Institute, 1971), p. 116.
39
Lee and Johnson, Public Budgeting System, p. 145.

53

1. All State agencies under the governor's jurisdiction
were incorporated within the program structure and had prepared
agency program plans including both program and financial data
which were incorporated into the Commonwealth program plan.
2. Automated support for the system included: the Common
wealth program-plan file, composed of program and financial
information for all agencies and all levels of program struc
ture down to the element component level; an automated updating
process whereby the agency program plans and Commonwealth pro
gram plan could be updated based upon changes resulting from
program revision decisions, budget decisions, and legislative
decisions; the capability for printing budget proof documents
for use at both the central fiscal office and agency levels,
and for printing out detail to be included in the budget docu
ment; and the software for a reporting system to be used in
budget document; and the software for a reporting system to be
used in budget execution which recorded outputs, impacts, and
financial data on an exception reporting basis. The software
had been tested but the reporting system had not as yet been
installed within the agencies.
3. Two passes had been made through the new budget cycle;
the first involved eleven of the major state agencies for the
1970-1971 fiscal year (about 90 per cent of the general fund
budget) and the second included all state agencies for the 19711972 fiscal year. For fiscal year 1970-1971 both the tradi
tional and a program-budget document were prepared and submitted
to the legislature.
4. A four-digit code which identified subcategories and
elements had been developed and included within the accounting
code structure. This provided a direct linkage into the ac
counting system. Not all of the bugs were out of this system,
since a newly installed central accounting system was forcing
the coding of transactions at a level of disaggregation which
resulted in an overproliferation of reports. But efforts were
underway to identify more appropriate levels of classification
in order to retail the identification of element costs without
at the same time overburdening the system with minutia.
5. Within the Governor's Office of Administration the
responsibilities for maintaining thew new system had been in
stitutionalized. No single organizational pattern had been
prescribed for agencies, and each had made the necessary in
ternal adjustments for institutionalizing responsibilities.
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In larger agencies this resulted in new units and/or positions
as well as a realignment of roles and responsibilities.^®
The State of Georgia has implemented on a full scale a similar
budgeting system called Zero-Based Budgeting (ZBB)„

The State of Texas

is also planning to apply this system by this year (1976)„

Further

more, the States of New Mexico, Illinois, and the City of Honolulu,
Hawaii are experimenting with ZBB.^''"

In 1975 the City of Newport,

42
Rhode Island applied PB, too.
In the field of education, many efforts to install program bud
geting at all levels of education have been made since the mid-1960's.
Hartley, for example, states that
Many local schools are doing an excellent job with this analy
tical tool j^PPBsT].
It is no longer accurate to say that no
school districts have "done" PPBS, or that this concept is too
difficult for local educators to develop. We can now observe
many excellent projects that have resulted in better state
ments of school accomplishments, more clearly designed programs,
program priorities, program budgets, system-wide goals, learning
objectives, evaluation criteria, analysis of alternatives, in- ^
formation retrieval systems and three-to-five-year projections.
In the early 1970's the Association of School Business Officials
(ASBO) surveyed 2,832 school districts of which 1,327 replied.

This

^Robert J,, Mowitz, "Pennsylvania's Planning, Programming, Bud
geting System," in Current Practices in Program Budgeting (PPBS), David
Novick, ed. (New York: Crane, Russak, & Co., Inc., 1973), pp. 179-180.
^Michael H. Granof and Dale A. Kinzel, "Zero-Based Budgeting:
Modest Proposal for Reform," The Federal Accountant 23 (December 1974): '
50.
42
Robert S. Guy, "Program Budgeting for Smaller Governmental
Units." Governmental Finance 4 (August 1975): 37-38.
^Harry J„ Hartley, "PPBS: A Status Report With Operational
Suggestions," Educational Technology 12 (April 1972): 19.
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survey revealed that 357 districts either had implemented PPBS or were
actively working toward its installation.

This represents a 1,000 per-

44
cent increase over the 35 school systems using PPBS in 1967.

More

recently, the Superintendent of Public Instruction in the State of
Wyoming indicates that all sixty school districts in the State applied
program budgeting in the year 1974.^

Among institutions of higher

education, universities such as Ohio State, Pittsburgh, and California
have implemented program budgeting.
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In summary,
Since 1965, the new system (PPB) has spread rapidly. It is
now being introduced, used, or misused by:
--hundreds of bureaus and divisions throughout the federal
government.
--the comptroller general as a tool in trying to modernize
the General Accounting Office.
--Congressional Committees in appraising executive program
proposals and writing legislating prescriptions for future
program review.
—many governors, mayors, and state and local agencies.
Finally, it must be mentioned here that the progress of program
budgeting application cited above does not mean or even imply the suc
cess of such application in all organizations that implemented the new

^The U.S.A. Staff of Education, PPBS and the School: New
System Promotes Efficiency; Accountability (Arlington, Va.: National
School Public Relations Association, 1972), p. 42.
^Robert G. Schrader, "Program Budgeting Goes Statewide,"
Compact 8 (March/April 1974): 7.
^^James S. Dyer, "The Use of PPBS in a Public System of Higher
Education: Is It Cost-Effectiveness?" in Planning-Programming-Budgeting: A System Approach to Management, 2nd ed., Fremont J. Lyden and
Ernest G. Miller, eds. (Chicago: Markham Publishing Co., 1973), p. 359.
/
Gross, "New Systems Budgeting," p. 114.
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system.

Many obstacles, including some serious ones, usually challenge

the introduction of changes to an existing system, as the last chapter
of this dissertation will demonstrate.

Consequently, one should not be

surprised if the application of program budgeting fails or is suspended
by an organization.

As for the general status of program budgeting

application in the United States of America at the end of 1972, Waldo
sums it up as follows:
The planning, programming, budgeting system, which may have been
the major event in public administration in the sixties--and
certainly was the central new item in the literature of Public
Administration in that decade--has recently suffered a severe
decline: given wide publicity for its putative success in the
Department of Defense in the early sixties, ordered broadly
applied in federal agencies in the mid-sixties, it has been
recently "non-required" in federal budgeting. This is not,
however, to say that PPBS has suddenly disappeared. It con
tinues, as such, in many state and local jurisdictions. It
leaves, even where it is formally disestablished, a residue of
techniques and altered perspectives; its impact will prove to
have been permanent. Above all, the problems to which it was
addressed remain.^

Summary
A program budget is an objective-oriented plan expressing in
quantitative terms as much as possible, and in qualitative terms as
little as possible, the future courses of actions of an organization.
The process of this budget should produce many different kinds of in
formation, among which are objectives, outputs, and the cost of
achieving the objectives and outputs.

^Dwight Waldo, "Developments in Public Administration," The
Annals of the American Academy of Political and Social Science 404
(November 1972): 231-232.
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Consequently, it is assumed that decision-makers will be pro
vided with information relevant to any decision they are considering.
The main objective of providing such information to decision-makers is
to help them recommend or undertake the most rational action.

This is

one reason why many federal, state, county, and city governments in the
United States of America have applied this new budgeting system.

In

addition, this is the reason this dissertation advocates the use of a
program budgeting system in Saudi Arabian government agencies.

Speci

fically, a program budgeting system for Saudi Arabian elementary
education will be proposed, starting in the next chapter.

CHAPTER 4

DEVELOPMENT OF A PROGRAM STRUCTURE
MODEL AND A PROGRAM BUDGET MODEL
FOR SAUDI ARABIAN ELEMENTARY EDUCATION

A general discussion of the program budgeting system was pre
sented in the preceding chapter to give the reader an overall idea of
the plan that is advocated throughout this dissertation.

In particular,

a program budget which is the final output of a program budgeting pro
cess was defined in general terms.

In this chapter, this general

program budget definition will be translated into a specific program
budget model (PBM) for Saudi Arabian elementary education.

Before this

model is developed, however, a program structure model (PSM) identifying
the Saudi elementary education programs will be proposed and discussed
in detail.
The proposed PBM and PSM do not have to be sophisticated, compli
cated, or fixed to meet the requirements of program budgeting objectives.
Instead, the development of permanent, practical, and flexible models is
necessary to assure positive results in the long-run application and sur
vival of a program budgeting system in the Saudi elementary education
system.

Unmanageable confusion and resultant failure might occur during

the early stages of implementation if, for example, the proposed models
are too complicated for employees to understand and apply.
Before the proposed models can be formulated, several pertinent
questions must first be answered: (1) What is a program? (2) What are
58
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the general criteria used to develop the Saudi elementary programs?
(3) Which approach(es)--prescriptive and/or descriptive--is the most
relevant to the development of Saudi educational programs?

Program Definitions
In developing program budgets for an organization, specific pro
grams must be designated in the form of a program structure, which is
defined by Barro as a

. classification system that categorizes the

activities of an organization according to their relationship to the or
ganization's objectives."'''

Such a program structure includes all

programs that exist within an organization.

Each of these programs has

to be ". . .a collection of activities that have the same purpose or
that function together to produce the same outputs."

Novick provides

another definition of a program:
the sum of the steps or interdependent activities which enter
into the attainment of a specified objective. The program,
therefore, is the end objective and is developed or budgeted
in terms of all the elements necessary to its execution.^
And, with particular reference to the field of education, the Association
of School Business Officials Research Staff defines programming as "the

^Stephen M. Barro, "Development of a Program Structure," in
Program Budgeting for School District Planning, Sue A. Haggart, ed.
(Englewood Cliffs, N.J.: Educational Technology Publications, 1972),
p. 21.
o
Leonard Merewitz and Stephen H. Sosnick, The Budget's New
Clothes (Chicago: Markham Publishing Co., 1973), p. 16.
^David Novick, Which Program Do We Mean in Program Budgeting
(Santa Monica, Calif.: Rand Corporation, 1954), p. 17.
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process of developing program plans consisting of interrelated learning
activities and support services with each plan representing a design for
attaining educational objectives."^
The previous program definitions generally suggest, explicitly
or implicitly, the following:
1.

A clearly-stated objective(s) which will serve as a unifying

point for organizing activities and resources is essential.

In other

words, unless there is an objective (however it may be stated) a program
will not exist.

Accordingly, the above definitions suggest that stating

and defining program objectives as a prerequisite for a program struc
ture and development does not necessarily mean that (a) an objective(s)
of a program should be stated in specific and precise terms or forms;
and/or (b) an objective(s) of a program should be stated in quantitative
terms.

Therefore, stating program objectives in general and broad terms

might be considered satisfactory in some cases where it is impossible to
state them otherwise.
2.

Direct and indirect activities which contribute to the

achievement of pre-stated objectives should be classified in accordance
with their relationships to such objectives.

Therefore, devising ob

jectives for an organization is not the only prerequisite for
establishing that organization or one of its units as a program.

Re

lating the activities to their pertinent objectives is a prerequisite too.

^Educational Resources Management System, by William H. Curtis,
Project Director of a Special Report on An Evaluation System for
Planning-Programming-Budgeting (Chicago: Research Corporation of the
Association of School Business Officials, 1971), p. 73.
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The terms in which activities are stated are not specified.

Consequently,

activities may be stated in cost as well as in other terms.
3.

Similar outputs or sets of homogeneous outputs are expected

to be produced by a program.
4.

The size of a program is not limited.

A program, therefore,

may include all the activities carried out by one or more independent
organizations. In other words, a program can be large enough to encompass all Saudi educational activities performed by any existing Saudi
organization, such as the Ministry of Education, the Ministry of Defense,
etc., in a single Saudi educational program.

Or, each Saudi organization

(e.g., the Ministry of Education) may have its own overall educational
program and subprograms.

That is, each independent government organi-

zation which provides education to a particular targeted population has
its own overall program exclusive of the existence of an overall educational program for the whole Saudi Kingdom.
On the other hand, a program may be primarily concerned with
part of an individual's activities.

An instructor who teaches more than

one subject area in a school is contributing to the achievement of the
objectives of all the subject-area programs with which he is involved.
For example, an instructor who teaches the art program for the fourth
and fifth grades in a school as well as the social science program for
the fifth grade in the same school is in fact the sole direct contributor
(by his activities) to the achievement of the three programs' objectives.
Hence, it is true that only part of an individual's activities (e.g., the
teacher) may constitute a large part of a specific program's activities.
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Therefore, it can be concluded that a program is any activity or
set of activities relevant to achieving a specific objective, and hence
outputs.

A function, a subject-area of study, a grade-level, an organi

zational unit, etc., can each be considered a program if it is organized
to achieve specific objectives by performing specific activities.
In a practical sense, this means that every organizational unit
or portion of an organizational unit's activities, however small or
large it may be, could be considered a program.

Thus, each unit in an

organization may be considered as a single program or as a multi-program
unit.

In other words, each unit may have a set of similar objectives

(single program) or several sets with each set containing similar objec
tives (multi-program).
For example, a health division of a school district--i.e., an
organizational unit--may be considered either as a single program unit
or as a multi-program unit.

If the district's health division (which

treats thousands of students) is considered as a single program, then
its objectives should be stated in a way which will refer to and include
all of the district students and their treatments.

Such comprehensive

ness requires that the objectives be stated in general terms so that all
activities carried out by the division can be related to the same general
objectives.

Otherwise, a multi-program health unit will be created if

objectives are stated in detailed and specific terms.

In other words,

the existence of many specific objectives in one organizational unit
(e.g., the Health Division) will certainly be composed of several sets
of similar objectives and hence, will necessarily cause the establish
ment of a multi-program unit.

Hence, the number of programs in the
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multi-program health unit may be as many as the number of identifiable
illnesses or treatments.

Or, given the socioeconomic factors in dif

ferent locations of a district, a health program may be classified and
identified according to each school's location in the district.

Program Development Criteria
The following five general criteria will be considered as much
as possible during the developmental stages of Saudi Arabian elementary
school programs.

However, it is also relevant to indicate that "there

are as many different ways of putting together a program structure as
there are people who will attempt it."

Hence, "it is very difficult to

formulate generally acceptable specific 'rules' for constructing one.""'

Program Contents
The description of each fully-developed program should contain
(or at least be designed to contain) objectives, outputs, and the cost
of achieving such objectives and outputs.

For example, the direct

activities as well as the indirect activities (if possible) which con
tribute to the achievement of a program's objective(s) should be clearly
identified and stipulated in terms of cost.

"The basic principle of an

objective-oriented program structure is the grouping of activities that
serve the same purpose."*'

Therefore, if the Arabic language curriculum

^State and Local Finances Project, PPB Note 5 (Washington, D.C.:
George Washington University, April 1967), p. 6.
^Ibid.,
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is a program within the Saudi educational system, then all related
activities should be included in it.

These may include Arabic in

struction (direct activities) as well as part of the district
administrative activities (indirect activities).
Activities related to more than one program, however, should not
be allocated among different programs unless there is a sound and prac
tical base for measurement and allocation.

Administrative services

provided by the Ministry of Education to schools in different school
districts in Saudi Arabia is an example of the services that are diffi
cult to allocate among instructional programs in schools.
This criterion is easy to formulate but hard to apply practically
because, in general, elementary education objectives are interrelated
and hence elementary outputs, activities and resources are interrelated
too.

Nevertheless, this does not mean that attempts to differentiate

among elementary programs and their contents are useless.

On the con

trary, developing elementary programs which are as independent as
possible is a step toward greater understanding of the elementary edu
cation goals, needs, and problems.

Thus, such a development will

facilitate greatly the undertaking of rational decisions.

Program Hierarchy
A program structure is a hierarchical arrangment of pro
grams which represents the relationship of activities to goals
and objectives. The structure contains categories of activi
ties with common output objectives.^

''peat, Marwick, Mitchell, and Cq. , Conceptual Design for Plan
ning, Programming, Budgeting System for the State of California School
Districts (Sacramento: Peat, Marwick, Mitchell, and Co., June 1969),
p. 1:15.

A hierarchical arrangement implies that programs and hence pro
gram budgets at the top level of an organization may be few in number.
In other words, they are aggregates of the relatively smaller programs
existing at the different and lower organizational levels.

For example,

at the highest level programs may be classified according to broad
functions such as instruction, instruction
and general support programs.

support, student services,

At the lower levels each such program

may be divided and subdivided into smaller programs according to specific
and limited activities, subject areas, or grade levels.

In summary:

The topmost level of a program structure should consist of the
broad categories directed toward the fundamental objectives of
the jurisdiction. . . . The lowest level in any structure would
be comprised of the programs that have been implemented as the
specific means for moving toward the end objectives.^

Program Multi-Measurement
In developing a program structure, and hence a program budget,
it is essential to consider the need for measuring more than one attrib
ute of each program or each identifiable part of a program (e.g.,
objectives and resources).

When developing a program cost structure

within an overall program structure, it is important, for example, to
consider the classification of costs according to historical costs,
future costs, replacement costs, and so forth.

In addition, it is es

sential to consider the classification of costs according to different
measuring instruments, such as monetary units (the dollar, the pound,
and the Saudi riyal) or physical units.

®State and Local Finances Project, PPB Note 5. p. 6.
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The prime reason for such a multi-measurement is that decision
makers need information relevant to different and unusually contradictory
objectives.

In other words, decisions concerning different objectives

may require information related to different program attributes measured
by different measuring tools.

Program Flexibility
The program structure, and hence the program budget, should be
flexible and capable of accomodating changes in program titles, numbers,
and contents over extended periods of time.

Program Practicality
The program structure, and hence the program budget, should be
easy to understand and feasible to apply by the intended users (e.g.,
the elementary education organizations).

Otherwise, many obstacles will

confront the users and lead to confusion and eventual failure of the ap
plication.

Simple language illustrating and guiding the program

application and clearness of organizational structure (e.g., responsi
bilities and powers of individuals within the organization) are
characteristics of practical programs.

Prescriptive vs. Descriptive Approach
for Establishing A Program Structure
and A Program Budget
Generally, there are two approaches for constructing a program
structure and a program budget.
scriptive.

The first is called normative or pre

This approach emphasizes what schools should be doing,

regardless of what they are actually doing.

Therefore, the program
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structure starting point, according to the normative approach, is the
formulation of goals and objectives that should be accomplished first.
Then relevant activities will be assigned to each set of related objec
tives.

Therefore, if the normative approach is used to develop the

Saudi program structure and hence program budgets, the existing Saudi
elementary activities may be partially or totally allocated to the prespecified objectives.

That is, the pre-stated program objectives will

determine which of the existing activities should continue and which
activities should be terminated.
The second approach is a descriptive one.

It emphasizes what

schools are doing (inductive approach) instead of what schools ought to
be doing (deductive approach).

This approach utilizes existing activi

ties to set up a program structure.

In other words, if the descriptive

or inductive approach is used to develop Saudi Arabian elementary pro
grams and hence program budgets, the existing activities performed in
Saudi Arabian schools have to be identified and related to the appropri
ate objectives, which also must be a product of the existing stated or
unstated objectives.

A Program Structure
Model (PSM) for Saudi Arabian
Elementary Education
The overall framework of the developed program structure for
Saudi Arabian elementary education is shown in Figure 5.

It is called

the Program Structure Model (PSM) and comprises eight program levels
(I through VIII).
programs.

Each level except the first three includes several
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To identify the Saudi Arabian elementary education programs pro
posed in the PSM, the descriptive approach was followed using the
following publications issued by the Saudi Arabian Ministry of Education:
(1) the 1968 boys' elementary curriculum; (2) the 1964 internal regu
lations and rules for the boys' elementary schools; (3) the 1972-1973
organizational structure of the boys' school district; (4) the 1973
organizational structure of the Ministry of Education; and (5) a few
other circulars issued by the Ministry of Education.^
It should be mentioned here, however, that the first two publi
cations mentioned above are for boys' elementary schools only, while the
other publications are related to the overall planning, administration,
control, and evaluation of boys' education through high school or its
equivalent.

Almost all existing organizational units within the Ministry

of Education and the school district administration are performing activi
ties related to boys' education in the elementary, intermediate and
secondary stages as well as other equivalent stages such as the secondary
agriculture school.

Therefore, at the present time the Saudi elementary

school is the only organization performing activities related solely to
elementary education.
All other activities or services related to elementary education
are performed, or ought to be performed, by the district administration

^Ministry of Education, The Boys' Elementary Curriculum 1388 A.H./
1968 A.D. (Riyadh, Saudi Arabia: Ministry of Education, 1968), in Arabic;
Ministry of Education, Internal System for Elementary Schools 1384 (1964)
(Riyadh, Saudi Arabia: Ministry of Education, 1964); Statistics, Research
and Educational Documents Unit, Ministry of Education, Educational Sta
tistics 1972-1973 (Riyadh, Saudi Arabia: Ministry of Education, 1973),
pp. 2-13.

and/or the Ministry.

Since both organizations are responsible not only

for the elementary education stage but also for the intermediate and
secondary education stages, their existing structures are multi-organizational.
It is conceivable to assume, therefore, that some conceptual
misunderstanding may arise about the possibility of developing elementary
programs at the Ministry of Education or district levels, since activi
ties performed at either level are multi-stage and may relate to
elementary, intermediate, and secondary education.

However, this should

not be the case at all, because by adopting program budgeting for ele
mentary education, it is expected that certain reorganization steps will
be necessary.

These include either (a) complete separation of the ele

mentary education function from other educational stages by making it
an independent agency; or (b) separation of elementary objectives,
activities, and costs from those of other educational stages to form
programs that are independent, as much as possible, of other educational
levels but are within the existing organizational structure.

The organi

zational structures of the Ministry and the district which will be
referred to in this dissertation are assumed to relate to the elementary
education structure only, unless stated otherwise, because an independent
elementary organizational structure requires a structure similar to the
existing one.
It should also be indicated here that programs for other edu
cational stages for boys (e.g., intermediate) as well as for girls can
be identified by following the same approach used here to identify the
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boys' elementary programs.

In fact, many administrative programs (e.g.,

organizational subclassification) as well as other program classifications
(e.g., functional programs) for other educational stages may even bear
the same titles as those described in this chapter for the elementary
stage.
Finally, other factors referred to earlier were also considered
in developing the PSM.

These include the program definition, the de

velopment criteria, and the program budgeting objectives.

In addition,

the overall educational objective (i.e., the expected changes in stu
dent knowledge) were also considered in developing the PSM.

In fact,

changing student knowledge is assumed to dominate the final allocation
of activities to programs as much as possible.

Thus, within the edu

cational organizational structure all activities performed by
administrators, teachers, and others are expected to be guided directly
or indirectly by the overall objective of .changing student knowledge.
Other objectives (e.g., administrative) should be considered subordinate
to this objective.

More explicitly, the development of the Saudi

elementary education programs, or the PSM, was guided primarily by the
possible enlargement of activities, especially indirect activities,
which might be allocated to instructional objectives.

Consequently,

as the actual application of the developed program structure comes
closer and closer to its final stage, it is expected that all activities
which can be feasibly allocated to each elementary subject-area in all
or some selected grade levels has been accomplished.
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Features of the Proposed PSM
First, there is nothing new in the contents of the PSM.

All

activities performed at the present time for the ultimate objective of
changing the knowledge of elementary students are included.

What is new

about the PSM is that it develops a comprehensive package of information
relevant to better planning and controlling.
Second, the PSM is organized in a way which allows all infor
mation to be classified and allocated to its relevant and basic programs
first.

In other words, all direct program activities will be allocated

directly to their relevant programs.

For example, information on acti

vities related directly to the personnel department will be allocated to
that department or program directly; also, information on activities re
lated directly to a specific course will be allocated to such a course
directly, and so on.
Third, the different program levels of the PSM identified in Fig
ure. 5.\ are connected with lines to show the possible flow of information
(e.g., allocation and communication of costs) among program levels.

In

particular, these connections pinpoint the possibilities for reallocating
at least part of the non-instructional costs (indirect costs) to in
structional programs.
Fourth, the PSM is not a fixed structure but is intended to be
a flexible one.

Consequently, it will be possible to include any new

program at one or more program level.
fourth (IV) program level in Figure 5.

An example can be found at the
In the same manner, temporary

cancellation or elimination of some of the suggested programs is also

possible.

In fact, temporary exclusion of a whole program level may

seem necessary during the first few years of application.

For example,

the subject-area/grade-level programs (Level VIII) may not be initiated
until the subject-area programs (Levels VII and/or VI) are satisfactorily
completed.

In other words, the development and application of subject-

area/grade-level programs may start years after the development and im
plementation of the subject-area programs for the elementary education
as a whole (Levels VI and VII).

This is so because the subject-area/

grade-level programs within the PSM do depend, to a considerable degree,
upon the development and implementation of the subject-area programs.
Furthermore, the subject-area/grade-level programs within the PSM are in
fact a subclassification of the subject-area programs (Levels VI and
VII).
Fifth, the inclusion of Program Levels V through VIII as sep
arate and independent programs in the PSM is designed to reveal
explicitly the possible new organizational units and/or arrangement.
For example, functional, subject-area, and subject-area/grade-level
classifications should be considered in the future as possible new or
ganizational units in the program-oriented structure of elementary
education.

This will be discussed in greater detail later.

Finally, the location of each program level in the PSM is not
intended to indicate which program level should be the starting point
for development and/or implementation.

Consequently, it is possible to
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start with several levels simultaneously (e.g., I, II, III, IV, and VI),
depending upon the prevailing circumstances and constraints.

Program Levels Within the PSM
There are eight program levels in the PSM (I through VIII)
sharing only three major titles or headings.

These headings are organi

zational, functional, and subject-area studies.

Only the organizational

classification and subclassification (Program Levels I through IV) repre
sent actual organizational units within the existing Saudi organizational
structure.

All other programs (V through VIII) under the functional and

the subject-area headings are not independent programs of the existing
organizational units; though they represent activities carried out by
the existing organizational structure (Program Levels I through IV).
Therefore, each program identified in the PSM need not be exclusively
related or attached to the existence of only one independent unit with
in an organization.

Many organizational units within a given structure

may contribute to the achievement of a specific program.

The subject-

area programs, for example, are accomplished directly via instructional
activities and indirectly via administrative and other related acti
vities.

Also, as each program's objectives may be achieved through the

performance and cooperation of several organizational units, each or
ganizational unit may contribute to the achievement of more than one
program.

An example is the personnel department (program) which is re

sponsible for recruiting and hiring employees for many other programs.
Thus, such a department may have separate programs for every group of

75

employees according to their profession--e.g., teachers, engineers, ad
ministrators, etc.--or according to the specific unit to which they
belong.

Another example is the school district health division (program)

that was discussed above.
Organizational Programs (Levels I through IV) and their
objectives.

To define as programs what are usually known as organiza

tional units requires explanation and justification.

Each unit within

the organizational structure must contain, to a practical degree, the
major elements of the definition of program in order to be called a pro
gram.

Of these elements, the most significant ones are the objectives,

outputs, and the costs of achieving such objectives.Without explicit
identification of objectives, outputs, and costs, it would be unrealistic
to call any organizational unit a program.

Therefore, to apply program

budgeting for elementary education, each organizational unit will be con
sidered a program if and only if each unit's objectives, outputs and
costs are developed.^
Objectives may be developed directly or indirectly by analyzing
a unit's existing activities.

Once such objectives are developed, a

single and/or a multi-program organizational unit may be created.

If

more than one set of similar objectives is formulated for an organizational

^Activities relating to the achievement of such objectives are
assumed to be identified as part of the objectives and cost identifi
cation processes.
•^Program objectives, program outputs, and program costs will be
the central topics in the rest of this dissertation. In addition, some
of the other topics contributing to the achievement of the program bud
geting process as defined by this writer previously will be touched upon
briefly.
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unit, then more than one program can be created in such a unit.

In

addition, the size of the activities related to each set of similar
objectives (program) may justify the breakdown of the original organi
zational unit into several independent units.

For example, assume that

the current multi-stage curriculum, research, and educational materials
division at the level of the the Ministry of Education is a program.
Now, in identifying, developing, and stating its objectives and activities,
the division (program) may be divided into three programs with or without
concomitant organizational breakdown.
1.

Such programs are

Curriculum, research, and educational programs for elementary

education (Grades 1 through 6)
2.

Curriculum, research, and educational programs for inter

mediate education (Grades 7 through 9)
3.

Curriculum, research, and educational programs for high school

(Grades 10 through 12)
Further subdivision may be recommended too, if the objectives and
activities of the above program are broader than the already identified
ones, or for any other practical reasons.

In fact, a real situation re

lated to this discussion occurred at the level of the Ministry of
Education late in 1974.

The Directorate General of Elementary Education

was made an independent organizational unit, whereas before intermediate
education was part of the same unit.
In the PSM, the first four program levels (I through IV), are or
ganizational classifications.

They consist of the major 1972-1973

organizational units within the existing structure of the Ministry of
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Education (nationwide), the district level, and the school level.

How

ever, not every existing organizational unit within the above levels is
included in the PSM.

Many units are excluded because they are not

clearly related to elementary education.

However, as analysis is carried

out more elementary objectives, activities, and costs will be identified;
and hence new programs will be created and added to the program structure.
Objectives, activities, and costs which seem incapable of assignment to
specific programs should be separated and allocated to a special program,
such as "General."
The general objectives of the organizational programs are stated
in a booklet issued by the Ministry of Education.

Examples of these ob

jectives will be presented in an imprecise word-for-word translation from
Arabic to English.

Some of the objectives will be inferred from the de

scribed activities of the organizational unit.
1.

Level I:

The objectives of the Level I program are to plan

boys' elementary education, supervise the execution of such plans and
evaluate outcomes.

These objectives are the aggregate objectives of the

subordinate organizational units in the Ministry of Education.

The

activities of the Level I program which contribute to the achievement of
these objectives are many.

They include, for example, all activities re

lated to elementary curriculum development, to elementary teachers and
personnel recruitment, and to other planning and controlling activities.
2.

Level II:

General objectives of the Level II program are to

execute the educational policies and procedures developed and recommended
by the Ministry of Education and/or the district director.

The activities

of the Level II program are related primarily to the personnel and the
financial administration in the district.

That is, they are concerned

more directly with the activities contributing to the general support
programs (non-instructional programs).
3.

Level III:

The school's main objective is to execute the

curriculum planned by the Ministry and the district.
activities are the major functions of the school.
ministrative activities are also performed.

The instructional

However, limited ad

The instructional activities

are related to every course taught in the school.

These include all the

subject-area programs referred to in the PSM (Levels VI, VII and VIII).
4.

Level IV:

There are many programs at this level.

an organizational unit within the Saudi elementary structure.

Each is
In other

words, they are organizational subclassifications of the first three pro
gram levels, mainly Levels I and II.

Hence, for illustrative purposes,

the objectives of a few of these programs will be presented below.
The general objectives of the Directorate General of Elementary
Education program (Ministry-level)^

are

to plan, direct, and guarantee

the continuous progress of elementary education programs and also to en
courage the students to exploit all available opportunities to increase
their knowledge and education.
The activities of the Directorate General of Elementary Education
program are many and include: (a) the development of the overall ele
mentary education policies and procedures to be followed by school
1 r\

L^Late

in 1974, this organizational unit was separated from a
unit previously called the Directorate General of Elementary and Inter
mediate Education.
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districts and schools; (b) the participation in the planning and develop
ment of elementary curriculum; (c) the revision, evaluation, and
recommendation regarding all districts' requests for teachers, personnel,
materials, educational aids, and financial resources; and (d) the clas
sification of all information transmitted from elementary schools to
the Ministry by the school districts.
The district's health program objectives are (1) to keep stu
dents in good health by using prevention and treatment measures; and
(2) to keep school buildings in sanitary condition.

The activities of

the health program (district-level) include those related to physical
examination of all new students, administration of protective programs,
treatment of regular sickness, and other similar activities.
On the Ministry level, the objectives of the purchases and ware
houses program are to purchase, store and provide all of the Ministry's
organizational units with their needed materials and equipment and also
to provide school districts with specific materials and equipment.

On

the district level, the objectives are to purchase, store, and provide
schools and the district administrative units with their materials,
supplies, and equipment.

The activities of the purchases and warehouses

program on both.Ministry and district levels include those related to
buying, receiving, warehousing, and distributing the materials, supplies,
and equipment requested.
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The general objectives of the school administration^program are
to supervise and administer the execution of instructional programs as
well as other related programs.

Performed by the school's principal,

his deputy, or other administrative or teaching employees, the activities
of the school administration program usually exclude instruction and em
brace activities such as: (a) keeping records for all school teachers
and administrators; (b) distributing the different school activities
among teachers and administrators; (c) providing all necessary and re
quired information about the school to the district directors and other
top administrators; (d ) distributing the textbooks to the students; and

(e) executing the rules and regulations received from the district
director.
Functional Programs (Level V) and Their Objectives.

There are

four functional programs (instruction, instruction support, student ser
vices, and general support) at Level V of the PSM.

Each one of these

functions is designed to group all relevant programs within the Saudi
educational organizations under its heading.

However, none of the

functional classifications stated is presently included in the existing
organizational structure of the Saudi educational system.
The functional classification is significant.
hierarchical criterion referred to previously:

It satisfies the

the broad functional

programs do represent an aggregate classification of all lower programs.
That is, they offer fewer meaningful programs to top educational decision
makers if incorporated into the organizational structure.

For example,

the function "general support" may incorporate those programs related to
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the personnel unit, the finance unit, the budgeting unit, the statistical
unit, and the like, to form the general support program at the Ministry
and the district levels.

Also, the function "instruction" may incorpor

ate the programs related to the different courses in the elementary stage
to form the instruction program, and so on.

In brief, all those programs

which are less general than the stated functional programs will be clus
tered around their related functional objectives to form the functional
programs.
Do such functional programs need to be independent units?
why?
ture?

If so,

And, where should they be placed in the Saudi organizational struc
The answer to these questions can be best explained by using

organizational charts.

Consequently, two figures (Figs. 6 and 7) are

presented on the following two pages.

Figure 6 is the 1972/1973 organi

zational chart of the Saudi school district.

Figure 7 includes the new

suggested functional programs.
The major differences between the two school district organiza
tional structures are as follows:
1.

In Figure 7, an instructional unit is created to deal directly,

and explicitly with instructional objectives, problems, needs, and so
forth, of each course in each grade level or in selected grade levels.
This is very important and necessary because instruction is the essential
means whereby the ultimate goal of education, which is increasing student
knowledge, is achieved.

Thus, instruction has to have a paramount

position within the existing organizational structure in order to plan,
evaluate, and control courses on a continuous and systematic basis.
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2.

In Figure 6, on the other hand, an instructional unit is not

part of the existing organizational structure.

In other words, the

structure displayed in Figure 6 is completely dominated by non-instruc
tional objectives and activities.
non-instructional domination:

Many factors may have caused such

one is that the objectives of an instruc

tional unit, if created, are not compatible with the non-instructional
units at the Ministry and district levels.

This is because the objec

tives of an instructional unit will be primarily accomplished by nonroutine activities, such as in-depth course planning and evaluation,
since the instructional activities which may be considered routine are
carried out by the school, not by the district or the ministry.

On the

other hand, the objectives of the non-instructional units (e.g., personnel
and finance) are mainly related to routine activities rather than nonroutine activities.

Therefore, the nature of the objectives, and hence

the activities in an instructional unit in the district's organizational
structure (Fig. 6), will not coincide with the nature of objectives nor
with the activities performed by almost all existing non-instructional
units.
Another factor that may have caused non-instructional domination
is that the non-instructional activities must of necessity be performed
on a continuous basis at the Ministry and district levels in order to
keep the educational system functioning.

On the other hand, only in

structional activities at the school level are necessary for the
continuation of the existing educational system.

Other instructional

activities (such as the evaluation of courses) are not necessary, however,
and hience can be ignored without any effect upon the continuation of the

existing educational system, though these kinds of activities are im
portant for effectiveness and efficiency measurement.

In fact, the

existing organizational structure implies that such non-routine instrutional activities are static in nature.

That is, once non-routine

instructional activities (such as the formulation of objectives for
elementary courses) have been performed by a one-time committee, for
example, a long period of time may elapse before it becomes necessary to
consider their revision.

Hence, it is not necessary to have an organi

zational unit established at the Ministry and district levels for such
instructional activities.
Another factor which may contribute to the negligence of instruc
tional activities at the Ministry and district levels is that the noninstructional activities are easy to perform compared to the instructional
activities.

