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SUMMARY

Over the past 30 years, the Agency for International
Development (AID) has been a major contributor to international
educational development. AID has helped “o establish local,
national, anrnd regionsl institutions. I+ has constructed
schools, helped to strengtiien managerial casabilities, donated
equipment, ard introcduczd reforms thati have profoundly changed
the character ¢l fcrmal education in sore countries. It has
assisteé both in expanding enrollmert and in solvirg some of
the problems inadvertently created by that expansiocon.

While AID's ccntribution has obeen substantial, since the
mid-1970s its level of commitment to thre education sectcr bas
declined precipitcusly. Because one-third to ocne-halt of the
AID education account assistar.-e actually goes to educational
activities associated with other sertcr: or to "special pro-
grams" not directly relatec tc nust countrv ecdic:tional pricr-
ities, the reduction in supiort takes c¢cn even greater signifi-
cance than might first appear. Z-.s5°stiace to geineral formal
and nonformal education syster i "28) was half the 19365
level.

These trends were due in part to changed csectc:ial and
regional emphases and to increased budg=ta:iv strictures.
Steadily declining resources, coupled with growing sensitivity
to the magnitude and immediacy >f problems in c+the:r sectors,
led to provosals to reduce or eliminate education as an avea of
full-scale involvement and, instead, to in~orrorate educaticn
and training assistance as components into prcjects anc
programs in other sectors that were given higher prio:ity, such
as agriculture.

A debatc arose within AID ~and its sometime patrent orcan-
ization, the International Development Cooperation Agency,
concerning the extent to which invoelvement in an education
sector represented tie best utilization of limited fo:eign
assistance funds. Participants to the discussion found that
they lacked crucial information co>ncerning the overall impact
and significance of AID's past recerd in education support as
evidence for informed argument. 1n an effort te establish
whether past education programs were successful and what impact
they had had, the Administrator requested in 1980 that the
sector be included in the series of impact evaivations con-
ducted by AID's Office of Evaluation, Bureau for Program and
Policy Coordination.

The purpose of conducting these impact evaluations, then,
was to assess and clarify (l) the extend to which selected,
completed AID-funded education proiects succeeded (or failed)
in achieving their goeals; and (2) the extent to which these



-7i-

projects ieft a lasting social, economic, or institutional
imprint on the countries or locales in which they were imple-
meated. Corclusions based on the findings would then provide
infermation necessary for AID to make more informed choices
concerning future policies and programs in the sectc~-.

The 12 evaluations of education projects on which this
summary repcrt is based were conducted between October 1980 and
October 1981. Projects were selected according to regional
location, the elapsed time sirce their completion, the diver-
sity of their component parts, and their focus on particular
sector aspects. The aim was to assemble findings from a brcad
spectrum of types of educational support and from a wide range
of sociocultural settings, to provide a sample of AID project
results both in scope and in geographic distribution. The

. evaluations thus include discussions of interventions that

cover a wide range of AID development activities: the founding
of institutions and instituticnal processes (for teaching,
administration, planning, research, and textbook production);
curriculum reform (primary, secondary, and post-secondary
levels); distance teaching (radio and TV); vocational and
nonformal education for cut-of-school adults; teacher training;
construction and equipping of facilities; and third-country
training for professional educators. Their cost in dollars
obligated oy AID is estimated at $241.8 million.

Tte evaluations also include projects in d.fferent major
world regions: four in Asia (Philippines, Nepal, Thailand,
RKorea); two in Africa (Kenya, Nigeria); four in Latin America
(Celombia, Brazil, Paragquay, Ecuador); and two in the Near East
(Jordan, Afgaanistan).

Four of hese (Colombia, Brazil, Ecuador, Afghanistan)
were "desk reviews," invelving no field work. The rest were
actual "impact” evaluations, involving three to four weeks in
the countries where evaluated projects i'ere implemented.
Research teams consisted of two to four professionals (AID
direct hires and contractors) and typically included a social
scientist familiar with the geographic area and an education
specialist familiar witlk the type of assistance provided. The
teams employed rapi.’ assessment regesrch methods: field trips
focused on gathering qualitative data about project impacts
through a>n-site observations and through both structured and
open-ended interviews with various categories of project par-
ticipants--parents, teachers, students, administrators--both in
the field and in the capital,

The resulcs of the evaluations demonstrate that the
histories of these projects provide clear lesaons for future
education policies and programs.
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1. The enduring effects ¢f an education project cannot be
determined until a number of years have elapsed after the proj-
ect has been launched.

Development of a country's human resources is a process
that takes a number of years from the time resources are made
available to the time trained people are ready to use their
knowledge and skills. There is no simple relationship between
the number of buildings, technicians, or commodities provided
and the durability of the educaticnal programs that receive
assistance. Not meeting initial gcals is not a measure of
failure, although it may appear to be during the project's
lifetime. These studies show that certain elements of a proj-
ect may continue long after donor withdrawal and appear--in
retrospect--to be well-established, despite apparent short-
comings in project execution.

2. AID education programs and projects made an_important
contribution to increasing and equalizing access to educational
serviges.

AID has contributed substantially to building and supply-
ing schools in rural areas and to increasing educational serv-
ices for adults and young people in remote localities. AID
education projects increased opportunities for girls and women
to enter school or to make up for limited schooling through
nonformal programs. Some of these projects made up for the
present population's educational deficits tnrough nonformal
education programs. Others assured more equitable education
for future generations by extending the formal school system
into isolated areas and opening it to women.

3. AID has had considerable success in training educa-
tional professionals and supporting educational institutions ia
developing countries, Its contributions to teacher trainirg
have been most successful in places where job and career
advancement opportunities and salary incentives supported
training efforts.

Teachers and professional educators are most likely to
take appropriate pesitions in the field of education when the
salary structure and career ladder offer good incentives,
compared to those in other sectors.

In countries where salary and woerking cenditienrs fer
teachers are poor, on the other hand, it is impossible to
guarantee an adequate supply of trained teachers, no matter how
good the training program. These studies demonstrate the need
to consider working conditions and incentives, as well as the
quality of training provided, in planning training programs to
increase the numbrr of qualified teachers.
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4. Careful prefeasibility studies and serious collabora-
tive planning with recipient communities are essential to the
success of projects that introduce innovative teaching methods
and curricula, especially in remote areas.

Curriculum reform, innovative teaching techniques that
promise cost savings per student, or expansion of services to
-emote areas sometimes hold far more appeal for central govern-
ment officials than they do for the prospective beneficiaries,
yet their success depernds on local communities' acceoptance and
willing involvement.

Several reports point out the importance of "<.11ling" the
project to the various groups, from government officials to
local recipients whose support is reguired, and the ne=2d for
interactive collaboration at all levels during projeci execu-
tion. Continuity of staff and management on the donor side,
from planning and design through the implementation period,
contributes to the effectiveness of this process.

5. To ensure continuity of education programs AID must
not only introduce cost-effective reforms but must determine
how current costs are apportioned between central and regqgional
governments and local entities who will bear recurrent costs,
whether these costs are reasonable in light of the resources
available, and what will motivate payment of maintenance

expenses.

AID has proved it can design appropriate cost-effec.ive
educational programs for developing nations, but these often
involve trade-offs in spending. Savings on teachers' salaries,
for example, may need to be redirected toward production of
self-instructional materials to achieve the planned results.

Recurrent costs somctimes fall on local communities, not
on the central education budget. If savings go to cone account
ard maintenance is paid from another, there is ircreased risk
that the program will deteriorate after project suppoert ceases,
If maintenance costs are usually paid by localities rather than
by the central government. official assurances that the host
country will pick up recurrest costs skould be weighed against
the incentives communities will have to continue this support.

6. Education glnnners need to examine the !igg; economic
context into which a project fits to gegerm;gg how xt wzll
respond to workforce needs and how it > [ 2

growth of the area.

The capacity of the host country to absoib the products of
an educatioen program--school graduates, newly trained profes-
sionals, teachers, craftspeople, or the like--into the national
or regional ecenomy is8 a crucial factor in determining whethet
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that program will contribute to economic growth and develop-
mert. Emplcyment opportunities fcr graduates, in turn, depend
on the present and projected economic development of public and
private sectors within the couatry and the workforce needs anrd
economic growth of the wider region, as well. Educaticnal
planning thus needs to be tied to broader economic analysis.

7. Good cocordination among the host country officials,
the AID mission, the host country spomsoring institutions, and
the AID contractor is an important factor in project success.

This observation is ncot unique to education sector proi-
ects. Nevertheless, several evaluation reports point out prob-
lems that arose because of confli:ting task assignments and
pocr communication between the various parties involved in an
educaticn project.

8. AID should he prepared to make a long-term commitment
of resources in areas in which it hopes to have serious impact.

The projects that achieved the most pervasive impact were
ones that received a sukstantial commitment of resources over a
long period of time. AID should anticipate having only limited
impact in countries in which its efforts are more restricted.
As a first step, AID should formulate a long-rai:ge plan to
serve as a blueprint for its continued involvenant in the
sector.

9. Careful consideration must be given to host country
policy and institutional, cultural, and socioeconcmic con-
straints during initial phases of project dec.gqgn.

To be effective, intended interventions must be designed
to circumvent the limitations of host country financial and
political rescurces and te accommodate surrounding cultural
realities.

This series of evaluations also raises some impo.tant
issues that cannot be resolved ca the basis of these studies
alone.

1. There is often pressure to expand the scheol system in
developing countries, even if it means providing education of
poorer quality. The questicn of how to balance such demands
with maintenance of acceptable quality in education is un-
resolved. AID has attempted to meet the probliem by supporting
teacher training and by advocating curriculum reform and the
use of innovative or technolegically advanced teaching methods.
According to the findings of these studies, none of these
approaches has had unblemished & >cess., These evaluations give
no clear indication of how or to what extent quality education
can be prometed in an expanding system.
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I. INTRODUCTION

A. Background

During the past quarter century, education in developing
countries has been characterized by impressive increases in
school enrollments at all levels of the education system. 1In
1975 p-imary school enrollment was three times larger than it
was in 1950; secondary enrollment was five and a half times
largei, and tertiary enrollment was six times larger than in
1950. Total expenditure on education among developing coun-
tries rose from 2.4 gercent of their collective GNP in 1960 to
4.0 percent in 1976. Clearly, these countries have demon-
strated a strong and continuing commitment to raising the level
of education of their peoples.