That is, the routine activities performed by employees of

such units as personnel or finance are not difficult when compared to
non-routine instructional activities which relate to subject-area ob
jectives' formulation, evaluation, etc.
Finally, the non-instructional activities can be performed by
unskilled and hence available employees because generally they do not
require special abilities.

However, this is not the case for non-rou-

tine instructional activities.

In fact, it is one thing to perform a

routine administrative job and quite another to plan and evaluate in
structional courses which are executed at the school level.
3.

In Figure 7, an instructional support unit (program) is

created to replace the technical affairs unit.

The sections (units)

included under this new program will be the same as the ones currently
under technical affairs.

In addition, the previously-independent exam

ination section (program) will be included too, because its general
objectives as stated in the current organizational structure are related
more closely to the instructional support function than to other
functions.
4.

A new division called the student services program is created

in Figure 7.
directly.

It should include all services provided to students

Thus, it may encompass the health section, the student affairs

section, and any other relevant programs, such as students' food and
transportation.

The creation of such a program as an independent organ

izational unit is useful because it differentiates between general and
specific services provided to students.
5.

Finally, in Figure 7 the general support program will re

place the administrative affairs division.

The old organizational units

under the administrative affairs will remain under the new program
(general support).

However, additional sections (previously independent)

will be included also because they are related more directly to the
general support program.

These include the statistics, administrative

inspection, and budgeting sections.
At the school level, however, it might be impractical to have
functional classification as organizational units.

That is, it may not

be feasible for such a classification to exist at all at the school in
the forms of independent organizational units.

The limited and highly-

specialized activities (teaching) performed in the school are the major
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reasons for excluding the functional classification there.

Activities,

and hence programs, related to functions other than instruction (e.g.,
finance or personnel) are not considered worthy of organizational unit
status at the school because they are totally planned and executed by
the Ministry of Education and/or the district.

Thus, there is no need

for functional classification at the school, since the school has no
direct effect on the planning, managing, or controlling of any noninstructional programs.
The general objectives and activities of the functional programs
are the sum of all objectives and activities of subordinate (lower) pro
grams, including instructional as well as non-instructional programs.
The objectives of the instructional functional program in Saudi Arabian
elementary education, for instance, are as follows:
1.

2.
3.
4.
5.

6.

7.

Rearing the correct Islamic creed in the soul of the child
and providing him with a comprehensive Islamic education in
his morals, body, brain, language and feeling of belonging
to the Islamic Nation.
Training him on prayers and teaching him good conduct and
virtues.
Developing in him the various basic skills, especially
language, counting, and body exercises.
Supplying him with the necessary amount of information
in various fields.
Acquainting him with the blessings God has bestowed on
him and on his geographical and social environment so that
he can make good use of these blessings in serving himself
and his community.
Rearing the child's good taste, looking after his imagina
tive activities, and strengthening his admiration of manual
work.
Developing his feelings of responsibility to understand his
rights and duties in the limits of his age and the charac
teristics of the stage he is in, and planting in him the love
of his country and loyalty to his rulers.
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8.

Creating in him the desire to accumulate more knowledge and
useful work and training him to make good use of his
leisure time.
9. Preparing the child for the following stages of his life.^3
These objectives, which will be considered in more detail later
in this chapter, are
A.

General:

that is, they refer to general rather than specific

achievement.
B.

Timeless:

that is, they do not relate to the students' ex

pected achievement within schooling years only.

Instead, they include an

unspecified time period beyond the elementary education period-~they in
clude students' behavior after finishing elementary school.
C.

Unmeasurable Directly:

that is, they are not measurable

directly on a regular basis (e.g., monthly) during the six elementary
years.

Instead, graduation from elementary school is considered the in

dicator for having achieved the objectives.

Thus, any part of the

objectives which is unmeasurable during the school years under classroom
conditions is assumed to be achieved by the student who graduates.
Graduation is thus a surrogate, short-term measure for long-term effects.
Subject-Area Programs (Levels VI, VII, and VIII) and Their
Objectives.

The third classification contained in the PSM is the subject-

areas of studies.

This classification includes three program levels

(VI, VII, and VIII); though Level VI is a condensed version of the twenty
programs included in Level VII, and Level VII is a condensed verson of

•^Ministry of Education, The Educational Policy in the Saudi
Arabian Kingdom (Riyadh, Saudi Arabia: Ministry of Education, 1970),
pp. 16-17.
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the individual courses taught in each grade level.

The program names at

these levels are the names of the courses taught to students at the ele
mentary level.

For example, at level VI the following programs are taught:

1.

the religious program

2.

the art program

3.

the social studies program

4.

the mathematics program

5.

the Arabic program

6.

the physical education program

7.

the science and hygiene program

The location of the subject-area programs in the PSM is not a
casual incident.

Subject-area programs are there because the flow of in

formation (e.g., cost) is designed to terminate where the real objectives
of education are best conceptualized in subject-area objectives.

There

fore, it must be realized that Program Level VIII (subject-area/gradelevel programs) is the most difficult of all program levels to develop
and implement because when fully developed, it will be composed of as
many programs as there are courses taught in each grade level.

More im

portant, each of these programs will include, or at least be designed to
include, all relevant information.
formation should be included.

Ideally, all direct and indirect in

That is, instructional as well as non-

instructional information should be included in the subject-area programs.
In the real world, however, it is presently impossible to allocate all
relevant information, such as cost, to all related subject-area or sub
ject-area/grade-level programs.

Only that information which is possible

to allocate to these programs is allocated to them.
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The instructional costs are an example of the allocable infor
mation.

These costs are called direct costs of the subject-area programs.

It is not difficult to correlate direct costs with subject-area programs
in Saudi Arabia because teachers are responsible for teaching specific
courses to specific grade levels.

Thus, it is not difficult to assign

each subject-area program its share of the teaching costs.
On the other hand, the general support costs are an example of
the information which is hard, if not impossible, to allocate to sub
ject-area or subject-area/grade-level programs.
non-instructional costs.

Such costs relate to

They are called indirect costs because they

have no direct bearing on instruction.
allocated whenever possible.

Such costs, however, should be

Otherwise, in the long run the expected

development of comprehensive relevant information related to the most
important elementary programs (subject-area/grade-level) will not be
achieved.
How do subject-area programs fit into the organizational struc
ture?

On both levels, the Ministry and the district, new organizational

units, such as a religious unit (program), an art unit, and so forth,
should be created under the instruction division (functional program).
However, if the activities expected to be performed by each subject-area
unit are not substantial, the individual subject-area program should not
maintain an independent organizational unit status.

Instead, all sub-

ject-area programs might be handled by a single organization unit
(instruction unit) without the need for organizational subclassification
according to each course or each course in each grade level.

In this

case, however, differentiation of courses is recommended within the in
structional unit (program).

That is to say, if further organizational

subclassification according to every subject-area is not applied, then
it will be necessary to adopt separate information records to classify
the activities, costs, and so forth of each course by itself.

Put dif

ferently, all subject-area programs will form the instruction unit (pro
gram) and share the unit's costs, but information on each course or each
course in each grade level will be classified separately within the unit
to include its own activities and costs.

As a result, it would be ex

pected that information such as the direct employee activities within
the instruction division would be related to the relevant subject-area
or subject-area/grade-level program directly on a regular basis.
At the school level, the routine part of the instructional
activities (teaching) is performed.

Hence, the school is the location

in which subject-area programs are implemented.

Consequently, an in

dependent subject-area organizational unit within the school, as shown
in Figure 8 is a logical expectation, especially if the size of the
school (e.g., number of students and teachers) justifies it.

Otherwise,

separate information records for each subject-area or subject-area/
grade-level program should be kept in the school, without recognizing
each course as an independent organizational unit.

Thus, the school in

this latter case will classify and allocate its activities directly to
the relevant subject-area programs on a continuous and systematic basis,
even though each course is not an idependent organizational unit.
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In Saudi Arabian elementary schools, teachers usually teach
specific courses in specific grade-levels.

Therefore, it is not diffi

cult to classify and allocate their activities and the concomitant costs
to each subject-area program.

This is in contrast to many American ele

mentary schools, where each teacher is responsible for a particular
grade-level and almost all the courses that will be taught in it.

In

other words, in American schools it is harder than in Saudi Arabian
schools to identify and allocate the activities of teachers to each
specific subject.
The general objectives of each Saudi elementary course or set of
similar elementary courses are stated in the 1968 Saudi elementary
curriculum booklet for boys, though these objectives are not stated for
14
each course in each grade level.

Following is a modified translation

of the Saudi subject-area objectives.

The objectives translated are

neither an exact, word-for-word translation nor an objective-by-objec
tive translation.

In addition, the objectives indicate the general

course contents for the whole elementary stage of Saudi education.
The objectives of the religion program are to have all of man's
sayings and behavior flow out of and be adopted from Islam. Islam
should be deeply rooted within the individual so that his behavior and
treatment of others will reflect the different aspects of Islam.
dents should understand the Islamic facts and their principles.

Stu
Also,

they should know their duty towards God, themselves, their families,

^Ministry of Education, The Boys' Elementary Curriculum
1388 A.H./1968 A.D.
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their nation, and the universe.

The teaching of the Islamic religion

should be aimed at raising students' morals and purifying their souls.
Individual behavior should demonstrate brotherhood, justice, and cooper
ation among people, so that society will be enriched with truth, goodness,
nobility, and love.

Hence, human life will be noble and peaceful.

The art program objectives state that students should have every
opportunity to express their thoughts and actions about any subject they
choose through drawing and other similar art techniques.

However,

teachers should try to know students' interests and encourage them to
develop further such interests through drawing, modeling, and construc
tion.
The aims of the social studies program are to teach the students
the history of the development of Saudi Arabia, the nature of its en
vironment, its different available resources, and its relations with
other countries, including other Arab countires, Islamic and Western
countries.
The mathematics program objectives include the following:

Stu

dents should be helped to acquire the necessary mathematics needed for
use during a person's life.

They should be helped to learn counting and

other related skills which are prerequisite for greater mathematical
knowledge and skills.

They should be encouraged to express their ideas

in mathematical models and relationships.

Finally, students should

learn to use and be familiar with different geometric forms and their
measurement.
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The physical education program has as its objectives:
should acquire basic psychomotor skills.
relevant safety precautions.

Students

They should be able to use the

Students should be helped and encouraged

to develop physical skills, so that they can participate in district and
national sports activities.

Finally, students should know the advantage

of sports for health and body.
The science and hygiene programs have as objectives that students
should be taught the scientific facts of their environment.

They should

be taught how to develop their scientific thinking for problem-solving
purposes.

In addition, they should be able to perform relevant experi

ments.
The objectives of the Arabic program include:

Students should

learn and be able to read, understand, and utilize the Islamic religious
laws.

They should learn to read and write in general.

They should be

encouraged and taught how to search for greater knowledge through dif
ferent means.

They should learn how to be able to pay attention and

listen carefully, so that they can comprehend easily what speakers have
to communicate.

Students should learn how to write correctly and clearly.

Finally, they should learn how to express themselves verbally and in
writing.
The above Saudi subject-area objectives are general.

They are

not measurable directly, and many of them have no time limitation.
example, the religious objectives are very broad.

For

They are not measurable

directly, since they are not specific, and hence many different attri
butes can be measured to indicate the achievement of the religious

objectives.

Finally, these religious objectives apply to the elementary

school period as well as to the individual's entire life.

The objectives

are a mixture of what a student should learn during the elementary period
as well as during his lifetime.

A Program Budget Model
After the Saudi Arabian elementary programs are identified and
discussed, a budget for each of these programs generally can be prepared
in accordance with the Program Budget Model shown in Figure 9.^""'

Ac

cording to this model, a program budget is defined as "an objectiveoutput-oriented plan related to the future course of action, expressing
systematically and quantitatively the program's objectives, outputs, and
costs."

That is, each program budget must include the following infor

mation:
1.

Quantitative objectives will be defined and stated in the

next chapter in terms of the number of standard teaching hours (activi
ties) which are assumed to be sufficient for a normal or average student
to achieve the subject-area instructional objectives (program).^

Such

teaching hours are considered to be objectives because they represent
"something worked towards or striven for; a goal."^

15The

discussion in this dissertation is confined to expenditures
and costs only. That is, the revenue portion is not included.
l^All students enrolled in the regular elementary schools are
assumed to be normal or average students; that is, they are not physi
cally or mentally retarded.
^William Morris, ed., The American Heritage Dictionary of the
English Language (New York: American Heritage Publishing Co., Inc. and
Houghton Mifflin Co., 1969), p. 905.

Program Title:

Quantitative Objectives:

Quantitative Outputs Expected :

Expected Program Cost
or Expenditure

Saudi Riyals*

Detailed or brief Program
Cost Classification (the
cost of activities and
goods)

Fig. 9. A Program Budget
Model for Saudi Arabian Elementary Education

*This is the Saudi Arabian currency which is cur
rently (December 1975) equal to about twenty-eight
American cents.
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2.

Quantitative outputs expected will be defined and calculated

in a later chapter, too, according to the standard teaching hours speci
fied in the quantitative objectives.

This is because such standard

teaching hours are assumed to be sufficient for an output creation (ex
pected).

But, it must be made clear here that this does not mean that

all expected outputs will be considered actual outputs because defective
outputs (reparable or irreparable) are a fact of real life.

Thus, it is

expected that some expected outputs will require either more or less than
the standard number of teaching hours to be transformed to actual outputs,
as will be seen in Chapter 6.
3.

Estimated cost of inputs required to achieve the program ob

jectives and thus create the expected outputs; that is, the program cost
(which will be discussed in detail in Chapter 7).

Summary
Many factors were considered in developing the proposed program
structure and program budget models for Saudi Arabian elementary edu
cation.

These included overall Saudi educational objectives, present

Saudi educational activities, program definitions, and program devel
opment criteria.
The proposed program structure consists of eight program levels
that fall under three major headings:
subject-area.

functional, organizational, and

Each proposed level, except for I, II, and III, includes

more than one program and new programs can be added to any of the pro
posed program levels.
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The expenditure side of the program budget for each Saudi program
proposed in the PSM can be formulated according to Figure 9.

The major

type of information recommended for inclusion in this model comprises
quantified objectives, quantified outputs, and the cost of achieving these
objectives and outputs.

Consequently, the next three chapters will deal

with the information included in the model.

Specifically, Chapter 5 will

contain a discussion on objectives; outputs will be discussed in Chapter
6; and cost will be discussed in Chapter 7.

CHAPTER 5

QUANTITATIVE OBJECTIVES FOR A SAUDI ARABIAN ELEMENTARY
EDUCATION PROGRAM BUDGET: AN EMPHASIS ON THE DEVELOPMENT
AND MEASUREMENT OF BEHAVIORAL INSTRUCTIONAL OBJECTIVES (BIO)

As indicated in Chapters 3 and 4, stating objectives explicitly
(and quantitatively if possible) is essential for the development of
programs, and hence program budgets.

Consequently, this chapter will

explore the development and measurement of elementary objectives in
general, and subject-area objectives in particular.

The reason for this

undertaking is that the existing objectives of the Saudi Arabian elemen
tary programs are not specified clearly and in measurable terms.

Rather,

the existing Saudi objectives are stated in very broad terms, and hence
they are timeless and immeasurable directly, as indicated in the pre
ceding chapter.
In addition, at the end of this chapter are examples of quanti
tative objectives for several Saudi Arabian elementary education
programs.

Development of
Behavioral Instructional Objectives (BIO)

Goal vs. Objective
Educational theorists define the words "goal" and "objective"
differently.

"Goal" is defined as a general statement of intention (for

example, the overall policy statement of an organization or its subunits) which is not measurable directly.
100

"A goal is a statement of
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broad direction or intent that is general and timeless and is not con
cerned with a particular achievement within a specified time period."^"
On the other hand, "objective" is defined as

. .a desired accom-

plisment that can be measured within a given time and under specifiable
conditions."

However, the words "goal" and "objective" are often used

interchangeably in the published literature.

In addition, many writers

use words such as "aim," "purpose," "end," and "result" to imply the
same meaning as the words "goal" and "objective."

Webster's New World

Dictionary defines "goal" as "the line or place at which a race, trip,
O
etc. is ended" or "an object or end that one strives to attain; aim."
On the other hand, "objective" is defined as "being the aim or goal. . ."
or "something aimed at or striven for."4

These dictionary definitions

do not specify which term is more specific or more general than the
other.

In contrast, they give the impression that either term can be

general or specific, measurable or immeasurable.
This writer, therefore, prefers to use the words "goal" and
"objective" to mean the same thing.

If a descriptive word such as

"specific" is attached to either, it is understood that the same

''"California State Department of Education, Planning, Programming,
Budgeting System Manual for the State of California School Districts,
2nd preliminary edition (Sacramento: State Department of Education,
1970), p. 8.
2Ibid.,

p. 9.

^Webster's New World Dictionary of the American Language, 2nd
college edition (New York: World Publishing Co., 1970), p. 598.
4Ibid.,

p. 980.
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description is attached to the other also.

The words "behavioral in

structional," which are used to describe the word "objective" as stated
in the title of this chapter, describe "goal" also.
tional objectives or goals are

Behavioral instruc

. . statements that describe what

students will be able to do after completing a prescribed unit of in
struction.""*

Objectives and Reasons for Developing Behavioral
Instructional Objectives
Formulating educational objectives in specific behavioral terms
is necessary for many reasons:

one is to inform teachers, students, ad

ministrators, citizens, etc. directly and explicitly of educational
benefits.
The rather obvious purpose of an instructional objective should
be to make clear to teachers, students, and other interested
persons what youngsters should be able to do as a result of the
instructional program.^
Second, such objectives can facilitate direct measurement of accomplish
ment.

Third, specific objectives generate precise information that is

more relevant than general information for undertaking rational decisions.
Fourth, behavioral objectives can offer a powerful tool for individ
ualization of instruction.

According to Eisner

Educational objectives . . . need to be clearly specified for
at least three reasons: first, because they provide the goals
toward which the curriculum is aimed; second, because they

^Robert J. Kibler et. al., Objectives for Instruction and
Evaluation (Boston: Allyn and Bacon, Inc., 1974), p. 2.
z:
John C. Flanagan, Robert F. Mager, and William M. Shanner,
Social Studies Behavioral Objectives: A Guide to Individualizing
Learning (Palo Alto, Calif.: Westinghouse Learning Press, 1972), p. v.
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facilitate the selection and organization of content; third,
. . . because they make it possible to evaluate the outcomes
of the curriculum.^
In a more comprehensive argument for objective specification,
Browder, Atkins, and Kaya summarize, with some modification, Popham's
discussion of this subject.
1.

2.

3.

4.
5.

6.
7.

8.

9.
10.

11.

Explicit objectives make it easier for educators to attend
to and differentiate the important objectives from the un
important.
Prespecification does not interfere with spontaneously
arising opportunity if relevant. Instead, it eliminates
sidetracking into irrelevant classroom events.
Primary responsibility is to educate the youth; if other
outcomes are met, they should also be specified and jus
tified in terms of their relevance to educating the youth.
It is possible to assess many qualitative and complicated
human behaviors with reliability and validity.
Whether the objectives are specified or not, the same de
gree of "democracy" exists in educating the youth.
Schools do not purport to allow students to deviate "demo
cratically" from socially desirable goals.
Teachers should be trained to specify their objectives
rather than perpetuate an ineffective status quo.
Teachers in arts and humanities constantly make judg
ments about the quality of students' products. They only
refuse to specify the criteria for their judgments.
Teachers should be judged on whether they produce results
in the learners. What other criterion is there for "com
petence in instructing"?
Schools must abandon the ploy of "obfuscation by gener
ality" and face squarely what it is they are achieving.
Resources should be allocated to allow teachers to spend
the necessary time either in generating the specific ob
jective or in selecting from among those already specified.
Prespecification of objectives indicates what may be the
primary but not exclusive focus in evaluating instruction.
If dramatic unanticipated outcomes occur, their determina
tion would only be facilitated since much of the "noise"
in the system would already be clarified.8

^Elliot W. Eisner, "Educational Objectives:
School Review 75 (Autumn 1967): 250.

Help or Hindrance,"

^Lesley H. Browder, Jr., William A. Atkins, Jr., and Esin Kaya,
Developing An Educationally Accountable Program (Berkeley, Calif.:
McCutchan Publishing Corp., 1973), pp. 177-178.
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Finally, Mager and his associates state that
a huge advantage of an instructional objective derives from
the simple fact that it is written. Once it is written, it
is visible. Once it is visible, it can be reviewed, evalu
ated, modified, and improved.9

Objectives Hierarchy
To develop BIO, educational objectives must be classified into
several hierarchies whereby objectives at a specific level can always
relate to a higher and/or a lower level.*"®

Such hierarchical develop

ment may proceed from the most abstract objectives to the very specific
behavioral objectives.

Consequently, each hierarchical level of ob

jectives may be described by one or more terms such as general, specific,
more specific, precise, overt (observable), covert (unobservable), and
quantifiable.
Krathwohl, for example, suggests three objective levels.''"'''
The first is the most abstract level, such as the broad general state
ments that correspond to generalized educational goals.

The second

level includes behavioral objectives which are a more specific version
of the broad objectives of education.
specific of all.

The third level is the most

It outlines the objectives of the instructional units

and individual courses.

Krathwohl argues that the different levels of

^Flanagan, Mager, and Shanner, Social Studies Behavioral
Objectives, p. v.
•*-®See for example, Joseph R. Jenkins and Stanley L. Deno, "A
Model for Instructional Objectives: Responsibilities and Advantages,"
Educational Technology 10 (December 1970): 11-16.
•'••'•David R. Krathwohl, "Stating Objectives Appropriately for
Program, for Curriculum, and for Instructional Materials Development,"
Journal of Teacher Education 16 (March 1965): 83-92.
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objectives are essential because it is not possible initially to formu
late the objectives at the most specific level.
reached can the next one commence.

Only as each level is

In addition, not all objectives lend

themselves to complete specification at the third level.

Furthermore,

having objectives at several levels of specificity will enable continual
examination of their interrelationships.

Thus, the general objectives

agreed upon will continue to guide the preparation of the more specific
objectives, for example.
Other writers suggest different numbers of levels.

12

As Tyler

noted in 1966, ". . . the level of generality . . . for Qtating] an ob
jective is perhaps the most puzzling question about objectives. . . .
Therefore, developing BIO requires that objectives be classified into
several levels.

However, the number of levels should be determined by

the experts who are responsible for objective development, taking into
account the complexities of the objectives under consideration, and the
time devoted to the formulation of objectives.

Objectives Hierarchy and the Program Budget
The foregoing discussion related to the hierarchical classifi
cation of objectives points the way toward establishing a similar
hierarchical classification for program budgets.

Therefore, it is

l^See for example, Lanny E. Morreau, "The Structural Analysis
and Classification of Objectives," Educational Techology 14 (March
1974): 46-48.
13
Ralph W. Tyler, "New Dimensions in Curriculum Development,"
Phi Delta Kappan 48 (September 1966): 26.
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essential and relevant to discuss such possible relationships at this
time and before any further discussion on formulating BIO.
To develop a program budget there must be a program.

Further

more, to develop a program there must be objectives, so that different
activities can be classified and allocated to their relevant objectives
(program).

Objectives, therefore, are an indispensable part of a pro

gram budget.

In fact, it can be said that the main reason for calling a

budget "a program budget" is its formulation around objectives.

Conse

quently, if objectives must be classified into several levels, as
indicated above, and if a program budget must represent the expected
cost of achieving such objectives, then it is also natural for the pro
gram budget to be classified into several hierarchical levels.

That is,

a program budget formulated around different hierarchical levels of ob
jectives can be stated in different hierarchical levels too.

In

addition, the information classified and provided by program budgets
with different hierarchical levels of objectives will have different
levels of precision.

Put differently, the existence of different levels

of objectives should cause the data classified in different budgets to
be different in terms similar to those of the objectives.

For example,

vague and general objectives will result in the creation of a general
budget (i.e., a budget with general cost classification).

In the same

manner, a specific budget will be created if the budget objectives are
specific because the cost classification will relate to particular and
measurable objectives.

Therefore, program budgets with different speci

fications of objectives will be different in terms of the detail of
input-output classification, measurement, and communication.

107

As a result, the program budget is also a multi-level budget,
just as the objectives are multi-level.

That is, a budget can be

general, specific, or somewhere between these two extremes.

Conse

quently, program budgets should not be described only as program budgets;
rather, it is necessary to add descriptive words to the title to better
define the kind of program budget it is.

For example, does the program

budget represent general or specific objectives and costs?
gram budget a long-run or a short-run budget?

Is the pro

In other words, a

program budget can be described as a general long-run or as a general
short-run program budget.

That is, if the program's stated objectives

are not specific and measurable under particular conditions within a
defined period of time, then it may be called a general program, and
consequently, its budget a general program budget regardless of the time
limitation (short- or long-run).

On the other hand, a program may be

called specific and its budget a specific program budget if its objec
tives are specific in nature--denoting particular achievement--and are
measurable within a specified period of time.
In summary, since a program budget is organized around objec
tives, and since objectives are classified according to several
hierarchical levels, a hierarchical program budget classification,
similar to that of the objectives, is recommended.

The advantages which

can be attributed to such a hierarchical program budget classification
may include:
1.

A precise program budget title makes it easier for the

reader to have some initial idea of the nature of information included
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by reading only its title — for instance, "Long-Run General Program
Budget."
2.

A precise title makes it possible for managers and adminis

trators to have a better idea as to the extent of the relevant
information which they will be able to get or expect from a program
budgeting process.

In other words, decision-makers in an organization

which applies general classification of a program budget do not and
should not expect as detailed program information as decision-makers in
an organization which applies specific classification of program bud
geting.
3.

A precise title makes it possible to classify the program

budgets of different independent organizations or even the program bud
gets within an organization to various levels according to a number of
characteristics (such as general, specific, or in between).

This clas

sification of program budgets by different levels will limit a given
level to those budgets with similar objectives in terms of specificity
and measurability.

As a result, generalization about and comparison of

program budgets within a level will be easier and more specific than
otherwise, since fewer wide discrepancies will occur.

Criteria and Guidelines for Developing
Behavioral Instructional Objectives (BIO)
Since the 1950's more and more attempts have been made to over
come, or at least reduce, the problems facing those who try to formulate
BIO.

In 1962, for example, Mager attempted to assist those who wanted

to describe the expected behavioral outcomes for students by suggesting,
among other things, three criteria for the formulation of objectives:
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what the student will be doing; the conditions under which he will be
doing it; and the expected extent to which a student will be able to do
whatever was intended, along with the minimum acceptable level of stu
dent achievement.^

Schutz, Baker, and Gerlach also set forth the

previous criteria, but included the student himself as a distinct part
of the criteria:
1.
2.
3.
4.

A subject: the learner.
A verb: behavior, or behavior product.
Given conditions: the situation in which the behavior
occurs.
Standards: of quality or quantity. ^

A more explicit statement of the previous criteria has been made re
cently by Kibler and his associates.

They stated that instructional

objectives (BIO) should include the following:
1.
2.
3.

4.

5.

Calif.:

Who is to perform the desired behavior (e.g., "the stu
dent" or "the learner").
The actual behavior to be employed in demonstrating
mastery of the objectives (e.g., "to write" or "to speak").
The result (i.e., the product or performance) of the be
havior, which will be evaluated to determine whether the
objective is mastered (e.g., "an essay" or "the speech").
The relevant conditions under which the behavior is to be
performed (e.g., "in a one-hour quiz" or "in front of the
class").
The standard that will be used to evaluate the success of
the product or performance (e.g., "90 percent correct" or
"four out of five correct").^

^^Robert F. Mager, Preparing Instructional Objectives (Belmont,
Fearon Publishers/Lear Siegler, Inc., 1962), pp. 44-53.

^Richard E. Schutz, Robert L. Baker, and Vernon S. Gerlach,
"Stating Educational Outcomes," in Instructional Product Development,
Robert L. Baker and Richard E. Schutz, eds. (New York: Van Nostrand
Reinhold Co., 1971), p. 4.
16

Kibler et. al., Objectives for Instruction and Evaluation,

p . 35.
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Different techniques and steps to guide the formulation.of be
havioral objectives are also included in Mager's book Preparing
Instructional Objectives.

Specifically, he suggests the use of words

which are open to fewer interpretations by students, teachers, and
others; so that the required precision, specification, and measurement
of objectives will be easier to accomplish.

He maintains that words

which are open to many interpretations are too vague to have much value
in determining units of instruction or in directing statements of ex
pected changes in student behavior.

The following are examples of

"open" and "closed" words.
Words open to many interpretations:

to know, to understand, to

appreciate, to believe, to grasp the significance of.
Words open to fewer interpretations:

to write, to recite, to

identify, to differentiate, to solve, to list, to compare, to con*
- 17
struct.
Important and detailed work has also been done by Bloom, Krathwohl, and others.

1 ft

They have developed a taxonomy of objectives which

assists in the formulation of behavioral objectives.
ists of three domains:

The taxonomy con-

cognitive, affective, and psychomotor.

The

cognitive domain deals with objectives related to mental processes-thinking, knowing, and problem solving.

The cognitive objectives

^Mager, Preparing Instructional Objectives, p. 11.
1O

See for example, Benjamin S. Bloom, ed., Taxonomy of Educa
tional Objectives: the Classification of Educational Goals, Handbook I:
Cognitive Domain (New York: Longmans, Green, & Co., Inc., 1957).
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. . . emphasize remembering or reproducing something which has
presumably been learned, as well as objectives which involve
the solving of some intellectual task for which the individual
has to determine the essential problem and then reorder given
material or combine it with ideas, methods, or procedures pre
viously learned.*9
The cognitive domain contains six levels of behavior:

knowledge, com

prehension, application, analysis, synthesis, and evaluation.

The

knowledge level, for example, is classified as follows:
1.

Knowledge of specifics:
Knowledge of terminology:
Knowledge of terminology in mathematics:
Knowledge of terminology of sets.

2.

Knowledge of ways and means of dealing with specifics.

3.

Knowledge of universals and abstractions in a field.
The second domain is the affective, which deals with emotion-

initiated behaviors such as values, interests, attitudes, and appre
ciation.

It contains five levels of behavior:

valuing, organizing, and characterizing.

receiving, responding,

In specific, the affective

objectives "... emphasize a feeling tone, an emotion, or a degree of
•
..20
acceptance or rejection.
The third domain is the psychomotor.

It covers the sensory

motor activities and skills in the behavior of individuals.

The psycho

motor domain contains three levels: frequency, energy, and duration.

It

^•^David R. Krathwohl, Benjamin S. Bloom, and Bertram B. Masia,
Taxonomy of Educational Objectives: the Classification of Educational
Goals, Handbook II: Affective Domain (New York.: David McKay Co., Inc.,
1964), p. 6.
20Ibid.,

p. 7.

. emphasizes some muscular or motor skill, some manipulations of
material and objects, or some act which requires a neuromuscular coordi-

..21

nation.

In general, each of the previous categories starts from simple
and concrete behavior and proceeds to complex and abstract behavior.
Also, each category has a main heading that is broken down into more
specific subheadings, which can themselves be further subdivided into
more particular areas.
However, the taxonomy is not a ready-to-use classification for
the subject-areas (courses) in school.

It represents only a set of be

havioral objectives per se, as well as a system for developing BIO.
Hence, only after defining the specific curriculum is it possible to
determine the expected BIO for different courses.

Consequently, the

taxonomy is a valuable source of ideas and guidelines for constructing
behavioral instructional objectives, but to utilize it in the formulation
of specific instructional objectives requires the identification of the
subject matter and its contents (detailed curriculum) along with the
specific domain (such as cognitive) to be developed.

Who Should Formulate BIO?
The answer to this question is not easy because in each com
munity, state, or nation different circumstances may compel the use of
one or more procedures to develop behavioral objectives.

In the United

States of America, for example, many attempts have been made by indiv
iduals and by groups to specify behavioral objectives for education.

113

Bloom and his associates, Krathwohl and his associates, Mager, Popham,
Schultz and Baker,

Shanner, and Flanagan are some of those who are

trying to argue for behavioral objectives, and who are trying at the
same time to develop such objectives.

As a result, hundreds and thou

sands of behavioral objectives are being formulated by many authors.
However, the degree of clarity and specificity of such objectives is not
the same.

Some are more specific than others.

For example, Popham collects, analyzes, and banks different
sets of instructional objectives (e.g., grammar, composition skills,
deductive logic, etc.) in the Instructional Objectives Exchange (IOX)
at the University of California, Los Angeles.

22

The IOX was established

by the Center for the Study of Evaluation at UCLA and later became an
independent nonprofit educational corporation in 1970.

Its purpose is

to serve as a national depository and developmental agency for sets of
operationally-stated objectives and for measuring devices that can be
used to assess the degree to which such objectives have been achieved.
In addition, other similar sources for instructional objectives are now
23
available in many states.
Recently, Flanagan, Mager, and Shanner compiled four volumes of
about four thousand instructional objectives in the subject-areas of
language arts, mathematics, science, and social studies.

"... A

modified approach to Bloom's Taxonomy of Educational Objectives,

^W. James Popham, "The Instructional Objectives Exchange:
Support for Criterion-Referenced Instruction," Phi Delta Kappan 52
(November 1970): 174-175.
2^See for example, Robert J. Kibler et. al., Objectives for
Instruction and Evaluation, pp. 195-197.

New
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Cognitive Domain . . . ,"24- which was discussed above, was used as a
guideline in developing these objectives.

The responsibility for de

veloping the objectives compiled by Flanagan and his associates was
assigned to over one hundred classroom teachers who worked on this pro
ject for a year at the American Institute for Research and Westinghouse
Learning Corporation.

In addition, an equal number of the Institute

25
staff members was involved in the project.
In Saudi Arabia, there has been no attempt to develop similar
BIO.

Moreover, to this writer's knowledge, there is no public or pri

vate Saudi institution which presently has any experience in formulating
such objectives.

Furthermore, the Saudi elementary teachers are un

skilled and unqualified to develop such objectives.

Hence, unless the

Saudi government makes available the required resources it will be very
hard, if not impossible, for individuals (e.g., teachers) or existing
institutions to develop BIO.

Consequently, it is the recommendation of

this writer that the Ministry of Education (elementary division) assign
such responsibility to professionals in centralized committees, since
the elementary education curriculum is the same throughout the Saudi
Kingdom.
Finally, it must be made very clear here that formulating be
havioral instructional objectives is one of the most difficult tasks in

•^Flanagan, Mager, and Shanner, Social Studies Behavioral Ob
jectives , p. xvii.
2S

For illustrative purposes, the developed behavioral objectives
of the social studies and language arts for the primary schools (grades
one through three), which were formulated by Flanagan and his associates,
will be reproduced in Appendix B.
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education.

Some writers claim that such objectives are difficult or

even "impossible" to formulate in specific subject-areas.

In California,

for example, an objection to PPBS implementation has been raised by the
English teachers on the ground that ". . . the establishment of goals
26
and objectives was impossible in their field."
not agree.

Others, however, do

Popham, for example, states that

Teachers in the fields of art and music often claim that it is
next to impossible to identify acceptable works of art in pre
cise terms--but they do it all the time. In instance after
instance the art teacher does make a judgment regarding the
acceptability of pupil-produced artwork. What the art teacher
is reluctant to do is put his evaluative criteria on the line.
He has such criteria. He must have to make his judgments. But
he is loath to describe them in terms that anyone can see.27
Therefore, he argues for developing more precise measures in educational
areas where evaluative measures are still primitive.
Thompson argues that only "enough man-hours" are needed to
formulate behavioral instructional objectives.

He states that there is

a need for
. . . a great deal of effort to break down the goal of a
system of instruction into measurable behavioral units. But
the work that already has been done in the development of pro
grammed instructional sequences and in the preparation of
instructional computer software seems to indicate that such a
breakdown can be made if we are willing to spend enough manhours on it. Some of the more elusive goals can be analyzed.
For example, tests have been constructed for the measurement
of attitudes and values using approach-avoidance techniques.
When we maintain that a goal of instruction cannot be measured,

26j4ichael W„ Kirst, "The Rise and Fall of PPBS in California,"
Phi Delta Kappan 56 (April 1975): 536„
James Popham, "Probing the Validity of Arguments Against
Behavioral Goals," in Current Research on Instruction, Richard C.
Anderson et. al., eds. (Englewood Cliffs, N.J.: Prentice-Hall, Inc.,
1969), p. 69.
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it may be true that we have not given adequate thought to the
essential nature and characteristics of that goal. It is dif
ficult to think of a goal of instruction that cannot be
analyzed into measurable behavioral units.
Thompson goes on to say that
It may be important to keep in mind that human behavior is
susceptible to reliable measurement. There are a great number
of psychological measurement instruments now available com
mercially that reliably measure various sectors of human
behavior.