A variety of educational problems have emerged in the wake
of this expansion. Unable to provide financial support to both
expansion and maintenance of quality, developing countries have
chosen to emphasize quantity over quality. Thus, while primary
schools may now exist in the most remote areas, the quality of
education is often very poor. At the primary level particu-
larly, failure, dropout, and repetition rates tend tc be high.
Physical facilities at all levels are often badly overcrowded,
inadequately equipped, or nonexistent. Teachers are frequently
poorly trained and rely on outmoded or irrelevant curricula and
teaching techniques. Managerial capabilities to plan, imple-
ment, administer, and assess educational systems in developing
countries are often deficient. There continues to be a strik-
ing maldistribution of education services by region, social
status, and sex, Finally, because of world population growth,
despite the expansion in enrollments, the number of children
aged six to eleven who were not in scgool actually grew by
eleven million between 1960 and 1975.

Over the past 30 years, AID bas been a major contributor
to international educational development. The Agency has
helped to establish local, national, and regional institutions.
It has constructed schools, helped to strengthen managerial
capabilities, donated eguipment, and introduced reforms that
have profoundly changed the character of formal education in

lyorld Bank, Education Sector Working Paper, 1974, p. 64; World
Bank, Bducation Sector Policy Paper, 1986, p. 17

2wor1d Bank, World Development Report, 1980, p. 46

3gducation Sector Policy Paper, p. 106




some countries. It has assisted both in expanding enrollment
and in solving some of the problems inadvertently created by
that expansion.

While tkhe contribution has been substantial, there has
been since mid-1970 a precipitous decline in AID's level of
comnitment to the sector. Technical assistance fell from about
$336 million for the period 1960-1965 to about $23+4 million for
the period 1971-1976. 1In constant 1970 dollars, this repre-
sents a drop of 55 percent between 1960 and 1976. Loans under-
went a comparable, though less severe reduction of 46 percent
between 1966 and 1976 (see Table 1).

Table 1. Technical Assistance and Loans Obligated to the
Education Sector by AID, 1960-1976

(in millions of actual and constant 1970 dollars)l
1960-1965 1966-1970 1971-1976
Category Actual Constant Actual Constant Actual Constant
Technical
Assistance 336 399 264 288 234 180
T.0ans 45 54 219 239 166 127

1 Annual consumer price indices were recalculated into average
values for periods 1960-1965, 1966-1970, and 1971-1976
(1970=100). Recalculations indicate that during 1960-1965, the
average purchasing power of the dollar was 18.8% higher than in
1976. During 19756-19706, the dollar's average purchasing power
was 9.3% uigher than in 1970. During 1971-1%976, the dollar's
average purchasing power fell 23.1% below that in 1970. These
percentage values were applied to actual obligation amounts to
arrive at the constant amounts in 1970 dollars.

Sources: Pred Hirsch and John Goldthorpe (eds.), The Political
Economy of Inflation, (Martin Robertson & Co., Ltd.,
i278), p. 10.

CECD Report by the Secretary General, Inflation: The
Present Problem, Annex A., 1970, p. 59.

Francis J. Method, AID Assistance to Education: A
Retrospective 3tudy, Appendix A, 1981.




These trends were due in part to changed sectoral and
regional emphases and to increased budget strictures. Steadily
declining resources, coupled with growing sensitivity to the
magrnitude and immediacy of problems in other sectors, led to
proposals to reduce or eliminate education as an area of full-
scale involvement and, instead, to incorporate education angd
training assistance as compcnents into projects and programs in
other sectors that were given higher priority, such as
agriculture.

A debate arose within AID and its sometime parent organ-
ization, the International Develrpment Cooperation Agency,
concerning the extent to which involvement in an education
sector represented the best utilization of limited foreign
assistance funds. Participants to the discussion found they
lacked crucial information concerning the overall impact and
significance of AID's past record in education support as
evidence for informed argument. 1In an effort to establish
whether past education programs were successful and what impact
they had had, the Administrator requested in 1980 that the
sector be included in the series cf impact evaluations con-
ducted by the Agency's Office of dvaluation, Bureau for Program
and Policy Coordination (PPC,E).

More specifically, the purpose of conducting these impact
evaluations was (1) to assess and clarify the extent to which
selected, completed AID-funded education projects left a last-
ing positive s»>cial, economic, or institutional imprint upon
the country or locales in which they were implemented; (2) to
suggest possible explanations for the extent and type of
imprint made; and (3) to articulate some lessons, based on
analyses of evaluation findings, that might be useful for
designing development programs. These evaluation reports would
thus provide information necessary for AID in making more
informed choices concerning future policies and programs in the
sector.

B. Approach

The 12 evaluations of education projects on which this
summary report is based were conducted between October 1980 and
October 1981 by the Studies Division of the Office of Evalua-
tion of PPC. The Office of Evaluation, in consultation with
the Agency's Coordinating Committee on Education, originally
selected seven past AID-financed projects for on-site impact



evaluations and two projects tor "desk review."4 Later, an
eighth project directly financed by the (Canadian) Interna-
tional Development Research Center (IDRC) was added. This was
a project carried out under the aegis of the Southeast Asian
Ministers of Education Organization (SEAMEO), which AID
assisted. 1In addition, the Bureau for Latin America and the
Caribbean (LAC) undertook desk reviews of past education pro-
grams in Brazil and Colombia, both of which are discussed in
this report.

Projects were selected according to regional location, the
elapsed time since their completion, the diversity of their
component parts, and their focus on particular sector aspects
(primary, vocational, and nonformal education; teacher train-
ing; and infrastructure). The aim was to assemble findings
from a broad spectrum of types of educational support and from
a wide range of sociocultural settings, to provide a sample of
AID project results both in scope and in geographic distribu-
tion. The impact evaluations thus include projects ranging
from broad program support and technical assistance, through
construction and commodity support, curriculum reform, and
innovative small-scale pilot projects. They also include proj-
ects in the different major world regions: four in Asia; two
in Africa; four in Latin America; and two in the Near East.

Education impact evaluations were undertaken as short,
one-month field studies. The research teams consisted of two
to four professionals (AID direct hires and contractors) and
typically included a social scientist familiar with the geo-
graphic area, and an education specialist familiar with the
type of assistance given. A preliminary review of project
documentation and other available outside studies pertinent to
the project and to development of the project area preceded the
field research. The teams employed rapid assessment research
methods: field trips focused on gathering qualitative data
about project impacts through on-site observations and through
both structured and open-ended interviews with various cate-
gories of project participants--parents, teachers, students,
administrators--both in the field and in the capital. The
teams were not equipped to undertake quantitative surveys,
although they reviewed and incorporated any relevant survey
findings that were available.

The impact evaluation teams were instructed to travel to
the original project sites and to investigate the following
questions:

4A desk review is done in AID/Washington. It is a coherent
summary of project description and performance based on exist-
ing documents and records.



1. Was the project/program effective (i.e., did it
successfully acaieve stated objectives)?

2. Who benefited from the project?

3. What was the social impact on the surrounding
community?

4. What was the economic impact on the surrounding
community?

5. What was the impact on host government institutional
practices and procedures?

6. Are there lessons to be learned for application to
future AID projects?

The two desk reviews conducted in PPC/E for Ecuador and
Afghanistan attempt to provide, as far as possible, the same
types of information in the same format as the impaci evalua-~
tion reports. The two prepared by the LAC Bureau (Brazil,
Colombia) cover similar categories of data but differ in organ-
ization and emphasis, focusing more on implementation and less
on long-term impact. All the desk reviews, of necessity, are
methodologically different from the impact evaluations, since
they are based on relevant literature and AID documents cur-
rently available in the United States, supplemented by inter-
views conducted in the United States. These sources provide,
at best, only limited information on long-term or indirect
impact.

In conclusion, the impact evaluations on which this sector
review is based represent a focused probe of AID's past in-
volvement in the education sector. They examine a selected
fraction cf the education activities in which AID has been
involved. There are gaps, of course; none examines the edu-
cation components which often make up major portions of proj-
ects and programs in other sectors, for instance. Still, these
microstudies of the enduring effects of past projects investi-
gate the causal links between project results and the social,
economic, and political context in which each project was
conceived and implemented. They also trace subsequent his-
torical developments that have affected the course and present
impact of each project.

In recent years, other studies have reviewed the
directions AID planners have taken in supporting =ducation



assistance,® the actual allocation of education assistance
funds and the distribution of projects by area and by type of
intervention,® and the effectiveness and long-range economic
impact of educational improvement on develcpment. This series
of impact evaluations does not replicate these broad-based
studies but complements and builds on them. By concentrating
on a small, carefully selected number of education projects,
these studies explore the effects of cointextual conditions on
the success of projects not only during a project's lifetime
but alsec with regard to its long-range contribution to economic
and social development. In spite of differences in each team's
apprcach, these impact evaluation microstudies support and
illuminate the findings of other more general surveys.

Despite the variety of the programs and projects reviewed,
teams reached similar conclusions about the success of the
activities evaluated and about the lessons to be drawn from
them.

The lessons these evaluations offer can help planners to
identify variables that have a bearing both on the chances for
success of a particular project in a particular setting and on
the kinds of results that can be anticipated. Their findings
suggest that the story of AID development work in education is
an important one that deserves to be told and is worth a closer
look.

C. Summary of Project Interventions

The twelve projects and programs reviewed in this sector
report are listed in Table 2. Table 3 summarizes the types of
educational intervention invclved in each of the projects.

Activities in Nepal, Afghanistan, Jordan, Paraguay,
Brazil, and Colombia involved broad support for country-wide

5See the Agency for International Development, Investments in
Education in Developing Countries: The Role for AID,
(Washington, D. C.: AID, 1982).

6See AID Assistance to Education: A Retrospective Study,
(Washington, D. C.: Creative Associates, 1980).

7See, as examples, World Bank, Education Sector Review, 1980;
G. Psacharopoulos and K. Hinchliffe, Returns to Education: An
International Comparison, 1973; and Development Assistance
Committee, Aid for Human Resources Development: Review of
Situation and Possible Subjects for Further Work, Development
Agssistance Committee (DAC) Report, (Paris, 1980).

| |



Table 2. Education Projects and Programs Evaluated

Dollars
Years of Obligated
Country Name of Project Implementation (millions)
Brazil Education Sector Loans 1969-1975 82.0
(I-II)
Colombia Education Sector Loans 1969-1976 75.3
(I-V)
Jordan Technical Assistance 1952-1982 30.0

Supporting Activity
Agricultural Education
Field Project Assistance
Commercial Departments
Supplemental English Library
Teacher Education
Industrial Education
Khadouri A¢ricultural School
Bedouin Education
Expanded Educational

Facilities
Human Research Development

Education
Bir Zeit College
Arab Development Society
Construction and Equipment

Schools
Constructions and Equipment

Teachers Colleges
Rural Training Centers
Agricultural Education
Demonstration Laboratory

Facilities
Agricultural Extension

Department
Agricultural Research and

Development
Agricultural Research

Facilities
Vocational Secondary Schools
Davelopment Administrative

Training
Faculty of Agriculture

(University of Jordan)



Table 2.