Measurement of
Behavioral Instructional Objectives (BIO)

Measurement Definitions
Measurement is a science with a special language.

Its objective

is to describe real-world phenomena by a predetermined system of numbers
governed by pre-specified rules and relationships.
The following are several definitions of measurement:
1.

Measurement is "... a process of determining the extent of

29
some characteristic associated with an object or person."
2.

"Scientific measurement is generally agreed to be funda

mentally a matter of counting units that are agreed upon as being
30
generated by the same operations."

Conn.:

^Robert b. Thompson, A Systems Approach to Instruction (Hamden,
Shoe String Press, Inc., 1971), pp. 28-29.

Calif.:

^Robert F. Mager, Measuring Instructional Intent (Belmont,
Lear Siegler, Inc./Fearon Publishers, 1973), p. 8.

^^Robert M. Gagne, "Instructional Variables and Learning Out
comes," in The Evaluation of Instruction, M.C. Wittrock and David E.
Wiley, eds. (New York: Holt, Rinehart and Winston, Inc., 1970), p. 106.

3.

"Measurement is the assignment of numbers to objects and

events according to rules specifying the property to be measured, the
O1
scale to be used, and the dimension of the unit."

Measurement Elements
There are two essential elements that should be identified in
any measurement process, according to the previous definitions.

The

first is the identification of what is to be measured--which properties
of a specified object, event, or individual should be measured?
second element is the identification of the measurement tool(s).

The
In

other words, the identification of a specific numeral system as well as
its pre-specified rules and regulations that govern the relationships
among the system numbers.
The Properties (Traits) to be Measured.

The student behavior

which relates to a specific course is the property which must be mea
sured.

Manning stated that education is ". . . measured in terms of

change in the behavior of students.More specifically, what is ex
pected to be measured is composed of two parts, though performed as one
part by a student.

The first is the contents of a subject-area (course)

and the second is the specific student behavior (e.g., memorization).
Therefore, both the student behavior and the contents of a course are
essential for identification of properties to be measured; it is useless
to try and measure what is unknown.
O "I

J

Raymond J„ Chambers, Accounting, Evaluation and Economic
Behavior (Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1966), p. 101.
-^William R. Manning, "Cost Analysis and Curriculum Decisions,"
Educational Leadership 27 (November 1969): 181.
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The Measuring Instrument.

At the present time, there is no

measuring device that can be used exclusively and directly to measure a
student's achievement accurately in specific courses during the school
years.

Instead, there are many direct and indirect measuring tools

which are used to obtain approximate measures.

They are approximate be

cause they lack the ability to differentiate among many factors which
affect the student's achievement.

Such factors may include school in

fluence, home influence, media influence, the student's psychological
condition, and so forth.

Wittrock states that

the student's scores on standardized tests of interests,
abilities, and achievements „ . . do not enable us to make
rigorous inferences about what the students have learned
nor about the role of environments and intellectual pro
cesses in producing the learning.33
Generally, there are two types of measurement tools available
for measuring and evaluating a student's achievement in school.

The

first is testing and the second is observing a student's behavior during
school periods.
Observations are presently not as acceptable a measuring tool as
testing, even though many advocates argue for its use.

For example,

Bersoff and Ericson suggest the use of direct and continuous obser
vation of student behavior as it actually occurs in the classroom as an
alternative to testing and other observational techniques.^
33
M0C„ Wittrock, "The Evaluation of Instruction: Cause-andEffect Relations in Naturalistic Data," in The Evaluation of Instruction.
M.C„ Wittrock and David E. Wiley, eds., p. 10.
^Donald
Bersoff and Colleen R„ Ericson, "A Precise and Valid
Measure of Behavior and Behavior Change in the Classroom," Journal of
School Psychology 10 (December 1972): 361-366.
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Testing, which is a tool intended to measure samples of indiv
idual behavior in schools, is the most usable measuring device at the
present time.

It is a formalized procedure for the sampling of student

achievement in specific courses.

Such sampling is usually assumed to be

representative of a population of behaviors which define specified
skills and knowledge.
There are two general types of testing.

The first is the

achievement test, which measures academic achievement in certain areas
of study such as reading or mathematics.
already been learned.

This test emphasizes what has

That is, it measures what students have learned

and mastered primarily as a result of formal and structured educational
experience during a given school period.

Hence, it is the test which is

important for the subject discussed here.
The second type of test is the academic aptitude test (intel
ligence test).

It is concerned primarily with measuring future

student potentialities.
in the future.

It attempts to predict what a student can learn

Hence, it is not closely tied to specific subject matter

like the achievement test.
The difference between these two types of tests is described
best by Lindeman, who states that:
The primary distinction between aptitude and achievement tests
is one of purpose rather than of content. Both are basically
achievement tests; but one is used for prediction, whereas
the other is used for assessing present knowledge and abili
ties. Differences in content and format between the two kinds
of tests are thus due primarily to differences in the types of
validity that each must have. In the case of aptitude tests,
this is quite clearly predictive validity, and hence, items
are selected on the basis of their prediction of future per
formance. In the case of standardized achievement tests,
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items are selected on the basis of content validity for the
assessment of previously specified content and objectives.
A specific achievement or aptitude test can be classified as

either a Norm-Referenced-Measurement test (NRM) or a Criterion-Referenced-Measurement test (CRM).
tests.

Commonly, the teacher develops such

During this century, however, considerable effort to formulate

"standardized" achievement tests for many subject-areas and for a spe
cific universe (norm group) has been made.
NRM tests.

These tests are known as

The CRM test, on the other hand, is said to be hard to stan

dardize because of the problem of choosing an acceptable criterion for
each task.

In other words, it is easier to define the norm group of

pupils meaningfully for the NRM test than to define meaningfully a par
ticular criterion group of tasks for the CRM.

Nevertheless, since the

1960's efforts have been made to develop and promote the adoption of
the CRM test because of its claimed advantages in providing information
relevant to different decisions.^
In the United States of America, the NRM is the traditional
measurement instrument.

The NRM or the standardized test, as it is

called, ". . . may be thought of as a measuring device which is likely
to yield reliable and valid scores—scores that are made meaningful by
37
their relation to a relevant criterion group."

The popularity and

-^R.H. Lindeman, Educational Measurement (Glenview, 111.:
Scott, Foresman, and Co., 1967), pp. 107-108.
3^See for example, W. James Popham and T.R, Husek, "Implications
of Criterion-Referenced Measurement," in Criterion-Referenced Measure
ment. W. James Popham, ed., pp. 13-37.
37
Jon C. Marshall and Loyde W. Hales, Essentials of Testing
(Reading, Mass.: Addison-Wesley Publishing Co., 1972), p. 115.
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long-time use of the NRM contributed to the formation of many different
NRM measuring tools.

That is, different numerical systems (measuring

devices), each having rules and relationships governing its members,
have been developed and used.
1.

Grade equivalent:

The most common of these tools are:
It shows how the score of a particular

student compares with the scores of the average student at each grade
level in the standardization sample
2.

Percentile: It shows the rank of a student in relation to

his grade-level peers only
3.

Standard scores: It includes the T-score and the stanine

OQ
(standard nine)
A CRM, on the other hand, is defined as ". . . one that is de
liberately constructed to yield measurements that are directly
39
interpretable in terms of specified performance standards."

Another

more precise definition is that CRM ". . . represents a well-defined set
of tasks which are explicated in a set of instructional objectives."^®
The major aspects of the CRM are the identification of "a welldefined set of tasks" and the specification of criteria for such tasks.
38
The T-score is a scale with a mean (average) of fifty and a
standard deviation of ten. Stanines (standard nine) is the total range
of scores divided into nine levels, each containing one-half standard
deviation. The middle of the fifth stanine constitutes the mean (aver
age). The three lower stanines represent below-average performance,
while the top three stanines represent above average performance.
39
Robert Glaser, "A Criterion-Referenced Test," in CriterionReferenced Measurement, W. James Popham, ed., p. 14,
^Thomas M. Haladyna, "Effects of Different Samples on Item
and Test Characteristics of Criterion-Referenced Tests," Journal of
Educational Measurement 11 (Summer 1974): 93.
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Thus, for any student to succeed in a course, he must pass at least the
minimum acceptable performance standards on the test.

Otherwise, re-

learning is necessary for those who could not achieve the minimum
standards.

This is similar to pass-fail grading rather than to ranking,

which is emphasized by NRM measuring tools.

Nevertheless, it should be

mentioned here that student ranking could also be accomplished using the
CRM tools.
Three important criteria have to be considered when developing
NRM or CRM tests.

41
These are validity, reliability, and practicality.

Validity is the most important and, at the same time, the most
difficult of all to attain because it pertains to the degree to which
the instrument measures what it is intended to measure.

In other words,

it refers to the extent to which a test really measures what it says it
measures.

Validity has been broken down into three kinds, and each test

supposedly has at least one of them.
1.

Construct validity:

These three types are:

It relates to the different individual

traits (e.g., anxiety and intelligence) a test may measure.

That is, it

deals with the psychological attributes underlying each test.
2.

Content validity: It relates the contents of each test to

the contents of a specific subject matter and its behavioral objectives.
This type of validity is very important because it attempts to answer a
very critical question:

Are the test contents a representative sample of

what the test is intended to measure?

^Arnold J„ Lien, Measurement and Evaluation of Learning:
Handbook for Teachers (Dubuque, Iowa: Wm. C. Brown Co., 1967),
PP. 29-39.
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3.

Criterion-related validity:

of school success.

It relates to the prediction

In other words, it involves the utilization of the

test scores to predict future behavior which is external to the test
itself.

It is used primarily for aptitude (intelligence) tests.
The second important criterion is reliability.

It is related

to the consistency of a test's results in measuring whatever it mea
sures; that is, the consistency of results throughout the repeated use
of the same and similar forms of the same test over time.

For the NRM

test, such consistency is measured in terms of variability.

That is,

as the variability (the degree of measurement error) of the test's re
sults decreases, the reliability of the test increases.

For the CRM

test, however, such variability may not apply.^
The last test criterion is practicality or usability.

It in

volves aspects which are related to the development and administration
of the tests.

Examples of such aspects are the time required, the

money needed, and the efforts demanded.

Why Measure Educational Objectives?
Educational objectives are measured to provide relevant infor
mation to decision-makers to facilitate rational decisions relating to
the development and evaluation of objectives.

This is because such de

cisions are usually made with or without relevant information generated
by different measuring tools.

Thus, it is logical to assume that ra

tional decisions will be more likely to prevail if some relevant

^See for example, Popham and Husek, "Implications of CriterionReferenced Measurement," p. 23.
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properties of an objective are measured by some relevant tools, and then
communicated to decision-makers.

Flanagan and his associates state, for

example, that
In evaluating and summarizing instructional objectives, what
ever their source, certain kinds of information and knowledge
provide a more intelligent basis than others .for making deci
sions about objectives. If certain facts are known and
understood, the probability is increased that judgments about
objectives will be wise and that educational goals will gain
in significance, objectivity, and validity.^
In general, the type of decisions which can be affected by mea
suring objectives as well as other properties of education are changing
over time, as indicated by many writers.

Green, for example, states

that
Over the years the focus of educational measurement has
shifted from a preoccupation with test form and an almost ex
clusive focus upon classroom learning, to the realm of
educational decision-making. Measurement has become the basis
for curricular change, for evaluating school programs, and for
determining each child's educational future.
In other words, educational measurement presently is more geared to pro
viding information relevant to many different kinds of decisions than
it was before.
Tests which were usually used for measuring student achievement
in specific courses for academic purposes are now also considered im
portant for other purposes too.

Green indicates that information

provided by test results are vital for many different purposes, which he
I A

Flanagan, Mager, and Shanner, Social Studies Behavioral
Ob jectives, p. vi.
^John A. Green, Introduction to Measurement and Evaluation
(New York: Dodd, Mead, & Co., Inc., 1970), pp. 7-8.
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classified broadly according to the intended use of the outcomes of the
measuring process.

These are (1) instructional purposes, (2) guidance

purposes, and (3) administrative purposes.

Put differently,

Green in

dicates that information provided by test results are essential for a
great number of educational decisions.

In more specific terms, he indi

cates that
. . . in administrative decision-making tests can also play a
vital role--e.g., in (1) formulation of educational policy,
(2) development and improvement of the curriculum, (3) grouping
and placement of pupils, (4) selection of the instructional
staff, (5) justification of the purchase of new instructional
materials and equipment.^
To be more specific, the objective of the NKM test is to rank
students on inferential scales so they can be compared with one another
in the same norm group.

The measurement of student behavior in a given

subject (as it is represented by the test results) is conducted mainly
for student comparison rather than for measuring the mastery of students
in a subject, or for other purposes.

Hence, the test contents usually

emphasize and include items which cause greater variations among students
within the same group.

Easy or hard items may not be included in such a

test because of their trivial contribution to the variability of student
scores; for example, most students will be able to answer such items if
,
46
they are easy.
The objective of the CRM test, on the other hand, is to identify
those students who have mastered to a degree the basic facts, operations,

45Ibid.,

p. 338.

^Richard C. Cox, "Evaluative Aspects of Criterion-Referenced
Measurement," in Criterion-Referenced Measurement. W. James Popham, ed.,
pp.. 70-71.
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and concepts within a subject area and who are ready to move on to more
advanced subject matter.
a pre-stated criterion.
scribe

Success on the test is determined according to
Hence, the CRM objective is primarily to de

how well a given student has achieved the specified objectives

of a subject, without any attempt to compare him with other students
(e.g., norm group); however, the CRM test can also be used for student
comparison purposes.

Recently, it has also been recommended by many

authors that the CRM test results be used for other decisions.

In

particular, Popham and Husek state that "criterion referenced tests are
devised to make decisions both about individuals and treatments, e.g.,
instructional programs."^

The Development of Quantifiable BIO
for Saudi Arabian Elementary Program Budget

Reasons for Quantifying BIO
If a meaningful classification relating objectives to costs is
to be established, quantitative objectives are necessary for a program
budgeting process.

In other words, it would be very difficult, if not

impossible, to establish an accounting classification system relating
objectives to-costs, as specifically as possible, if objectives are not
quantified because rational bases for allocating costs to objectives
will be very hard, if not impossible, to formulate.

Furthermore, with

out quantifying BIO, an accounting classification system relating inputs
to outputs, as specifically as possible, will also be very difficult.
/ *7

Popham and Husek, "Implications of Criterion-Referenced
Measurement," p. 21.
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This is because specifying educational objectives in quantitative terms
facilitates the identification of outputs in terms of teaching hours
(activities) which are assumed to be sufficient, on the average, for an
output creation.

Such teaching hours or activities, moreover, help to

pinpoint identical outputs, not just outputs who may require exposure to
uneven amounts of teaching hours before becoming an output.^®

That is,

quantitative^objectives are necessary to identify and separate, on a
consistent and continuous basis, each group of students (expected "or
actual" outputs) who will be (were) exposed to the same kind (e.g., sub
ject-area) and to an equal amount (e.g., teaching hours) of activities
and who will (did) exhibit, as a result, all desired behaviors (e.g.,
passed the necessary tests).

An Approach to Quantifying BIO
If the existence of behavioral instructional objectives (refer
red to above) can be assumed for Saudi Arabian elementary education
programs, it is possible to quantify such objectives (for program bud
geting purposes) using the total standard teaching hours assigned weekly
to each course in each grade level throughout the academic year, and
which a normal student is usually assumed to be exposed to in order to
be able to pass that course.

These standard hours (which will be used

^Identical elementary outputs may be defined here as a group of
elementary students who will be (or were) exposed to relatively equal
amounts of activities (especially teaching activities in each subjectarea) during each of the six elementary grade levels in order to be able
to perform the relatively similar behaviors which are required for ele
mentary graduation (an output existence).
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below) will be the existing official hours assigned to each course in
each grade level.

These standard hours appear in the 1968 Saudi Arabian

49
elementary education curriculum booklet.

Examples of Quantitative BIO for Saudi Arabian
Elementary Program Budgets^®
The following are examples of the quantitative objectives which
a program budget model should include„
An Overall Objective for an Elementary School Program.

During

the six elementary school years (grades one through six), each ele
mentary student (expected output) should be exposed weekly to the total
teaching hours (specified below) which must deal directly with all the
behavioral instructional objectives of each subject area.

Each student

will then be assumed to be able to perform all desired instructional
behaviors (e.g., test results), and hence will become elementary out
puts.

These weekly total teaching hours are
24

in the first grade

24

in the second grade

26:25

in the third grade

26:25

in the fourth grade

26:25

in the fifth grade

26:25

in the sixth grade

^Ministry of Education. The Boys' Elementary Curriculum
1388 A„H0/1968 ACDC (Riyadh, Saudi Afabia: Ministry of Education, 1968).
"*^See next chapter for the number of weekly teaching hours
(standard) assigned to each course in each grade level.
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An Objective of a Third-Grade Program.

During every school

year, each student (expected output) in the third grade should be ex
posed weekly to a total of twenty-six hours and twenty-five minutes of
teaching activities dealing directly with the behavioral instructional
objectives of all third-grade courses.

Each student will then be

assumed to be able to perform successfully on tests and will become an
output

of the third-grade program.
An Objective of a Subject-Area Program (Koran Program). During

the six elementary years, each student (expected elementary output)
should be exposed weekly to a total of seventeen hours and ten minutes
of Koran teaching activities.

Each student will then be assumed to be

able to perform the desired instructional behaviors (e.g., test results)
and hence, will be considered an output of the Koran Program.
An Objective of a Subject-Area/Grade-Level Program (Fourth
Grade Koran Program). During every school year, each student (expected
output) in the fourth-grade level should be exposed weekly to a total
of five hours and twenty-five minutes of Koran teaching activities so
that he can be expected to perform the desired instructional behaviors,
and hence become an output of the fourth-grade Koran program.
Finally, the fourth-grade Koran program can be subdivided into
several smaller programs, one objective of which may be stated as
follows:

During the first x months of every school year,(each student

(expected output) in the fourth grade should be exposed weekly to a
total of five hours and twenty-five minutes of Koran teaching which must
deal directly with part "s" of the Koran course.

Each student will then
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be assumed to be able to perform the desired instructional behaviors
(e.g., test results), and hence become an output of the program.

Summary
The formulation of objectives is essential for program
development, and hence for program budget development.

Such objectives

are usually stated in general terms, specific terms, or terms that lie
between these two extremes.

Consequently, a program and hence a pro

gram budget can also be stated in terms similar to those of the
objectives.

In other words objectives, and hence programs and program

budgets, can be classified according to a hierarchical scheme.

However,

the less general and more specific hierarchical level of objectives is
recommended in this chapter.

Specifically, behavioral instructional ob

jectives (BIO) and quantifiable BIO are recommended and discussed
because they facilitate decision-making processes by providing specific
rather than general information.
BIO can be formulated if, among other criteria, the subjectarea contents, the specific student behavior (e.g., memorization), and
the conditions under which a student will perform are identified.

But,

it must be understood that BIO formulation is not an easy task.
Instead, it is a task which requires a considerable amount of profes
sional man-hours.
The most common approach to measuring the achievement of edu
cational objectives, including BIO, is through tests which are
classified as either NRM tests or CRM tests.

The information provided

by each of these tests is relevant to many decisions.

Nevertheless,
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the NRM tests traditionally provide information relevant to ranking
students on inferential scales so that they can be compared with one
anotlier in the same norm group.

The CRM tests, on the other hand, pro

vide information relevant to identifying those students who have
mastered, to a degree, the basic facts, operations, and concepts of a
course.
For program budgeting purposes, formulating and measuring BIO
is not enough.

Such objectives have to be quantified so that an

accounting classification system which relates objectives and outputs
to costs can be established.

One way to quantify BIO is to state them

in terms of the number of total standard teaching hours assigned weekly
and throughout the academic year to each course in each grade-level.
Moreover, all students are assumed to be exposed to this standard num
ber of teaching hours in order to be able to achieve the BIO,
The next chapter will continue the discussion of information
which is proposed for inclusion in the program budget model.
fically, Chapter 6 will discuss the quantitative outputs.

Speci

CHAPTER 6

QUANTITATIVE OUTPUTS FOR
A SAUDI ARABIAN ELEMENTARY
EDUCATION PROGRAM BUDGET

The proposed program budget model for Saudi Arabian elementary
education (see Fig. 9) calls for the enumeration of quantitative objec
tives, quantitative outputs, and the cost of achieving these objectives
and outputs.

As mentioned previously, each of these three entities is

discussed in detail in a separate chapter of this dissertation (see
"Scope and Organization of the Study" in Chapter 1).
Specifically, the present chapter will identify, discuss, and
evaluate the outputs of the subject-area-oriented programs that were
proposed in Chapter 4.

However, outputs of the existing elementary sys

tem (which is oriented toward grade-level rather than subject-area
programs) must first be identified, discussed, and evaluated so that the
advantages of the proposed system can be recognized.

Of course, it

should be realized that the existing Saudi elementary system is assumed
to be program-oriented in terms of the classification of information.
That is, objectives, outputs, and costs are classified together ac
cording to grade-level rather than subject-area programs.
The major difference between the existing and the proposed edu
cational programs, which must be acknowledged from the outset, is that
in the existing system, a student has to pass all courses in a grade
level in order to be promoted to the next grade level.
132

In the proposed
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system, it is not necessary to pass all grade-level courses to be pro
moted to the next grade.
students.

Instead, automatic promotion is granted to all

However, students who do not pass specific courses or spe

cific parts of specific courses will have to repeat them during a
special summer session or during the next year's regular or irregular
schooling schedule.

The Outputs of the Grade-Level
Program Classification and
Their Deficiencies
The existing Saudi elementary education system requires that
each elementary student pass all the courses in a grade level if he is
to be promoted to the next grade level.

And, he must pass all elemen

tary courses in grades one through six if he is to be considered an
elementary school graduate or output.

Thus, according to the present

system, an actual or expected output can be defined as follows:
An actual grade-level output or an actual equivalent elementary
output is a student who achieves the behavioral instructional objec
tives (i.e., passes all the tests) of a particular grade's courses; and
thus, is promoted to the next grade regardless of the amount of activ
ities to which he was exposed.

In quantitative terms, an actual grade-

level or an actual equivalent elementary output can be represented by
the total number of teaching hours to which a student (actual output)
was exposed in a particular grade level before being able to perform
the desired instructional behaviors (e.g., demonstrated through test re
sults), which result in his being identified as an actual output.

134

An actual elementary output, on the other hand, is a student
who graduates from the sixth elementary grade level, regardless of the
amount of activities to which he was exposed or (alternatively) the
time he spent in the elementary school in order to graduate.

In quan

titative terms, an actual elementary output can be represented by the
total number of teaching hours to which he (actual output) was exposed
in each of the six elementary grade levels in order to be able to per
form the desired instructional behaviors which are prerequisite for
graduation or for creation of an actual elementary output.
An expected grade-level output or an expected equivalent ele
mentary output is a student who will be exposed for at least a year to
the standard teaching hours of a particular grade level (as indicated
in Table 2); and who, as a result, is expected to demonstrate success
fully his understanding of that grade-level's instructional objectives
(e.g., through test results) at the regular time of measurement.

In

quantitative terms, an expected grade-level or an expected equivalent
elementary output can be represented by the assumed standard number of
total teaching hours to which a student (expected output) will be ex
posed in that particular grade level (as Table 2 shows).

And, it is

consequently assumed that such an expected output will be able to per
form the desired instructional behaviors—through test results, for
example—and hence will become an actual output.
An expected elementary output is a student who will be exposed
year-by-year to the standard or regular teaching hours of each of the
six subsequent grade levels (as indicated in Table 2); and who, as a
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TABLE 2

OFFICIALLY ESTABLISHED OR STANDARD TEACHING HOURS FOR EACH
SAUDI ELEMENTARY GRADE LEVEL AND THE PERCENTAGE
COMPLETED YEARLY PER UNIT OF OUTPUT

Total
Number
of
Classes
per
Week

Grade
Level

Minutes
per
Class
Period

Total
Equiv.
No. of
Teaching
Hrs.
per Week

% of
Total
Teaching
Hrs.
Completed
per Output3

Accumulated
70 of Total
Standard
Teaching Hrs.
Completed
per Output3

1st

32

45

24.00

.16

.16

2nd

32

45

24.00

.16

.32

3rd

35

45

26.25

.17

.49

4th

35

45

26.25

.17

.66

5th

35

45

26.25

.17

.83

6th

35

45

26.25

.17

1.00

SOURCE: Ministry of Education, The Boys' Elementary
Curriculum 1388 A.H./1968 A.D. (Riyadh: Saudi Arabia: Ministry
of Education, 1968), p. 4. In Arabic.
Q

Percentages are rounded to the nearest hundredth.
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result, is expected to perform successfully on the yearly grade-level
tests at the normal time of measurement.

In quantitative terms, an ex

pected elementary output can be represented by the assumed standard
number of total teaching hours to which a student will be exposed in
each of the six elementary grade levels (as Table 2 shows).

It is con

sequently assumed that an expected output will be able to perform the
desired instructional behaviors, and thus become an actual elementary
output.
The above definitions of actual or expected outputs used the
number of teaching hours to which a student was exposed (will be ex
posed) to describe in quantitative measurable terms the grade-level
outputs, equivalent elementary outputs, or elementary outputs.

That is,

using the amount of standard or actual teaching activities, the number
of students who graduate (or are expected to graduate) from an elemen
tary education program can be classified as belonging to a specific
group of identical program outputs (outputs who were exposed to the same
kind and amount of teaching activities and who, as a result, perform
successfully and present relatively similar test results) and/or to a
group of unidentical program outputs (any output of a program regardless
of the kind and amount of activities which caused its creation).

It

must be clearly understood here, however, that an expected output (nonrepeater, repeater, expected repeater, or expected dropout) is calculated
as an actual output only if he demonstrates comprehension (e.g., by test
results) of what is communicated to him through planned teaching activi
ties.

Students who do not pass their grade level at the end of the year
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will be considered as defective program outputs (excluded from the cal
culation of actual outputs), though they might be considered (in terms
of the amount of activities to which they were exposed) for identifying
different sets of identical program outputs and/or for the analysis of
output variances, for example.
According to the previously suggested grade-level output defi
nitions, each grade-level program can be considered an independent
program and/or part of the overall elementary program for output calcu
lation purposes.

Therefore, if we assume that each grade-level program

is an independent program, then a student who passes any elementary
grade level will be considered an output of that grade level.

Further

more, if we assume that each grade-level program is also part of the
overall elementary program, then a student who passes the six grades
will be considered an output of the elementary program (school).

Such

an elementary output requires, on the average, six years (one year in
each elementary grade level) to be completed.

Specif icallj', an elemen

tary output will complete sixteen percent in each of the first two years
of elementary education.

In the next four years (grades three through

six), it will be seventeen percent for each grade level.

In other

words, the percentage completed per unit of output each year differs
only by .01 between first grade and third, fourth, fifth and sixth, and
between second grade and each of the succeeding grades.

Therefore, the

percentage completed per unit of output yearly is almost the same
throughout the whole elementary period.

Thus, using Table 2 an actual

output (student), for example, is said to have completed sixteen percent
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of a finished equivalent elementary output if he has passed the first
grade; and if he passes the third grade he has completed seventeen per
cent that year and has accumulated forty-nine percent of a finished
equivalent elementary output.
For a better illustration of the yearly and the accumulated
outputs of the Saudi elementary system, according to the grade-level
programs, the following two tables (3 and 4) show the 1971/1972 inputs,
expected outputs, as well as the actual outputs of Saudi elementary
education for boys.

The elementary outputs and equivalent elementary

outputs for the year are calculated in Table 3, and the accumulated
elementary outputs and equivalent elementary outputs are included in
Table 4.
Column 2 of Tables 3 and 4 shows the number of students in each
grade level in Saudi elementary schools.

These students (inputs or ex

pected outputs) totalled 308,598 in 1971/1972.
In Column 3 the number of students who dropped out of elementary
schools are included.

Dropouts numbered 17,172 students and accounted

for .055 of the total number of input students (expected outputs).

For

calculational simplicity, it is assumed that dropouts occur at the end
of the year.

It is also assumed that dropouts do not pass their grade

level at the end of the year.

In terms of a yearly actual output,

therefore, dropouts count as zero equivalent outputs (Columns 4 and 5,
Table 3) because they are assumed to have failed their grade levels, on
which outputs are computed.

Column 4 of Table 3, therefore, shows zero

percentage completed per dropout as an output, while the same column in

TABLE 3

NUMBER OF ACTUAL AND EXPECTED SAUDI MALE ELEMENTARY OUTPUTS
AND EQUIVALENT ELEMENTARY OUTPUTS
FOR THE ACADEMIC YEAR 1971/1972

Grade
Level

Total
Nutnbe r
of
Students®

1

2

Number
of
Drop
outs

Per
cent
of
Total
Out
put

3

4

Equi
valent
Outputs
(Actual)

Number
of
Repeaters

Percent
of
Total
Output

.Equi
valent
Outputs
(Actual)

d
Outputs

Percent
of
Total
Output

5

6

7

8

9

10

Number
of

1st

75633

5225

0

0

18241

0

0

52217

.16

2nd

Actual
&
Actual
Equivalent
Outputs

Total
Actual
&
Actual
Equivalent
Outputs

Total
Expected
&
Equivalent
Outputs

11

12

8354.72

8354.72

12109.28

13

Total
1971/1972
Variances
14

3754.56

55730

1105

0

0

10570

0

0

44055

.16

7048.80

7048.80

8916.80

1868r00

3rd

51337

1200

0

0

10647

0

0

39490

.17

6713.30

6713.30

8727.29

2013.99

4th

53203

3715

0

0

16518

0

0

32970

.17 .

5604.90

5604.90

9044.51

3439.61

5 th

40487

3270

0

0

9231

0

0

27986

.17

4757.62

4757.62

6882.79

2125.17

6th

32158

2657

0'

0

6137

0

0

23364

.17

3971.88

3971.88

5466.86

1494.98

308598

17172

0

0

71344

0

0

220082

1.00

36451.22

36451.22

51147.53

14696.31

Total

•

SOURCES: Statistics, Research and Educational Documents Unit, Ministry of Education, Educational Statistics 1972-1973 (Riyadh, Saudi Arabia: Ministry
of Education, 1973), pp. 60-61; Statistics, Research and Educational Documents Unit, Ministry of Education, The Yearly Statistical Report 1391/1392 A.H.
(1971/1972 A.D.) (Riyadh, Saudi Arabia: Ministry of Education, 1972), pp. 48-49, in Arabic.
°Inputs and expected outputs.
^Outputs in process who dropped out of school at the end of the year without passing their grade level.
c

Outputs In process who failed to pass their grade level at the end of the year.

^Promoted students who passed their grade level at the end of the year.
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TABLE 4

ACCUMULATED NUMBER OF ACTUAL AND EXPECTED SAUDI MALE
ELEMENTARY OUTPUTS AND EQUIVALENT ELEMENTARY
OUTPUTS FOR THE ACADEMIC YEAR 1971/1972

Grade
Level
1

Total
Number
of
Students®
2

Number
of
Dropoutsb

Accum
ulated
Percent
of
Total
Output

Accum
ulated
Equi
valent
Outputs
(Actual)

3

4

5

0

Accum
ulated
Percent
of
Total
Output

Accum
ulated
Equi
valent
Outputs
(Actual)

Outputs

7

8

9

18241

0

0

Number
of
Repeaters0
6

1st

75683

5225

0

2nd .

55730

1105

.16

176.80

10570

.16

3rd

51337

1200

.32

384.00

10647

4th

53203

3715

.49

1820.35

16518

5 th

40487

3270

.66

2158.20

9231 '

6th

32158

2657

.83

2205.31

6137

Total

308598

17172

6744.66

Numbe r
of

H

Accum
ulated
Percent
of
Total
Output

Accumulated
Actual &
Actual
Equivalent
Outputs

10

11

12

Actual &
Expected
Actual
&
Equivalent
Equivalent
Outputs
Outputs
(Accumulated (Accumulated
Total)
Total)
13

Total
1971/1972
Variances
14

52217

.16

8354.72

8354.72

12109.28 •

3754.56

1691.20

44055

.32

14097.60

15965.60

17833.60

1868.00

.32

3407.04

39490

.49

19350.10

23141.14

25155.13

2013.99

.49

8093.82

32970

.66

21760.20

31674.37

35113.98

3439.61

.66

6092.46

27986

.83

23228.38

31479.04

33604.21

2125.17

.83

5093.71

23364

1.00

23364.00

30663.02

32158.00

1494.98

24378.23

'220082

110155.00

141277.89

155974.20

14696.31

71344 '

SOURCES: Statistics, Research and Educational Documents Unit, Ministry of Education, Educational Statistics 1972-1973 (Riyadh, Saudi Arabia: Ministry of
Education, 1973), pp. 60-61; Statistics, Research and Educational Documents Unit, Ministry of Education, The Yearly Statistical Report 1391/1392 A.H. (1971/1972
A.D.) (Riyadh, Saudi Arabia: Ministry of Education, 1972), pp. 48-49, in Arabic,
a Inputs

and expected outputs,

^Outputs in process who dropped out of school at the end of the year without passing their grade level.
c 0utputs

in process who failed to pass their grade level at the end of the year.

^Promoted students who passed their grade level at the end of the year.
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Table 4 shows a positive percentage completed except for the first
grade, which is assigned zero completion because dropouts who fail to
complete the first grade have not accumulated any equivalent outputs
according to the output definitions stated previously.

Thus, students

who fail the first grade and drop out of school will be assigned zero
percentage of completion as an output.

Students on all other grade

levels are assigned positive accumulated percentages as expected elemen
tary outputs.

Such positive percentages in grades other than the first

grade are related only to the achievement of the students in prior
years, not to the 1971/1972 performance.

For example, a third-grade

student who dropped out of school at the end of the year without pas
sing that grade will be assigned .32 completion rate because he passed
only the previous two grade levels (which account for thirty-two per
cent of the entire elementary objective, and hence, outputs).

Similar

illustrations can be drawn concerning dropouts of other grade levels.
Column 5 of both Tables 3 and 4 also relates to dropouts and shows
their total number as equivalent outputs.

For the year 1971/1972 in

Table 3, equivalent outputs are zero because dropouts did not pass their
grade levels at the end of that year.

However, in Table 4 the accumu

lated equivalent outputs are positive, except for the first-grade level.
Dropouts can be described here as defective, irreparable outt

puts since they will not continue their education and will not graduate
from the elementary school.

This does not mean, however, that all or

most dropouts are counted as zero outputs.

Dropout students in grade

levels two through six have acquired an educational level which is less
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than the total elementary education (finished elementary output) but is
at least a portion of a finished equivalent elementary output.

Only

dropout students who did not pass the first grade level are considered
worthless in terms of output calculation.

This is because dropout stu

dents who pass one or more grade levels before quitting school have
accomplished part of the total elementary education objectives.

Hence,

they deserve to be recognized as part of the elementary outputs.
Column 6 in Tables 3 and 4 shows the number of students who
failed their grade level, but who are expected to repeat that same
grade level the next year.

Repeaters or outputs in process who failed

to pass their grade levels at the end of 1971/1972 are equal to 71,344
students or .235 of the total number of students, and are about five
times the number of defective, irreparable outputs (dropouts).

In terms

of outputs for the year (Columns 7 and 8, Table 3), the 1972/1973 re
peaters completed zero percentage at the end of 1971/1972, the same as
dropouts at the end of 1971/1972.

In terms of accumulated percentage,

the 1972/1973 repeaters will add zero at the end of 1971/1972 to their
previously accumulated percentage of completion because they will stay
in the same production department (grade level) in 1972/1973 and will
cost the same as, if not more than, they did in the preceding year.*
Like dropouts, repeaters are defective outputs but, unlike
dropouts, repeaters are reparable outputs because they are expected to
continue their eduction until graduation.

*For better understanding, consult Columns 6, 7, and 8 in
Tables 3 and 4 as well as the last two columns in Table 2.
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Column 9 in both figures shows the number of students that
passed their grade levels in 1971/1972.

Column 10 in Table 3 shows the

percentage completed by each student that passed his grade at the end
of the year.

The same column in Table 4 shows the previously accumu

lated percentage as well as the percentage completed at the end of
1971/1972.

Column 10 in Table 3 shows that a student completing the

fourth-grade level, for example, has achieved seventeen percent of the
total output requirement.

The same column and line in Table 4, how

ever, shows the fourth-grade student to have completed sixty-six
percent, which is the sum of the 1971/1972 percentage and the pre
viously accumulated percentage for the first three years.

Column 11

in both figures is the result of multiplying Column 9 by Column 10.

It

represents the number of outputs and equivalent outputs for 1971/1972
(Table 3), as well as the previously accumulated outputs and equivalent
outputs (Table 4) of those who passed their grade levels at the end of
1971/1972.

Dropouts and repeaters are excluded.

For the year 1971/1972, the total outputs and equivalent out
puts are 36,451.22 as compared to the accumulated total of 110,155 at
the end of 1971/1972.

Column 12, Table 3 represents the total actual

outputs and equivalent outputs, calculated according to grade-level
program structure for the year.

It is the same as Column 11 because

the equivalent outputs of dropout stu4ents and repeaters for the year
is zero, as explained before.

In Table 4, however, Column 12 differs

from Column 11 by the accumulated number of equivalent outputs (Columns
5 and 8) achieved by repeaters and dropouts in previous years.
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Column 13 in Table 3 includes the 1971/1972 total number of
outputs and equivalent outputs that were expected to materialize if all
input students passed their grade levels in 1971/1972.

Column 13,

Table 4, however, includes the expected outputs and the expected equi
valent outputs of the year 1971/1972 as well as the previous years'
accumulations.
Finally, variances between the expected outputs and the actual
outputs for the year 1971/1972 are shown in Column 14 in both Tables.
The same number of variances appears in both tables because previous
years' variances are excluded.
The outputs identified above according to the grade-level pro
gram classification are deficient in terms of generating information
relevant to detailed and comprehensive rational planning as well as
controlling.

For example, the elementary program outputs calculated

according to the grade-level program classification do not represent
actual elementary outputs or its equivalent as close to reality as it
should be.

This is because a zero percentage is assigned as the yearly

accomplishment of those students who failed to pass their grade levels.
In other words, a student's failure to pass a grade level means zero
accomplishment since he is required to stay in the same grade level
(production department) the next year, even though he may have failed
only one or two courses.

As a result, the actual number of outputs

calculated for the grade-level programs will be less than it should be.
Hence, the consequences of calculating the actual elementary
outputs according to the grade-level program classification are many
and include the following:
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1.

Information regarding the number of student vacancies in

each grade level tends to be misleading for decision-making purposes
because repeaters retake courses they did not pass as well as courses
they did pass, causing the number of vacancies in many courses to de
crease.

The calculation of grade-level outputs, therefore, prevents a

number of new or promoted students (equal to the number of grade-level
repeaters) from enrolling in the proper grade level, unless an expan
sion of the school's activities and facilities are arranged (assuming,
of course, a fixed school capacity and a fixed average number of stu
dents in each class).

For example, according to the 1971/1972 Saudi

elementary student statistics, 71,344 students or 23.5 percent of the
expected boy outputs will repeat the same grade level the following
year (1972/1973).

Assuming a fixed number of students in each class,

the 1972/1973 school capacity available for new and promoted students
will be 23.5 percent less than the 1971/1972 capacity.

Hence, to

accomodate such repeaters as well as an equal number of new or promoted
students, an extra school capacity (e.g., classrooms and teachers)
equal to 23.5 percent of the school's 1971/1972 capacity is required.
But, if students who fail a specific course repeat only that course,
the 1972/1973 school capacity needed to accomodate the repeaters and an
equal number of new or promoted students will be considerably less than
23.5 percent. Thus, students in a particular grade level who are not
promoted to the next grade level at the end of the year cause the num
ber of vacancies for students seeking entry into the elementary school
or enrollment into higher grades to be less than it should be.

Such a
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grade-level repeating system is particularly unsuited to countries like
Saudi Arabia because of teacher shortages and, more importantly, be
cause of the high number of eligible students who are not yet
enrolled in the elementary schools.

In the early 1970's, the number of

these unenrolled students ran as high as

. . 71 percent in Saudi

Arabia."^
2.

Information regarding the costs of achieving grade-level

outputs and/or elementary outputs will also be misleading for decision
making purposes if the cost of teaching all grade-level courses to
repeaters is not classified, analyzed, and evaluated separately as
variances instead of as output costs.

In fact, the cost of teaching

to repeaters courses which they already passed should be classified as
unnecessary loss caused by the existing type of educational system.
3.

The output information provided by grade-level program

classification usually tends to be general because grade-level programs
relate to the achievement of a wide range of heterogeneous objectives
(all courses in a grade level).

Such general information, however, is

not as useful as specific information (relating to one course, for
example) in identifying, analyzing, and solving problems; especially if
a high percentage of students fail in one or two specific courses and
if each subject area, not each grade level, is taught by a teacher who
is responsible only for the course(s) he is teaching, and not for the
entire grade-level program, as is the case in Saudi Arabia.

^Joseph Szyliowicz, Education and Modernization in the Middle
East (New York: Cornell University Press, 1973), p. 304.

Specifically, problems of repeaters are not easy to identify and solve
with general grade-level information because they relate to specific
and relatively homogeneous objectives (specific grade-level courses)
which students did not pass, rather than to all of the grade-level
courses.
The deficiency of grade-level information in facilitating the
solution of problems relating to repeaters is illustrated in Table 5.
This table lists nine of the twenty-three Saudi school districts ex
isting during 1971/1972 with corresponding information that aggregates
all the elementary grade levels (one through six).

The information

contained in this table is not classified grade-level by grade-level
because such a break-down is not available to this writer.

However,

this writer believes that such information is presently available both
at the school and at the school's district offices in Saudi Arabia.
Therefore, it can be assumed that the numbers in Table 5 can be clas
sified further according to grade-level programs.
More specifically, Table 5 shows the average student/teacher
ratio for the year 1971/1972 in each district, as well as the average
number of students in a class, the total number of students enrolled,
and the number and percentage of repeaters.

In particular, consider

the information available on the districts of Jeddah, Al-Aflag, and
o
Hayil.

In the Al-Aflag district, the average number of students in a

class is seventeen, compared to eighteen in the district of Hayil and

^For further comparison, consult Table 5.

TABLE 5

NUMBER OF REPEATERS AND NON-REPEATERS IN SOME SELECTED
SAUDI ARABIAN SCHOOL DISTRICTS FOR THE YEAR 1971/1972
(MALE ELEMENTARY STUDENTS ONLY)

Average
Student/
Teacher
Ratio

District

Average
Number
of
Students
in Class

Total
Number
of
Students
1971/1972

Number
of
Non-Kepeatersa

One-Year
Repeaters

Percent
of Total
Number
of
Students

Two-Year
Repeaters

Percent
of Total
Number
of
Students

Total
Repeaters

Percent
of Total
Number
of
Students

Al-Aflag

15

17

1653

1254

371

.224

28

.016

399

.240

Al-Baha

15

17

9625

7595

2009

.204

221

.022

2230

.226

Al-Washm

15

17

5397

4319

1005

.186

73

.013

1078

.199

#

Bayil

16

18

6409

4581

1561

.243

267

.041

1828

.284

Najran

24

29

4512

3714

787

.174

11

.002

798

.176

Al-Riyadh

26

29

53485

40777

10394

.194

2314

.043

12708

.237

Mecca

26

30

25520

20307

4387

.171

626

.032

5213

.203

'

Al-Sharkia

27

31

32645

24008

7408

.226

1229

.037

8637

.263

Jeddah

30

33

27793

22557

4614

.166

622

.022

5236

.188

SOURCE: Statistics, Research and Educational Documents Unit, Ministry of Education, The Yearly Statistical Report 1391/1392 A.H. (1971/1972 A.D.)
(Riyadh, Saudi Arabia: Ministry of Education, 1972), pp. 41 and 50. In Arabic.
a Non-repeaters

8re nev students or students promoted from the preceding grade level.
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thirty-three in the district of Jeddah.

In terms of average student/

teacher ratio, it is fifteen-to-one in the Al-Aflag district, sixteento-one in the Hayil district, and thirty-to-one in the Jeddah district.
Therefore, it would be expected that both the Al-Aflag and the Hayil
districts would have fewer repeaters than the district of Jeddah be
cause the number of students in a class and the ratio of students to
teachers is half or almost half of the Jeddah district's.
Table 5 shows, this is definitely not the case.

However, as

The percentage of the

total number of repeaters in Jeddah district is .188 of the total en
rollment as compared to .24 in the Al~Aflag district and .284 in the
Hayil district.
A possible explanation for the previous figures might be that:
given a high rate of repeaters (and maybe dropouts too) in each grade
level in districts such as Al-Aflag and Hayil, a greater number of
teachers "across the board" were assigned to these districts in the
hope of decreasing the number of repeaters through the use of a lower
student/teacher ratio.

However, as Table 5 suggests, increasing the

number of teachers did not solve the problem of repeaters.

Instead,

it can be assumed that at least two other problems were created.

The

first is an increase in the cost of teaching in districts with a high
student/teacher ratio,

ihat is, the teaching cost per student in both

the Al-Aflag and Hayil districts will be higher than it would be in
Jeddah.

This is true because teacher costs (salaries) throughout the

Saudi Kingdom are determined according to one employment system.

In

addition, teacher salaries usually represent over seventy percent of
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educational costs in Saudi Arabia as well as in many other countries.
For example, in America it is estimated that

. . between 75 and 90

percent of most school and university budgets is devoted to
„4
salaries. ...

The second problem concerns a decrease in the number

of personnel available for teaching new and promoted students.

That

is, as the number of teachers assigned "across the board" to some dis
tricts with a high percentage of repeaters increases, the teacher
supply, which already reflects a shortage in Saudi Arabia, will de
crease.
It should also be noted here that even if subject-area rather
than grade-level information were provided, decision-makers would be
able to deal rationally with more but not all the problems related to
repeaters.

For example, if statistical information is organized by

subject-area programs while the system is organized according to
grade-level programs, decision-makers would find it hard to manipulate
the teacher supply.

This is because under the grade-level program

structure, the number of teachers is increased "across the board" to
cover the influx of repeaters.

Thus, decision-makers will not be able

to increase the teacher supply if they have subject-area information
and grade-level educational structure.

In other words, such subject-

area information would not be useful to decision-makers in determining
the number of vacancies in each subject area because students who fail
one or more courses have to repeat the whole grade level.

However,

^Gene L. Wilkinson, "Needed: Information for Cost Analysis,"
Educational Technology 12 (July 1972): 33.

if students are allowed to repeat only those subject areas that they
fail to pass rather than the whole grade level, decision-makers could
increase the teacher supply and also could save a considerable amount
of money.

students rather than having to teach- students who already passed their
course, but failed other ones in that grade level.
Therefore, a subject-area system (including corresponding in
formation classification) is a more direct approach for dealing with
repeaters than the one currently used in Saudi Arabia (i.e., reas
signing students who failed one or more courses to the same grade level
as they were in the previous year).

Furthermore, by using subject-area

programs as a system, student/teacher ratios in different courses can
vary.

For example, a ratio of fifteen-to-one in a penmanship program

may be appropriate, while a ratio of twenty-five-to-one may be suf
ficient for an arithmetic program.

The Outputs of the Subject-Area
and Subject-Area/Grade-Leve1
Program Classification and Their Advantages
An alternative to the grade-level programs and their outputs is
the subject-area programs and/or the subject-area/grade-level programs

!

I
I

Teachers would have more time to devote to new or promoted

and their outputs.
•

Such outputs can be calculated using the actual as

well as the standard or official weekly teaching hours per subject-area/
grade-level during each academic year or throughout the elementary stage
of education.
The definitions of these subject-area or subject-area/gradelevel outputs resemble those stated previously for grade-level programs,
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with the exception that the weekly number of teaching hours for each
subject-area or subject-area/grade-level program is used instead of
the weekly number of teaching hours related to grade-level programs.
These subject-area/grade-level teaching hours are presented in Table 6.
The weekly number of class periods per subject-area/grade-level stated
in Table 6 is multiplied by forty-five minutes (the standard time per
class period) and divided by sixty minutes (total minutes per hour) to
obtain the standard weekly number of teaching hours.

The percentage of

an output completed by a student in each course appears in Tables 7 and
8, and is based on the weekly number of teaching hours presented in
Table 6.5
In Table 7, each course (program) is assumed to produce a com
plete output that is independent of other program (course) outputs.**
That is, an output is created if a student performed all desired be
haviors of a specific subject area in each of the six elementary grade
levels.

The figures in Table 7 were calculated by dividing the weekly

number of each subject-area teaching hours during each of the six aca-.
demic grades by the weekly total number of teaching hours of the same
subject-area during all of the six elementary years.

For example, the

"'it is assumed here that an output or an equivalent output can
be created for each subject area and/or for the elementary school as a
whole, if a student performs the desired behaviors in a subject area at
the time of measurement. Furthermore, it is assumed that the weekly
teaching hours stated in Table 6 are the standard amount required by an
average student (i.e., all elementary students) in order to perform the
desired instructional behaviors and hence become an output or an
equivalent output.

£

The contribution of some courses to partial success in other
courses is assumed to be zero.

TABLE 6

WEEKLY NUMBER OF CLASSES AND TEACHING HOURS
FOR SAUDI ELEMENTARY COURSES
4th Grade

Number
of
*
Class
Periods*

COURSES

Equlvalent
Teaching
Hours

Number
of
Class
Periods

Equl*
valenc
Teaching
Hours

Religion

Number
of
Class fl
Perlode

Equivalent
Teaching
Hours

9.00

12

The Koran
Intonation
The Unity of God
Jurisprudence
The Prophet's Saying
Arabic
Spelling & Writing
Reading
Poetry & Prose
Dictation
Penmanship
Self-Expression
& Composition

6.00

6.00

6,00

1.50
1.50

1.50
1.50

6.75

6.75

5.25

5.25

1.50

1.50

1.50
1.50

Number
o£
Class
Periods
12
7•
1
2
2

1
2
3
1
2

"

9.0

6.75

5..25
.75
1 .50
.
1 .50
.

3.0

4.0

3.00

38
2

1.0

1.50
1.50
.75

12
12

1.0

2.25
.75
1.50
1.50
.75

9.0

6.75

9.0

6.75

2.0

1.50
.75
1.50
.75

2.0

1.50
.75
1.50
.75

1.0
2.0
2.0

1.50
.75

1.0

4.50

3.00

Equivalent
Teaching
Hours

1..50

3.00

1.0
2.0
1.0

1.50

1.50

2.25

2.25

1.S0

1.50

1.50
32

24.00

35

26.25

2.0
2.0

1.0
2.0

1.0

1.0

2.0

2.0

.75
1.50

1.50

3.0

2.25

3.0

2.25

.75
.75

1.5
1.5

1.13
1.13

1.5
1.5

1.13
1.13

5.0

3.75
.75

3.75

7.0

5.25

3.75

6.0

4.50
.75

Total*
Teaching
Hours
per
Subject

6.75

.75
1.50

1.0

Sclcnce & Hygiene

Physical Education

9..00

Number
of
Class
Periods

1.50
1.50
1.50
.75

Geography
History

3.00

Equi»
valent
Teaching
Hours

2,.25
I..50
2,.25
.75

Social Science

Arithmetic
Geometry .

Number
of
Class .
Periods®

8.25

Crnnrnar

Mathcratlcs

Equlvalent
Teaching
Hours

Grades 1*6
Total
Class
Period
per
Subject

1.0

2

14
9
10

9

4
6
5

30
2

1.50
1.50

35

26.25

35.0

1.50

2.0

1.50

12

26.25

35.0

26.25

204

SOURCE: Ministry of Education, The Boys* Elementary Curriculum 1388 A.H./1968 AJP. (Riyadh, Saudi Arabia: Ministry of Education, 1968), p, 4. In Arable.
*A

class period is forty-five minutes.
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TABLE 7
SUBJECT-AREA OUTPUT OR EQUIVALENT OUTPUT COMPLETED
AT THE END OF A SAUDI ARABIAN SCHOOL YEAR
(MALE ELEMENTARY STUDENTS ONLY)

Percentage of Subject-Area Output or Equivalent Output Completed
By a Student at the End of School Year" 4

G U D E
COURSES

The Koran
Intonation
The Unity of God
Jurisprudence
The Prophet's Saying
ALL RELIGION COURSES

•*

Spelling & Writing
Reading
Poetry & Prose
Dictation
Penmanship
Self-Expression & Composition
Grammar
ALL ARABIC COURSES

Geography
History
ALL SOCIAL SCIENCE COURSES

Arithmetic
Geometry

L E V E L S

1st

2nd

3rd

4th

5 th

6 th

.21

.21

.21

-

-

.16
.17

.17
.16

.17
.16

.18
.50
.16
.17

-

-

-

-

.08
.50
.17
.17
.50

.11

-

.17
.17
.50

1
1
1
1
1

.18

.18

.18

.18

.14

.14

1 00

.50

.50

..

_

I

-

-

.20

.20

-

.22
.20
.22
.25
.33
.20

.22
.10
.22
.25
.17
.40

.22
.10
.22
.25
.17
.40

1
1
1
1
1
1

- *

_

;34
.20
.34
.25
.33

-

-

ALL GRADES

00
00
00
00
00

00
00
00
00
00
00
00

-

-

-

-

-

-

.16

.16

.19

.17

.16

.16

1 00

_

_

-

-

.25
.25

.37
.38

.38
.37

1 00
1 00

-

-

-

.25

.37

.38

1 00

.13

.13

.20

.17

-

-

.20
.50

.17
.50

1 00
1 00

.

•

-

_

ALL MATHEMATICS COURSES

.13

.13

.18

.16

.22

.18

1 00

SCIENCE & HYGIENE

.14

.13

.13

.13

.20

.27

1 00

ART

.22

.22

.14

.14

.14

.14

1 00

PHYSICAL EDUCATION

.17

.16

.17

.17

.17

.16

1 00

a These percentages are based on the assumption that a student successfully performed the desired
instructional behaviors (i.e., passed the necessary tests) at the time of measurement.
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TABLE 8
ELEMENTARY OR EQUIVALENT ELEMENTARY OUTPUT COMPLETED
AT THE END OF A SAUDI ARABIAN SCHOOL YEAR
(MALE ELEMENTARY STUDENTS ONLY)

Percentage •of Eleru-'ntury or Equivii lent Elomentary Output Completed By
A Student a t the Fnd o] School Year 3

G R A D E
COURSES

The Koran
Intonation
The Unity of God
Jurisprudence
The Prophet's Saying
ALL RELIGION COURSES

Spelling & Writing
Reading
Poetry & Prose
Dictation
Pcnaanship
•
SelfrKxpression & Composition
Grammar
ALL ARABIC COURSES

Geography
History
ALL SOCIAL SCIENCE COURSES

L E V E L S

1st

2nd

3rd

4th

5th

6th

.038

038

.038

010
010

.010
.010

.014
.005
.010
.010
.005

.019

.010
.010

.033
.005
.010
.010

.010
.010
.005

.180
.010
.060
.060
.010

.058

058

.058

.058

.044

.044

.320

.034

034
.014
.010
.014
.005
.010

.010
.010
.010
.005
.0L0
.004

.010
.005
.010
.005
.005
.010

.010
.005
.010
.005
.005
.010

.068
.044
.050
.044
.020
.030
.024

.053

.049

.045

.045

.'280

.010

010

.044

044

ALL GRADES

-

-

-

.005
.005

.007
.008

.008
.007

.020
.020

-

-

-

.010

.015

.015

.040

.020

020

.030

.025

.030
.005

.025
.005

.150.010

ALL MATHEMATICS COURSES

.020

020

.030

.025

.035

.030

.160

SCIENCE & HYGIENE

.009

009

.009

.010

,0i4

.019

.070

ART

.015

015

.010

.010

.010

.010

.070

PHYSICAL EDUCATION

.010

010

.010

.010

.010

.010

.060

.156

156

.170'

.172

.173

.173

1.000

Arithmetic
Geometry

TOTAL

fl These percentages are based on the assumption that a student successfully performed the desired In
structional behaviors (i.e., passed the necessary tests) at the time of measurement.
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subject-area "Koran" is taught eight times weekly in the first-grade
level, and a total of thirty-eight times weekly for all elementary
grade levels.

Each instructional period is equal to forty-five minutes.

The weekly equivalent teaching hours of the first-grade Koran program,
therefore, is six hours (eight class periods times forty-five minutes
divided by sixty minutes), and the total weekly equivalent teaching
38x45
hours for all elementary Koran programs is 28.5 hours; that is, —g-jj—.
Thus, an equivalent output of the first-grade Koran program has achieved
twenty-one percent of the total elementary standard teaching hours of
g

this particular program.
1.

8/38 = .21

2.

6/28.5 = .21

It is calculated as follows:

or

The percentage of a subject-area output or of an equivalent
subject-area output accumulated over the elementary years, therefore,
can be calculated by adding the percentage completed at the end of a
year to that of the previously completed elementary years.

For example,

a student who is in the fourth grade and who has passed the required
examinations related to the Koran program in the fourth grade will be
considered an equivalent output of .81 of the elementary Koran program;
that is, eighteen percent (which was completed during the fourth-grade
level) plus sixty-three percent (which was accumulated in the previous
three grade levels).

^See Table 6 for similar calculations for other subject areas.
O
See Table 7 for the results of similar output calculations.
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In Table 8, on the other hand, each elementary course is con
sidered to be part of the overall elementary school program for an
elementary output calculation; however, each course is still assumed
to be an independent program.

That is, a student's achievement in a

specific course does not affect his achievement in other courses, and
more importantly, each subject-area output can be calculated inde
pendently of other subject-area outputs.

Thus, the percentage of an

output completed each year by each student in each subject-area is
calculated as a percentage of all subject-areas in all grade levels.
More specifically, the data in Table 8 are calculated by dividing the
total weekly number of teaching hours in each subject area in each grade
level by the weekly total of teaching hours of all elementary courses
from the first grade through the sixth grade.

For example, the com

pletion of the Koran program constitutes eighteen percent of an
elementary school output.

This figure is obtained by dividing the

thirty-eight Koran class periods per week throughout the elementary
stage by twc hundred and four, which is the total number of-weekly
elementary class periods, or alternatively, by using the equivalent
9
teaching hours for both class periods.
Using class periods instead of teaching hours, Table 9 shows
the percentage of an equivalent elementary output completed each year
9
It should be noted here again that the stated number of class
periods or teaching hours is assumed to be the average number of hours
necessary for an elementary student to be able to perform successfully
on tests and thus become an output or an equivalent output.
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TABLE 9
THE PERCENTAGE OF AN EQUIVALENT ELEMENTARY OUTPUT
COMPLETED BY PASSING THE KORAN PROGRAM

Number of
Koran Class Periods
per Week

Grade
Level

Percentage as Related
to the Total Elementary
Class Periods (204)
per Week

1st

8

.038

2nd

8

.038

3rd

8

.038

4th

7

.033

5th

3

.014

6th

4

.019

38

.180

Total

aSOURCE:

Ministry of Education, The Boys' Elementary Curriculum
1388 A.H.,/1968 A0D„ (Riyadh, Saudi Arabia: Ministry of Education,
1968), p. 4. In Arabic.
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by a student in the Koran program.Furthermore, a student who is at
the end of the third-grade level and who passes all courses except
mathematics, for example, will be considered an equivalent output of
.452 or about forty-five percent of the total elementary output.

This

is the result of a previous percentage accumulation of the first- and
the second-grade achievement (.156 + .156) as well as the third-grade
achievement (.17 - .03 for mathematics failure).
The previous tables which show outputs according to subjectarea programs are calculated in more rational and precise terms than
an output calculated according to the previously-discussed grade-level
programs.

This is because it is not assumed that students who fail one

or more specific course have failed all the other courses during a
given year.

Consequently, almost all students (inputs) will show

definite learning progress at the end of each year.

Such progress will

be one hundred percent of that year's portion of outputs for those who
pass all courses, and less than one hundred percent, but definitely
over zero percent, for those who did not pass all courses.

Accordingly,

the overall actual elementary outputs will be more representative of
the school's, the district's, and the nation's outputs as compared to
outputs computed by grade levels.

The consequences of calculating

outputs according to subject-area rather than grade-level programs
are many and include:

^•®See Table 8 for more examples of the calculation of out
puts according to subject-area programs.
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1.

The actual number of places occupied by repeaters will de

crease considerably.

This is because repetition will be necessary only

for those courses which students fail to pass instead of for all courses
of a grade level.

For example, the number of Saudi first-grade re-

peaters was 18,241 students in the academic year 1972/1973.

11

However,

this number is really misleading since each of those students will
attend all of the nine courses in the first-grade level.

That is, the

first-grade repeaters will take 164,169 places (18,241 repeaters in the
first grade times nine courses in the first-grade curriculum) rather
than 18,241 places, as their number would suggest.

The same calcu

lation can be applied to the repeaters of the other five grade levels.
Thus, according to grade-level programs, repeaters take many more
places than their absolute number would imply.

That is, the number of

places occupied by grade-level repeaters are greater than they should
be under subject-area programs.
For Saudi Arabia, increasing the number of places in elementary
schools to absorb greater numbers of new students is critical because
of the high percentage of students of primary age who are not enrolled
in school.

In addition, given the number of teachers, more vacant

places for new or promoted students means a lower student/teacher ratio
and/or an increase in the teacher supply because fewer classroom places
in each subject area will be occupied by repeaters.

^Statistics, Research and Educational Documents Unit, Ministry
of Education, Educational Statistics 1972-1973 (Riyadh, Saudi Arabia:
Ministry of Education, 1973), pp. 60-61.
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As an added consequence,

the total number of dropouts, which

in Saudi Arabia is estimated to be over two-thirds of those who enter
12
elementary schools, may decrease.

That is, students' motivation may

increase if they are required to repeat fewer courses and can graduate
in six years rather than in seven or more as a result of repeating an
entire year or more of study.
2.

The cost of elementary education per unit of output,

according to subject-area programs, will decrease as the number of re
peaters in each course decreases.
3.

Finally, subject-area programs provide more specific infor

mation for planning and controlling purposes than grade-level programs.

Summary
Quantitative outputs are one of the pieces of information that
are recommended for inclusion in the proposed program budget model
for Saudi Arabian elementary education (see Fig. 9).

Quantitative out

puts for the existing grade-level-oriented programs can be calculated
using the weekly actual or standard (official) number of teaching hours
assigned to all courses in a grade level.

Table 2 shows these standard

teaching hours for each grade-level program as well as the percentage
completed per unit of output.

The number of outputs calculated

according to the existing system, however, is misleading because it
represents information which does not facilitate rational decision
making.
12Szyliowicz, Education and Modernization in the Middle East,
P. 302.
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On the other hand, the number of quantitative outputs calcu
lated according to the proposed subject-area and subject-area/gradelevel programs is more specific and relevant to rational
decision-making.

This is because information provided by the proposed

system can be used to expedite a decrease in cost per unit of output.
In addition, such information makes it possible to increase the supply
of available teachers as well as to increase the vacancies for new or
promoted students in most subject areas.

Such subject-area outputs

are calculated using the weekly actual or standard teaching hours
assigned to each course in each grade level.

Table 6 includes these

standard teaching hours, and Tables 7 and 8 show the percentage of an
output completed yearly.
The third and final piece of information recommended for in
clusion in the proposed program budget model, namely the cost of
achieving quantitative objectives and outputs, will be dealt with in
the next chapter.

CHAPTER 7

THE DEVELOPMENT OF COST ESTIMATES
FOR A SAUDI ARABIAN ELEMENTARY EDUCATION
PROGRAM BUDGET: AN EMPHASIS ON ACCOUNT
CLASSIFICATIONS AND COST ALLOCATIONS FOR
PROGRAM COST CALCULATION

As indicated previously, programs must be identified before a
program budget can be devised.

In addition, the expected objectives,

and hence outputs, of these programs must be specified.
requirement is that program costs must be estimated.

And, a third

This latter sub

ject (i.e., the estimation of program costs) will be discussed in this
chapter.

Specifically, the contents of this chapter will include cost

definitions, cost hierarchies, and the allocation of input cost to
programs.

In addition, the establishment of object as well as program

accounts will be explored.

These accounts are relevant for recording,

and hence reporting, actual program cost which can be used for esti
mating future program cost, and hence, developing program budgets..

Financial and Cost
Accounting Objectives
At present, the most dominant purpose of governmental
accounting is to provide information relevant to financial and legal
accountability.

For example, Clark states that the purpose of govern

mental accounting
. . . is to determine financial accountability and to show that
the reporting governmental unit has complied with legal
163
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provisions. Beyond this, and of prime importance, is to
recognize that the needs of governmental administration and
management must be served.^
Lynn and Freeman have made an even more comprehensive statement about
expenditure classification objectives.

They state that the

. . . expenditures of a governmental unit are classified in
order to serve several purposes. First, the money that be
longs to a governmental unit is in the treasury in various
funds; the appropriations for the expenditures must neces
sarily be classified according to the funds that are in the
treasury, and . . . the expenditures must be related to the
appropriations. Second, appropriate classification provides
information that will be helpful in the preparation of the
budgets for succeeding years0 Third, appropriate classifi
cation provides information to control the expenditure of
funds in an economical fashion. Fourth, the properly clas
sified expenditures provide information for the financial
statements and for financial statistics that may be used
for comparative purposes.^
Government agencies have recently shown more interest in cost
accounting which relates inputs to outputs for management use.

That

is, it provides cost information that is relevant for effective and
efficient planning and controlling in terms of outputs and/or inputs
rather than in terms of inputs only.

An advance estimation of program

cost will, for example, lessen the probability of undertaking program
objectives with insufficient resources.

Also, such estimation will

facilitate the management control function by making possible the com
parison of actual and expected cost.

Kohler and Wright point out that

Joseph F0 Clark, "Classification of Accounts and Financial
Reporting," Special Bulletin 1968E (Chicago: Municipal Finance Offi
cers Association of the U.S. and Canada, December 16, 1968), p. 3.
2
Edward S. Lynn and Robert J. Freeman, Fund Accounting Theory
and Practice (Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1974),
p. 239.
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Cost accounting is essentially a process of identifying
the operating expenses of an enterprise with its endproducts.
Whether endproducts are goods or services, the costs associ
ated with them collectively—and averaged over units of
production—supply a basis for judging the effectiveness of
management, since they may be compared with similar endpro
ducts costs incurred in prior periods and in other
organizations, and with estimates of standards for such costs
predetermined administratively.3

Cost Definitions and Cost Hierarchy
"Cost" is a general word, the same as "objective" and "pro
gram budget," which were discussed in the previous chapters.

One

definition of cost is "... a sacrifice incurred to obtain some antic
ipated benefit or service."^

Generally, this definition maintains that

to acquire or achieve a tangible or an intangible thing, it is neces
sary to give up "something" in return.

In accounting the "something"

is called cost and is usually measured in monetary terms.
In an organization, "cost" usually refers to the total cost of
outputs, which represents the summation of the cost of many homogeneous
and heterogeneous activities and objects.

The total cost of these

activities is measured and then allocated to relevant outputs according
to different formulas, rules, and regulations.

When represented by one

figure or number, however, the total cost is not always relevant to all
decision objectives.

For example, the 1973-1974 Committee on Nonprofit

Organizations has stated that:

^Eric L. Kohler and Howard W. Wright, Accounting in the Federal
Government (Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1957),
pp. 178-179.
^Eric Flamholtz, Human Resources Accounting (Belmont, Calif.:
Dickenson Publishing Co., Inc., 1974), p. 33.
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. , . there is no single "true cost" of anything. What may be
appropriately considered as the "cost" of an item, activity,
program, department, or any other unit for a given decision is
not necessarily the "cost" for another given decision.-*
Consequently, to provide management with a wide variety of in
formation relevant to different decisions, the total cost of outputs
has to be broken down wherever possible into several hierarchical
g
levels (i„e., several homogeneous parts or sub-totals).
Examples of
a hierarchical cost classification, where each level is measured by
relatively similar rules and formulas, may include direct vs. indirect
costs, variable vs. fixed costs, and controllable vs. uncontrollable
costs.

The definitions of some of these hierarchical levels of the

total cost of outputs are as follows:
Direct cost is "a cost that is traceable to an object, activ
ity, organizational segment, or individual."^
"Variable costs are those which are expected to fluctuate, in
total, directly in proportion to sales, production volume, or some
O
other measure of activity."
"Controllable costs are those which may be directly regulated
at a given level of managerial authority.

Put another way,

^"Report of the Committee on Nonprofit Organizations, 19731974," The Accounting Review 50, Supplement (1975), p. 17.
^This brief discussion is parallel to the discussion of hier
archical objectives and hierarchical program budgets in Chapter 5.
^Germain Boer, Direct Cost and Contribution Accounting
(New York: John Wiley and Sons, Inc., 1974), p. 6.
O

Charles T„ Horngren, Cost Accounting: A Managerial Emphasis
(Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1967), p. 193.
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controllable costs are those that are directly influenced by a manager
9

within a given time period."

However, a more extensive hierarchical classification of the
total cost of outputs is still needed because (1) the classification of
the total cost into direct, indirect, variable, fixed, controllable and
uncontrollable costs, for example, lends itself to further differen
tiation of cost, and (2) such lump sum costs are very hard, if not
impossible, to measure and then allocate to programs on a systematic,
ongoing, and acceptable basis.
cation

This further hierarchical classifi

or cost differentiation, if final as suggested later in the

section on program cost, should relate to the smallest unit of signi
ficant cost as much as possible.

Program Cost Definitions and
Program Cost Hierarchy
Total program cost, the most general level in a cost hierarchy,
can be defined as follows
Total program cost is the sum of all input costs which con
tribute to the achievement of quantitative program objective(s), and
hence to the production or creation of outputs.

Such costs should in

clude (1) short-run cost as well as long-run cost; and (2) incurred
cost as well as expected cost (i.e., historical and future costs).
More specifically, assume that the duration period (life) of an

9Ibid.,

p. 273.

program cost hierarchy similar in principle to the objective
hierarchy discussed in Chapter 5 is created here.
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elementary program is defined in terms of the number of years (i.e.,
six years) required, on the average, for an expected output to be
transformed to an actual output.^

In this case, the total program

cost should include long-run cost (six years) as well as short-run cost
(the next year).

Furthermore, it should include past costs (e.g., last

year's costs) as well as future costs which are expected to be incurred.
This definition of the total program cost is general because it
refers to the total cost of outputs (program) without any reference to
the specific parts (sub-totals) of the total cost.

Furthermore, this

total cost is not relevant to decisions which require a more specific
description of the cost of the sub-totals of the program.
quently, less general cost definitions are needed.

Conse

Thus, the creation

of several hierarchical levels of output costs is essential if more
specific information is desired.
Hence, the second cost hierarchy level (total program cost is
the first level) will include:

direct variable, direct fixed, indirect

variable, and indirect fixed costs.

These terms can be defined as

follows:
Program direct variable cost includes the cost of inputs which
are directly traceable to a quantitative program objective or a set of
quantitative objectives and which vary, in total, in proportion to

^It must be made clear here that such an assumption holds true
only for specific groups of outputs (i.e., students who enroll in the
first grade in year "x" and are expected to graduate in a six-year
period). Thus, for other groups of outputs, the same assumption can be
used. In other words, the concept of going concern in accounting can
be assumed for the program as a whole but not for a particular group of
expected outputs.
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changes in activity levels undertaken to achieve the stated objectives.
Examples of such direct variable costs for a school program are teacher
salaries, school utility consumption, and supplies related to courses.
It should be noted here, however, that the inclusion of such items as
school utilities as a direct variable cost is caused primarily by its
relationship to instructional objectives, and hence to outputs.