Education Projects and Programs Evaluated (cont.)

Country

Years of

Name of Project Implementation

Dollars
Obligated
(millions)

Jordan
(cont.)

Nepal

Afghanistan

Korea

Thailand

Paraguay

School Construction I
Development Administration
Training II
Schoecl Construction II
Vocational Training
Village Development I *
Village Development II *
Village Development III *

Educational Activities 1954-1975
Teacher Training arnd
Related Activities
Education Development
Education and Training
Primary Education
Teacher Training/Higher
Education
Education Materials
Development
Primary and Teacher
Training
Teacher and Technical
Education
Teachers and Materials
Utilization and Development

Primary Teacher Education 1954-1977
Emergency Teacher Education
Secondary Teacher Education
English Language Education
Math,/Science Lycee
Sub-Froject
Primary Curriculum and
Textbook Sub-Project

Elementary-Middle School
Pilot Project 1972-19806

Mobile Trade Training
Units 1966~1972

Rural Education Development
Project 1970-1%76

16.6

14.2

7.4

7.3

4.5



b

Table 2. Education Projects and Programs Evaiuated (cont.)

Dollars
Years of Obligated
Country Name of Project Implementation (millions)
Nigeria Northern Nigeria Teacher
Education 1967-1969 2.7
Ecuador Community Education/
Nonformal Education 1972-1976 1.1
Philippines Project IMPACT 1974-1980 Y Ak
Kenya Radio Correspondence
Education 1967-1971 .7
Total 242.5
Total Obligated by AID $241.8

* Village development projects were not education projects per
se but are included here because they contain maijor school
building components which the project evaluations show to be
among the critical components of the village development
program in the Jordan Valley.

** Amount provided by the (Canadian) International Development
Research Center (IDRC).
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Table 3. Type of Intervention in Evaluated Education Projects

TA/Ed NFE/Formal Profes- Ag./Sci.

Construct.,/ Insti- Innov- Curric. Elemen- sional Teacher Technical
Country Equipmt. tution ation Reform tary Bd. Training Training EBducation
Brazil x x x x x x x
Colombia x x x x x X x
Jordan x x x x x x x
Nepal x x % x x x x
Afghanistan x x x x x x
Rorea x x x x
Thailand x x X
Paraguay x x x x x x
Nigeria x x X x x
Ecuador x
Philippines X x x

Kenya x x x
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education programs, although the impact evaluation for Paraguay
focused on more specific subprojects. The projects reviewed in
Nigeria, Kcrea, Kenya, Thailand, Philippi:es, and Ecuadozr were
more focused activities. Activities of tue proyrams or proj-
ects studied included school coanstruction; commodity support;
institutional support; curriculum reform; teaching innovations;
s7ystem expansion; nonformal education; vocational/technical/
agricultural training; and training of teachers, professors,
and administrators.

AID began educational assistance to Nepal in 1954, when
its educational system was embryonic. AID projects focused on
teacher training at various levels and curriculum development
for primary and vocational secondary schools. AID supported a
center for text production and distribution, and assisted in
developing research and planning capacity within the Ministry
of Education (MOE). AID assistance continued for 20 years.

In Afghanistan AID provided assistance between 1954 and
1977. This was primarily directed toward teacher training,
both in teacher training schools and at the University of
Kabul, where it helped to establish a Faculty of Education.

AID also supported curriculum development and text book pro-
duction, including the preparation of English language teaching
materials.

Beginning in 1952 and lasting through the 1960s, U.S.
assistance to education in Jordan stressed teacher training,
agricultural education, vocational/technical training, and
expansion of facilities in rural areas. AID also trained large
numbers of educators, many of them in U.S. schools. From the
early 1970s to the present, AID's activities have focused on
administrative training and improving university faculty.

Since Jordan remains strongly committed to system expansion,
AID has also continued assistance to school construction, most
recently in the Jordan Valley.

The Korea project (1972-1980) provided some assistance to
an already planned Korean Educational Development Institute
(KEDI) by supporting its first major project, a revision of the
elementary and middle school curricula and reforms in teaching
methodology that included self-instruction methods and use of
different media in the classroom. AID provided commodities for
studio construction, and equipment and training for media
specialists.

In Kenya, AID provided support (1967-1971) for building a
broadcasting studio and materials production center and funded
training of media specialists for a radio/correspondence pro-
gram aimed at upgrading the education of teachers, particularly
in remote areas, who had not completed secondary school.
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AID provided broad educaticnal assistance to Thailand, but
the evaluation team concentrated on a review of the Mobile
Trade Training School (MTTS) project (1966-1972), which brought
work-skills training to rural villages in Thailand. The pro-
gram was conceived as a w.y of stabiliiing the population of
these areas both politiczlly and economically. AID's main
contribution was in commodities provision.

The Philippines project, Project IMPACT, was an initiative
of the research and development branch of SEAMEO, which had
received some AID assistance. The p.oject itself was begun
with Canadian donor funding in 1974. The project attempted to
introduce programmed learning and self-instruction techniques
in elementary schools in order to improve both the quality of
instruction and its cost-effectiveness. Donor funding ended in
1980, and the project is still not fully accepted by recipient
communities, although the present graduates appear to be well
prepared for secondary school.

The Ezuador project (1972-76) brought a nonformal
literacy/numeracy program to remote rural communities. The
pilot project team engaged rural residents in a collaborative
effort, training community members as teachers and leaders and
taking a flexible approach to content and methods as the team's
awareness of community needs grew. At the end of the project
period, when the Government of Ecuador assumed responsibility
for the activity, trained Ecuadorean educators with a much more
traditionel orientation took over much of the training, and
community-based initiatives were no longer encouraged.

Paraguay also received brnad support (1970-1976) for its
educational program from AID, but the evaluation team concen-
trated on examining the Regional Education Centers (REC) and
pilot rural schools built and equipped with AID funds. Both
the RECs and the pilot schools were using revised curricula
introduced under the Rural Education Development Project
(REDP). Though not examined by the evaluation team, other
components of the REDP included construction of the national
Superior Institute of Education; extensive training for
teachers, administrators, and community ieaders in the revised
curricula: and technical assistance for the MOE in preparing
the revised curricula.

In Brazil, AID provided assistance (1969-1975) for school
construction, equipment, books, and training for teachers and
administrators.

In Colombia, AID provided assistance (1969-1975) for
school and university construction, equipment, books, cur-
riculum reform, and training of teachers, administrators, and
government officials.
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In Nigeria, the Northern Nigeria Teacher Education Project
(NNTEP) (1967-1969) str<nathened the Institute of Education at
Ahmadu Bello University, provided tutors .o work in Teacher
Training Colleges in the Narth, and provided technical assist-
ance to the MOE for Northern Nigeria. 1In connection with these
activities, a number of Nigerian educators were sent to the
University of Wisconsin to pursue degrees in education. The
project was also supposed to prepare revised curricula and
texts for the schools, an activity that suffered partly from
the overambitiousness of the project as a whole and partly from
disruptions that culminated in civil war in the North.

This selection covers a wide range of AID development
activities over the last 30 years: the founding of institu-
tions and institutional processes (for teaching, administra-
tion, planning, research, and textbook production); curriculum
reform (primary, secondary, and post-secondary levels); dis-
tance teaching (radio and TV); vocational and nonformal edu-
cation for out-of-school adults; teacher training; construction
and equipping of facilities; and third~country training for
professional educators. Their cost in dollars obligated by AID
is estimated at $241.8 million (see Table 2).

The impact evaluations and desk reviews of these activ-
ities represent a substantial investment of time and effort on
the part of both AID personnel and contractcrs. Their findings
and conclusions as summarized in this sector report provided
cne source of information for the joint PPC/Africa Eureau
Education Conference held in February 1982. The conference
provided a forum where professionals from within AID, other
donors, and host country ministries could review and discuss
these findings. As the proceedings report (see Appendix B)
makes clear, conference participants were charged with the task
of analyzing findings, then drawing lessons and implications
for similar future projects as well as for donor policy con-
cerning education sector assistance.

II. IMPACT EVALUATIONS: FINDINGS AND ANALYSIS

This section discusses the findings of the eight education
sector impact evaluations and the four desk reviews in terms of
their effectiveness, their social and economic impact, and
other issues pertinent to educational development. As indi-
cated in the Introduction, effectiveness refers tc the degree
to which stated preject objectives were achieved. These objec-
tives, while varied, can be roughly categorized under three
principal headings: curriculum reform, establishment of
institutions and institutional practices, and increased access.
These categories are not intended to be mutually exclusive, nor
are they always singled ocut for specific analysis in this
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sectinn. They are used here merely to facilitate discussion.
Social and economic impact refers to the effects projects Lave
had on various types of beneficiaries and the sccioeconomic
consequences that projects and programs have had in the
communities or areas in which they were implemented. Other key
issues include questions of replicability of education
projects, their spread effects, and their political
repercussions.

The findings reported here are suggestive, not conclusive.
The extremely small number of projects reviewed and the subjec-
tive nature of the evaluation methods used preclude definitive
statements. Nevertheless, the results nf these evaluations
point to gquestions and issues that mer.. further, more careful
investigation.

A. Wwho Benefited?

Without doubt, rural school-aged children compcse the
largest group ¢f primary and secondary beneficiaries. Con-
ctruction of thousands of classrooms in the rural, poorer
regions of Paraguay, Brazil, and Colombia made schooling more
accessible to rural children, and may have contributed to a
significant increase in school attendance. The addition of
other elements (teacher training, instructional materials,
institution-building, etc.) may also have helped raise attend-
ance levels, and may have contributed to gualitative improve-
ments as well. We cannot more definitely attribute increased
school attendance (or any other within-school changes) to AID
project activities with any degree of assurance, given the
involvement of other factors in the causal process. In a few
instances, however, the claim of attribution is clearly more
plausible than in others.