That

is, the school uses utilities to benefit students (expected outputs)
and help them achieve instructional objectives.

More specifically,

the direct and prime users of such services are the expected outputs
(students), not inputs such as employees.
Program direct fixed cost includes the cost of inputs which
are directly traceable to a quantitative objective or a set of quanti
tative objectives (program) and which are fixed, in total, for a
specified range of activities and for a particular period of time.
Examples of direct fixed costs for a school program include the salary
and benefits of the school principal, teacher benefits and allowances,
salary and benefits of the other permanent school employees--e.g., the
janitors—, and the use of the school building (depreciation).
Teacher benefits and allowances are considered fixed costs in
Saudi Arabia because they do not change as a result of teaching extra
hours; that is, they do not vary as a result of changes in activity
level.

Instead, teacher benefits change according to the employment

system and the teacher's rank in such a system.

Direct fixed costs

are considered direct because they directly affect the achievement of
school objectives, and hence students (expected outputs).

That is,
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expected outputs, not inputs (e.g., employees), are the prime users of
the school building and other services provided by the school's em
ployees.
Program indirect variable cost includes the input costs
which are indirectly related to a quantitative objective or a set of
quantitative objectives and which vary, in total, in proportion to
changes in activity levels which are undertaken to achieve the stated
program objectives.

Examples of indirect variable costs to school pro

grams are the direct variable costs (e.g., supplies) of those programs
which are not instructional but are service- or support-oriented and
which relate indirectly to expected outputs (students).

In other

words, the prime users or beneficiaries of such programs are nonstudents such as the ministry or the district employees.
Program indirect fixed cost includes the input costs which are
indirectly related to a quantitative objective or a set of quantitative
objectives and which are fixed, in total, for a specified range of
activities and for a particular period of time.

A school's indirect

fixed cost is the fixed costs (e.g., depreciation) of the serviceoriented programs which are intended primarily to serve inputs (e.g.,
employees) rather than expected outputs (students).
The third and final hierarchical level of program cost sug
gested in this dissertation is the classification of program cost
according to objects consumed by a program.

That is, each program's

total cost should include the cost of each object or each set of rela
tively homogeneous objects consumed by it.
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This object classification (i.e., the third and final hierarch
ical level of program cost) will be discussed in depth here because of
its importance for measuring, allocating, and hence calculating, the
second hierarchical level of cost (i.e., variable costs) as well as the
first hierarchical level of cost (i.e., total cost) which were proposed
earlier in this chapter.

In other words, to calculate and/or estimate

the actual total or sub-total costs of a program, it is necessary to
identify the object accounts as well as the program accounts.
Finally, it is important to note here that the classification of
total program cost according to hierarchical levels and the use of the
object classification as the lowest level in the cost hierarchy is im
plied in almost all the literature related to the subject of cost,
though the words "hierarchical levels" are not commonly used.

For ex

ample, Mikesell and Hay noted that "the final analysis of expenditures
in the function-activities continuity is by object, or the thing for
12
which expenditure was made."

Account Classifications
The development of program budgets on an ongoing and systematic
basis requires the establishment of an accounting system for recording
and reporting program (output) cost.-^

That is, an individual account

should be established for each kind of input or object consumed by a

Mikesell and Leon E. Hay, Governmental Accounting
(Homestead, 111.: Richard D. Irwin, Inc., 1961), p. 112.
•^Use of an accrual accounting system will be assumed through
out this chapter because calculating program cost, and hence a program
budget, requires the use of such a system.
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specific program.

14

This is because setting up individual program

accounts can provide historical program cost information which can be
helpful in estimating future program costs, and hence in developing a
15
program budget.

This is not to say, however, that only past costs

should be considered in estimating future program cost; expected future
conditions and factors, including risk and uncertainty, should bear
greater weight than historical facts and trends in the estimation of
future program costs.

However, for financial, legal, and allocational

purposes, which will be briefly discussed later in this chapter, gen
eral object accounts must also be developed at the same time as, if not
before, program accounts.

That is, an independent account must exist

for each object, regardless of the program(s) that will consume it or
the rate and time of such consumption.

Object (Input) Classification
At the present time, input-oriented accounts are usually called
object accounts or object-of-expenditure classification.

These

accounts relate to the purchase of things, activities, or services,
regardless of their expected rate or time of consumption by different
programs.

^The words "input" and "object" will be used interchangeably
here because it is assumed that any object purchased will be consumed
as an input.
*^A program cost account can also be used for controlling
purposes; that is, to compare and evaluate actual program cost with
budgeted program cost.
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To establish these input accounts, the cost of each object
(item) or set of relatively similar objects purchased must be identi
fied and recorded in its relevant object account.

A general object

classification which relates to operation or current expenses usually
includes personal services, supplies, other services and charges, and
current interest on long-term debts.

Furthermore, land, buildings, im

provements other than buildings, and machinery and equipment are usu
ally the major object classifications related to capital outlays or
*1

investments.

C
This general object classification, however, is not

useful for decisions which require a more specific object classifi
cation.

That is, more extensive classification of objects consumed is

recommended so that information relevant to all decisions can be pro
vided.

But, the extent of such sub-classification "... should be

based on the administrative need for such information for planning and
controlling the operations of the governmental unit."^

Figure 10

shows in detail the 1973/1974 Saudi Object Classification which is ap
plied in all governmental agencies.

The 1973/1974 General Object Classification
of Saudi Expenditures^
In Saudi Arabia there is no object classification specifically
belonging to either education or elementary education.
1

Instead,

Lynn and Freeman, Fund Accounting Theory and Practice, p. 243.

17Ibid.,

p. 244.

18
The present Saudi accounting system is a cash-based not an
acdrual-based system. That is, revenue is recorded when received and
expenditure is recorded when paid.

100-120
101
102
103
104
105
106
107
108
109
110
111
112
.113
114
. 115
116
117
118
119
201-210
201
202
203
211-240
211
212
213
214
215
216
217
218
219
220
221
222
223
224
225

SALARIES, WAGES AND ALLOWANCES
Employee salaries
Judges' salaries
Military officer salaries
Service employee salaries
Soldiers' salaries
Fixed salaries
Worker salaries
Contractor salaries
Bonuses
Housing allowance
Transportation allowance
Representative allowance
Food allowance
Parcy and guest allowance
Clothing allowance
Servant allowance
Dedication allowance
Other allowances for employees
Other allowances for military officers and personnel

22b
227
228
229
230
231
241-260

OPERATIONAL MATERIALS AND SUPPLIES
Office supplies
Printing and copying
Geometry and drawing supplies
Books, newspapers, and circulars
Textbooks
Educational supplies
Medicine and chemicals
Medical supplies
Laboratory supplies
Mechanical supplies
Fuel
"Supplies and maintenance for transportation vehicles
Equipment supplies and maintenance
Building maintenance
Animals and their supplies

Fig. 10.

EQUIPMENT AND FURNITURE

241
242 •
243
244
245
246
247 '
248
249
250
251
252
253
254
255

TRAVEL AND TRANSPORTATION
Travel expenses
Personal belongings transportation expenses
Equipment, furniture, materials, and supplies freight

Agricultural expenses
Radio and television expenses
Food
Official clothing
Military supplies
Advertising

261-270
261
262
263
264
265
271-280
271
272
273
274
281-290
281
282
283

Office furniture
School furniture
Hospital furniture
Vehicles and bicycles
Boats and launches
Home furnishings and supplies
Medical equipment
Laboratory equipment
Agricultural equipment
Road equipment
Harbor equipment
Mechanical equipment
Office equipment
Other equipment
Arms and ammunition

CONTRACTED SERVICES
General services
Training services
Building rentals
Drinking water
Loading and unloading in the harbor
COMMUNICATION AND PUBLIC UTILITIES
Water expenses
Electricity expenses
Telephone and telegraph expenses
Mailing expenses
DIFFERENT EXPENSES
Collection expenses of Al-Zakat (poors-due)
Various expenses
Party expenses

The 1973/1974 General Object Classification of Saudi Expenditures

The information reflected in this figure has been obtained from the following source:
Budgeting Division, The Ministry of Finance and National Economy, Regulations and Forms for Budgeting
Preparation (Riyadh, Saudi Arabia: Government Printing Office, 1394 "1974"). In Arabic.
j

|_i

•p*i
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the present object-of-expenditure classification is general.

That is,

it is used by every existing Saudi Arabian government agency, and it
is published yearly by the Ministry of Finance.

Usually few, if any,

changes are made each year in the previous year's classification.
Figure 10 is a translation of the present two-level Saudi object clas
sification which relates to the first and second chapters of
expenditures; that is, the allocation of costs related to salaries,
allowances, bonuses, benefits, and general administrative expenditures
for the year 1S73/1974 are included.

This two-level object classifi

cation is generally deficient for at least the following reasons:
1.

It does not differentiate among regular, temporary, and

overtime salaries.
2.

The existing object classification includes some unneces

sary broad functional classifications (e.g., military and judges'
salaries) which are usually identified by an organizational structure.
That is, given a specific organizational or suborganizational unit,
salaries are normally identified with that particular organization's
activities and functions.
3.

The travel and transportation account (201-210) is sub

divided into three accounts in which all kinds of expenditures related
to travel and transportation are recorded.

In other words, travel and

transportation expenditures are considered an independent account, and
hence are given the status of major account headings such as "Salaries,
Wages, and Al-lowances--100-120" and "Equipment and Furniture--241260."

These expenditures, however, should not be classified in this
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manner because in reality they are a subclassification of other major
accounts.

That is, the categories for travel expenses (201) and per

sonal belongings transportation expenses (202) should be considered as
sub-accounts of allowances and benefits included under "Salaries,
Wages, and Allowances--100-120."

Also, the freight costs of capital

goods (such as equipment) should be a subclassification of the "Equip
ment and Furniture--241-260" account since they represent part of the
cost of such items.

And finally, the freight of supplies and materials

should be classified under the heading "Operational Materials and Sup
plies-^11-240."
4.

Even though purchased services are separated from pur

chased supplies and materials, there are some services--e.g., printing
and copying (212) and maintenance (222, 223, and 224)--included in the
supplies classification.

In fact, building maintenance (224) includes

capital expenditures such as new electrical, sewage, or water systems.
Also, services such as communication, public utilities and transpor
tation are not included under the contracted services classification
(261-270).
5.

Some but not all capital expenditures--e.g., equipment,

furniture, and vehicles--are distinctly classified.
are excluded.

Land and buildings

In addition, the expenditures for equipment and furni

ture do not clearly indicate whether or not they are considered
capital, although they seem to be classified as current expenditures
rather than capital.
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The Proposed Object Classification for the
Saudi Arabian Elementary Education System*^
Since the previous Saudi object classification is not related
directly to education and since it is deficient as indicated briefly
above, a more relevant object classification (accounts) for elementary
education is presented in Figure 11.

In addition, definitions of each

of these object accounts appear in Appendix C.
The proposed object classification (Fig. 11) and the related
definitions of the object accounts (see Appendix C) have the following
general features:
1.

This is a four-level classification hierarchy.

In other

words, it is a more detailed and more flexible classification than the
1973/1974 object classification currently used in Saudi Arabia (see
Fig. 10).

Each hierarchical level is represented by a digit; thus, a

four-digit code is used.

From left to right, the first digit denotes

the first hierarchical level of classification for an object.

The

second represents the second hierarchical level of classification.

The

third digit indicates the third hierarchical level of classification.
And, the fourth digit denotes the final hierarchical level.

At all

levels of the proposed object classification hierarchy, unassigned
digits are available for greater identification of objects, if desired.

^The proposed four-level object classification is relevant for
adoption by the overall educational sector and by other governmental
agencies, though its modification in terms of adding new accounts and
removing or changing some of the existing ones is necessary.

/
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1ST LEVEL

2ND LEVEL
CODE

.CODE

1000

3RD LEVEL
CODE

4TH LEVEL
CODE

Employee Services
and Activities
1100

Regular Salaries

1200

Temporary Salaries

1300

Overtime Salaries

1400

Allowance, Bene
fits, and Bonuses
1410

1420

New Employment

1430

Irregular
Temporary Travel
on Business

1460

Preparation
Transportation
Other

1421
1422
1423
1424
1425
1426
1429

Transportation
Housing
Retirement
Remote-area
Travel on Business
Regularly
Hazardous
Other

1441
1442
1449

Transportation
Motel-Meals
Other

1451
1452
1459

Transportation
Substitute
Other

1461
1462
1463
1464

Transportation
Clothing
Books
Field Trip9

Regular

1440

1450

1411
1412
1'419

Vacation

Advanced Study
and Training

Fig. 11. Accounts Summary of the
Proposed Hierarchical Object Classification

The following sources were used in compiling the proposed ob
ject classification: Budgeting Division, The Ministry of Finance and
National Economy, Regulations and Forms for Budgeting Preparation
(Riyadh, Saudi Arabia: Government Printing Office, 1394 "1974"), in
Arabic; The Ministry of Finance and National Economy, Financial In
structions for Budgeting and Accounting (Mecca, Saudi Arabia:
Government Printing Office, 1392 "1972"), in Arabic; Saudi Arabian
Government, General Employment System (Mecca, Saudi Arabia: Government
Printing Office, 1392 "1972"), in Arabic; National Committee on Govern
mental Accounting, Governmental Accounting, Auditing, and Financial
Reporting (Chicago: Municipal Finance Officers Association of the
United States and Canada, 1968); Charles T. Roberts and Allan R.
Lichtenberger, eds., "Financial Accounting Classifications and Standard
Terminology for Local and State School Systems," State Educational
Records and Report Series: Handbook II Revised (Washington, D„C.:
U.S. Government Printing Office, 1973). Several other publications
were also used, such as the regulations related to the financial as
pects of advanced study and training for Saudi employees and teachers.
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1ST LEVEL
CODE

2ND LEVEL
CODE

3RD LEVEL

ATU LEVEL
CODE

CODE

1466
1467
1468
1469

Reference Books
and Equipment
Superior Performance
Tuition
Living
Other

1481
1482
1483
1489

Transportation
Retirement Bonus
Vacation Substitute
Other

1465

2000

1900

Other Employee
Services and
Activities

2100

Technical and Pro
fessional Services

1470

Transfer

1480'

End of Servlcc

1490

Other Employee
Allowances

2110

Management Services

2120

Data Processing
Services

2190

Other Technical and
Professional Services

2210

Public Utility

Non-Employee
Services

2200

Property Services

2211

2300

Advertising

2400

Communication

2500

Printing and
Binding

2600

Freight

2900

2220

Cleaning Services

2230

Repairs and
Maintenance

2240

Rentals

2290

Other Property
Services

2410

Telegraph

2420

Telephone

2430

Mailing

2490

Other

2610

Equipment

2620

Furniture

2690

Other

Other Purchased
Services

Fig. ll--Continued.

2212
2213
2219

Water
Electricity
Sewage and Garbage
Other

2231
2232
2233
2234
2239

Crounds Services
Building
Equipment
Furniture
Other
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1ST LEVEL
CODE

3000

2ND LEVEL
CODE

5000

Supplies

3200

Textbooks

3300

Media Materials

3800

Other Supplies
and Materials

3900

Warehouse Inven
tory Adjustment

4100

Land

4200

Buildings

4300

Equipment

4400

Furniture

4500

Vehicles

4600

Library Books

4900

Other 'Capital

4TII LEVEL
CODE

Supplies and Ma
terials Purchased
3100

4000

3RD LEVEL
CODH

3110

Building

3120

Office

3130

Classroom

3140

Equipment

3150

Furniture

3160

Vehicles

3170

Food

3180

Medical

3190

Other

3310

Library Books

3320

Television Materials

3330

Audio Materials

3390

Other

Capital Goods
Purchased

Other Object

Fig. ll--Continued.
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A detailed hierarchical classification of objects, such as the
one proposed here, is rewarding in terms of providing detailed, instant
and specific information.

For example, the transportation account

(1412) is for recording the amounts of money paid or required to be
paid for transporting all newly-appointed employees, their families,
and their belongings to their new job location.

20

Therefore, the

yearly expenditure for transporting newly-appointed employees could be
ascertained immediately by merely looking at the amount recorded under
the account numbered 1412.

Furthermore, if each employee gets an

equal amount of money for such transportation, which is usually the
case in Saudi Arabia, a quick calculation will show the number of new
employees.
2.

The total expenditures paid on behalf of or to the em-

21

ployees of the Saudi Elementary Education Agency (SEEA)

for the

services and activities they perform are distinctly separated from all
other expenditures and are included under one heading "Employee Ser
vices and Activities--1000."

Hence, any payment to employees is

included, regardless of the cause of the benefits (e.g., activities) or
the kind of benefits received (e.g., money or air tickets) by the em
ployee.
on
"See Appendix C for similar definitions of all other object
accounts specified in the Proposed Hierarchical Object Classification,
which is presented in Figure 11.
21

The "Saudi Elementary Education Agency (SEEA)" refers to an
elementary school, a school district, and/or the Ministry of Education
in Saudi Arabia.

I
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3.

The total expenditures for all services provided to the

SEEA (not to its employee benefits) by personnel who are not on the
payroll of SEEA are distinctly separated under the heading "NonEmployee Services—2000."

Thus, services which are purchased for the

benefit of SEEA employees (such as transportation) are not included
here.

They are included under the "Employee Services and Activities--

1000" category because they are services provided to employees, not to
SEEA, and because in many instances such expenditures are paid in cash
to the employees, who may or may not purchase the intended services.
Thus, such payments to employees should not be classified as services
purchased by SEEA because such a classification relays misleading in
formation.

The account 2000, therefore, should include only those

services which are related directly to the outputs expected from SEEA„
4.

The expenditures for supplies and materials (3000) do not

include any capital expenditures; only supplies and materials which
are expected to be consumed within an academic year are included.
5.

The total expenditures related to capital goods are stated

clearly under separate accounts called "Capital Goods Purchased-4000."

A distinction between capital and operating expenditures is

necessary because of the characteristics of capital goods and the ex
pected consumption pattern.
6.

The proposed object classification and definitions

emphasize the recording of expenditures, whether paid or not, as soon
as charges are incurred.
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The Proposed Program Cost Classification for the
Saudi Arabian Elementary Education System
Having identified above all input accounts, program accounts
can be developed by at least two methods:

The first is to establish a

single account for each program where all inputs consumed by that pro
gram are recorded.

The other approach, which is the one recommended

in this dissertation, is to establish a program account for each object
or set of similar objects consumed or expected to be consumed by each
previously proposed Saudi elementary program (cost center).

This

latter term, cost center, is frequently used in business for similar
accumulation of operating costs and it is defined by Horngren as
follows:
. . . A cost center is the smallest segment of activity or area
of responsibility for which costs are accumulated. Typically,
cost centers are departments, but in some instances a depart
ment may contain several cost centers„22
In other words, given the above object classifications, each
previously proposed Saudi elementary program may have as many accounts
as there are objects consumed or used by that program.

For example,

accounts for the Arabic program may include an independent account for
each of the following:

teacher salaries, teacher benefits, textbooks,

supplies, building usage, etc.

To develop such program cost accounts,

however, costs of the various inputs used or consumed by each program
must be allocated to their relevant program accounts, as illustrated
99
"Horngren,
Cost Accounting:

A Managerial Emphasis, p. 69.
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below.

It should be made clear here that allocation of all costs to

all relevant program accounts is not an easy task.

Instead, it is a

difficult one because of the
. . . problems deriving from the inherent arbitrariness of
many allocations. ... It is important to note, however,
that (1) while some allocations may be arbitrary, not all of
them are, and (2) allocations are necessary in given circum
stances for both external (e.g., to report "cost" of certain
programs and for cost-reimbursement reports) and for certain
organizational planning and control purposes.23

Allocation of Input Costs
to Program Accounts
The object classification presented in Figure 11 relates to
input information only.

That is, this classification includes inputs

purchased for all programs.

The program classification, on the other

hand, relates to input-output information, if the cost of inputs is
allocated to program accounts.

In other words, without continuous and

systematic allocation of input costs to relevant program accounts, the
object classification by itself can provide a very limited amount of
relevant information for efficient and effective input-output planning
and controlling.
Ideally, costs related to specific programs should be allo
cated and recorded directly, at the time of purchase, in the relevant
program account; that is, without the use of intermediary input or
object accounts.

In the real world, however, the cost of all inputs

expected to be consumed by a program cannot be allocated and recorded

^"Report of the Committee on Nonprofit Organizations, 19731974," pp. 18-19.
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directly in that program account at the time of purchase for several
reasons, among which are the following:
1.

Program managers or administrators do not usually have

direct authority over purchasing all the inputs they need whenever they
need them.

Instead, a central organizational unit within an agency

usually buys large quantities of different kinds of inputs (e.g., sup
plies), and then distributes them to programs at a later time upon the
request of a program manager.

Thus, such inputs are not specified for

a particular program at the time of purchase.
2.

Some inputs such as buildings are hard, if not impossible,

to assign to all relevant programs at the time of purchase because of
the nature of the inputs (e.g., life expectancy) and because of the ex
pected actual consumption rate (depreciation) per program which may
change over time as some programs increase, decrease, or even terminate
their activities.
3.

Input (object) accounts, not program (expected outputs)

accounts, are presently used for legal and financial control of expen
ditures in the Saudi government.
Consequently, each input purchased must be recorded in the
appropriate object account regardless of its consumption pattern by an
identified or unidentified program.

That is, each input purchased will

be posted from the journal to the appropriate object account as well as
to the program account if it is expected to be consumed by that spec
ific program within the current accounting period (usually a year).
Otherwise, at the time of purchase, inputs purchased are posted only to
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the relevant object accounts and are recorded at a later date (at the
time of consumption or use) in the relevant program account.

Thus,

in either case, when both input and output accounts are fully devel
oped each input will be identified with its relevant program as a
subclassification of that program's total cost.

This is because total

program cost, if calculated, usually includes all expenditures (oper
ating costs^) which relate to the achievement of that program's
objectives, and hence outputs.

These program expenditures or operating

costs can be called "expenses" too, since this latter term is defined
by the National Committee on Governmental Accounting as:
. . . Charges incurred, whether paid or unpaid, for operation,
maintenance, interest, and other charges which are presumed
to benefit the current fiscal period.25
That is, expenses or program expenditures are expired costs or costs
which relate to objects or services consumed during the current ac
counting period.

However, it must be made clear here that the above

definition of "expenses" should not be confused with the broad defin
ition of "expenditure," such as the following one put forth by the
National Committee on Governmental Accounting:
Expenditures. Where the accounts are kept on the accrual
basis ... or modified accrual basis . . . this term desig
nates the cost of goods delivered or services rendered, whether

^Eric L. Kohler, A Dictionary for Accountants (Englewood
Cliffs, N.J.: Prentice-Hall, Inc., 1970), p. 19.
25ihe National Committee on Governmental Accounting, Govern
mental Accounting. Auditing, and Financial Reporting (Chicago:
Municipal Finance Officers Association of the United States and
Canada, 1968), p. 16.
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paid or unpaid, including expenses, provisions for debt re
tirement . . . and capital outlays.26

Criteria for Acceptable Allocation Methods
of Object Cost to Program Accounts
Recently, Thomas published a two-part study relating to the
problem of cost allocation.

He proposed three criteria to be used as

minimum requirements for a theoretical justification of an allocation
method.

The "defensibility" criterion seems to be the major one he

suggests; however, for an allocation method to be justifiable, it has
to be "additive" and "unambiguous."

He defines these three criteria as

follows:
(1) Additivity: The whole should equal the parts; the allo
cation should exhaust the total, dividing up whatever is there,
no more and no less.
(2) Unambiguity: Once the allocation method has been speci
fied, it should be impossible to divide the total into more
than one set of parts.
(3) Defensibility: Any choice among allocation methods is a
choice among different ways to divide the total into parts.
Once the individual making the allocation has chosen a method,
he or she should be able to provide a conclusive argument for
choosing it, defending the method against all possible alter
natives.^
The choice of a particular basis or method for allocation can
be defended if, for example, the method selected ". . , fluctuateKU
concomitantly with the activity which is the source of the cost and

26Ibid.

27
Arthur L. Thomas, "The Allocation Problem: Part Two,"
Studies in Accounting Research No. 9 (Sarasota, Fla*: American
Accounting Association, 1974), p. 1.
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no

. . . must itself be measurable without undue expense."''0

Furthermore,

such fluctuations can be validated by techniques such as correlation
on

analysis, time studies, and job analysis.

Examples of Appropriate Bases
for Allocation
Generally, there are many practical bases to use for cost
allocation.
1.

The following are examples:
The number of students as inputs, expected outputs, actual

outputs, or equivalent outputs
2.

The number of employees

3.

The quantity consumed

4.

The time (e.g., teaching hours)

5.

The rate of consumption over time (e.g., hourly or monthly

rate of utilities)
6.

The rate of occupied space over time (e.g., monthly rate

of specific square feet of space used)
7.

The mileage travelled

8.

The number of transactions

9.

Dollars (e.g., in proportion to dollar volume previously

allocated to different programs)

^ " A s s i g n m e n t of Nonmanufacturing Costs for Managerial
Decisions," Research Series No. 19, N.A„(C).A. Bulletin 32 (May 1951);
1152.
29Ibid.,

pp. 1152-1156.
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The Allocation of Object Costs
to Program Accounts
The allocation of costs to relevant program accounts entails
the assignment of part or all of each object's cost to the program
which consumes it (or is expected to consume it) and which, therefore,
benefits from it; and/or the assignment of each object's cost to the
program which benefits indirectly from its use by other programs.
Subject-area programs are an example of the programs which benefit
indirectly from the consumption of some objects by service-oriented
programs (e.g., maintenance).

The latter programs use and consume

objects (e.g., supplies) to serve the subject-area programs as well as
other programs.
The following are illustrations of possible cost allocations to
instructional programs:^®
Direct Variable Costs.

Usually, part of the total cost of a

program varies directly with the volume of the program activities.

In

other words, there are costs which are associated with a program
directly and which also vary, in total, as the size of the program
activities change.

Hence, such costs are incurred or are expected to

be incurred for the sole benefit of a specific program.

An example is

the salaries of employees who work to achieve a particular program's
objectives.

More specifically, teacher salaries under an Arabic pro

gram are associated directly with the Arabic program, and hence can be
allocated directly to that program.

Furthermore, teacher salaries do

on

J

See the beginning of this chapter for the definition of each
of the costs discussed.
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vary, in total, as the number of teaching hours performed weekly in
creases over the normal number of teaching hours specified in the
teaching system.
Indirect Variable Costs.

It might be reasonable to assume here

that the Saudi Arabian subject-area program accounts on the school
level are not expected to include the indirect variable costs in the
foreseeable future because of allocation problems; though allocation of
such costs may be possible on the national or district levels.

That

is, each program on the district level, for example, may include costs
which are indirectly related to it, and which vary, in total, as the
number of program activities change.

An example is the indirect

variable costs of an instruction program which are, in fact, the direct
variable costs of the service-oriented programs executed by the
Ministry of Education or the school district for the benefits of in
structional program employees.

Thus, the indirect variable costs

(e.g., those related to salaries or supplies) of an instruction pro
gram should vary in total, at least'theoretically, as the total
activities of the instruction program change because the total activ
ities (and hence their direct variable costs) of a service program are
assumed to depend upon, and hence vary according to, the total direct
variable activities of the instruction programs which benefited from
such service-oriented activities.

For a better understanding of the

indirect variable costs, the following steps show how the variable
costs of the support programs (non-instructional) can be allocated to
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instructional programs, and hence become indirect variable costs of
the instruction program.
1.

The steps are:

Prorate all variable costs of each non-instructional pro

gram to each of the other similar programs and to the subject-area
programs on the appropriate basis.

Prorating to similar (non-instruc

tional) programs is necessary because service-oriented programs serve
each other and the subject-area programs, too.
2.

Allocate the accumulated variable costs of non-instruc

tional programs which are accumulated during the previous step to the
subject-area programs.
Using fictitious assumptions and numbers, an illustration of
the previous two steps can be seen in Figure 12, which can also func
tion as a model if general rather than specific signs and symbols are
used.
Direct Fixed Costs.

Fixed costs related directly to the in

structional programs include, for example, school depreciation, school
principal's salary and allowances, and also teacher allowances.

Such

costs are direct because they are used or caused directly by the ex
pected school outputs.

The allocation of each such cost to the

relevant instructional program should not be a big problem.

For

example, allowances related to the Arabic program teachers can be
allocated directly to such a program.

The principal's salary and

allowance may be allocated using the number of students and/or
teachers.

The depreciation of a school building can also be allocated

to programs according to the number of students in each program or the

NON-INSTRUCTIONAL
PROGRAMS
(District Level)

Direct
Variable
Cost

NON-INSTRUCTIONAL PROGRAMS
Personnel

Finance

SUBJECT-AREA PROGRAMS

Maintenance

Mathematics

Arabic

Religion

Art

Step (1)
Personnel Program

$ 1000

$ (1000)

Finance Program

2000

400

Maintenance

3000

600
•$

1000

$

200

$

(2000)
700
$

900

250

$

350
(3000)
$

100

$

150

$

100

§

200

200

300

550

200

500

' 400

200

600

i

600

Step ( 2 )
$

Personnel Program

182

$

272

$

182

$

364

Finance Program

144

216

396

144

Maintenance

176

142

71

2U

$ 1302

$ 1480

$ 149?

$ 1719

Total Indirect Variable Costs

$ 6000

Fig. 12. The Allocation of Variable
Non-Instructional Costs to Instructional Programs (Cost Allocation Model)

The direct variable costs of the non-instructional programs are allocated to the other similar
programs and to the subject-area programs according to the following assumed relationships:
Personnel
Personnel
Finance
Maintenance

-

2
3

Finance
2.0
-

3.5

Maintenance
2.50
1.75
-

Mathematics
1.0
1.0
2.5

Arabic
1.5
1.5
2.0

Religion
1.00
2.75
1.00

Art
2
1
3
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area occupied by a class (program).

The total amount to be depreciated

and the life expectancy of the school building, however, must be
determined in advance.
Indirect Fixed Costs.

Finally, the indirect fixed costs of an

instruction program are the direct fixed costs of other programs,
mainly the service-oriented programs executed by the Ministry and/or
the district.

Such costs include, for example, the depreciation of

the district or the Ministry buildings and furniture.

Indirect fixed

costs should not be allocated to the instructional programs at the
school level.

This is because such costs are not expected to affect

decisions undertaken at the school level since these costs are indi
rect, fixed, and uncontrolled by the school.

However, these costs may

be allocated to the instructional programs at the district and/or the
national levels if deemed necessary for planning and/or controlling.

Summary
The computation of a program's total cost should include all
expenditures (expected and actual) which may contribute to the
achievement of that program's objectives, and hence outputs.

This

total program cost, if reported to decision-makers, can facilitate
planning and controlling.

But, more effective and efficient planning

and controlling can be achieved if the total program cost is classi
fied into several meaningful hierarchical levels.

That is, the

quantity and the quality of cost information that can be communicated
to decision-makers will improve greatly if the total program cost is
classified into as many hierarchical levels as is feasible.
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Three levels of program cost hierarchy are suggested in this
dissertation.

The first is general and includes the total cost as one

figure; the second is less general, though not very specific, and in
cludes four sub-totals (direct variable, direct fixed, indirect
variable, and indirect fixed); and the third level includes object
classifications and is the most specific level of the proposed program
cost hierarchy.

The calculation of the total program cost and the

establishment of the three suggested hierarchical levels requires that
each expenditure be recorded at the most specific level (object clas
sification) and then allocated to the relevant program(s).

That is,

relevant object and program accounts must be established, and the
actual costs should be allocated and prorated to these accounts on an
ongoing and systematic basis and according to pre-accepted methods of
allocation.

This is because historical program cost records can pro

vide valuable and relevant information for the estimation of future
program cost, and hence for the preparation of a program budget.

In

addition, historical program costs are relevant for controlling.
In the next chapter, it will be shown how planning and con
trolling can be affected by the information generated by the proposed
program budgeting system as opposed to the information generated by
the traditional budgeting system.

CHAPTER 8

PLANNING AND CONTROLLING (COST EMPHASIS):
PROGRAM BUDGETING PROCESS VS. TRADITIONAL
(LINE-ITEM) BUDGETING PROCESS

The previous chapter concludes the development of a program bud
get model for Saudi Arabian elementary education.

Consequently, the

quantitative information which can be generated by both the proposed
program budgeting system and the existing line-item budgeting system
will be discussed in this chapter in relation to planning and control
ling purposes.

However, it should be made clear here that the advocacy

of a quantitative information system does not and should not imply that
qualitative factors are irrelevant or unimportant in the decision-making
process.

On the contrary, qualitative information should be weighted

very carefully because:
Numerical evidence is obtained and analyzed to the limit
of one's ability to quantify the factors bearing on the deci
sion to be made. Rarely do these exhaust all the factors that
bear on the problem. One must guard against the notion that
only those factors that can be quantified need be considered.*

Planning
In general, most future actions and behaviors are executed in
accordance with previously-made plans.

Such plans can be described as

•^H.G. Massey, David Novick, and R„E. Peterson, Cost Mea
surement: Tools and Methodology for Cost Effectiveness Analysis (Santa
Monica, Calif.: The Rand Corporation, February 1972), p. 25.
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explicit or implicit, rational or irrational, intentional or uninten
tional, short-term or long-term, etc.

In short, there is always some

kind and degree of planning attached to any future actions, whether or
not the planner and/or the executor recognizes it explicitly.

In

general, however, it can be assumed that explicitly structured planning
will yield better results than other kinds of planning because all
variables related to the subject under study are expected to be explic
itly identified, analyzed, and considered.
Planning, in broad terms, includes setting policy and objec
tives; considering how these goals may be achieved; and deciding on
available alternative means that would best attain such objectives under
the conditions expected to prevail during the execution period.

This

kind of planning is usually called "strategic," and is defined by
Anthony as follows:
Strategic planning is the process of deciding on changes in
the objectives of the organization, in the resources that are
to be used in attaining these objectives, and in the policies
that are to govern the acquisition and use of these resources.^
In operational terms, however, McNamara describes educational planning
as
. . . a process of preparing information in the form of a set
of alternatives (with estimates of their specific consequences)
to aid decision making for management policy formation and ad
ministrative action.3
n
Robert N. Anthony, "Framework for Analysis," in Accounting for
Managerial Decision Making, Don T. DeCoster, Kavasseri V. Ramanathan,
and Gary L. Sundem, eds. (Los Angeles: Melville Publishing Co., 1974),
p. 313.
3

James F. McNamara, "Operations Research and Educational Plan
ning," Journal of Educational Data Processing 9 (1972): 2.
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And, Carpenter and Haggart state that

. . educational planning is

ultimately concerned with achieving a more effective use of educational
resources in improving pupil performance."^

In other words, educa

tional planning can be described as a process of estimating a program's
cost-effectiveness.

This latter term, cost-effectiveness, is defined in

education as "... a tool that can assist the planner in relating the
resources required by an educational program to its effectiveness, often
measured by pupil achievement.

Generally, however,

. . . cost-effectiveness may be defined as the comparison
of that which is sacrificed (cost) to that which is gained
(effectiveness) for the purpose of evaluating alternatives.
Educational planning, therefore, involves the use of cost-effec
tiveness analysis rather than the cost-benefit analysis usually used in
profit-oriented organizations.

This is the case for several reasons!

In profit-oriented organizations, benefits from produced outputs are
usually expected to occur in a short and defined future period of time.
In addition, such benefits are easily identifiable and measurable in
quantitative (monetary) terms as compared to nonprofit organizations.
This latter point is emphasized in the 1973-1974 "Report of the Com
mittee on Nonprofit Organizations:"

^Margaret B„ Carpenter and Sue A, Haggart, Cost-Effectiveness
Analysis for Educational Planning (Santa Monica, Calif.: The Rand
Corporation, March 1970), p. 1.
-*Ibid.
A.D. Kazanowski, "Cost Effectiveness: Introduction and Per
spective," in The American Institute of Aeronautics and Astronautics
Lecture Series, Howard F. Marx, ed., vol. 5: Cost Effectiveness-Principles and Applications to Aerospace Systems (North Hollywood,
Calif.: Western Periodicals Co., 1966), p. 9.
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Determination of the existence or absence of a benefit of
a municipal or other nonprofit organization program is a sub
jective matter rather than the objective one faced by businesses
in those cases in which a benefit can be measured by revenue.1
In education, however, benefits expected from educational out
puts (such as future earnings, increased productivity, and contribution
to the gross national product) are very hard, if not impossible, to
estimate.

Furthermore, not all benefits of education can be easily

identified and quantified.

In fact, the diversity of educational bene

fits (i.e., some relate to monetary benefits while others relate to
qualitative benefits) compels the use of a diversity of measurement
tools, and hence negates the additivity assumption necessary for costbenefit analysis.

Finally, the least amount of time required to attain

the expected educational benefits is several decades.

This means that a

great deal of uncertainty will be attached to any estimation of future
benefits.
In education, therefore, cost-benefit analysis is inappropriate
and cost-effectiveness analysis must be used.

However, it must be

recognized that
. . . effectiveness is a concept associated with goal attainment
(multiple goals included). A measure of effectiveness in this
context becomes a measure of the degree to which each goal or
objective is attained.8
The brief discussion of effectiveness with regard to educational
programs will be carried no further in this chapter because repetition

^"Report of the Committee on Nonprofit Organizations, 19731974," The Accounting Review 50, supplement (1975): 21.
Q

"Report of the Committee on Non-Financial Measures of Effec
tiveness," The Accounting Review 46, supplement (1971): 167.
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of previous details is u n n e c e s s a r y . ^

Cost, which is the other half of

the cost-effectiveness concept and which is usually given less at
tention, will be discussed in some detail here.

As Carpenter and

Haggart state:
Because student performance is one of the measures of the
effectiveness of the program, a great deal of attention is
being given to the problems of setting criteria of achievement *
and measuring educational outcome. Less attention has been
paid to the equally demanding task of estimating and analyzing
the cost of educational programs„10
An important step in the process of cost-effectiveness analysis
is to identify relevant costs.

This is because various decisions may

require different cost figures which may include total cost, direct
cost, or incremental cost.

Consequently, only those costs which are

considered relevant to a specific decision should be identified, esti
mated, and then communicated to decision-makers.

For example, assume

that a specific school (program) is expecting a constant ten percent
increase in the number of students that will be accepted in the future.
Further assume that this school has an idle building capacity which can
absorb an enrollment increase of fourteen percent; however, the school
will have to hire two more teachers and must also increase the class
room supplies by ten percent.
In this case, the decision-maker must be aware of the teacher
and supply costs which are expected to be affected by this planned
Q

See previous discussion about educational objectives and their
measurement in Chapter 5.
l^Margaret B. Carpenter and Sue A. Haggart, Program Cost Analysis
in Educational Planning (Santa Monica, Calif.: The Rand Corporation,
December 1971), p. 1.
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increase in enrollment.

Such costs are examples of incremental or dif

ferential cost, which is defined
under each alternative."''"''"

. . as the change in total cost

The fixed cost which relates to the school

building, however, is irrelevant since it is not expected to change the
future total cost.

In other words, sunk or past costs which do not

differ as a result of different alternatives are irrelevant for plan
ning decisions and only those fixed costs which are expected to change
the total cost of an alternative, if any, must be included.
The next step after identifying those costs which are relevant
to the cost-effectiveness analysis is to estimate them.

This is im

portant because estimating relevant costs is the basis for rational
decision-making.

In other words, ". . . To take actions or make an im

portant decision without an estimate or predetermination of costs
12

involved is to gamble or to speculate rather than to manage."

Usually

the estimated future costs of a program and their expected occurrence
can be extrapolated from historical cost records, the subjective judg
ment of knowledgeable and professional persons, or the two in
combination.

In other words, historical cost records are valuable

sources, not only to help estimate future costs, but also to help

•^Charles T. Horngren, Cost Accounting: A Managerial Emphasis
(Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1967), p. 410.
lO

National Association of (Cost) Accountants, How Standard
Costs Are Being Used Currently, ("Complete N.A.(C).A. Standard Cost Re
search Series") (New York: National Association of (Cost) Accountants,
1950), p. 1.
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13
estimate the risk attached to the expected occurrence of such costs.
Risk here refers to situations in which

. . the probabilities of

alternative, possible outcomes are known ..." from historical infor
mation.^

In other words, the risk attached to an estimated program

cost can be calculated by the probability technique, which is summarized
by Hertz as follows:
Our aim is to develop for each of the ^uncertain] factors
listed f~~these factors influence the expected end result of a
decision] a frequency distribution or probability curve. The
information we need includes the possible range of values for
each factor, the average, and some ideas as to the likelihoods
that the possible values will be reached. . . . The ranges
are directly related to the degree of confidence that the esti
mator has in his estimate.^
Risk and uncertainty are not the only factors which affect the
1 fi
estimate of total cost.

Longevity can also affect the total cost of a

program, and therefore should be considered when estimating costs.

That

is, regardless of risk and uncertainty factors, the estimated total cost
of a program may vary with the program's time span.

Consequently, it is

recommended that the total cost of any program be estimated by such
means as the present value method.

In this way, a decision-maker can

select the alternative having the least cost (regardless of the ratio

1^

This does not mean, of course, that human limitation will dis
appear. It only means that a more rational technique will be used to
consider the risk attached to the estimated future cost.
^Donald E. Farrar, The Investment Decision Under Uncertainty
(Chicago: Markham Publishing Co., 1967), pp. 1-2.
•'••'David Hertz, "Risk Analysis in Capital Investment," Harvard
Business Review 42 (January/February 1964): 100.
1

fi

Uncertainty here refers to unique situations which cannot be
replicated, such as many investment decisions.
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of fixed cost to variable cost).

This is because the use of the present

value method to calculate the total cost of a program assumes, for
example, constant purchasing power of a currency for both fixed cost,
which usually represents the current or near-future expenditures, and
variable cost, which usually represents the yearly long-run expendi
tures.
Linear programming, which is a mathematical technique for
solving a particular kind of problem, is another tool which can be used
to estimate the least costly means (optimum input mix) of achieving prestated program objectives. Theoretically, the linear objective function
of a linear program has to be minimize or maximized subject to linear
inequality constraints.

In reality, however, such a technique is used

to help decision-makers choose the best alternative, which is not neces
sarily the one that maximizes educational performance or minimizes
educational cost because there are qualitative variables which also must
I

be considered.

I
In education, linear programming might be used, for example,
to maximize student performance in a particular course (program), sub
ject to a different mix of teacher competence, class size, class period,
instructional materials, and so on.

Other areas of educational

decision-making in which the use of the linear programming technique can
be effective include minimizing the cost of student transportation,
minimizing the cost of school facilities, and maximizing the utilization
of school facilities.
The use of a linear programming technique to estimate the least
cost of a program should not, however, be taken for granted since there
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are unpredictable factors which may affect the fluctuation of the cost
of one or more input variables.

Hence, decision-makers may need to be

aware of the range of possible changes in the values of some or all
program variables; for example, the potential effects that a five per
cent change in the value of a specific input may have upon other inputs
and outputs.

A relevant technique which can be applied in this regard

is sensitivity analysis, which is
. . . the investigation of how much the value of a variable is
affected by small changes in one or more of the variables on
which it depends . . . that is, how sensitive it is to changes
in these variables.^

The Traditional Budget
In Saudi Arabia, a traditional budget is developed according to
organizational structure and object classification.

An example of such

a budget for the Jeddah school district appears in Table 1 (Chapter
2).

The budget in Table 1 is prepared in terms of inputs only.

18

In

other words, the traditional budgeting process is centered only upon
the estimation of costs such as personnel, supplies, and materials.
Quantitative objectives and quantitative outputs expected to be achieved
as a result of using such inputs are not linked with these inputs be
cause they are not looked upon as part of the traditional budgeting
process.

In addition,, the traditional budget is prepared on an annual

17
Ronald E. Miller, Modern Mathematical Methods for Economics
and Business (New York: Holt, Rinehart, and Winston, Inc., 1972),
p. 202.
18
This does not mean that other kinds of budgets should not in
clude such inputs. On the contrary, regardless of how detailed the
inputs are, each kind of budget must include them.
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basis, even though many program objectives and outputs in the real
19
world, however stated, take years to complete. ?

For example, it takes

six years for each student to graduate from an elementary school.
Hence, in terms of cost, planners may need to know not only the next
year's cost of educating a student, but also the cost of educating a
student who is enrolled in year "x" and is expected to graduate after
six years.

In other words, future cost/output implications of the cur

rent year's decisions are not usually examined or considered in the
bud ge t.
Thus, the traditional budgeting process does not provide his
torical input-output or cost/output information that can facilitate the
estimation of future cost/output information which is relevant for edu
cational planning as discussed above.

It is possible to assume,

however, that future output cost can be estimated for planning purposes
if an extensive and detailed analysis based on the information provided
by the budgeting process as well as by other processes (such as the
information accumulated and provided by the statistical departments) is
adopted.

Such an assumption may not hold true if, as Haldi states, the

government's
. . . financial records and statistical data are not now kept
in ways that enable them to be brought together to assess the
need for their programs, the results of their programs, or
full program costs. This sort of information may seem rather

• ^ P r e p a r i n g the traditional budget on a yearly basis does not
mean that such a budget cannot or should not be estimated and prepared
to cover a longer period of time, if so desired.
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basic, but when available such data are usually recorded sepa
rately and in non-comparable ways.20
In fact, it is fair to say that the above quotation implies that even
effective planning of inputs per se is not possible; without relating
inputs to outputs, optimum input mix and hence the least costly means
of implementing a program are impossible to identify and estimate.
Thus, the improper input mix (e.g., too many or too few inputs) may be
acquired to achieve the implicit program objectives and outputs.
In summary, planners who are interested in rational input-output educational planning, as defined and discussed above, can count on
very limited information from the line-item budgeting process.

This is

why, for example, in such traditional budgets
. . . increases in the total budget are allocated across line
items, on a flat percentage-increase basis, not on a ration
ally selective basis; . . . the reasons for this is that
insufficient information is available at the policy-making
level to provide a more rational basis for allocating funds.

The Program Budget
The program budget is objectives-oriented.

It is also an out

puts-oriented budget because its objectives relate to output definitions
and identifications.

The most important feature of the program budget,

as compared to the line-item budget, is the explicit recognition and
identification of objectives and outputs along with their related

20john Haldi, "Program Monitoring, Evaluation and Control" in
Accounting for Social Goals: Budgeting and Analysis of Nonmarket Pro
jects , John L„ Livingstone and Sanford C. Gunn, eds. (New York: Harper
and Row, Publishers, 1974), p. 322.

21H. Thomas James, "Modernizing State and Local Financing of
Education," The Education Digest 30 (December 1964): 15.
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inputs.

In other words, the program budgeting process advocates the

establishment of cost/output aDd cost/objective classifications.
Gibbs has described the program budget as
. . . simply a more orderly reclassification of all proposed
expenditure into classifications that are more meaningful to
decision makers. It restates all costs by program instead of
legal classification.22
Anshen expands this point by noting that
The single greatest impact of the program budget in oper
ation, and almost certainly the single greatest contribution,
should be its encouragement and support of more rational
assessment of ends and means, goals and resources, outputs and
inputs. . . .23
Therefore, the program budget and its process can be viewed as
an accounting and information system designed to improve greatly the
systematic and timely identification, measurement, and communication of
relevant information to decision-makers for the purpose of reaching the
most rational decisions.

Consequently, planning of outputs as well as

inputs on a rational basis and in terms of cost will be feasible because
historical information provided by the program budgeting process facil
itates the future cost/output estimate.

For example, implementing the

proposed subject-area program structure and program budget model can
provide different cost information calculated according to the various
hierarchical cost levels suggested in Chapter 7.

Examples of such cost

information include:

22wesJLey F, Gibbs, "Program Budgeting Filters Down to Edu
cation," Nation's Schools 82 (November 1968): 51.
2^Melvin Anshen, "The Program Budget in Operation," in Program
Budgeting: Program Analysis and the Federal Budget, 2nd ed., David
Novick, ed. (New York: Holt, Rinehart, and Winston, 1969), p. 353.
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(1) The average total, variable, or object cost per
a) average student (an elementary output or an equivalent
elementary output) who is
1) non-repeater
2) one course (program) repeater
3) two courses (programs) repeater
4) three courses (programs) repeater

b) non-average student (an elementary output or an
24
equivalent elementary output) who is
1) one course (program) repeater
2) two courses (programs) repeater
•

(2) The average total, variable, or object cost per
a) average dropout (usually an equivalent elementary
output) who is
1) non-repeater
2) one course (program) repeater
3) two courses (programs) repeater

^It is assumed that all elementary students are average stu
dents; that is, they are not physically or mentally retarded. In
reality, however, such an assumption does not hold true in all cases.
Therefore, it is essential to make allowances or to estimate variations
which might be caused by such exceptional students for planning and
controlling purposes.
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b) non-average dropout (usually an equivalent elementary
output) who is
1) one course (program) repeater
2) two courses (programs) repeater

A Planning Example
The educational planning related to input-output decisions can
not be facilitated by the information provided by the existing
traditional budgeting process, as explained above.

The application of

the proposed program budgeting system, however, can facilitate such
planning because information related to outputs and their costs will
always be available or calculable for cost-effectiveness analysis.

For

example, the planning involved with resolving or at least reducing the
consequences of grade-level repeaters, which were discussed in Chapter
6, can be facilitated if cost/output and cost-effectiveness information
is available or calculable.
Another area of educational planning that can be facilitated by
the adoption of the proposed program budgeting system is related to re
ligion courses currently taught in Saudi Arabian elementary schools.
More specifically, if the proposed system is introduced, cost-effec
tiveness information related to the existing religion teaching method
will be made available to decision-makers; and hence, an in-depth ex
ploration of an alternative teaching method may result.
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The writer of this dissertation advocates a search for an
alternative to the current method of teaching religion in Saudi ele
mentary schools.

As a planning example, such an alternative will be

suggested here; that is, the use of television, recordings, and various
other video and audio systems to teach religion courses in all Saudi
Arabian elementary schools.

There are several factors which make this

proposed alternative worthy of consideration:
1.
stantial.

The current cost of teaching religion courses is sub
It is assumed to amount to approximately one-third of the

25
total educational budget.
2.

The teaching of religion courses in elementary schools re

quires very little imagination from teachers, mainly because what Allah
(God) and the Prophet Mohammed said about Islam is constant (unchange
able) over time.

In addition, the explanations and illustrations of

religious principles to students by teachers is relatively limited to
textbooks which were written by knowledgeable religious writers and
leaders and which do not change much over time.
3.
over time.

All students undergo the same curriculum, which is constant
An exception may be the limited illustration portion (in

elementary schools), which may change very slowly in the long-run.
4.

Evaluation of student performance is not difficult since

only simple tasks, consisting mainly of memorization, reading, and
25
Such an estimate is inferred from the amount of instructional
time allotted to religion courses; that is, about one-third of all
instructional time in Saudi elementary schools is occupied by religion
courses.
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limited understanding of what God and the Prophet said, are expected
of students.
5.

The average competence of the present elementary school

teachers is questionable if it is assumed that the level of formal
education is the major criterion for competence; it is noteworthy that
in 1972-1973, only 12 out of 22,130 elementary school teachers (for boys
and girls) in Saudi Arabia had post-university level degrees, and only
26

2,287 had university level degrees.

All other teachers had lower de

grees from secondary and intermediate schools, teacher training
institutes, and others.
6.

If the proposed alternative is implemented, a substantial

portion of the resultant fixed costs may not have to be spent.

For

example, the cost of the television station can be considered sunk cost
if the existing government facility, which usually operates six or
seven hours a day (mainly during the evening), is used.

Controlling
"Control . . . should promote efficiency, induce excellence,
and encourage outstanding performance, not merely eliminate waste, pre27
vent fraud, or discourage bad performance."

In other words, control

should not have as its sole purpose the control of input costs in a
26
Statistics, Research and Educational Documents Unit, Ministry
of Education, Educational Statistics 1972-1973 (Riyadh, Saudi Arabia;
Ministry of Education, 1973), pp. 66-67.
97

"Report of the Committee on Concepts of Accounting Applicable
to the Public Sector, 1970-71," The Accounting Review 47, supplement
(1972): 84.
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financial and legal sense.

Rather, the function of control should be

enlarged to encompass efficiency and effectiveness.
example, defines management control as

Anthony, for

. . the process of assuring

that resources are obtained and used effectively and efficiently in the
28
accomplishment of the organization's objectives."
To analyze effectiveness ". . . one has to compare planned or
29
desired results with actual results."
said to be

Put differently, something is

. . effective if it attains the objective which was
oo

established at the time the money was appropriated."

On the other

hand, efficiency is based on whether or not a system produces "... a
31
desired effect with a minimum effort, expense or waste."
Such control
cannot be facilitated by information currently provided by the tra
ditional budget.

Implementing program budgeting, however, can

32
facilitate such control greatly, as will be discussed here.
no

Anthony, "Framework for Analysis," p. 311.
29
"Report of the Committee on Concepts of Accounting Applicable
to the Public Sector, 1970-71," p. 85.
^^lontey C. Lish and Lloyd F„ Hara, "Economy, Effectiveness, and
Efficiency in Budgeting," Special Bulletin 1970B (Chicago: Municipal
Finance Officers Association of the United States and Canada, April 1,
1970), p. 2.
31Ibid.,

p. 3.

32
A standard cost system is assumed to exist in the case of
program budgeting implementation.
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The Traditional Budget
The use of the traditional budget for controlling purposes is
limited to the expenditure of funds.

That is, such a budgetary system

can be used only to control the amount of money spent as well as to
prevent, to a degree, dishonesty and misuse of money and property
according to financial and legal regulations.
In terms of controlling effectiveness and efficiency, the tra
ditional budget is of little help because it completely ignores any
explicit relationship between inputs and outputs.

In this regard,

Haldi states that:
The present system of controlling in some detail inputs or
object classes without paying systematic attention to program
outputs can lead to undesirable economic consequences. The
present system does not provide a balanced picture. Even if
tight controls on inputs do force agencies to carry on their
activities at minimum cost, agencies are never forced to ask
themselves whether they are pursuing the right activities, or
the right mix of activities. Yet this is really a much more
important question to ask.

The Program Budget
The program budgeting process and its outputs can eventually
be used for comprehensive controlling, as defined above by the 1970-71
Committee on Concepts of Accounting Applicable to the Public Sector.
However, such a control function is almost completely "overlooked" or
neglected in the literature on program budgets, and hence in the reallife application, too.

•^Haldi, "Program Monitoring, Evaluation and Control," p. 323.
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In reference to control which can be served by the program bud
geting system, Haldi states that:
The PPB system has a great deal of potential for improving
what might be called "managerial control"--the functions of bud
geting, controlling, accounting and information feedback—which
affects considerably the way programs are executed. This poten
tial tends to be frequently overlooked, however, as discussions
about PPB often seem to narrow quickly to a debate over the
role of analysis in governmental decision making.
He further states that:
From the outset, it should be recognized that better infor
mation on program costs and outputs has important potential as
a worthwhile control device. In time, such information should
become an important supplement to the present controls on
travel, personnel ceilings, vehicles, etc. Cost-outputs infor
mation will probably not replace these existing controls for
some time to come, although conceivably it could.35
Specifically, if a program budgeting system is implemented, a comparison
between the estimated (expected) cost of outputs and the actual cost of
outputs will be possible and can lead to the identification of different
variations and hence to analysis, evaluation, and thus to possible
actions.

However, it should be made clear here that this is not an in

vitation to analyze all variances.

Rules and criteria which identify

and describe those variances which are to be investigated must be speci
fied clearly, because not all variances are important.Hoxtfever, even
if variances are significant, analysis may not be necessary because

34Ibid.,

p. 319.

35Ibid.,

p. 323.

O f.

JOFor

greater understanding of when to investigate a variance,
see Harold Bierman, Jr., Lawrence E. Fouraker, and Robert K. Jaedicke,
"A Use of Probability and Statistics in Performance Evaluation," The
Accounting Review 36 (July 1961): 409-417.
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decision-makers may not have any intention of carrying out the possible
preventive and/or corrective actions.
For example, the information provided by the program budgeting
system can be used to identify the following educational variances for
controlling purposes:
Program Supplies-Price Variance or Spending Variance.

This in

cludes the difference between the standard and actual price per unit
times the actual quantity of supplies used.
Program Supplies-Usage Variance.

This includes the difference

between the standard price of the planned or standard quantity of sup
plies and materials and the standard price of the actual quantity
consumed by a program.
Program Efficiency (Teacher) Variance,

This includes the per

unit standard cost of teaching times the number of expected outputs
(students) who fail that program; and/or that portion of the per unit
standard cost of teaching which can be attributed to teacher incom
petency only times the number of failing students, since failing in a
course can also be caused by student behavior or natural character
istics.

Cage notes, for example, that

. . school related variables

of teacher experience, training and maturity do relate and account for
a substantial amount of the variance in the achievement of school
children.

-*^Bob N. Cage, "Measuring Productivity in Education," School
Finance in Transition: Proceedings of the 16th National Conference on
School Finance (Gainesville, Fla.: National Educational Finance Pro
ject and the Institute for Educational Finance, 1973), p. 104.
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Program Output (Student) Variance.

This includes the cost of

teaching those students who failed a course as a result of their own
behavior (e.g., absenteeism) and/or natural characteristics (e.g., in38
telligence);
that is, the per unit standard cost of teaching times
the number of students failed as a result of their actions or natural
characteristics.^

in addition, this variance may include only a

portion of the per unit standard cost of teaching times the number of
students failed if such a failure is caused by other factors such as
teacher incompetency.

Hence, an expected elementary output can, to

some degree, affect and manipulate his normal production process for a
long period of time (six years) and in many different subject-areas
(approximately ten courses yearly).

This output variance can be called

the uncontrollable output variance because the school has very limited,
if any, control over its cause.
38
In education, an output's performance reflects two unstable
(unfixed) performances. One is the performance of the producers (e.g.,
teachers) in shaping the outputs. In other words, an output's per
formance reflects the effects of teaching activities upon the formation
of the output. The other performance reflected has to do with the stu
dent's own ability and willingness to perform what is expected from
him. That is, the student's performance is reflected in his ability
to keep or store what is being taught in a course (program), at least
for a period of time, and then to recall the instructional behavior
expected from him (her) at the time of measurement.
39
It should be noted here that the natural characteristics
(physical or mental retardation) referred to here are assumed to be
difficult to detect at the time of a student's enrollment in the first
grade. Otherwise, such students would not be enrolled in the regular
school.
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Other Program Variances.

This includes all other variances,

such as those related to school building capacity, which are usually
caused by administrative decisions.

Summary
Generally, a budget is a summary of many detailed actions that
have been planned for future implementation.
quantitative, especially monetary, terms.

It is usually stated in

Its figures represent the

expected cost of acquiring resources whose use is anticipated to
achieve explicit or implicit end results.

Traditionally, the planned

end products or end results are implicit.

In other words, the expected

costs shown on the budget are not linked explicitly to expected out
puts.

Consequently, the accumulation of input-output data is difficult,

and the cost of outputs, therefore, is seldom identified.
The proposed program budgeting process, on the other hand,
considers costs, objectives, and outputs explicitly.

Thus, input-

output data can and should provide cost/output information relevant to
different decisions.

That is, unlike the traditional budgeting pro

cess, the implementation of a program budgeting process requires the
establishment and the use of accounting, budgeting, and other per
tinent systems based on input-output information because such
information is necessary for program planning and controlling.

This

kind of information development is being demanded, for example, by
the Comptroller General of the United States, Elmer B. Staats, who
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states:

"We need to develop methods of accounting that not only will

clearly show what we invest in these programs but what is accomplished
40
in relation to what was sought."
Finally, having developed the proposed program budget model and
having discussed its advantages in terms of providing quantitative in
formation for planning and controlling purposes, the conclusion of this
study, in terms of possible implementation obstacles as well as imple
mentation recommendations will be presented in the next chapter.

^®Elmer B, Staats, "Evaluating the Effectiveness of Federal
Social Programs," The Federal Accountant 23 (December 1974): 35.

CHAPTER 9

CONCLUSION

Some of the general advantages (in terms of the availability of
relevant cost information to decision-makers) of program budgeting im
plementation in the Saudi Arabian elementary education system have been
demonstrated conceptually in the previous chapter.

Such advantages,

however, are difficult to attain in reality because the focus in this
case changes to dealing with vast and complicated actual variables com
pared to the few and simple ones assumed in the previous chapter.
Nevertheless, it is realistic to state here that the task of applying
the program structure and the program budget models proposed in this
study is neither easy nor impossible if the real-life obstacles are
considered carefully.

General Obstacles to a Successful
Program Budgeting Implementation in
Saudi Arabian Elementary Education
The general factors which might hinder a successful implemen
tation of program budgeting in Saudi Arabian elementary education or in
any other Saudi or non-Saudi organization are not unique.

That is, the

general obstacles which can affect the application success of program
budgeting in any organization can be aggregated under a few general
headings, as will be done here.

Of course, it must be recognized that

the influence of each general obstacle in a particular organization is
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not necessarily the same as in any other organization that operates
within and/or outside a specific environment.

Put differently, such

obstacles do prevail in any organization regardless of its type or size
and regardless of the environment in which it operates; however, the
seriousness of each hindrance may vary from one organization to an
other.

This is mainly because each organization may exist within a

particular environment and may have a different set of activities,
problems, qualified personnel, etc. than other organizations.

Conse

quently, the following discussion concerning obstacles will be general
and can be related to any organization (including the Saudi Elementary
Education Agency) that is implementing or expecting to implement a
program budgeting system.''"
The initial application of a new approach such as program bud
geting in an organization is usually hampered, at least for a period
of time, by the existence of one or more of the following hindrances:
The first is called "resistance to change."

That is, the em

ployees of an organization will resist changing the existing status
quo of an organization's activities and/or its members' responsibil
ities, authorities, powers, and duties.
such resistance to be
2
utilization. ..."

Bennis, for example, considers

. . the chief obstacle to effective knowledge
In other words, after a period of time in a

•*"The ensuing discussion on general obstacles is based on the
actual American experience in implementing a program budgeting system.
This is because America is a pioneer country in this area.
2

Warren G,, Bennis, Changing Organizations (New York:
Hill Book Company, 1966), p. 208.

McGraw-
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particular environment, people in an organization acquire distinct
values, norms, authorities, responsibilities, powers, etc.

Such norms

acquired or shared by an organization's personnel are deeply ingrained.
Consequently, an organization's members will strongly resist proposed
changes if they fear the possible loss of some or all of their personal powers, authorities, or responsibilities.

3

That is, the initial

introduction of program budgeting to an organization may be opposed by
4
those who prefer to maintain the status quo.
The following quotations indicate or imply clearly employees'
reactions to the introduction of program budgeting in the American
governmental bureaucracy:
. . . Federal officials will resist program budgeting to pro
tect established seats of power. Others will feel that
existing budgetary arrangements benefit them, and fear uncer
tainties of the new."*
. . . As with any significant innovation, it [program bud
geting application] has been met by both inertia and
hard-fought resistance--particularly among old-time budget per
sonnel.^
O

Goodwin Watson, "Resistance to Change," in The Planning of
Change, 2nd ed., Warren G. Bennis, Kenneth D. Benne, and Robert Chin,
eds. (New York: Holt, Rinehart, and Winston, 1969), p. 493.
^For an actual example, see Robert N. Anthony, "Accrual
Accounting May Be Coming," The Federal Accountant 24 (June 1975): 6.
^Werner Z, Hirsch, "Toward Federal Program Budgeting," Public
Administration Review 26 (December 1966): 262.
^Bertram M. Gross, "The New Systems Budgeting," Public
Administration Review 29 (March/April 1969): 115.
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. . . one might wonder how a paper tiger such as PPB could
possibly wreck the entrenched values defended by the armies of
interest groups which patrol the budget scene. . . J
An essential mission of all budgeting is to keep agencies
and their activities in business. Consequently, unresolved
disputes which threaten the continuation of agencies and pro
grams are avoided. . . .
In short,
. . . PPB failed to penetrate Qthe existing system"! because
the budgeters didn't let it in and the PPB'ers didn't know how
to break down the resistance.^
Therefore, one can hardly disagree with Tiller's conclusion; that is,
. . . in practice, PPBS was always a side-show, while the
"regular" budget process occupied the center ring under the
main tent. The PPBS advocates never quite found out how the
budget system works; lacking that knowledge and rejecting the
proffered cooperation of those who did know, they were always
on the outside looking in.*®
The second obstacle to a successful application of program bud
geting in an organization is the lack of commitment and support from
employees, especially those at the top.

As Pyhrr states, ". . . the

one factor that can effectively kill the implementation of „ . . bud
geting is lack of support from top management. . .

Schick also

implies that the failure of program budgeting implementation in some
civilian agencies in the United States could be attributed to a lack of

^Allen Schick, "A Death in the Bureaucracy: The Demise of Fed
eral PPB," Public Administration Review 33 (March/April 1973): 149.
8Ibid.,

p. 150.

9Ibid.,

p. 149.

10Carl W. Tiller, "The Demise of PPBS," The Federal Accountant
21 (June 1972): 9.

•'••'•Peter A. Pyhrr, Zero-Base Budgeting (New York:
and Sons, Inc., 1973), p. 25.

John Wiley
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commitment.

He states that

. . only after they j^he civilian

departments^} perceived that the Budget Bureau itself was not committed
12
to budget change did the departments cut their losses."

The pro

posed statewide implementation of program budgeting in California's
school districts is another example of failure that was caused in part
by a lack of commitment on the part of top administrators and legis13
lators.

In other words, if the application of a program budgeting

system is imposed on an agency without previous or expected support
from the top administrators, the program budgeting application may
swing toward failure rather than toward success since ". . . the suc
cess of a budgetary system depends upon its acceptance by the . . .
[organization^ members. . . .
A third obstacle to the implementation of program budgeting is
an organization's lack of resources.

Specifically, qualified and

talented personnel as well as sufficient funds are essential require
ments for success in applying program budgeting.

Lee and Johnson

indicate, for example, that the availability of qualified personnel in
the Defense Department, in contrast to the shortage of such personnel
in the civilian departments, was one of the factors that contributed to

^Schick,

"A Death in the Bureaucracy:

The Demise of Federal

PPB," p. 148.
^Michael W„ Kirst, "The Rise and Fall of PPBS in California,"
Phi Delta Kappan 56 (April 1975): 535-538.
^Charles T. Horngren, Cost Accounting: A Managerial Emphasis
(Englewood Cliffs, N„J.: Prentice Hall, Inc., 1967), p. 120.
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the success of program budgeting application in the Defense Department
and its alleged failure in the civilian departments.^"'
The fourth obstacle to a successful implementation is the
adoption of a complex, inflexible, and/or irrelevant program budgeting
process by an organization, as was the case in some American civilian
departments.

The following passage reflects the American government's

experience with program budgeting implementation.
. . . Civilian department heads were ordered to graft an alien,
standardized system onto their regular budget processes. In
formulating a government-wide PPB system, the Bureau of the
Budget gave little consideration to the preferences or problems
of individual departments. It adopted the Defense System, in
cluding most of its procedures and terminology, and directed
the civilian departments to fall into line. . . .
Faced with an imposed system which they neither designed
nor understood, many departments reacted by divorcing the PPB
system from budgeting. . .
Specific to the field of education, the above obstacles are summarized
by Hartley as follows:^
. . . (1) inadequate state leadership, (2) lack of trained per
sonnel, (3) insufficient staff time, (4) unbelievably bad
inservice training presentations about PPBS by some "experts,"
(5) predictable resistance to innovation, (6) lack of under
standing and involvement by curriculum-evaluation specialists,
15
Robert D. Lee, Jr. and Ronald W. Johnson, Public Budgeting
System (Baltimore: University Park Press, 1973), pp. 134-137.
^Schick, "A Death in the Bureaucracy:
PPB," p. 147.

The Demise of Federal

^The impediments summarized by Hartley are the result of per
sonal work in this area with more than one hundred local school
districts and colleges in twenty-six states.
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(7) inadequate operational guidelines, and (8) insufficient
"venture capital" and operating funds to develop PPBS.^-®
Finally, Table 10 contains the most commonly-found pitfalls
cited in a 1974 survey of seventeen Federal agencies and departments with
regard to the PPB experience.

Such information is useful in that it

might expedite future attempts to implement a program budgeting system.

Recommendations for Minimizing
the Effect of Obstacles on the
Implementation of Program Budgeting
in Saudi Arabian Elementary Education
Successful implementation of a program budgeting system in the
elementary education agency or in any other Saudi Arabian agency can be
satisfactorily achieved if possible obstacles and their effects are
identified, analyzed, and resolved or minimized gradually as much as
possible and on a continuous and systematic basis.

The following rec

ommendations are general guidelines for removing, or at least reducing,
the effects of these obstacles.
1.

A definition of program budgeting should be agreed upon by

the time of its application to minimize employees' confusion as to what
PB is, and hence what is expected of them.

19

That is, what constitutes

a program budgeting system should be explicitly stated in clear and
understandable language (e.g., in a manual) so that every member of an
organization can carry on his (her) duties and responsibilities.

•^Harry J. Hartley, "PPBS: A Status Report with Operational
Suggestion," Educational Technology 12 (April 1972): 19.
19
For further discussion concerning the effects of loose defi
nition of program budgeting, see Gross, "The New Systems Budgeting,"
pp. 115-116.
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TABLE 10
THE TEN MOST IMPORTANT PITFALLS OF PPB
AS RANKED BY FEDERAL RESPONDENTS

Rank

Description

1

2

3

4

5

6

7

8

9

10

•

Number of Times Ranked as
One of the Most
Important to Avoid

Failing to select meaningful criteria of
program effectiveness

13

Failing to ensure sufficient interaction
between decision-maker and analyst

13

Becoming so engrossed in current problems that
insufficient time is spent on long-range plan
ning, and the process thus becomes discredited

12

Failing to apply sufficient resources to the
effort

11

Failing to assume necessary involvement in the
PPB process of major operating personnel

11

Permitting concern over techniques to submerge
the actual purposes of PPB
t

9

Misplacing the planning and program analysis
functions organizationally relative to the budget
function

9

Attempting too comprehensive an initial imple
mentation effort

8

Failing to develop analytical capabilities in
major operating units

8

Injecting so much formality into planning that
it lacks flexibility, looseness, and simplicity,
and restrains creativity

8

SOURCE: B.H. DeWoolfson, "Federal PPB: A Ten-Year Perspective,"
The Federal Accountant 24 (September 1975): 55.
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2.

Adequate preparation should be made, in advance, for the

implementation of a program budgeting system.

In other words, a rea

sonable amount of information should be presented to employees.
may include:

How will program budgeting be applied?

sponsible for its implementation?

This

Who will be re

What are the components, processes,

aspects, etc., of the program budgeting system, and which of these parts
should be applied first?

What is required, in terms of time and money,

to implement each component as well as the whole program budgeting sys
tem? What are possible obstacles to achieving such a budgeting system,
and what are the means to minimize their effects?
3.

All developed components of the program budgeting system,

such as the program structure and the program accounts, should be per
tinent, flexible, and relatively easy to apply.

That is, an

organization's objectives, activities, problems and shortcomings should
be the bases for developing a manageable and flexible program budgeting
system related directly to that specific organization's function.
4.
dealt with.

"Resistance to change" among employees must be carefully
The introduction of a new operational system may change an

individual's responsibilities and/or duties, and may be looked upon,
rightly or wrongly, as a threat to his security.

Lectures, pamphlets,

and orientation and training sessions, for example, are means to deal
with "resistance to change." It is also important to recognize that
the process of minimizing "resistance to change" should not be put off
until the implementation process is started, but should begin as early
as possible; that is, even at the time the development of a new
approach, process, or procedure is begun.

227
5.

Firm commitment and support from top administrators should

be secured to assure successful implementation of program budgeting.

20

Special lecture sessions at a nearby university, for example, can be
useful in aiding top administrators to understand what program budgeting
is all about, and hopefully will favorably modify their attitudes toward
applying a program budgeting system to their organization.
6.