For example, AID was variously the only donor and the
major donor in Nepal's education sector between 1954 and 1975.
Given Nepal's small size, AID's $19 million contribution during
that period can only be described as massive, accounting for as
mich as two-thirds of the MOE budget. The quantitative gains
are impressive indeed: The increase in the numbers of primary
schools, primary school students, and primary teachers came
close to 100 percent between 1951 and 1979. The primary stu-
dent enrollment ratic was less than 1 percent in 1951. By
1979, it was 77 percent. There was a sharp increase in female
enrollment as well. 1In 1951 it was not customary for girls to
attend school, and no figures were collected for female enroll-
ment; but the number was almost certainly close to zero. By
1979, the female enrollment ratio at the primary level had
risen to 24 percent (see Table 4). As the major donor to
Nepal's education sector during those years, AID can rightly
claim some credit for having made these achievements possible.
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Table 4. Numbers of Primary Schools, Primary School Students
and Frimary Teachers in Nepal, 1951 and 1979

1951 1979 Increase
Primary Schools 321 9,404 9,083 (97%)
Primary School Students 8,505 875,494 366,989 (99%)
Primary Teachers 640 24,652 24,012 (97%)

Source: U.S. Aid to Nepal: A Twenty Year Beginning, AID
project Impact Evaluation Refort No. 19, Table 1.

Korea represents another case in which certain effects of
an AID-funded project are relatively clear. The Elementary-
Middle School Project, through the Korean Educational Develop-
ment Institute (KEDI), initiated an effort that was to culmi-
nate in a total revamping of the Korean system of schooling.
At the heart of this effort was the introduction of teaching/
learning techniques that stressed problem-solving and critical
thinking--notions alien to traditional Korean education. Tata
from text tryouts involving samples of experimental and control
schools show that the curricular changes introduced by KEDI
significantly raised achievement levels among Korean school
children (see Table 5).

Table 5. Comparison of Elementary School Students' Average
Achievement Scores by Subject, KEDI and
Conventional Schooling
(no. of students = 231,567)

Average Achievement Scores Difference Percentage

Subject KEDI Conventional in Scores Improvement
Math 81.0 64.0 17.0 27
Social Studies 74.3 62.2 12.1 20
Science 83.2 68.7 14.5 21

Source: Korea Elementary-Middle School Pilot ProJect, AID
Evaluation Special Study Ne. 5, Appendix E,
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Of particular interest was the surprising improvement in
scores among students outside major urkan centers. Urban
students had traditionally outperformzad their nonurban counter-
parts. The KEDI reforms en2tled students from small towns and
rural areas to mote closely approximate achievement levels in
urban areas (see Table 6).

Table 6. Comparison of Urban and Rural Elementary Students'
Achievement Scores in All Subjects, KEDI and
Conventional Schooling
(no. of students = 231,567)

Average Achievement Sccres Difference Percentage

KEDI Conventional in Scores Improvement
Large City 79.5 70.2 9.3 13
Small Town 83.6 67.9 15.7 23
Rural 76.5 64.9 11.6 18

Source: Korea Elementary-Middle School Pilot Project, AID
Evaluation Special Study No. 5, Appendix E.

Anecdotal evidence from the Paraguay impact evaluation
report suggests similar effects. Teachers noted to evaluation
team members that the new curricula evoked greater student
interest and led to better academic performance and school
retention rates. (onstruction elements of REDP may also have
contributed to improved student attendance and achievement.
Before REDP, children who were expected to do farmwork, who did
not have adequate clothing for inclement weather, or who could
not afford the ccsts of transportation were often unable to
travel the long distances to available schools, and thus
attended irregularly or not at all. Local informants noted to
evaluation team members that construction of rural schools
under this project made schooling more accessible to such
children.

In Nepal teachers tell of student attitudinal and
behavioral changes resulting from the added emphasis on health
and sanitation in the reformed curricula. As the evaluation
team goes on to explain, this strong impact of schooling on
attitude and behavior is a well-recognized universal phenome-
non, and is not exclusive to Nepal. Research in many parts of
the world clearly demonstrates that exposure to schooling is
strongly related to such factors as greater farm productivity,
improved sense of control over one's environment, reduced
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fertility in women, and lower morbidity and mortality rates
among children.

Elsewhere, rural adults also benefited. In Thailand,
about 89,000 low-income rura. >dults with little formal school-
ing were trained in job-relal 1 skills under the MTTS project
between 1966 and 1972. Today, graduates of MTTS programs &are
employed by the thousands. In a number of cases, former stu-
dents have become successful entrepreneurs, owning small bus-
inesses and/or venturing into new consumer markets. When one
considers the economic role of individuals within the extended
Thai family, the importance of this employment is even more
fully appreciated. Men and women acquired skills that per-
mitted them to supplement family income through off-farm or at-
home employment, and thus fulfill a strongly felt sense of
obligation to promote the economic welfare of the family unit.

Under the Nonformal Education Project, poor rural Ecuador-
eans successfully mastered the communication and negotiation
skills intended to bolster their self-help capabilities. 1In
Paraguay, AJD-corstructed classrooms were being used nightly by
rural adults learning to read and write. 1In Kenya, the Corres-
pondence Course Unit (CCU), under its expanded programming, was
able to provide additional schooling opportunities to rural
adults who were otherwise too far away from mainly urban secon-
dary school facilities.

In general, the evaluation ireports ccncluded that some AID
projects/programs provided a variety of learning opportunities
for rural adults--in literacy, secondary schooling, vocational
training, and self-help skills.

Participant trainees and other professionals benefited
from the higher level training provided both outside and within
the host countries. Based on impact evaluation report figures,
we can conservatively estimate that the training provided under
the 12 projects reviewed benefited at least 200,000 people
directly and about two million indirectly. Thousands of
teachers received pre- and in-service training to improve
teaching skills and acquire additional qualifications. Besides
the projects such as those in Nigeria and Kenya, whose focus
was teacher training, projects in Paraguay, Nepal, Korea,
Jordan, Brazil, Colombia, and Afghanistan provided extensive
training opportunities throughout these countries for both
teachers and admin.istrators.

The Nigeria impact evaluation team argued that teacher
training activities have a "multiplier or cascade effect,"”
because the students involved go on to impart knowledge to
other students. Their figures indicate that between 3,600~
5,000 student-teachers were directly influenced by project
staff. Extrapolating from their initial figures, they go on to
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estimate that some 180,000 to 900,000 primary school students
may have been indirectly affected by the project efforts in
teacher training. 1In Brazil, about 60,000 teachers and admin-
istrators received additional professional training under AID
projects dating from 1952 to 1972. 1In Afghanistan, an esti-
mated 10,000 teachers received in-service training as a result
of an outreach program (1955-1967) under an AID project.

Participants receiving graduate-level training in the
United States or third countries returned home to positions of
substantial managerial or technical responsibility. Many now
wield considerable influence over policies and practices not
only in the education sector but in other sectors as well.

In Jordan, for example, upper echelons of government
agencies and the private sector are staffed with many profes-
sionals who received their degrees from the American Univer-
sity, Beirut, or in the United States. Out of 15 participants
trained under the Niceria NNTEP, four have become state perman-
ent secretaries, while five are heads of MOE Inspectorates.
Three others have positions in a northern university as direc-
tor, dean, or department chairman, and three are principals of
secondary or post-secondary schools. Of the 31 Thai profes-
sionals trained abroad under the MTTS project, 30 remain em-
ployed in higher level managerial jobs in the MOE.

Based on the foregoing discussion and data from Table 7,
several points become clear. First, benefits were distributed
across a fairly wide spectrum of the educated and uneducated,
including disadvantaged groups such as the rural poor and
women. There also appears to be some correlation between the
size (in funds obligated) of the project/program and the vari-
ety of groups whco benefited. The Philippines Project IMPACT,
one of the smallest projects to be implemented, may have had an
impact on a single beneficiary group only--rural school
children. Meanwhile, the largest programs reviewed (in Brazil,
Colombia, Jordan, Afghanistar, and Nepal) appear to have had
the greatest number of benefiting groups. Three of these
(Jordan, Afghanistan, and Nepal) are also among the longest
lived AID-assisted education programs, with histories extending
over a 20- to 30-year period. Apparently, project/program size
and years of operation can have an effect on the number of
groups who benefit.

In addition to reported impact on students and education
professionals, there is some anecdotal evidence of impact on
host country communities. 1In Paraguay, the evaluation team
noted a continuing commitment to schools built under the
REDP. Originally, communities donated land and labor for the
schools' construction. In every case, original buildings show
evidence of regular maintenance and improvements (shrubbery,
fences, electrical wiring, sidewalks, furniture, etc) provided
by contributed local labor.
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Table 7. Groups Benefiting from AIC-Supported
Education Projects/Programs

Rural Partic-
School Rural Adminis- ipant
Country Children Adults Womcn Teachers trators Trainees

Brazil X X X X X
Colombia X X X X X
Jordan X x X X X
Afghanistan X X X X X
Nepal X X 4 X X
Korea X X X b ¢
Thailand X p 4 X
Paragquay X X X X X X
Nigeria X X X X
Ecuador X
Philippines X
Kenya X X X

Reactions to IMPACT schooling among concerned Filipino
parents have been mixed. The more common reaction was that
IMPACT served best the interests of the brightest youngsters,
who could work on their own and who were most likely to have
the self-assurance to teach their peers. IMPACT was viewed as
serving less well the interests of the average student, who, it
was felt, needed the reqular guidance of an adult teacher with-
in a conventional framework. Furthermore, whatever parental
support existed initially appears to be eroding. There has
been a precipitous decline in enrollment at the oldest experi-
mental sites. Many parents have removed tlieir children from
the schools, sending them to private institutions. According
to teachers, this has left only youngsters from the poorest
families at the IMPACT schools. There is now increasing
pressure from parents for a return to conventional schooling.

B. Impact on Institutions and Institutional Practices

In almost every case, projects/programs either estab-
lish-d, or altered in a significant way, institutions and
institutional practices. All evaluation teams reported that
established institutions are still in operation, despite what
appears in some cases to be considerable stress from surround-
ing circumstances.
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In Korea, Brazil, Colombia, Paraguay, Nigeria, and Nepal,
projects/programs helped create whole sections of government
education bureaucracies at both local and nazional levels.
Education planning, data collection and analysis, textbook
production, research, and policy formulation became significant
areas of government administratior, in large part because of
AID projects.

Until 1970, for example, Brazil had no formalized proce-
dure for education planning at either federal or state levels.
Between 1970 and 1974, under the auspices of AID assistance,
federal and state education secretariats established their
first planning units and submitted their first formal sector
plans. Planning and planning units have since become well-
established institutional mechanisms in all of Brazil's federal
and state education secretariats.

One seemingly unqualified "success story" appears to be
the firm establishment of KEDI, one of the world's largest re-
search organizations. KEDI is Korea's official national agency
for education policy and research. Following the Korear War,
the entire education system underwent a series of systematic
reforms intended to create the skilled manpower called for by
the nation's blueprint for economic recovery. As a part of
this continuing reform effort, KEDI developed a new instruc-
tional system for elementary grades, which was introduced
nationwide in 1982. To assist its efforts, KEDI has the
nation's largest repository for research information from
international sources. In addition, KEDI produces instruc-
tional programs for bcth radio and TV, and assists the MOE in
planning and determining policy. It is well supported by a
large, highly trained staff, sophisticated facilities, and a
generous budget. It may well exert more influence over the
course of ‘ower education in Korea than does any single educa-
tional institution within any other country.

In Paraguay, the Regional Education Centers are doing
well, having indeed become the model teaching and administra-
tion centers criginally planned by project designers. Their
facilities are comrrehensive. They incorporate not only pri-
mary and secondary schools, but also teacher training insti-
tutes and regional administration offices. They have the
plant, equipment, and staff to offer a wide range of non-
academic coursework, from vocational subjects to such enrich-
ment subjects as photography, arts and crafts, and dancing.

In addition, they provide in-service training for teachers
and administrators; serve as liaison between teachers' groups,
research organizations, and government agencies; and provide an
array of consultant expertise to assist local education offices
in all regions. Constructed schools are being fully utilized
by two shifts of students (average class size: 40) during the
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day, and adult literacy classes at night. Staff and communi-
ties have made improvements in all the schools, from adding
furniture and playground equipment, to building on to an exist-
ing plant and installing a water pump.

Elsewhere, established institutions continue to function,
despite very limited resources and other related sector prob-
lems. In Nepal, the Educational Materials Organization, estab-
lished under the Education Development Project to produce
instructional materials, is now the Curriculum, Textbook,
and Supervision Development Center of the MOE. This Center
and another successor organization, Janak Education Materials
Center, are responsible for preparing and distributing instruc-
tional materials for Nepal's schools. Together, they have
successfully established a functioning system for textbook
writing, production, and distribution. Part of the success,
however, is due to continuing support from UNICEF, which pro-
vides the paper necessary for printing texts in sufficient num-
bers. Without that support, it is doubtful that either organi-
zation could afford to produce books in such quantities and/or
to continue distributing them free of charge to younger
students.

In some countries, education system infrastructures were
also strengthened by the creation of semi-autonomous, univer-
sity-affiliated, and/or wholly private agencies that do re-
search, recommend policy, teach, and produce a wide range of
teaching/learning materials.

In Nigeria the semi-autonomous Institute of Education was
established to develop curricula, teaching materials, and
teaching techniques and to do research. After the Civil War
and the division of the North into six states, the Institute
assumed the added responsibility of forging a regional con-
sensus on examinations and curricula in teacher training. It
has done this job remarkably well, despite the strong centri-
fugal forces of its social milieu.

One objective of the Institute was to improve the guality
of teacher education and, ultimately, the quality of teachers'
classroom performance. Since the adoption of universal primary
education in 1976 and the inevitable pressures to turn out more
teachers, this emphasis on gquality has been replaced by one on
guantity. Increases in the numbers of teacher training cellege
graduates have been followed by a decline in certification
examination pass rates. Other factors, such as automatic
promotions, the lack of incentives, and low salaries, also
detract from the emphasis on gquality. Despite these problems,
the Institute has continued the curriculum reform effort begun
under the NNTEP, and is about to publish revised teaching
materials first written under project auspices 12 years ago.



The Institute of Education is today a major influential
force in teacher education. As teacher training colleges grow
in numbers, they continue to reflect a philosophy of education
first introduced through the NNTEP and now disseminated by the
Institute.

In Thailand, MTTS programs are in great demand and provide
skills training for 30,000 students a year. Unfortunately,
current financial support is barely enough to maintain opera-
tions for so large a number. Budgetary constraints preclude
replacing aging plant and equipment, much of which has been in
constant use since 1966. Maintenance has therefore become a
chronic problem. Meanwhile, students often get insufficient
practice because costly tools and expendable materials are
either in short supply or unavailable, and classroom exposure
time has been reduced.

The Kenya CCU, while an established institution, is not
the thriving institution it was during the project. At one
time, the MOE automatically promoted any primary school teacher
who satisfactorily completed certification requirements, thus
encouraging large numbers of uncertified and minimally certi-
fied teachers to enroll in radio correspondence courses. When
the MOE rescinded this policy, enrollment plummetted from a
high of 10,000 in 1969 to 476 in 1980. Denied financial sup-
port from tuition payments and the sale of course materials,
CCU operations “<eteriorated badly. Enrolled students now com-
plain that requests for information are not answered, lessons
are not corrected and returned promptly, and tutors no longer
make visits. The impact evaluation tear: reported that many
respondents spoke of CCU as though it were defunct, not
realizing that it was still functioning.

Nevertheless, CCU has shown remarkable resiliency and an
adaptability that probably ensures its continued survival. It
has introduced courses leading toward the secondary school
certificate, prepared radio lessons and correspondence courses
for teachers of illiterate adults, and is preparing a training
program to improve teachers' classroom effectiveness and com-
mand of academic subjects. Furthermore, officials and educa-
tors alike argue that distance teaching by radio can satisfy
rising public demand for access at a time when Kenya's troubled
economy precludes increasing allocations to the education
budget.

In the Philippines, Project IMPACT successfully demon-
strated that the number of teachers and the salary costs could
be substantially reduced without loss of quality by using pro-
grammed learning materials which students could follow inde-
pendently of direct supervision. By the time of the impact
evaluation (September 198l1), there had been a 60 percent reduc-
tion in the number of teachers at IMPACT schools and a 50
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percent reduction in per-student costs. Research studies and
nationally administered achievement tests show that these
savings were achieved without loss in academic quality. The
system appears to have had the additional benefit of producing
a more self-motivated and self-assured student than would
normally be produced by traditional system.

Realized savings, however, accrue to the national Ministry
of Education and Culture (MEC), not to the local IMPACT
schools. Since the withdrawal of donor support in 1979, the
schools have had no reqular source of funding and have been
hard pressed to maintain the IMPACT Program. The result has
been a serious depletion in supplies and a deterioration in the
facilities, which are an integral part of the IMPACT approach.
This has led in turn to declining support for IMPACT schooling
among professional educators at the oldest experimental sites.
Local area teachers and administrators argue that while the
IMPACT approach has merit, it cannot be sustained without an
adequate supply of the necessary support items that distinguish
it from more conventional approaches. As long as these schools
fail to obtain more sustained financial support from the MEC,
their ability to maintain the IMPACT system will be in doubt.

Meanwhile, a plan to expand IMPACT to other schools is
temporarily stalled due to the unavailability of funds to cover
conversion costs. This current situation, however, may well
change with the infusion of a $100 million World Bank loan
intended to improve primary education throughout the Philip~-
pines. According to MEC officials, an unspecified amount will
go to IMPACT schools.

C. Curriculum Retorm

The one major area where some of the country projects/
programs proved less effective was curriculum reform. 1In
Paraguay, Nigeria, Nepal, and Afghanistan, project advisors and
counterparts introduced new teaching materials; wrote student
texts and teacher guides; created primary, secondary, and
teacher training curcicula in a wide range of subjects; and
provided the structure and substance for training teachers in
the use of nontraditional teaching techniques. In every case,
one purpose for the curricula reform was to promote a system of
learning that would be more practical, more efficient, and more
effective than the traditional system.

In Paraguay, about 10 percent of primary schools and 10
percent of secondary schools actually use their new curricula.
Elsewhere, the evidence suggests little or no utilization
either of the new curricula or the new teaching techniques. 1In
Nepal and Nigeria, the rote memorization so characteristic of.
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traditional formal schooling continues to prevail; and in
Nepal, particularly, the quality of instruction remains very
poor. In Afghanistan, indications are that Soviet advisors
have now introduced their own pedagogical notions to curriculum
development, which, in all likelihood, do not use either the
approaches or the professional expertise associated with the
U.S. project.

D. Spread Effects

In general, spread effects appear to be modest and, in
some instances, somewhat tentative. The techniques used in the
Ecuador Nonformal Education Project to teach ccmmunication
skills have spread to areas beyond the original sites within
Ecuador. Similar techniques are also being applied in Ghana,
Guatemala, Swaziland, Thailand, and Indonesia, in part because
of their success in Ecuador.

The Korean Educational Development Institute has become a
model research and data bank institute, and is visited by
professional educatcers from all over the world.

The Kenya CCU model of distance teaching has been adopted
by a number of countries in Africa and Asia and CCU staff mem-
bers regularly serve as consultants or trainers in similar
efforts in other parts of the world.

Ideas originating in Project IMPACT in the Philippines are
now being tested in Jamaica and Liberia, and may be tested in
Bangladesh.

In Thailand, the MTTS system has been incorporated into a
much larger, more inclusive Life-long Education Center (LEC)
system that goes beyond teaching employable skills to include
instruction for those wanting to pursue purely avocational or
personal enrichment interests. fTogether, these systems provide
training to 50,000 adult Thais each year.

Occasionally, project activities appeared at first to have
little potential for replication, only to become widely
accepted over a longer period of time. Home economics instruc-
tion, for example, was not readily accepted when introduced to
Jordanian schools by AID in the 1950s, yet it is now a reqular
feature of school curricula for both boys and girls.

Other innovations have had little or no spread effect.
The community college, parent-teacher associations, and (lower
school) agricultural and vocational education have either dis-
appeared or do not appear to be widely accepted. As discussed
elsewhere, curriculum reform also falls in this category.
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ideas were inconsistent with prevailing cultural perceptions.
In Jordan, for example, there was no tradition of parent par-
ticipation in decision-making processes regarding school
matters. In Nepal, the lower status of vocational education
and the close identification of academic schooling with coveted
white collar employment discourage any avid pursuit of skills
training among primary and secondary students. 2) In Nepal,
the vocational education curricula introduced by U.S. technical
advisors required equipment and materials far beyond the finan-
cial means of a poor country to support on a regular basis.