Qualified personnel, money, and other resources must be

available or at least projected to be available when needed for program
budgeting application purposes.

That is, the amount of money and the

number of various qualified personnel needed before and during the im
plementation process must be planned for, taking into account existing
and expected resources.

An actual experience related to successful

training of employees in program budgeting, for example, has been re
ported in Boston.

Levine states that

. . . our experience in Boston . . . found that personnel at
the lowest level of the system could be trained to cope effi
ciently with PPB paperwork and not to become bogged down in it.
The key here seems to be education. . . .21
Training the lowest level personnel is, of course, only part of the
preparation necessary for implementing a program budgeting system.

In

other words, top, middle, and lower level personnel must all be trained,

^®See, for example, Anthony, "Accrual Accounting May Be Coming,"
pp. 6-7.
OI

Donald M. Levine, "Achieving Balanced Implementation of Pro
gram Budgeting for Education," in A Symposium on Educational Planning
and Program Budgeting: An Analysis of Implementation Strategy,
Donald M. Levine, Chairman (Santa Monica, Calif.: The Rand Corporation,
October 1971), pp. 53-54.
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each in those aspects of program budgeting which are relevant to their
positions in the organization.
7.

Program budgeting should not be adopted on a large scale

unless there are sufficient resources available (i.e., qualified per
sonnel and money) and strong support from top administrators.
8.

The development and application of each component (such as

program structure, program objectives, program accounts, and analysis)
of the program budgeting system should be looked upon as an integral
part of the overall system.

Generally, no one aspect or part of a pro

gram budgeting system should be considered more important than any other
part or aspect (as some authors saw in the "analysis" component, for
oo

example).

However, this does not mean that all components of the pro

gram budgeting system should be developed and implemented at one time.
Rather, obstacles existent in each organization should be taken into
account to decide the time and the pertinent details of developing/
implementing each part of the budgeting system.

That is, the infor

mation included in the proposed program budget model (i.e., objectives,
outputs, and inputs), for example, may be developed and implemented in
different detail, order, and time, as obstacles in different organi
zations allow.
9.

The effects of program budgeting implementation upon organ

izational structure should be fully explored because the creation of

2^See Chapter 3 for further illustration of this point.
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new positions and activities is imperative, and hence, new or modified
23
J

organizational structure will be needed.
10.

The effects of the political and social realities that

exist within a society in which an organization operates should not be
ignored.

This is because top level as well as other lower level admin

istrators are usually appointed according to particular characteristics,
behaviors and beliefs they possess (which may or may not include their
support of program budgeting).
11.

In the first ten to twenty years of program budgeting im

plementation, a great many positive results should not be expected.

In

fact, such expectation (if it exists) may contribute to the system's
failure or abandonment, as was claimed to be the case in some of the
American experience.^

Therefore, enough time should be allowed during

the early years of application, and patience is essential.

This is be

cause not all parts of a program budgeting system can commence
simultaneously in the early years of application as a result of ob
stacles that might arise.

More specifically, during the early years of

application, a program budgeting system may suffer from strong resis
tance to change within the organization, great confusion and
unfamiliarity with the new system, lack of qualified personnel, and so
on. Hence, few positive results should be expected during this period.
23See, for example, W. Bruce Brittain, "Management By Objec
tives: Planning Programming and Budgeting," Governmental Finance 4
(November 1975): 34.
^See, for example, Michael H. Granof and Dale A. Kinzel,
"Zero-Based Budgeting: Modest Proposal for Reform," The Federal
Accountant 23 (December 1974): 54.
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Summary
Successful implementation of a program budgeting system in an
organization requires an awareness of the existence of obstacles and
the solid commitment of management personnel to minimize these obstacles
gradually and continuously.
arise include:

Examples of possible obstacles that might

resistance to change on the part of employees; lack of

interest and commitment on the part of top administrators; lack of re
sources; and a subsequent lack of a relevant, flexible, and manageable,
program budgeting system.

APPENDIX A

THE EDUCATIONAL POLICY
IN THE
SAUDI ARABIAN KINGDOM1

Introduction
1. The educational policy is the broadlines on which rests the
educational process in fulfilling the duty of acquainting the individual
with his God and religion and adjusting his conduct in accordance with
the teaching of religion, in fulfillment of the needs of society and in
achievement of the nation's objectives. It covers the various fields
and stages of education, the programs and the curricula, the means of
education, the administrative systems, the organs in charge of education
and all other related subjects.

The General Principles of Education
2. The faith in God as God, in Islam as religion and in
Mohammed (May the prayers and peace of God be on him) as God's Prophet
and Envoy.
3. The total Islamic concept of the universe, man and life, and
that the entire world is subject to the laws of God in order that each
creature would fulfill his duty without any interruption or confusion.
4. Life on earth is a stage of work and production during which
the Moslem invests his capacities with a full understanding of and faith
in the eternal life in the other world. Today is work without judgement
and tomorrow is judgement without work.
5. The Mohammedan message is the soundest program for ideal
life and it ensures happiness to man and rescues humanity from all the
corruption and misery it has plunged in [~sic |.
6. The ideals revealed by Islam for the rise of a human, pru
dent and constructive civilization guided by the message of Mohammed

^Ministry of Education, The Educational Policy in the Saudi
Arabian Kingdom (Riyadh, Saudi Arabia: Ministry of Education, 1970),
pp. 5-14.
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(May the prayers and peace of God be on Him) to realize glory on earth
and happiness in the other world.
7. The faith in human dignity as decreed by the Holy Qoran
[sic^) and entrusted with the task of fulfilling God's wishes on earth
(we have honored the sons of Adam, we have carried them through land
and sea, we have provided them with delicious things and have given
them preference over many of our creatures).
8. Opportunities of development are available to the student
to participate in the growth of the community in which he lives and,
consequently, to profit himself from this growth in which he took part.
9. The determination of the girl's right to obtain the edu
cation which suits her nature and prepares her for her task in life
provided this is done in a decent and dignified manner and in the light
of the Islamic law, as women are the sisters of men.
10. The search for education is a duty dictated by Islam on
every individual. It is the duty of the state to provide and spread
education in its various stages within the state's capacity and re
sources.
11. Religious education is a basic element in all the primary,
intermediary, and secondary stages of education in all their branches.
Islamic culture is a basic course in all the years of higher education.
12. Steering sciences and knowledge in all their forms, items,
curricula, writing and teaching in an Islamic orientation in treating
their problems, judging their theories and means of their exploitation
so that they spring out of Islam and fall in harmony with sound Islamic
thinking.
13. Profiting from all kinds of useful human knowledge in the
light of Islam to rise with the nation and raise its standard of living,
as wisdom is the goal of the faithful wherever he finds it he deserves
it first.
14. Harmonious coordination with science and technology, being
the most important means of cultural, social, economic, and physical
development, to raise the standard of our country and nation and to
fulfill our role in world cultural progress.
15. Fitting education in all its stages into the state's gen
eral development plan.
16. Prudent interaction with the developments of other civili
zations in the fields of science, education and liberal arts by
following up these developments, contributing to them and steering them
in the direction of good and progress for the society and mankind.
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17. Absolute faith in the fundamentals of the Islamic nation
and in its being the best nation given to people, and the faith in its
unity regardless of race, color and distance (This nation of yours is
one and I am your God whom you should worship) (The Prophets: 92).
18. Close association with the history of our nation and the
heritage of our Islamic religion, and profiting from the lives of our
predecessors using all this as a lamp guiding our present and future.
19. Islamic solidarity for the sake of uniting Islamic, ranks,
strengthening cooperation among them and shielding them against all
dangers.
20. Respecting the general rights guaranteed and decreed by
Islam in order to maintain law and order and achieve stability for the
Moslem community in its religion, soul, family, honor, mind and prop
erty.
21. Social solidarity among the members of the community in
the form of cooperation, love, fraternity and placing public interest
over and above private interest.
22. Reciprocal consultation between the ruler and the ruled
in what ensures rights and duties and promotes loyalty and allegiance.
23. God has bestowed a special personality on the Saudi
Arabian Kingdom in being the guardian of Islam's Sacred Places and
the defender of the land in which inspiration descended on Prophet
Mohammed, and in her adoption of Islam as creed, worship, law, consti
tution and way of life, and in sensing her great responsibility in
leading humanity to Islam and setting it on the right path.
24. In principle, Arabic is the language of education in all
its items and stages unless need dictates otherwise.
25. Preaching Islam throughout the world, with prudence and
persuasion, is the duty of the state and the citizens in order to en
lighten the people, bring them out of darkness to light and raise them
in the realm of ideology to the level of Islamic thought.
26. Jihad (Holy War) is a strict duty, an established tra
dition and an existing need which will continue until resurection day.
27. Strength in its most sublime form--strength of faith,
strength of character, and physical strength—because a strong faithful
is closer to God's heart than a weak faithful.
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Purpose and General Objectives
of Education
28. The purpose of education is to have the student understand
Islam in a correct comprehensive manner, to plant and spread the Is
lamic creed, to furnish the student with the values, teachings, and
ideals of Islam, to equip him with the various skills and knowledge, to
develop his conduct in constructive directions, to develop the society
economically, socially and culturally, and to prepare the individual to
become a useful member in the building of his community.
The General Ob/jectif LsicD of Islam
That Achieve the Purpose
of Education
29. Promoting the spirit of loyalty to Islamic law by de
nouncing any system or theory that conflicts with this law and by
honest action and behavior in conformity with the general provisions of
this law.
30. Supplying the individual with the necessary ideas,
feelings, and powers which will enable him to carry the message of
Islam.
31. Preaching the Book of God (Qoran) and the law of His
Prophet by safeguarding them, abiding by their teachings and acting in
compliance with their commands.
32. Enforcing Qoranic morality in the Moslem and emphasizing
moral restraints for the use of knowledge (I was sent to complete moral
values).
33. Educating the faithful citizen to be a sound brick in the
construction of this nation and to feel his responsibility in serving
and defending his country.
34. Providing the student with the necessary information and
various skills which enable him to be an active member of the society.
35. Strengthening the student's feelings about the cultural,
economic and social problems of his society and preparing him to par
ticipate in their solution.
36. Stressing the dignity of the individual and offering him
equal opportunities to develop his skills so that he can contribute to
the progress of his nation.
37. Studying all the great and strange things in this large
universe and discovering the secrets of the Creator to profit therefrom
and put in the service of Islam and the dignity of the Islamic nation.
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38. Demonstrating the full harmony between science and re
ligion in the Islamic law as Islam is a combination of religion and
secularism, and the Islamic thought meets all the human needs in their
highest forms and in all ages.
39. Establishing in the individuals the systematic Islamic
thought so that they can have a uniform concept of all things related
to the universe, man, life and all their branches.
40. Raising the standard of psychological fitness by intro
ducing peace to the student's soul and providing him with the proper
school atmosphere.
41. Encouraging and promoting the spirit of scientific
thinking and research, strengthening the faculty of observation and
meditation and enlightening the student about God's miracles in the
world and God's wisdom in His creatures to enable the individual to
fulfill an active role in the building of social life and in steering
it in the right direction.
42. Following up world achievements in the fields of science,
literature and liberal arts, demonstrating that progress of science is
the outcome of the combined efforts of all mankind, exposing the con
tribution of Moslem scientists in this respect, acquanting the new
generation with the leaders of Islamic thought and the projection of
original aspects in their thinking and accomplishments in the scien
tific and practical fields.
43. Developing mathematical thinking and arithmetical skills
and training the student on the use of the language of figures and how
to make use of it in the scientific and practical fields.
44. Developing reading skills and reading habits to increase
one's knowledge.
45. Acquiring the ability of correct expression in conver
sation and writing with a sound language and organized thinking.
46. Promoting the linguistic ability in all ways that
strengthen the Arabic language and help the individual like Arabic and
appreciate its charmful style and ideas.
47. Teaching history in a systematic way in order to learn
from it, pointing out the viewpoint of Islam where there is any con
flict and projecting the eternal stands in the history of Islam and in
the civilization of the Islamic nation in order to be an example for
our Moslem generations creating in them confidence and positivism.
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48. Acquainting the students with the great Islamic glory of
their country, its deep-rooted world human civilization, its geo
graphic, natural and economic characteristics and its important
position among the nations of the world.
49. Understanding the environment in all forms, broadening
the horizons of students by introducing them to the different parts of
the world and the natural resources and products that characterize each
country with emphasis on the wealth and raw resources of our country,
its geographical location, economic position and leadership political
role in safeguarding Islam, calling on people to accept it, demon
strating the position of the Islamic world and working for the
solidarity of the Islamic Nation.
50. Furnishing the students with at least one of the living
languages, in addition to their original language, to enable them to
acquire knowledge, arts and useful inventions, transmit our knowledge
and sciences to other communities and participate in the spreading of
Islam and serving humanity.
51. Training students on sound sanitary customs and spreading
sanitary consciousness.
52. Supplying students with physical skill based on healthy
and athletic principles to form sound bodies enabling the individual
to fulfill his duties toward his religion and society with strength
and perserverance.
53. Keeping pace with the characteristics of ?ach phase of
the psychological growth of young people, helping the individual to
grow spiritually, mentally, emotionally, and socially in a round way,
and emphasizing the spiritual Islamic aspect so that it will be the
main guideline of private and public behavior for the individual and
the society
54. Studying individual differences among students to be able
to properly orient them and assist them to grow in line with their
abilities, capabilities and inclinations.
55. Caring for academically retarded students and eliminating
as many of their handicaps as possible and setting up special per
manent and provisional programs to fit their needs.
56. Giving mentally and physically retarded students special
education and care in accordance with the teachings of Islam which
make education a common right for all members of the nation.
57. Searching for gifted individuals, giving them special
attention and availing them with the various opportunities to develop
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their talents in the framework of general programs, in addition to
special programs set up especially for them.
58. Training the necessary manpower and diversifying edu
cation with special attention to vocational training.
59. Planting the zeal of work in the hearts of students,
commending work in all its forms, urging individuals to excel in their
work and to emphasize the role of work in the construction of the
nation. This is done by:
a.

b.

Forming scientific skills and attending to applied sciences
in school to give the student the chance to practice handi
craft activities, participate in production and acquire
experience in laboratories, construction work and farms.
Studying the scientific principles of various activities
so that the level of mechanical production will attain
progress and invention.

60. Awakening the spirit of Islamic struggle to fight our
enemies, restore our rights, resume our glory and fulfill the mission
of Islam.
61. Establishing the strong relations which exist among
Moslems and project the unity of the Moslem Nation.

APPENDIX B

SOCIAL STUDIES AND LANGUAGE ARTS
BEHAVIORAL OBJECTIVES FOR ELEMENTARY EDUCATION

The information that appears below was extracted from two
books edited by Flanagan, Shanner, and Mager.*

The Roman numerals

(I through VI) which appear after each behavioral objective denote the
cognitive level to which each objective refers*

In other words, each

level of the cognitive domain referred to in Chapter 5 of this disser
tation will be identified by a Roman numberal.

These cognitive levels

and their corresponding Roman numerals are as follows:

Level I—Know

ledge; Level II--Comprehension; Level Ill—Application; Level IV-Analysis; Level V--Synthesis; Level VI--Evaluation.

Language Arts
Behavioral Objectives

Listening Skills
SHOW THAT YOU CAN FOLLOW ORAL DIRECTIONS. Ill
Follow Directions for drawing pictures.

I

Follow directions in dictating a sentence to the
teacher describing a picture, an object, or an exper
ience. I

•'•John C. Flanagan, William M. Shanner, and Robert F„ Mager,
Language Arts Behavioral Objectives: A Guide to Individualizing
Learning (Palo Alto, Calif.: Westinghouse Learning Press, 1971), pp.
1-17; John C. Flanagan, William M, Shanner, and Robert F. Mager, Social
Studies Behavioral Objectives: A Guide to Individualizing Learning
(Palo Alto, Calif.: Westinghouse Learning Press, 1971), pp. 1-16.
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Follow directions in making a copy of your own name
from a model. I
Follow directions in arranging pictures and objects in
a predetermined order. I
Follow directions for playing games.

I

Follow directions in making worksheets.

I

Follow oral directions involving several steps.
SHOW THAT YOU CAN DIFFERENTIATE BETWEEN SOUNDS„
Identify loud and soft sounds.

I

III

I

Identify human and nonhuman sounds.

I

Indicate recognition of a variety of rhythms by clap
ping your hands, clicking your tongue, skipping,
hopping, etc., to the beat of the rhythm. I
After you hear a dictated word, pronounce another word
that rhymes with it. I
SHOW THAT YOU CAN REMEMBER SPECIFIC INFORMATION FROM AN ORAL
PRESENTATION„ I
After listening to a short story, identify the proper
sequence of a series of four or five pictures related
to the story. I
After listening to a story, identify the events that
happened in the beginning, middle, and end of the
story. I
After listening to a story, describe the events that
happened first, next, and last in the story. II
After listening to a story, match answers with
questions on the details. I
After listening to a passage, answer questions about
the passage. I
After listening to a passage, identify the events that
occurred in the story from a list of given events. I
After listening to a story or report, answer from one
to three questions using facts from the story. I
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Recognize the main idea in an oral passage that you
have just heard. II
Recognize the mood of an oral passage.

II

Speaking Skills
SHOW THAT YOU CAN PRESENT IDEAS ORALLY. Ill
Describe in your own words how two objects or pictures
differ. II
Describe in your own words the probable reactions of
persons in pictures and stories. II
Express basic human needs.

II

SHOW THAT YOU CAN PRESENT DESCRIPTIONS OF PERSONAL EXPERI
ENCES. Ill
Tell a story about something you have seen, heard, or
read. I
Tell about a personal experience.

I

SHOW THAT YOU CAN PRESENT IDEAS EFFECTIVELY TO AN AUDIENCE.
Ill

Retell a story that you have read or heard.

I

Present an oral report about a story character, identi
fying the story and the character. Describe the
character briefly. Ill
Present a true adventure or make-believe story to a
class or a small group„ III
After reading a story, prepare and present a short oral
report based on the main idea, the characterization,
and/or the events in the story. Ill
Express your ideas on a given subject, using complete
sentences and distinct, coherent, and precise speech.
II

Write an outline for an interview including the fol
lowing: the reason for the interview, the topic to be
discussed, and specific questions to be asked. Ill
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Conduct an interview, asking questions relevant to the
topic and making notes of the answers. Ill
Express an idea you have chosen, using descriptive
words. II
Given an illustration, tell about any action in the
picture. I
SHOW THAT YOU CAN PARTICIPATE IN GROUP DISCUSSIONS. Ill
Plan activities for a group discussion. Planning
should include: (1) choosing a group leader and
(2) setting up questions for discussion or selecting a
topic for discussion. Ill
Demonstrate the ability to (1) take turns in speaking,
(2) listen to others when they speak, and (3) stay on
the subject while taking part in a group discussion.
Ill
After participating in a group discussion, evaluate
the discussion on the basis of techniques and content.
VI

Reading Skills
SHOW YOUR UNDERSTANDING OF RELATIONSHIPS BY IDENTIFYING OB
JECTS AND CLASSIFYING THEM ACCORDING TO SIZE, SHAPE, AND
NUMBER. II
Given an illustration, name at least five objects in
the picture. I
Given sets of objects, classify those objects that be
long together. II
Given a set of concrete objects, pictures of objects,
or letters, identify the one object or picture that is
different (in size, shape or number) by isolating it
or marking it. I
SHOW THAT YOU KNOW HOW TO FOLLOW A LEFT-TO-RIGHT SEQUENCE. I
Given a continuous dotted line moving from left to
right and top to bottom, follow the line with a pencil
or finger. I
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Given a series of pictures, follow the left-to-right
sequence with your eyes and/or finger, telling about
each picture. I
Given a series of pictures in two or more lines, fol
low the progression, transferring from the end of the
top line to the left side of the next line. Tell about
each picture in sequence. I
SHOW THAT YOU KNOW THE LETTERS OF THE ALPHABET.

I

Identify uppercase and lowercase letters by name.

I

Given the alphabet, name both uppercase and lowercase
forms of any five given letters. I
Identify the correct order of the letters of the alpha
bet. I
SHOW YOUR UNDERSTANDING OF THE SIMILARITIES AND DIFFERENCES
AMONG SOUNDS. II
Given a group of four or five pictures, recognize pic
tures of the objects whose names rhyme. II
Recognize words that rhyme.
Recognize homonyms.

II

II

SHOW YOUR UNDERSTANDING OF SIMILARITIES AND DIFFERENCES AMONG
VISUAL SYMBOLS. II
Given concrete objects, pictures of objects, or let
ters, match the like objects or pictures (alike by
color, size, shape, position, texture, details) by
manipulating or marking them. I
Match like letters or words on the basis of shape.

I

Classify pictures, objects, or letters on the basis of
size, shape, and position. II
Recognize the colors red, blue, green, brown, yellow,
orange, purple, and black and call them by name. II
Use descriptive words to create word pictures.

Ill

SHOW THAT YOU CAN APPLY A SOUND TO ITS WRITTEN SYMBOL TO READ
NEW WORDS. Ill
Recognize and use the common sounds of consonants.

Ill

Recognize and use the common short and long vowel
sounds. Ill
Recognize and use consonant digraphs.
Recognize and use vowel digraphs.

Ill

Ill

Recognize that doubling the final consonant does not
change the consonant sound„ II
Recognize and use initial and final consonant blends.
Ill
Recognize silent consonants in words.

II

Recognize that the final, silent "e" generally gives
the preceding vowel a long sound. II
Recognize and use "r"-controlled vowels.
Recognize and use vowel diphthongs.

Ill

Ill

Recognize when vowel and/or consonant combinations have
more than one sound. Use these various sounds. Ill
Use sound-symbol relationships to spell words cor
rectly. Ill
SHOW THAT YOU CAN USE THE ANALYSIS OF WORD STRUCTURE TO READ
NEW WORDS. Ill
Recognize and use the plural form of nouns.

Ill

Recognize and use the possessive form of nouns.

Ill

Recognize base words when inflectional endings have
been added. II
Recognize and use the contracted form of two words.
Ill
Recognize and use the compounded form of two words.
Ill
SHOW THAT YOU CAN RECOGNIZE AND USE GIVEN ASPECTS OF WORDS„ III
Identify the meaning or meanings of a given word.

I
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Recognize synonyms.

II

Recognize antonyms.

II

Recognize the correct homonym from a given pair to com
plete a sentence. (Homonyms must be within the reading
vocabulary of the student.) II
. Recognize words that describe actions, size, color,
shape. II
Recognize given structures of grammatical significance
(i.e., endings, prefixes, etc.). II
Recognize descriptive words or phrases in a reading
selection. II
SHOW YOUR UNDERSTANDING OF WORD FORMS AND SENTENCE PATTERNS BY
READING ORALLY. II
Recognize given word forms and sentence structure pat
terns. II
Read a given passage orally, with correct voice inton
ation, inflection, and phrasing. II
Recognize and use given printing conventions.
SHOW THAT YOU CAN FOLLOW WRITTEN DIRECTIONS.,
Follow written directions.

Ill

Ill

I

SHOW THAT YOU CAN APPLY VARIOUS TECHNIQUES FOR READING NEW
WORDS INDEPENDENTLY. Ill
Relate a given sound to its written symbol.

II

Read new words by applying spelling patterns. Ill
Read new words by using knowledge of word structure.
Ill
Apply contextual analysis to read new words.

Ill

Writing Skills
SHOW THAT YOU CAN MAKE VISUALLY DISTINCT PATTERNS.

Ill

Given the pattern of your name or a single shape, copy
the pattern. I

245
Given an incomplete outline of a picture or letter,
complete the outline, using finger, crayon, or pencil.
I
Given a repeating pattern of items, complete the last
pattern by supplying the missing item or items. I
SHOW THAT YOU KNOW THE LETTERS OF THE ALPHABET.

I

Copy uppercase and lowercase letters from a model.

I

Match the uppercase and lowercase forms of the letters
of the alphabet. I
Write your own first name without using a model.

II

Reproduce from memory all twenty-six letters of the
alphabet in order. I
SHOW THAT YOU CAN COMMUNICATE THOUGHTS IN COMPLETE SENTENCES„
III
Copy a complete sentence.

I

Copy words, groups of words, and complete sentences.
Write given sentences from dictation.

II

Write phrases that describe location.

II

I

Transform declarative sentences into interrogative sen
tences. Ill
Given simple sentences and phrases, write expanded
sentences by adding descriptive words. Ill
Use descriptive words to express an oral or written
idea. Ill
Write sentences using words you have located in a
dictionary. Ill

Grammar Skills
SHOW YOUR UNDERSTANDING OF THE ELEMENTS OF SENTENCE STRUCTURE.
II
Recognize the subject of a simple sentence.

II
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Recognize the predicate of a simple sentence.

II

Recognize the determiners in a simple sentence.

II

Given a sentence with an adjective and a form of the
verb "to be," recognize the adjective. II
Given a list of the five kinds of subjects, recognize
the kind of subject used in a sentence. II
SHOW YOUR UNDERSTANDING OF COMMON NOUNS, PROPER NOUNS, AND
PRONOUNS IN SENTENCES. II
Recognize the common nouns in a list of words.

II

Recognize the use of a common noun and determiner as
the subject in simple sentences. II
Recognize the use of a common noun without a deter
miner as the subject in simple sentences. II
Recognize the proper nouns in a list of words.

II

Recognize the proper noun as the subject in simple
sentences. II
Identify the personal pronouns.

I

Recognize a personal pronoun as the subject in simple
sentences. II
Identify the indefinite pronouns.

I

Recognize an indefinite pronoun as the subject in
simple sentences. II
SHOW THAT YOU CAN RECOGNIZE AND USE CORRECT VERB FORMS IN
SENTENCES. Ill
Recognize verbs in sentences.

II

Recognize the form of a verb.

II

Use subject-verb agreement in writing sentences.

Ill

Recognize the forms of the verb "to be" in sentences.
II
Use subject-verb agreement in writing sentences con
taining the present form of the verb "to be0" II
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SHOW THAT YOU CAN CORRECTLY APPLY THE FOLLOWING: PERIOD,
QUESTION MARK, CAPITAL LETTERS, AND INDENTATION. Ill
Recognize needs for capital letters involving names of
people, names of animals, and the first word of a sen
tence. II
Recognize that a period belongs at the end of a state
ment. II
Recognize that a question mark belongs at the end of a
group of words that reads as a question. II
Recognize correct punctuation in writing a date.

II

Recognize that a comma separates city and state.

II

Use capital letters to begin the names of streets,
cities, towns, and states. Ill
Apply rules of capitalization in writing titles and
headings. Ill
Identify the correct placement of the title of a
story. I
Identify the correct way to indent the first sentence
of a story. I
Apply rules of capitalization in writing names of holi
days. Ill
Apply rules of capitalization and punctuation in
writing and abbreviating titles of people. Ill
Recognize given printing conventions.

II

Study Skills
SHOW THAT YOU KNOW ABOUT INSTRUCTIONAL MATERIALS IN THE CLASS
ROOM. I
Identify visual symbols in classroom materials.
Locate specified materials in the classroom.

I

I

Identify the following as found in your room: dif
ferent kinds of worksheets, papers, games, and
equipment. I
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SHOW THAT YOU CAN USE AND CARE FOR MATERIALS AND EQUIPMENT.
Ill
Use correctly a pencil, crayons, paste, paints, scis
sors, and puzzles. Ill
Identify and use any of the following items that are
found in your room: record player, cassette tape re
corder, film loop projector, filmstrip or slide viewer,
and language master. Ill
Follow directions for returning equipment after it is
used. I
SHOW THAT YOU CAN USE REFERENCE SOURCES TO LOCATE AND USE
INFORMATION. Ill
Given a list of words, put the words in alphabetical
order according to the first letter of the word. II
Given a list of words in which the first two letters
are the same, put the words in order alphabetically.
II
Use alphabetical order to locate telephone numbers in
a directory. Ill
Use a table of contents and indices to locate required
information. Ill
After reading a book, prepare and present a report in
cluding the title, the author, and the part or parts
that you enjoyed. Ill

Personal Communication and Development Skills
SHOW THAT YOU CAN USE THE TELEPHONE„

III

Demonstrate your ability to dial given telephone num
bers. Ill
Explain what to do if you have to report a fire, call
the police, or ask for a doctor. II
Describe the difference between good and bad telephone
manners. II

Record a telephone message.

Ill

Locate telephone numbers in a directory.
SHOW THAT YOU CAN WRITE FRIENDLY LETTERS.

Ill

Ill

Identify the five parts of a friendly letter:
greeting, body, closing, and signature. I

heading,

Using a model, write an invitation, a friendly note, or
a thanlc-you letter including the greeting, the body,
and the closing. Ill
Apply rules of capitalization in writing the greeting
of a letter. Ill
Apply rules of capitalization in writing the closing
of a letter. Ill
Write a friendly letter, placing the five parts in
the correct order. Ill
Using a model of an addressed envelope, copy the proper
form. I
Use correct form to address an envelope.

Ill

History and Dialectology
SHOW YOUR UNDERSTANDING OF LANGUAGE USAGE BY RECOGNIZING
VARIETIES OF EXPRESSION. II
Identify likeness and difference in pronunciation.
Recognize differences in pronunciation.

I

II

Identify groups in which you speak differently.
Recognize more than one word for given meanings.

I
II

Classification, Interpretation, and Analysis of
Literary Forms
SHOW YOUR UNDERSTANDING OF FACT AND FANTASY IN LITERATURE. II
Recognize an animal who behaves in a way peculiar to
animal life. II
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Given a story containing real-life and make-believe
elements, suggest which elements are real and which
elements are make-believe. II
Identify the components of a fairy tale.

I

After listening to or reading a story, explain whether
the story is true or make-believe. II
SHOW YOUR UNDERSTANDING OF A LITERARY SELECTION BY READING
WITH 75 PERCENT TO 90 PERCENT COMPREHENSION. II
After reading a given passage, recognize the main idea.
II
After reading a given passage, recognize details.

II

Recognize the repetitive portions of a given story.

II

Locate a passage that answers a question or contains a
specified thought. Ill
After reading a given passage, describe the sequence
of events. II
Recognize the adjective that best describes a given
character. II
Present an oral report about a story character, identi
fying the story and the character and describing him
briefly. Ill
Retell a story that has been seen, heard, or read.

I

Recognize descriptive words in phrases and sentences.
II
Recognize word pictures in a given poem. II
Recognize facts in an informational reading passage. II
Use contextual analysis to read new words.

Ill

Select the best title for a story from a given list.
After reading a story, present a short oral report
based on the main idea, the characterization, and/or
events in the story. Ill

I
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SHOW YOUR UNDERSTANDING OF CONTEXTUAL CLUES.

II

Read a given passage and make inferences based on
details. II
Classify information contained in a reading passage.
II
Predict the ending to a reading passage.

Ill

Draw conclusions from information given in a reading
passage. II
Recognize cause-effect relationships in a given reading
passage. II
Recognize facts in an informational reading passage. II
SHOW THAT YOU CAN APPLY READING TO PERSONAL EXPERIENCE. Ill
After reading a given passage, describe how the pas
sage relates to personal experience. II
After reading a book, prepare and present a report in
cluding the title, the author, and the part or parts
enjoyed. Ill
Retell a story you have read or heard and change the
ending. II

Original Writing
SHOW THAT YOU CAN USE DESCRIPTIVE WORDS OR PHRASES.

Ill

Recognize more than one word to describe something. II
Recognize the adjective which best describes a given
character in a story. II
Write descriptive words, phrases, and sentences.

Ill

Apply the use of descriptive words or phrases in crea
tive writing. Ill
Use a variety of words to express action and sound in
speaking and writing. Ill
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Apply the use of alliteration in creative writing.

Ill

Write a real, imaginary, or new name for a given thing.
Ill
DEMONSTRATE YOUR ABILITY TO COMBINE CONCEPTS, PRINCIPLES,
AND GENERALIZATIONS BY WRITING ORIGINAL STORIES. V
Write a story you have read or heard and change the
ending. Ill
Given a question asking how or why, write a myth at
least one sentence in length. Ill
Write a make-believe story of at least three sentences
with a beginning, middle, and end. V
Write a fictional paragraph about people, animals,
places, or things. V
Write a paragraph in which a character is described
and developed. V
Write a story that tells who, what, where, when, and
why. V
Write a story using story-starter words, phrases or
pictures. V
Given a story starter, write an adventure story using
descriptive words. V
Write a true adventure story and tell it to a class or
a small group. Ill
Write a make-believe story.

V

Write a story using a topic you have selected as the
main idea. V
Read several stories of fantasy, and then write your
own tale of fantasy. V
DEMONSTRATE YOUR ABILITY TO COMBINE CONCEPTS, PRINCIPLES, AND
GENERALIZATIONS BY WRITING ORIGINAL POEMS „ V
Write a poem of at least one rhyming couplet.
Write a poem from a given list of topics.

V

V
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DEMONSTRATE YOUR ABILITY TO COMBINE CONCEPTS, PRINCIPLES, AND
GENERALIZATION BY ORGANIZING FACTUAL INFORMATION. V
Write a simple biography, including the person's name
and at least two other facts about the person. Ill
Write a factual paragraph about people, animals, places
or things. V

Oral and Dramatic Interpretation
SHOW THAT YOU CAN DRAMATIZE IDEAS, EMOTIONS, AND CHARACTERS.
Ill
Dramatize the descriptive words and phrases from an
oral passage that you have just heard. Ill
Dramatize the descriptive words and phrases from a
passage that you have read. Ill
Dramatize a given human emotion.

Ill

Dramatize a chosen role in a dramatic play.

Ill

Pretend to be a given animal or story character.

Ill

i

Social Studies
Behavioral Objectives
History
SHOW YOUR UNDERSTANDING OF CHANGES IN COMMUNITIES AND REASONS
FOR THEM. II
Describe changes in your neighborhood that you can re
member (i e., natural disasters, new discoveries,
businesses moving, new uses of land, inventions,
families moving, construction of different kinds of
buildings, people working as a group on a problem). II
Identify five factors that help to make a neighborhood
change. I
Identify factors in the natural environment of your
community that made it possible for man in early days
to live where your community is now located. I
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Given pictures, films, and stories about life in your
community long ago, compare and contrast various activ
ities in the history of your community with activities
in the earliest Indian community and in the early set
tlers' community. VI
Describe changes that have taken place in one of the
following kinds of communities: desert, rain forest,
grassland, or arctic. II
Explain reasons for changes in one of the particular
kinds of communities you have studied. II
Tell whether the changes in a particular kind of com
munity might be considered advantages or diasadvantages
from the point of view of people who live there. IV
Contrast the various ways that desert people have re
tained ancient traditions and customs with the ways
they have adapted to modern life. VI
Given a list of some early contributions of desert
people to the world, describe how man uses three of
these contributions today. II
Given a list of sentences, identify each sentence as
one that tells about life in a primitive community or
as one that tells about life in a modern community. I

Sociology and Anthropology
SHOW YOUR UNDERSTANDING OF THE INTERDEPENDENCE OF PEOPLE IN
FAMILIES. II
Classify family members as "nuclear family" or "ex
tended family." ("Nuclear family" includes mother,
father, son^ daughter, and baby; "extended family"
includes cousins, aunts, uncles, grandmothers, grand
fathers.) II
Through role-playing, present at least two roles that
each member of the family usually plays in the normal
routine of family life. Ill
On a globe, locate areas where Lapps and Eskimos live.
Explain why it has been necessary for these peoples to
have close family ties. II
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SHOW YOUR UNDERSTANDING OF TYPES OF NEIGHBORHOODS.

II

Tell where children can meet other children in a neigh
borhood. I
Identify kinds of public services (transportation,
business, recreation and housing facilities) that most
small-town neighborhoods have. I
Make a map of your school neighborhood. Put as many
streets, houses, parks, schools, and buildings as you
can on your map. Ill
Tell two traits about city people, and name two kinds
of city buildings, two kinds of city transportation,
and two kinds of city noises. I
List facts about suburban neighborhoods.