The same explanation applies to the limited spread effect of
the Paraguay and Nigeria curriculum reform efforts. While the
curricula improved efficiency, they also required an investment
in equipment, materials, and training which neither country was
willing to sustain. 3) The relatively low priority that the
national government in Jordan placed on agriculture contributed
to the failure to successfully replicate agriculture education
programs.

E. Unanticipated Impact

Impact evaluation reports mention few, but _significant,
cases of unanticipated impact. The Faculty of Education estab-

lished at Kabul University under the Elementary and Secondary
Education Project was not well-accepted by other faculties.
Its students did not enjoy the same high status and favored
access to government positions accorded to students of other
faculties. 1Isolated from the rest of the University and beset
by student unrest, the Faculty of Education was abolished
following the termination of U.S. technical and financial
assistance.

As previously discussed, CCU courses in Kenya enabled
large numbers of teachers to increase their qualifications, and
precipitated a financial crisis that forced the MOE to stop
rewarding upgraded teachers with automatic salary increases.
This abrupt change caused@ CCU enrollment to decline drastic-
ally, and greatly reduced the amount it collected in fees,
thereby crippling distance teaching operations.

F. What Fagters Explain Effectiveness and impagt

In most cases, relative impact appears to have been more
frequently a function of conditions internal to the host coun-
try rather than a function of AID or contractor performance.
Some of these conditions are discussed below.
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1. Political and Social Strife

In Nigeria, civil war and the subsequent creation of six
states in the North drastically delayed implementation and led
first to a reduction in scope and then to complete termination
of all project activities. MOE staff members were disbursed
over six state MOEs, while the Institute of Education was
forced to take on the role of a regional service organization.
The process of selecting U.S. technicians was upset, and the
number of contract staff was sharply reduced. The number of
teacher training colleges to be assisted was reduced from seven
to four. The number of U.S. teachers recruited was reduced
from 30 to 19. Since the number of U.S. technicians was
reduced, the curriculum reform effort also had to be reduced.
The civil war also led AID to shift its support away from local
institutions (such as teacher training colleges) that might
undermine the growth of national integration, thus bringing the
project to a premature ending.

The Soviet invasion of Afghanistan almost certainly cut
short any actual or potential impact the Elementary and
Secondary Education Project might have had. A good .many AID
interventions were in operation at the time of the invasion.
While this is speculation, it is entirely possible that given
time and less political turmoil, these interventions might have
had significant social, economic, and institutional impact.

2. Culture and Commitment

In one instance (Ecuador), the project was highly effec-
tive as long as it remained a relatively small, experimental
effort sustained by a capable, dedicated Ecuadorean and Uaiver-~
sity of Massachusetts staff. Once the experiment became an
expanded effort under control of the MEC, a qualitative dif-
ference occurred in the nature of the project. Original
implementors had made a deliberate effort to involve rural
Ecuadoreans (the intended beneficiaries) in all operations.
Later, under pressure from certified aduit education teachers,
provincial directors of education, and procedural reguirements
of the formal system, rural Ecuadoreans lost their participa-
tory functions, and the project gradually ceased to be one in
which intended beneficiaries took part in planning and imple-
mentation. Certified teachers were outsiders to the rural com-
munities to which they were assigned, and had neither the
personal interest nor the commitment of the local people they
had replaced. Meanwhile, control over operations passed from
the communities to provincial directors who were unfamiliar
with local conditions. Together these developments contributed
to a decline in the former high levels of enthusiasm and per-
formance,
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In addition, there was a chronic shortage of teaching
materials. While lack of resources and technical know-how were
partly to blame, inertia, poor organization, and the lower
status of nonformal education with the MEC also seriously
impaired materials production and lowered project effective-
ness. Recent inquiry, however, suggests that the Government of
Ecuador remains committed to project goals and is currently
using an alternative organizational approach to solve these
problems. With AID support, an autonomous National Institute
for Campesino Training has been formed to improve the nonformal
education offerings of ministries and private organizations.

Ir Korea, successful implementation and impact were in
part due to the traditional respect with which Koreans regard
education, along with the strong, widely held belief that
economic recovery from the Korean War depended on a well-
educated and well-trained workforce. Reconstruction of an
education system severely crippled by war became a national
priority during the 1950s as the Republic of Korea Government
set about the task of building schools, establishing institu-
tions, training teachers, and producing teaching materials. At
the same time, the country entered a period of extraordinary
economic growth which, many Korean leaders believed, could be
sustained only by effecting fundamental reforms in the way
young people were being educated. Such reforms would, if
successful, ensure a supply of the kinds of skilled manpower
necessary to fuel an expanding and increasingly complex non-
agricultural economy. The commitment to instituted reforms has
been and continues to be impressive. Throughout the 1960s and
1970s the amount spent on education varied between 18 percent
and 19 percent of the national budget. That figure is expected
to rise to 22-25 percent by 1986.

In Jordan, a strong commitment to education, reinforced by
recent historical experience, is believed to have contributed
to the successful implementation and impact of the AID
program. The Palestinians of Jordan's West Bank, long known
for their strong belief in and respect for education, were
reduced to the status of homeless refugees by the 1948 war.
Faced with the need to meet strong, politicized demands from
both East and West Bank populatiors, the Government of Jordan
shortly thereafter established a unified system of education
intended to serve the entire Kingdom. Through intervening
years of political strife, war, and social dislocation, demand
and commitment have remained high. According to some
respondents interviewed by the evaluation team, demand for
education remains high in part because of the traumatic loss of
land and property through years of conflict. Palestinians look
on education as a portable tool that cannot be taken away and
that can ensure survival when all else has been lost.
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Education is highly prized in the Philippines as well.
However, evaluation team members discovered that Filipino
parents had definite expectations about how the education
system ought to teach their young. The failure of the IMPACT
system to take firm root suggests that there is a limitation on
the degree to which a novel pedagcgy can violate these expecta-
tions. Central to these expectations was the belief in a
structured system of successive classes and grades, each
associated with corresponding levels of increasingly difficult
curricula. Also central to these expectations was the belief
that such a structured system required the presence of a
professionally trained teacher in the classroom, to provide
sustained guidance to the young as they progressed from one
grade to the next. The IMPACT approach, with its emphasis on
peer group teaching, independent study, and ungraded classes,
violated these expectations and aroused some feelings of
anxiety among parents about the adequacy of the education their
children were receiving.

3. Economic Conditions

In Brazil, inflation so undermined construction elements
of the Northeast Elementary Education Project that only 20
percent of originally planned classrooms, normal schools, and
teacher training centers were ever constructed.

In Korea, the project did not realize its objective of
demonstrated cost-effectiveness. Unforeseen increases in the
GNP allowed the Korean Government to devote more funds to edu-
cation and to pay less attention to cost factors. Gradually,
cost-effectiveness receded in importance until it ceased to be
a working objective.

In Colombia, disbursement of project funds was sharply
curtailed as part of a government effort to curb inflation.
This slowed implementation to the point that schedules could no
longer be met and an entire vocational education element of the
project had to be eliminated.

4. Financial, Structural, and Organizational Constraints

In Nepal, Nigeria, and Paraguay, the relative ineffective-
ness of curriculum reform can be traced to a number of causes,
one of which was simply the fact that necessary materials and
equipment were never available in sufficient quantities.,
Inevitably, curriculum reform involved increased and improved
teaching aids, which neither the projects nor the host govern-
ments were prepared to supply in the amounts or for the lengths
of time reguired.
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In all three countries, teachers were very poorly paid and
were offered no incentives for the additional skill, imagina-
tion, and work required by the new curricula and teaching tech-
niques. In Paraguay, teacher salaries are below those of
urckilled laborers. The evaluation team discovered that
Paraguayan communities often supplement their teachers' sal-
aries to provide them with a living wage. The team strongly
argues in its report that unless the Government of Paraguay
raises teachers' salaries, the country will experience a con-
tinuing severe shortage of education professionals, as increas-
ing numbers of them move out of the teaching profession.

In Nepal and Nigeria, automatic promotions, heavy pressure
to pass students, widespread cheating on examinations, and the
practice of patronage probably also undermined any teacher
motivation to change classroom behavior.

5. Agency/Contractor Performance and Cultural Knowledge

In Afghanistan, AID and contractor performance (along with
internal conditions) lowered the effectiveness of some subproj-
ects. Deteriorating relations between AID and the contractor
(Teacher's College, Columbia University) led AID/Washington to
reduce project funding. Budget cuts were so severe as to force
a premature end to some activities (Math/Science Lycee Sub-
project) and a slow-down of operations in others (Primary
Curriculum and Textbook Subproject). Furthermore, though
advisors made strenuous efforts to implement activities in a
timely fashion, their numbers were often too few and their
comprehension of the cultural setting too meager for so complex
and difficult a task.

ITI. CONCLUSIONS

The impact of AID education projects and programs over the
past 30 years has been profound and widespread. 1Institutions
established with help from AID have proved remarkably durable.
Most continue to function; a few have become influential
sources of leadership in the field of education. AID's edu-
caticn sector activities have provided higher education to
thousands, many of whom are now policy-makers at national and
regional levels, both in education and in other fields. AID
has also been instrumental in extending access to education to
areas whose remoteness and poverty would otherwise have been a
barrier to participation in national development.

The general research literature on educational development
indicates that improved educational services contribute to
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reducing the birthrate, improving health practices, increasing
agricultural productivity, and changing individual and group
attitudes about self-direction.

This series of studies has provided illustrations of these
accomplishments. While these 12 studies do not provide a bal-
anced picture of AID's contribution to world educational devel-
opment, they are suggestive of the wide variety in the forms of
assistance AID has provided to help solve education problems.

This section of the review of education sector impact
evaluations discusses the broader le-sons learned from the
series of studies. Some of these lessons are mentioned
repeatedly in the evaluation team reports. They are supported
by the observations on limitations to project effectiveness and
on the nature of project impacts reviewed in Section II. This
section also identifies unresnlved issues on which the studies
offer suggestive evidence but no clear conclusions.

A. Lessons Learned

l. The enduring effects of an education project cannot be
determined until a number of years have elapsed after the proj-
ect has been launched.

Development of a country's human resources is a process
that takes a number of years from the time resources are made
available to the time trained people are ready to use their
knowledge and skills. Education projects often involve build-
ing buildings, providing commodities, or supplying technical
assistance for educational innovations. A number of the proj-
ects studied demonstrate that there is no simple relationship
between the numbers of buildings or technicians provided and
the durability of the educational programs that receive assist-
ance. Not meeting initial goals is not a measure of failure,
although it may appear to be during the project's lifetime.
These studies show that certain elements of a project may con-
tinue long after donor withdrawal and appear--in retrospect--to
be well-established, despite apparent shortcomings in project
execution,

2. AID education programs and grojects made an_important
contribution to increasing and equalizing access to educational

services,

AID has contributed substantially to building and supply-
ing schools in rural areas and to increasing educational serv-
ices for adults and young people in remote localities. AID
education projects increased opportunities for girls and women
to enter school or to make up for limited schooling through
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nonformal programs. Some of these projects made up for the
present population's educational deficits through nonformal
education programs. Others assured more equitable education
for future generations by extending the formal school system
into isclated areas and opening it to women.

3. AID has had considerable success in training educa-
tional professionals and supporting educaticnal institu:ions in
developing countries. 1Its contributions to teacher training
have »Deen most successful in places where job and career
advancement opportunities and salary incentives supported
training efforts.

Teachers and professional educators are most likely to
take appropriate positions in the field of education when the
salary structure and career ladder offer good incentives,
compared to those in other sectors.

In countries where salary and working conditions for
teachers are poor, on the other hand, it is impossible to
guarantee an adequate supply of trained teachers, no matter how
good the training prcgram. These studies demonstrate the need
to consider working conditions and incentives, as well as the
quality of training provided, in planning training programs to
increase the number of qualified teachers.

4, Careful prefeasibility studies and serious collabora-
tive planning with recipient communities are essential to the
success of projects that introduce innovative teaching methods
and curricula, especially in remote areas.

Curriculum reform, innovative teaching techniques that
promise cost savings per student, or expansion of services to
remote are.3 sometimes hold far more appeal for central gov :rn-
ment officials than they do for the prospective beneficiar.es,
yet their success depends on local communities’ acceptance and
willing involvement. Prefeasibility studies need to address
the following issues:

-- Local attitides toward schools and schooling, and the
potential sources of local support for a proposed
project

~- Cultural concepts of the teacher's and student's roles
in the classroom

-- The preparation time teachers need for using the
current program and for the proposed innovations

-- Logistic problems in ensuring a reliable supply of
required texts and educational support materials
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Several reports point out the importance of "selling" the
project to th2 various groups, from government officials to
local recipients whose support is required, and the need for
interactive collaboration at all levels during project execu-
tion. Continuity of staff and management on the donor side,
from planning and design through the implementation period,
contributes to the effectiveness of this process.

5. To ensure continuity of education proqrams AID must
not only introduce cost-effective reforms but must determine
how current costs are apportioned between central and regional
governments and local entities who will bear recurrent costs,
whether these costs are reasonable in light of the resources

available, and what will motivate payment of maintenance
expenses.

AID has proved it can design appropriate cost-effective
educat:ional programs for developing nations, but these often
involve trade-off: in spending. Savings on teachers' salaries,
for example, may need to be redirected toward production of
self-instructional materials to achieve the planned results.

Recurrent costs sometimes fall on local communities, not
on the central education budget. If savings go to one account
and maintenance is paid from another, there is increased risk
that the program will deteriorate after project support ceases.
If maiptenance costs are usually paid by localities rather than
by the central government, official assurances that the host
country will pick up recurrent costs should be weiched against
the incentives communities will have to continue this support.
Even if the central government assumes replacement and mainten-
ance costs, AID should consider what the pressures will be to
sustain or to abandon on-going support.

6. Education planners need to examine the wider economic
context into which a project fits to determine how it will

respond to workforce needs and how it will advance econumic
growth of the area.

The capacity of the host country to absorb the products of
an education program--school graduates, newly trained profes-
sionals, teachers, craftspeople, or the like--into the national
or regional economy is a crucial factor in determining whether
that program will contribute to economic growth and develop-
ment. Employment opportunities for graduates, in turn, depend
on the present and projected economic development of public and
private sectors within the country and the workforce needs and
economic growth of the wider region, as well. Educational
planning thus needs to be tied to broader economic analysis.

7. Good coordination among the host country officials,
the AID mission, the host country sponsoring institutions, and

the AID contractor is an important factor in project success.
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This observation is not unique to education sector proj-
ects. Nevertheless, several evaluation reports point out prob-
lems that arose because of conflicting task assignments and
poor communication between the various parties involved in an
education project.

This series of evaluations also raises some important
issues that cannot be resolved on the basis of these studies
alone. The evidence from such a small sample is sometimes
mixed, sometimes lacking, and not unbiased. The examples these
studies furnish suggest that further investigation of the
following issues is needed.

1. There is often pressure to expand the school system in
developing countries, even if it mcans jroviding education of
poorer quality. The question of how to. balance such demands
with maintenance of acceptable quality in education is unre-
solved. AID has attempted to meet the problem by supporting
teacher training and by advocating curriculum reform and the
use of innovative or technologically advanced teaching
methods. According to the findings of these studies, none of
these approaches has had unblemished success. These
evaluations give no clear indication of how or to what extent
quality education can be promoted in an expanding system.

2. This series of evaluations included only two examples
of nonformal education projects. Both were judged remarkably
successful, but in fact only one was actually designed by AID.
A more representative study of AID's record in nonformal educa-
tion projects is needed to supplement the observations of these
reports concerning the impact of AID efforts in nonformal edu-
cation.

3. These studies show a generally poor performance in
vocational, technical, and agricultural education projects,
with one notable exception. Much of this was due to the fact
that most of the programs examined gave inadequate training for
job preparation and usually offered it to students who aspired
to other types of careers. Further studies of work-oriented
education programs should be made to see if this is a general
pattern or not, to examine other successful and unsuccessful
programs, and to identify variables that bear con the effective-
ness of work-oriented education projects.

4. The evaluations, by their scope and nature, only
examined the effects of AID programs on educational institu-
tions in the host countries that received some direct assist-
ance; they did not study other already-established educational
institutions in those countries that were not recipients of AID
support. The indirect impact of AID education assistance on
the entire range of educational institutions and on educational
planning in developing nations iz a matter for further
investigation.
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5. Although all of the projects evaluated were at least
partially successful, it can be argued that the sample was
biased in favor of successful projects. There is a positive
aspect to such a bias-~the studies offer models on which to
base future planning--but they cannot be considered representa-
tive. General assessment of the degree of AID's success in
educationel interventions in developing nations is a topic for
further study.

B. Policy Implications and Recommendations for AID

1. Education interventions take a long time to produce
results in comparison with other types of development projects.
To achieve enduring and pervasive impact they require a sub-
stantial commitment of resources over a long period of time.
This suggests that AID should be prepared to make a long-term
commitment of resources in areas in which it hopes to have
serious impact. It should anticipate having only limited
impact in countries in which its efforts are more restricted.
As a first step, AID should formulate a long~range plan to
serve as a blueprint for its continued involvement in the
sector.

2. Education projects operate og the social and human
resources of a country or locality--the changes they bring are
ultimately social changes. Because of this, careful considera-
tion must be given to host country policy and institutional,
cultural, and socioeconomic constraints during the initial
phases of project identification and design. Intended inter-
ventions must be designed to circumvent the limitations of host
county financial and political resources and to accommodate its
cultural realities.

3. This sector review, based on a small set of impact
evaluations, provides illustrative examples of AID' S perform—
ance in education and insights about the reasons for persis-
tence or dissipation of project accomplishments. A comprehen-
sive and systematic examination of AID involvement in education
would provide a more representative review of the Agency's
record in the sector and would be a valuable tool for determin-

ing policy.
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Country: Brazil

Project Titles: Education Sector Loan I (ESL I); Education
Sector Loan II (ESL II)

Project Numbers: 512-L-078 (ESL I); 512-L-081 (ESL II)

Project Purpose:

To expand facilities for and introduce qualitative
improvements in Brazil's entire secondary education system
(ESL I); to continue efforts begun under ESL I (ESL II)

Project Implementation:

1969-1974 (ESL I); 1971-1975 (ESL II)

Project Funding:

$32 million (ESL I); $50 million (ESL II)

Accomplishments:

ESL I: 8,633 teachers and administrators trained in Brazil
and the United States; 204 secondary schools constructed
and equipped, providing places for 163,200 students

ESL II: 47,226 teachers and administrators trained in

Brazil and the United States; 64 multipurpose schools
constructed and equipped; 12 regional administrative
offices established; over 700,000 books and manuals printed



Brazil (continued)

Project Summary

U.S. involvement in Brazil's education sector was a large
($ 132.5 million) and wide-ranging effort that began in the
mid-1950s and lasted for 20 years. Despite very rapid economic
growth during that pericd, the education sector remained un- A
developed, with educaticnal services concentrated largely in
urban areas and in the wealthier southeast region of the coun-
try. The regional disparities were particularly striking: 1In
1962, the primary school enrollment ratio was 42 percent in the
northeast and 76 percent in the southeast; the 4th grade com-~
pletion rate was 3 per 1,000 in the northeast and 35 per 1,000
in the southeast. Rural schools were in such short supply
throughout Brazil that children wanting to continue beyond
primary grades had to travel to urban areas. Schools were run
in two or more shifts, and were poorly equipped and staffed.
Following the typical classical emphasis on arts/humanities,
the curricula were often divorced from the needs of the 75
percent of rural youngsters who would not go beyond the fourth
grade. Alongside the widespread shortage of trained teachers
was a shortage across the entire range of skills (administra-
tion, planning, curriculum testing/revision' -ecessary for a
well-structured education system.

The U.S. program was designed to assist Brazilian states
to correct these problems. Major projects were the Program of
American Assistance in Elementary Education, Northeast Elemen-
tary Education Project, Educational Administration and Planning
at the Primary Level, Secondary Educational Planning and Admin-
istration, Education Sector Loans I and II, and Program for the
Expansion and Improvement of Secondary Education. Activities
included school constuction, training in planning and adminis-
tration at national and state levels, establishment of planning
units in state secretariats, establishment of teacher training
institutions, materials production for classroom use and
teacher training, revision of elementary and secondary cur-
ricula, production of radio and TV programs, and the publica-
tion and printing of school texts.



1.

2.

5.
6.