I

Explain the differences between city life and rural
life. II
Tell how life in a suburb differs from life in small
towns and from cities. II
Tell about transportation, houses, food, and neighbors
in farm neighborhoods. I
Explain what people like about living in small towns,
cities, suburbs, or rural areas. II
SHOW YOUR UNDERSTANDING OF TYPES OF COMMUNITIES AND THEIR
CHARACTERISTIC CUSTOMS„ II
Given a list of questions, identify the questions that
would be important to ask if you wanted to find out
what a community is like. I
Classify descriptions of community environments as cul
tural or natural. II
Describe one custom that is unique to communities in
each of the following areas: desert, rain forest,
arctic, mountain, grassland, or seacoast. II
Describe similarities and differences in customs (social
and cultural) and in ways of adapting to the environ
ment (including satisfaction of basic needs) in three
of the following environments: desert, arctic, tropical
rain forest, mountain, or grassland. II
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Recognize two examples of customs that are different
for people living in two given communities with very
similar natural environments (for example: mountain,
desert, grassland, seacoast, rain forest, or arctic).
II
From the following topographical areas, choose one in
which to plan a community: desert, mountain, seacoast,
grassland. Describe the advantages and disadvantages
of settling in this particular environment. II
Predict some customs and values that might exist among
the people living in your planned community, and dis
cuss which of these should be considered^ in the
planning. Ill
Given a list of statements about the environments of
communities, classify them as belonging to the natural
or cultural environment of the community. II
Define "natural resources." From a list, identify
things that are or are not natural resources. II
Given a list of some features of a community, identify
physical features and cultural features. II
Given a chart showing five areas of a community and a
list of items descriptive of each area, classify the
items most common to each area0 Explain why residen
tial and commercial sections were not so separate in
earlier cities as they are in modern cities. IV
SHOW YOUR UNDERSTANDING OF THE INTERDEPENDENCE OF PEOPLE IN
COMMUNITIES. II
Tell things that are important and things that are not
important when you make friends. I
Explain what you are learning in school that will help
you share ideas. II
Describe what you think makes a good neighbor.

II

Given pictures of neighborhood workers, identify pic
tures of neighborhood volunteer workers. I
Explain how residential and commercial areas of a com
munity depend upon each other. II

/
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Explain why people who have come from other countries
are important in cities. II
Name some things that a tribe could do for a person
that the person alone could not do so well. I
Identify reasons that people have for living in the
following kinds of communities rather than alone :
mountain, rain forest, desert, I
SHOW YOUR UNDERSTANDING OF THE INTERDEPENDENCE OF COMMUNITIES„
II

Report to the class two examples of ways your com
munity depends upon other communities. Include samples
or pictures of products or services from other commun
ities. II
Explain why developed grassland communities and urban
communities are dependent upon each other. II
Predict what the consequences would be for a grass
land community and an urban community if all contact
stopped between the two groups. Ill
Suggest one way in which the United Nations could help
a mountain community. II

Political Science
SHOW THAT YOU KNOW SOME FACTORS INVOLVED IN THE PROCESS OF
GOVERNMENT. I
List at least two activities in an election.

I

From pictures or phrases, identify services provided
by government. I
Make a list of things that would happen if people stop
ped paying taxes. I
Pretend that children in your school are frequently
injured while playing in the school yard at recess.
Make a list of ways to solve this problem and decide
on the best one. VI
On a map find the capital of your state and the capital
of the United States. I
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Identify needs filled by government in your own com
munity (for example: police and fire protection,
recreation, mail and sanitation services, environment
control), I

Geography
SHOW THAT YOU CAN LOCATE AND IDENTIFY PLACES, CLIMATIC REGIONS,
AND PHYSICAL FEATURES ON MAPS AND GLOBES. Ill
On a map or globe, locate and identify the land masses
called continents. I
Locate and name the major oceans on a map or globe.

I

On a topographic map or globe, locate desert areas on
the following continents: Africa, Asia, North America,
and Australia. I
Locate and name the hemispheres on a globe:
southern, eastern, and western. I

northern,

Locate and identify the two polar regions and the
equator on a globe. I
SHOW THAT YOU CAN USE MAP SYMBOLS AND JUDGE DISTANCES ON MAPS„
III
Locate the directions north, east, south, and west on
a map. I
Match given map symbols with the pictures or words
they represent. I
Make a map of a local area such as your classroom or
your school neighborhood. Ill
Make a map from a picture of a farm.

Ill

From a map, indicate the distance between two given
points. Ill
Recognize distortions on a world map.

II

On a relief map, locate common land forms (mountains,
hills, islands, and plains) and common water forms
(rivers and lakes) by interpreting color or symbols.
II
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SHOW THAT YOU CAN RELATE PHYSICAL FEATURES TO CLIMATIC REGIONS
ON MAPS AND GLOBES. Ill
Starting from the equator, locate on a map or globe
the regions of the earth that have the hottest and
coldest climates. I
Tell the similarities in location, climate, and vege
tation among rain forest areas of the Congo, the Amazon
and southeast Asia. I
Name similarities in location, climate, and vegetation
among the grassland areas of the world. I
Name and locate two major mountain ranges, and tell
how these mountain ranges affect the climate, the rain
fall, and the vegetation of surrounding areas. I
Match given climatic conditions with the following
environments: desert, rain forest, arctic, mountain,
grassland. I
SHOW YOUR UNDERSTANDING OF RELATIONSHIPS BETWEEN ENVIRONMENTAL
RESOURCES AND HUMAN ACTIVITIES IN YOUR COMMUNITY. II
Identify and list ways that modern man changes or
interacts with the natural environment of the following
communities to serve his needs better: your community,
a mountain community. I
Identify and list resources in the natural environment
of your community that made it possible for man in
early days to live where your community is now located.
I
SHOW YOUR UNDERSTANDING OF RELATIONSHIPS BETWEEN ENVIRONMENTAL
RESOURCES AND HUMAN ACTIVITIES IN MOUNTAIN REGIONS„ II
Explain why some mountain regions have large cities
and why some do not. Give examples of mountain regions
that have large cities and of those that do not. II
Explain why people in some mountain regions are engaged
in mining or manufacturing while people in others are
not. II
Include in your explanation the conditions necessary
for successful manufacturing. II
Describe typical economic activities in rural mountain
environments and in urban settings. II
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SHOW YOUR UNDERSTANDING OF RELATIONSHIPS BETWEEN ENVIRONMENTAL
RESOURCES AND HUMAN ACTIVITIES IN GRASSLAND AREAS. II
Given a list of grazing animals, identify grazing
animals of the developed grassland areas and grazing
animals of the undeveloped grassland areas. Tell how
these animals are used in each kind of area. I
Describe problems of particular concern to people who
are directly involved in making a living in developed
grassland areas, and problems of concern to people
making a living in undeveloped grassland areas. II
Explain why the most densely populated areas of the
world today were once grassland areas. II
SHOW YOUR UNDERSTANDING OF RELATIONSHIPS BETWEEN ENVIRONMENTAL
RESOURCES AND HUMAN ACTIVITIES IN DESERT COMMUNITIES. II
Describe the natural characteristics of two different
desert communities. Describe how nomadic and settled
groups have adapted differently to natural desert en
vironments. II
SHOW YOUR UNDERSTANDING OF RELATIONSHIPS BETWEEN ENVIRONMENTAL
RESOURCES AND HUMAN ACTIVITIES IN ARCTIC AREAS. II
Describe how arctic life is influenced by seasonal
changes in the natural environment. II
Describe ways in which the Laplander uses the reindeer.
Explain why the reindeer is so important. II
Explain how changes that are taking place in the Arctic
are both advantageous and disadvantageous from the point
of view of people who live there. II
Using a picture or story, demonstrate how the arctic
environment and man's ways of meeting his needs there
are changing. Ill
SHOW YOUR UNDERSTANDING OF GENERAL EFFECTS OF RELATIONSHIPS
BETWEEN ENVIRONMENTAL RESOURCES AND HUMAN ACTIVITIES. II
Explain why developed grassland communities and urban
communities are dependent upon each other. II
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Predict what the consequences would be for a grassland
community and an urban community if all contact stopped
between the two groups. Ill
Describe one custom that is unique to communities in
each of the following areas: desert, rain forest,
arctic, mountain, grassland. II
Describe similarities and differences in the customs
(social and cultural) and ways of adapting to the en
vironment (including the basic needs) in three of the
following environments: desert, arctic, tropical rain
forest, mountain, or grassland. II
Recognize two examples of customs that are different
for people living in two given communities with very
similar natural environments. II
From the following topographical areas, choose one in
which to plan a community: desert, mountain, seacoast,
grassland. Describe the advantages and disadvantages
of settling in this particular environment. II
Predict some customs and values that might exist among
the people who live in your planned community. Discuss
which of these customs should be considered in the
planning. Ill
Predict which living habits would continue to be useful
and which habits would become useless or even harmful
if a person moved from one community to another of the
following types of communities: desert, arctic, trop
ical rain forest, mountain, or grassland. Ill

Economics
SHOW THAT YOU UNDERSTAND THE NATURE OF BASIC HUMAN NEEDS. II
Given a set of pictures, recognize things that families
must have (i.e., food, clothing, shelter). II
Given a list or set of pictures, arrange items in the
order you would obtain them, based on their necessity
to life. II
Tell how families are the same around the world in
meeting the need for food, water, clothing, and shelter.
I
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Tell how families around the world are different in
meeting basic needs, include desert people and natives
of tropical rain forests. I
Given a list of needs, identify basic physical needs
of man and basic social needs of man. I
SHOW YOUR UNDERSTANDING OF HUMAN DIETARY NEEDS AND OF HUMAN
ACTIVITIES CONCERNED WITH MEETING THESE NEEDS. II
Describe how food is obtained today (i.e., fishing,
hunting, growing, buying) and how primitive man got
his food. Draw or paint pictures showing primitive
man and contemporary man getting food. II
Identify each of these kinds of food: (1) dairy pro
ducts, (2) meats, (3) grains, (4) vegetables, and
(5) fruits. I
Name three products of the dairy, the bakery or the
truck farm. I
Identify foods that make a good breakfast, lunch, or
dinner. I
Given a list of foods, select foods that would make a
well-balanced diet. I
Given a set of pictures showing supermarket helpers,
write a report describing how one of the helpers aids
us in getting our food. Ill
Tell what each of the following classes of food does
for the human body: proteins, energy foods, vitamins,
and minerals. I
From a list, classify foods into three groups:
protein, vitamins, and minerals. II

energy,

SHOW THAT YOU KNOW ABOUT VARIOUS ASPECTS OF FOOD PROCESSING. I
Tell the various ways that we preserve food.

I

After conducting an experiment in preserving food,
describe the steps used to preserve one kind of food.
II
Show in pictures or a story, at least three things you
noticed after visiting a processing plant (ice cream,
milk, bakery) or after seeing a movie of such a plant. II
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SHOW THAT YOU KNOW ABOUT VARIOUS ASPECTS OF CLOTHING AND ITS
PRODUCTION. I
Tell what makes up cloth.

I

Classify fabrics (such as wool, silk, etc.) by fabric
name and by texture. II
Name items of clothing made of each fabric, and match
items named. I
Identify the sources of wool, silk, cotton, nylon,
rayon, and linen. I
Explain, in order, the steps of making wool into
cloth. II
Explain, in order, the steps of making silk into
cloth. II
Identify materials used by a clothesmaker. Name five
steps involved in the making of clothes. I
Make and label collections of samples of cloth from
animal sources, from plant sources, and from sources of
man-made fiber. Ill
By weaving paper, demonstrate how fibers are woven to
make cloth. Ill
SHOW YOUR UNDERSTANDING OF HUMAN NEEDS FOR SHELTER AND SPECIAL
ADAPTATIONS TO VARIOUS CONDITIONS. II
Draw pictures of rooms in a house.
furniture to the rooms. Ill

Match models of

Describe at least six types of shelter around the
world. Construct a log cabin or igloo. Ill
SHOW THAT YOU KNOW ABOUT VARIOUS ASPECTS OF BUILDING CON
STRUCTION. I
Name various materials that are needed to construct
buildings today. I
Explain why certain buildings in your neighborhood have
exteriors made of wood, brick, concrete, plaster,
glass, and steel. II
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Explain what happens to a tree from the time it is a
seed until it is turned into lumber. II
SHOW YOUR UNDERSTANDING OF SOME ASPECTS OF TRADING AND THE USE
OF MONEY. II
Tell the meaning of barter. Tell the two conditions
that are necessary before bartering can take place.
Name items people used for barter in very early times.
I
Tell items used for money before metal was used.

I

Tell how coined money came to be used instead of earlier
means of exchange and why it x^as an improvement. Tell
one disadvantage of using coined money exclusively. I
Tell why paper money, as well as coined money, is used
today. Tell how the government of a country controls
the use of paper money. I
Predict what would happen if the flow of money suddenly
stopped and no one could obtain currency. Ill
SHOW YOUR UNDERSTANDING OF COMMUNITY SERVICE WORK. II
Name at least three community helpers.

I

Present a written and/or oral report about a community
helper. Ill
Given pictures of neighborhood workers, identify pic
tures of neighborhood volunteer workers. I
Given pictures of workers, describe what each worker
is doing, and explain how his job helps the people in
his neighborhood. II
Identify an example of work that fulfills social needs
of a community. I
SHOW THAT YOU KNOW ABOUT WORKERS AND OCCUPATIONS THAT AFFECT
YOU. I
From pictures or job titles, identify people who are
producers of goods. I
From pictures or job titles, identify people who are
producers of services. I
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From pictures or job titles, identify people who are
consumers of goods and services. I
Classify the different kinds of work that people do
into "jobs" or "occupations" (e.g., people who distri
bute letters have the occupational title of "mailman").
II
Tell what jobs or occupations people have in factories.
I
Participate in a group pantomime of occupations in a
factory. Ill
Name five jobs that must be done to produce a tele
vision news program. Name or suggest occupational
titles for these jobs. II
Given one example, explain how occupations differ in
the amount of pay workers receive. II
Present through pictures, a description, a skit, or by
other means, aspects of an occupation that interests
you. Ill
SHOW THAT YOU KNOW ABOUT VARIOUS ASPECTS OF MERCHANDISING.

I

Demonstrate that you recognize different kinds of stores
by collecting pictures of a variety of stores, by
drawing pictures, or by constructing models. Ill
Name one thing you can get from a store that you cannot
make because you do not have the skill. I
Explain why stores advertise.

II

Participate in a classroom swap shop. Have one member
of the class keep records of transactions to demonstrate
what store owners must consider to make the most sales.
Ill
SHOW THAT YOU CAN IDENTIFY TYPES OF COMMUNICATION SERVICES.

Ill

Tell your address (house number, street, city, state) and
telephone number. I
Present a report about one machine that helps us to com
municate. Ill
i
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Describe systems that help people to communicate long
distances (e.g., telephone, telegraph, postal service,
communication satellites, etc.). II
Name three examples of mass media.

I

Name five sections that can be found in a newspaper.

I

Explain what different kinds of information you can get
from watching television. II
Demonstrate that you understand the kinds of news in
formation presented on television by performing a short
skit for your class in which people play the parts of a
television sponsor, a news commentator, an-l an inter
viewer. Ill
SHOW THAT YOU KNOW ABOUT TYPES OF TRANSPORTATION SERVICES. I
Identify modes of transportation and suggest other pos
sible types (ship, car, bus, truck, airplane, train,
animal, sled, ice skates, space vehicle). I
From a set of pictures, identify the ones that show how
people travel from the suburbs to the city. I
SHOW THAT YOU KNOW ABOUT VARIOUS ASPECTS OF INDUSTRIAL
PRODUCTION.IN FACTORIES. I
Name one example of a factory product.

I

Describe what general kinds of materials are needed by
a factory to produce a given product. II
Having visited a factory, read a story about a factory,
or seen a film about a factory, explain what you have
learned about making a product. II
Explain what decisions about money are needed to keep a
factory going. II
Tell two advantages and two disadvantages of having
factories in a neighborhood. I
Explain one reason why some factories have moved from
the city to the suburbs. II
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SHOW THAT YOU KNOW ABOUT VARIOUS ASPECTS OF FARM PRODUCTION. I
Name four different kinds of farms.

I

Describe things that help farmers produce more goods. II

Psychology and Philosophy
SHOW THAT YOU UNDERSTAND VARIOUS BASIC ASPECTS OF COMMUNICATION.
II
Without using words, communicate to a friend. Be able
to show your teacher how you communicated and what you
communicated. Ill
Tell some ways to communicate by using symbols of com
munication (e.g., globe, signal flags on a ship, traffic
signal, skull and crossbones, map symbols, etc.). I
List as many x<>ays to communicate as you can.
Say "hello" in three different languages.

I

I

SHOW THAT YOU CAN APPLY PROBLEM-SOLVING SKILLS TO PERSONAL
PROBLEMS. Ill
Name five steps in problem solving. I
Given a personal problem, suggest a way to solve it.

II

SHOW THAT YOU CAN MAKE CHOICES ON THE BASIS OF NEEDS, RESOURCES,
AND DESIRES. Ill
Tell the difference between wanting and needing. Ex
plain how financial resources can affect wants and
needs. II

. Social Studies Inquiry Skills
SHOW THAT YOU CAN MAKE A LIST OF QUESTIONS TO FIND OUT INFOR
MATION. Ill
SHOW THAT YOU CAN USE INFORMATION TO MAKE A SHORT SIMPLE REPORT
ORALLY, IN PICTURES, OR IN WRITING. Ill
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SHOW THAT YOU CAN USE MAPS AND GLOBES TO LOCATE PLACES AND TO
IDENTIFY PHYSICAL FEATURES, TO JUDGE DISTANCES, AND TO REPRE
SENT AN AREA YOU KNOW (YOUR YARD, NEIGHBORHOOD, OR CLASSROOM).
Ill
SHOW THAT YOU UNDERSTAND THE STEPS IN PROBLEM SOLVING AND CAN
APPLY THEM IN DEALING WITH YOUR PERSONAL PROBLEMS. Ill

APPENDIX C

ACCOUNT DEFINITIONS OF THE PROPOSED
HIERARCHICAL OBJECT CLASSIFICATION FOR THE
SAUDI ARABIAN ELEMENTARY EDUCATION SYSTEM1

The following definitions were compiled from several different
sources.2
Code
1000

Description3
Employee Services and Activities: Amounts paid or required to be
paid by the Saudi Elementary Education Agency (SEEA) on behalf of
or to its employees who are considered to be in positions of
either temporary or permanent nature. Such amounts include the
total costs paid directly or indirectly for the activities and
services of SEEA employees. Salary is an example of a direct

^See Figure 11 for a summary of the proposed object classifi
cation.
2

Budgeting Division, The Ministry of Finance and National Econ
omy, Regulations and Forms for Budgeting Preparation (Riyadh, Saudi
Arabia: Government Printing Officer 1394 "1974"), in Arabic; The Min
istry of Finance and National Economy, Financial Instructions for
Budgeting and Accounting (Mecca, Saudi Arabia: Government Printing
Office, 1392 "1972"), in Arabic; Saudi Arabian Government, General
Employment System (Mecca, Saudi Arabia: Government Printing Office,
1392 "1972"), in Arabic; National Committee on Governmental Accounting,
Governmental Accounting, Auditing, and Financial Reporting (Chicago:
Municipal Finance Officers Association of the United States and Canada,
1968); Charles T. Roberts and Allan R. Lichtenberger, eds., "Financial
Accounting Classifications and Standard Terminology for Local and State
School Systems," State Educational Records and Report Series: Handbook
II Revised (Washington, D.C.: U.S. Government Printing Office, 1973);
several other publications were also used, such as the regulations re
lated to the financial aspects of advanced study and training for Saudi
employees and teachers.
^Accounting system on accrual basis is assumed here; that is,
expenditures are recorded as soon as they result in liabilities for
goods or services received, regardless of when payments are actually
made.
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cost; and allowances, benefits, or bonuses are examples of indi
rect costs. The activities and services of the SEEA employees
are considered objects because they represent the things that
are purchased; thus, tangible products may not exist in some
cases.
Code

Description

1100

Regular Salaries: The amount of money paid or required to
be paid for the daily regular time of work performed by
all employees of the SEEA who perform instructional, ad
ministrative, technical, and other activities, and who are
considered to be in positions of a permanent nature.

1200

Temporary Salaries: The amounts of money paid or required
to be paid to any employee of the SEEA who is hired tem
porarily or on a substitute basis to perform activities of
either temporary or permanent nature during the daily
regular time of work.

1300

Overtime Salaries: The amount of money paid or required
to be paid to any employee of the SEEA in a temporary or
permanent position for his (her) work performance during
irregular or unusual work time; that is, the time for
which an employee is not compensated under the previous
regular and temporary salary classifications.

1400

Allowances, Benefits, and Bonuses: The amounts of money
paid or required to be paid by the SEEA on behalf of or
to its employees. Such payments are not included in the
salaries above because they are not related directly to
the services rendered by employees (they are, however,
considered part of the costs of such services). Instead,
these payments are related to such factors as contractual
.benefits, kind or location of the job, upgrading employee
competence, etc.
Code

Description

1410

New Employment: The amounts of money paid or re
quired to be paid by the SEEA on behalf of or to
its newly-appointed employees as assistance for
moving and settling at the new job location.
Code

Description

1411

Preparation: A one-time payment or expected
payment to each newly-appointed employee for
preparing himself to start his new job.
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1420

1412

Transportation: The amounts of money paid
or required to be paid for transporting all
newly-appointed employees, their families,
and their belongings to their new job lo
cation.

1419

Other New Employment Allowance, Benefit or
Bonus: Any related payments or expected
payments not included above.

Regular: Includes the amounts paid or required to
be paid to an employee regularly for reasons other
than the services they perform—e.g., the location
of the job.
1421

Transportation: The monthly amount paid or
required to be paid to any SEEA employee as
an allowance for regular homework transpor
tation.

1422

Housing: The amount of money paid or re
quired to be paid yearly to any SEEA
employee as a housing allowance.

1423

Retirement: The amount of money paid or
required to be paid monthly by the SEEA on
behalf of its employees as the SEEA's share
of the monthly employees' retirement in
stallment to an independent retirement
agency.

1424

Remote-Area: The amount of money paid or
required to be paid monthly to any employee
of the SEEA for his work in an area clas
sified as "Remote".

1425

Travel on Business Regularly: The monthly
payments or expected payments to the em
ployees of the SEEA whose job requires
continuous and regular travel on business
to various and distant locations--e.g.,
cashier.

1426

Hazardous: The monthly amount of money
paid or required to be paid to employees of
the SEEA who perform activities classified
as "dangerous".
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1429

Other Regular Allowance, Benefit, or Bonus:
Any amount paid or required to be paid that
is not included in the above classifi
cations.

1430

Irregular: Includes the amount paid or required
to be paid to an employee of the SEEA once or a
few times during his active work life for specific
reasons which may occur by chance or accident-e.g., injury.

1440

Temporary Travel on Business: The amounts paid or
required to be paid by the SEEA on behalf of or to
its employees for transportation, accommodation,
meals and other related expenses which are asso
ciated with traveling on business temporarily,
including per diem payments.

1450

1441

Transportation: The amounts of money paid
or required to be paid by the SEEA on be
half of or to its employees for round-trip
tickets and for local transportation (not
included in 1421).

1442

Motels-Meals: The amounts of money paid or
required to be paid to the employees of the
SEEA for meals, motels, etc., including per
diem payments.

1449

Other: Expenditures paid or required to be
paid for other than those items included
above.

Vacation: The amounts paid or required to be paid
by the SEEA on behalf of or to its vacationing em
ployee for round-trip tickets or for a vacation
substitute.
1451

Transportation: The amount of money paid
or required to be paid by the SEEA on be
half of or to its vacationing employee and
his family for round-trip tickets.

1452

Substitute: Includes the amounts of money
paid or required to be paid to the SEEA em
ployee for cancelling his regular yearly
vacation because of the need for his ser
vices.
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1459

1460

Other: Includes payments or expected pay
ments for vacation other than the above.

Advanced Study and Training: The amount of money
paid or required to be paid by the SEEA on behalf
of or to its employees who are on leave of absence
from their normal work for the purpose of up
grading and training. It includes payments for
tickets, clothing, books, reference books, supe
rior performance, etc.
1461

Transportation: The amounts of money paid
or required to be paid to transport an em
ployee, his family, and their belongings to
and from study or training destination, in
cluding transportation for vacation while
studying or training.

1462

Clothing: Includes annual payments or ex
pected payments for clothing allowance.

1463

Books: Includes the annual books allowance
paid or required to be paid to employees
who are studying or training abroad.

1464

Field Trips: The money paid or required to
be paid to employees who are studying or
training abroad to cover their field trip
expenses.

1465

Reference Books and Equipment: A one-time
amount of money paid or required to be paid
to employees who are studying or training
abroad.

1466

Superior Performance Bonus: Includes the
amount of money paid or required to be paid
once to employees who demonstrate superior
achievement in school abroad.

1467

Tuition: Includes payments or expected
payments to schools, universities, or other
educational institutions at home or abroad
for services rendered to SEEA employees who
are studying or training there.

1468

Living: The amount of money paid or re
quired to be paid monthly for subsistence
to students abroad who are studying or
training.
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1469

1470

Transfer: The amount of money paid or required to
be paid for the purpose of transferring an em
ployee, his family, and their belongings to a new
job destination--e.g., transportation.

1480

End of the Service: Amounts paid or required to
be paid by the SEEA on behalf of or to its em
ployees whose services are ended legally,
according to the employment system or the contrac
tual clauses. It includes bonus, vacation
substitute, and transportation allowance.

1490

1900

2000

Other Advanced Study and Training Allow
ance, Benefit or Bonus: Any amount of
money paid or required to be paid for re
lated expenses which are not included
above.

1481

Transportation: The amounts of money paid
or required to be paid for transporting a
retired employee, his family, and their be
longings to their original home
destination.

1482

Retirement Bonus: The amount of money paid
or required to be paid once to every em
ployee whose service is ended.

1483

Vacation Substitute: The amount paid or
required to be paid to an employee whose
service is ended and who has unused va
cation time.

1489

Other: Includes payments or expected pay
ments, not mentioned above, to employees
whose services are ended.

Other Employee Allowances, Benefits or Bonuses:
The payments or expected payments of any related
amount of money which is not included above.

Other Employee Services and Activities: Includes amounts
paid or required to be paid by the SEEA on behalf of or
to its employees other than those referred to above.

Non-Employee Services: Includes the payments or expected pay
ments for services rendered by personnel other than those
working as SEEA employees. Such services relate to the SEEA
only, not to its employees. Thus, services related to SEEA em
ployee benefits--e.g., transportation tickets--are excluded
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because they are included above (in 1400); property services,
communication, advertising, etc. are examples. These services
are considered objects because they represent things that are
purchased even though a physical product may not be evident in
some cases.
2100

2200

Technical and Professional Services: The amounts paid or
required to be paid for services rendered to the SEEA by
skilled and professional experts such as doctors, law
yers, accountants, consultants, engineers, architects,
etc.
2110

Management Services: Includes amounts paid or re
quired to be paid for services provided to help
the SEEA administrators, for example, in planning,
executing, or controlling SEEA policies. Examples
include consultants and specific task analysis and
evaluation.

2120

Data Processing Services: Amounts paid or re
quired to be paid for services performed by
independent and specialized organization or per
sonnel to the SEEA.

2190

Other Technical and Professional Services: In
cludes amounts of money paid or required to be
paid for services rendered to the SEEA and not re
ferred to above.

Property Services: The amounts paid or required to be
paid for the services purchased to operate, repair, main
tain, and rent the property used and/or owned by the
SEEA. Such services are performed by independent indi
viduals or agencies who are not on the SEEA payroll.
2210

Public Utility: Expenditure or expected expendi
ture for services provided by public or private
utilities such as water, sewage, garbage, and
electricity.
2211

Water Services: Amounts paid or required
to be paid for water.

2212

Electricity Services: Amounts paid or re
quired to be paid for electricity.

2213

Sewage and Garbage Services: Amounts paid
or required to be paid for garbage and
sewage.
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2219

Other: Includes payments or expected pay
ments for other utilities.

2220

Cleaning Services: Expenditures paid or required
to be paid to purchase outside services--for ex
ample, to clean buildings.

2230

Repairs and Maintenance Services: Expenditures
paid or required to be paid to outside contractual
services for performing maintenance and repairs of
grounds, buildings, and equipment. Costs for
renovation and remodeling are not included here
because they are considered capital outlay.
2231

Grounds Services: Amounts paid or required
to be paid for ground services.

2232

Building Services : Amounts paid or re
quired to be paid for building services.

2233

Equipment Services: Amounts paid or re
quired to be paid for equipment services.

2234

Furniture Services : Amounts paid or re
quired to be paid for furniture services.

2239

Other: Includes payments or expected pay
ments for repairs and maintenance of other
items.

2240

Rentals: Expenditures or expected expenditures
for the rental or lease of land, buildings, and
equipment for temporary or long-range use by the
SEEA. This includes vehicles or equipment op
erated by SEEA employees. However, equipment or
vehicles rented with their operators are con
sidered purchased services.

2290

Other Property Services: Includes payments or ex
pected payments for services provided which are
not included above.

2300

Advertising: Expenditures paid or required to be paid
for advertising in newspapers, magazines, or other media
for purposes such as the sale or purchase of equipment
and vehicles.

2400

Communications: The amounts paid or required to be paid
for services provided by other than SEEA employees to
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help transmit and receive messages. Examples are tele
graph, telephone, and mailing services.
Telegraph: The amount paid or required to be
paid for telegraph messages.

2420

Telephone: The amount paid or required to be
paid for telephone use.

2430

Mailing: The amount paid or required to be paid
for mailing messages and other related materials.

2490

Other: Includes payments or expected payments
for communication other than the above.

2500

Printing and Binding: Expenditures or expected expen
ditures for printing and binding of materials conforming
to the specifications of the SEEA. Examples include the
printing and binding of any SEEA publication as well as
the initial design and printing of forms, posters, etc.;
preprinted standard forms are considered supplies and are
not included here. The printing and binding of textbooks
and library books are also not charged here. They are
included in the classification for textbooks and library
books.

2600

Freight: The expenditures paid or required to be paid
for transporting equipment, furniture, etc., purchased or
sold by the SEEA, within Saudi Arabia or between Saudi
Arabia and abroad by sea, air or land. Such expenditures
include parking, loading, unloading, insurance, and
transporting.

2900

3000

2410

2610

Equipment Freight: The amounts paid or required
to be paid for equipment freight.

2620

Furniture Freight: The amounts paid or required
to be paid for furniture freight.

2690

Other: Includes amounts paid or expected to be
paid for freight other than the above.

Other Purchased Services: Includes amounts paid or re
quired to be paid for related services purchased by the
SEEA and not included above.

Supplies and Materials Purchased : Includes amounts paid or re
quired to be paid for items which are of an expendable nature.
That is, they are consumed, worn out, or deteriorate fairly
rapidly during use--within an academic year.
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3100

Supplies: Includes the amounts of money paid or required
to be paid for supplies purchased to operate the SEEA, in
cluding freight and cartage charges. Examples of such
items include chalk, crayons, paste, basketballs, clips,
files, papers, ink, pencils, erasers, envelopes, carbon
paper, machine ribbons, electric light bulbs, nails, wall
paper, sponges, mops, soap, brooms, oil, gasoline, lubri
cant, parts, food, first-aid kits, cotton, medicines, etc.
3110

Building Supplies: Expenditures paid or required
to be paid for all supplies which are consumed in
the operation of buildings. Items here include
electric light bulbs, electric switches, fuses,
cords, nails, wall brushes, wallpaper, sponges,
brooms, mops, soap, etc.

3120

Office Supplies: Expenditures paid or required to
be paid for all supplies which are utilized in the
administrative operation of the SEEA0 Examples of
the items included are paper clips, account books
and forms, files, papers, datcrs, machine ribbons,
calendars, carbon paper, ink, pencils, erasers,
envelopes, newspapers, etc.

3130

Classroom Supplies: The amounts paid or required
to be paid for all supplies which are consumed in
the operation of the classroom (teaching-learning
activities). They include chalk, drawing boards,
clay and clay modeling tools, crayons, glue, paste,
hammers, basketballs, etc.

3140

Equipment: Expenditures paid or required to be
paid for all supplies consumed in the operation
of the equipment--e.g., machinery. Oil, lubricant,
parts, etc., are examples of such supplies.

3150

Furniture: Includes payments or expected payments
for supplies used in minor repairs and maintenance
of furniture. Examples are nails, wood, paste,
etc.

3160

Vehicles: The amounts paid or required to be paid
for all items used in the operation of vehicles.
Examples are gasoline, oil, lubricant, spark plugs,
tires, etc.

3170

Food Supplies: The amounts of money paid or re
quired to be paid for providing free mid-day meals
to elementary students.
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3180

Medical Supplies: The expenditures paid or re
quired to be paid for medical supplies intended to
benefit elementary students. Items include firstaid kits, cotton, bandages, medicine, small medical
instruments, etc.

3190

Other: Includes payments or expected payments for
supplies not included above.

3200

Textbooks: Expenditures paid or required to be paid for
books authorized by the Ministry of Education, which are
furnished free to pupils. This includes the costs of
workbook and textbook binding or repairs.

3300

Media Materials: The amounts paid or required to be paid
for regular or incidental purchase of library books,
periodicals, maps, tapes, records, magazines, visual
screens, etc., which are available for general use by
students. Also included here are the costs of binding and
repairing school library books. Material expansion of an
existing library or the purchase of initial books for a
new library are considered capital outlay.
3310

Library Books: Includes payments or expected pay
ments for the cost of books and the cost of binding
and repairs. Books for specific courses are in
cluded under "Textbooks" (3200).

3320

Television Materials: Includes payments or ex
pected payments for video tape recordings and
tapes.

3330

Audio Materials: Includes payments or expected
payments for recording, tapes, and other audio
materials.

3390

Other: Includes payments or expected payments for
other related materials not included above.

3800

Other Supplies and Materials: Expenditures or expected
expenditures related to all other supplies and materials
not included above should be charged here.

3900

Warehouse Inventory Adjustment: Expenditures or expected
expenditures resulting from a shortage which is usually
determined in an audit or count of items held in a store
or warehouse inventory. Generally, expenditures for these
items are debited to an asset account (i.e., inventory of
supplies), and are charged later to the proper account
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(e.g., program and appropriation) as they are requi
sitioned. Hence, loss must be charged to this account
and the cost of excess items, if any, must be debited to
the asset account (i.e., inventory of supplies).
4000

Capital Goods Purchased: Expenditures paid or required to be
paid for the acquisition of fixed assets or any additions to
fixed assets. They are related to land sites or existing
buildings, improvement of grounds, construction of buildings,
addition to buildings, remodeling or renovating of buildings.
Also, they include the amount paid or required to be paid for
the purchase of equipment, furniture, vehicles, and library
books which are consumed, worn out or deteriorate over a long
period of time--more than one academic year.
4100

Land Acquisition and Improvement: The amount paid or re
quired to be paid for the purchase of land and the
improvement of sites and nearby space of ground. Such
improvements include planting trees, seeding, landscaping,
constructing sidewalks, original surfacing and soil treat
ment of athletic fields, fences, etc.

4200

Building Acquisition and Improvements: The amount paid
or required to be paid for the outright purchase of
buildings or for the construction of buildings. Also in
cluded are expenditures for major permanent structural
alterations, remodeling, and renovations which are not
caused by delayed maintenance. Electrical systems,
plumbing systems, fire protection systems, etc., are also
included.

4300

Equipment: Expenditures paid or required to be paid for
the acquisition of the initial equipment, additions, and
replacement of equipment items such as machinery and
broadcasting systems.

4400

Furniture: The amount paid or expected to be paid for all
furniture items, whether built-in or freestanding. Such
items include desks, chairs, and tables.

4500

Vehicles: The amount paid or required to be paid for the
purchase of vehicles such as cars, trucks., and buses for
the purpose of transporting employees, students, and
equipment.

4600

Library Books: The amount paid or required to be paid for
the purchase of books which constitute the initial fur
nishing of books for a newly-constructed library.
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4900

5000

Other Capital: Expenditure or expected expenditure for
any other capital outlay that is not mentioned previously.

Other Object: This item includes expenditure or expected expen
diture for any object purchased and not classified above.
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