Country: Colombia

Project Titles:

Education Sector Loans (ESL) I, II, III, IV, V

Project Numbers:

514-L-054 (ESL I)
514-L-059 (ESL II)
514-L-065 (ESL III)
514-L-066 (ESL IV)
514-L-073 (ESL V)

Project Purpose:

Expand capability through participant training; provide
individual financial credit; expand and improve post-
sacondary technical education facilities; improve teacher
education programs; expand and improve a system of second-
ary education; expand and improve primary education,
particularly in rural areas; strengthen administration,
planning, management, and research capabilities at all
levels of the sector

Project Implementation: 1969-1976

Project Funding: $75.5 millicn

Accomplishments:

7,000 classrooms constructed; 10 secondary schools
equipped; other schools repaired and updated; 30 secondary
schools outfitted with laboratories and libraries; 5 indus-
trial schools equipped with workshops; 15 service centers
constructed; facilities of 30 no al schools upgraded; 400
ETV sets and 360,000 workbooks pr .vided for primary
schools; almost 90,000 teachers, professors, and officials
trained; facilities and services at faculties of education
improved; MOE offices equipped and provided with technical
assistance; reform plan developed for administering second-
ary education; new curricula established for secondary
education; plan initiated for technical education, research
on innovations; National University development plan imple-
mented; training capability at M.A. and Ph.D levels expand-
ed; loans provided for 2,324 students in faculties of edu-
cation; financing provided for graduates doing research in
education projects

5



Colombia (continued)

Project Summary

While the United States had been contributing funds and
technical expertise to Colombia's education sector since the
early 1960s, its first major aid program began in 1969 with the
start of the first of five sector loans worth $75.5 million.
These lcans were designed to assist the Colombian Government in
its concerted, large-scale effort to improve access, efficien-
cy, quality, and management at all levels of the formal educa-
tion system. These loans made possible many wide-ranging
activities, including a school construction program for rural
areas; pre- and in-service teacher training programs; improved
comprehensive facilities and service at the university level;
an expanded student loan program; improved institutional capa-
bilities in admiaistration, planning, and research; improved
curricula and supplies of texts and equipment at the secondary
level; an expanded textbook distribution system; construction
and/or repair of secondary schools, libraries, and junior col-
leges; and improved plans and equipment for polytechnical
institutions, laboratories, and industrial school workshops.
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Country: Jordan

AlID-supported Education Projects, 1952-1982:

Project Title

Technical Assistance Supporting Activity
Agricultural Education

Field Project Assistance

Commercial Departments

Supplemental English Library

Teacher Education

Industrial Education

Khadcuri Agricultural School

Bedouin Education

Expanded Educational Facilities

Human Research and Development Education
Bir Zeit College

Arab Development Society

Construction and Equipment, Schools
Construction and Equipment, Teachers Colleges
Rural Training Centers

Agricultural Education

Demonstration Laboratory Facilities
Agricultural Extension Department
Agricultural Research and Development
Agricultural Research Facilities
Vocational Secondary Schools

Development Administrative Training
Faculty of Agriculture (University of Jordan)
School Construction I

Development Administration Training II
School Construction II

Vocational Training

Village Development I¥*

Village Development II¥*

Village Development III*

Sector Areas of Emphasis:

Teacher training, agriculture education, vocational
training, participant training, school construction

Project
Numbex

2780000
2780001
2780004
2780010
2780026
2780051
2780057
2780063
2780074
2780092
2780111
2780122
2780900
2780905
2780906
2780907
2780040
2780041
2780042
2780081
2780089
2780142
2780146
2780178
2780190
2780214
2780232
2780238
2780183
2780205
2780221

* Village development projects were not education projects

per se but are included here because they contain major school
building components which the project evaluations showed to be
among the critical components of the village development
program in the Jordan Valley.



Jordan (continued)

4.

Project Funding:

Approximately $25-30 million (for all above projects)

Accomplishments:

a.

Teacher training: Five teacher . ~ining institutes

built and/or equipped; technical assistance provided
for teacher training programs

School construction: Three demonstration schools built

and/or equipped and provided with technical assistance;
over 1,400 class:ooms constructed

Vocational training: Two trade schools constructed and

equipped; 32 secondary schools equipped and provided
with technical assistance and/or equipmer.:

Agriculture training: Four agriculture schools

constructed, equipped, and provided with technical
assistance; training in research, teaching, and exten-
sion provided; technical assistance and commodities
provided for the Faculty of Agriculture, University of
Jordan

Participant training: Participant training provided in

U.S. and third countries for participants

Host Country Exchange Rate:

U.S.$2.80 = 1 Jordanian Dinar (for 1950-1972)



Jordan {ceontinued)

Project Summary

When Jordan became independent of Great Britain in 1946,
its education system was relatively small and underdeveloped.
During the following decades of social upheaval, war, and
repeated inflows of refugees, there was a rapid increase in the
demand for social services of all kinds, including education.
Following the 1949 war with Israel, the West Bank area of
Palestine was joined with the East Bank area of Trans-Jordan,
and the flow of refugees from the occupied areas increased the
population of Jordan threefold.

At that time, Jordan had no system of higher education, no
teacher training institute, only a few small trade training
schools, and very limited educational opportunities for girls
beyond the primary grades. The Ministry of Education had
little administrative and planning capacity, few education
specialists, too few qualified teachers, and too few schools at
all levels. Jordan's economy was clearly inadequate for the
burdens placed upon it, and it was obvious to all that external
resources were required to support the existing system to meet
the growing demand for services and to provide for expansion
and upgrading at all levels--particularly for higher level
vocational, technical, and teacher training.

By 1952, AID and its predecessor agencies had become
Jordan's main bilateral source of assistance to education.
Since that time, AID has funded more than 30 projects directly
related to education, including technical advice, support for
school construction, training opportunities in the United
States and other countries, and equipment.

In the early years, U.S. bilateral aid support for
Jordanian education stressed five themes: (1) teacher train-
ing, (2) agricultural education, (3) vocational/technical
training, (4) preparation of national leadership, and (5) the
expansion of education facilities in rural areas. AID also
sought to encourage audiovisual techniques, home economics,
radio and TV education, and school-community relations. Since
the early 1970s, AID's activities have focused primarily on
developing administrative training, improving university
faculty, and supporting school construction.
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10.

Country: Nepal

USAID Primary Education Projects (or Projects Which Had
Primary Education Components) and Project Numbers:

Project Title Project Number
Educational Activities 67-67-907
Teacher Training and Related Activities 67-66-908
Education Development 367-67-013
Education and Training 367-67-018
Primary Education 11-640-059
Teacher Training/Higher Education 11-660-061
Education Materials Development 11-690-063
Primary and Teacher Training 11-640-093
Teacher and Technical Education 11-650-060
Teachers and Materials Utilization and

Development 11-690-228

Goal of Projects: Develop a system of primary egucation

First Project Began: March 1954

Last Project Began: June 1975

Amount:

$9,112,600 (for primary education only out of a total of
$16,617,000 for above projects)

Government Sponsor: Ministry of Education

Achievements: 1951 1975
Number of Schools 321 8,708
Number of Students 8,505 401,035
Percentage of Female Students 1 17.3
Students as Percentage of

Relevant Age Group 0.9 59.0
Number of Teachers 640 17,728
Number of Trained Teachers 20 (est.) 7,287
Literacy Rate 2% 17%

Estimated Number of Beneficiaries:

2,151,240 (primary level students who attended school
between 1954-1975)

Cost to AID per Beneficiary:

$4.24 = Amount ($9,112,500) -+ Number of Beneficiaries
(2,151, 240)



Nepal (continued)

11.

Host Country Exchange Rate at Time of Project:

U.S.$1 = RS11.95

i\
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Nepal (continued)

Project Summary

Until 1951, Nepal had no formal education system to speak
of. 1In 1954, following government publication of a policy
report for estahlishing a comprehensive education system, AID
began initiation of sector-wide programs that, by 1975, encom-
passed teacher training for primary, secondary, and vocational
education. Projects included educational activities; teacher
training and related activities; education development; educa-
tion and training; primary education; teacher training/higher
education; educational materials development; primary and
teacher training; teacher and technical education; and teachers
and materials utilization and development. Under contracts
mainly with the University of QOregon and Southern Illinois
University, new curricula were developed for primary and voca-
tional secondary schools; teacher training facilities, the
College of Education, and the National Vocatiocnal Training
Center were constructed and equipped; and training programs
were begqun for teachers in primary, secondary, and vocational
schools. Finally, an institutional capability to prepare,
write, produce, and distribute instructional materials for all
levels of eaucation was established within the MOE.
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Courtry: Afghanistan

Project Title:

Elementary and Secondary Education Project

Project Numker: 306-11-690-091

Project Dates: 1954-1977

Major Subproijects and Dates:

Subproiject Title

Primary Teacher Education

Emergency Teacher Education

Secondary Tracher Education

English Language Program

Math/Science Lycee Subproject

Primary Curriculum and Textbook Subproject

AID Project Funding: $14,173,792

Contractor:

Date

1654-1967
1962-1967
1962-1971
1956-1971
1964-1968
1966-1977

Teachers College, Columbia University, New York, New York
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Afghanistan (continued)

Project Summary

The Elementary and Seconda:y Education Project was initi-
ated in 1954 under a contract with Teach=rs College, Columbia
University (TCCU) at the request of tn: jovernment following a
UNESCO study emphasizing the need for teacher *raining to im-
prove the country's education system. Up to that time, the
government had made little effort to establish continuous,
country-wide schooling for Afghan children. The education
system as a whole was rudimentary and poorly differentiated;
there was little expertise in planning or management. Facili-
ties, teachers, and texts were few and far between. Primary
school enrollment and literacy were less than 10 percent, and
girls typically did not attend school at all. In keeping with
the original emphasis on teacher training, the project first
established the Institute of Education to coordinate teacher
education activities, and to strengthen the institutional cap-~
ability of teacher training facilities throughout the country.
Over time, however, this emphasis was considerably diminished,
as the project grew to incorporate quite distinct subprojects,
proposed by USAID/Kabul or Afghan officials to meet otler
sector needs.

Lasting from 1954 to 1977, the project included Primary
Teacher Education, Emergency Teacher Education, Secondary
Teacher Education, English Language Program, Math/Science Lycee
Subprojects, and Primary Curriculum and Textbook Subproject.
Besides establishing the Institute of Education, TCCU staff
develped curricula, compiled and translated professional texts,
established laboratory schools, and provided in-service train-
ing at techer training institutes throughout Afghanistan. TCCU
also conducted crash training programs to meet the immediate
shortage of primary school teachers; helped establish the
Faculty of Education, University of Kabul; and provided irain-
ing, equipped laboratories, and prepared texts for secondary
school teachers of English, mathematics, and science. Finally,
TCCU developed a primary school curriculum structure--a huge
task that involved producing and printing texts and teacher
gu’.Jes, writing curricula, establishing an MOE agency to over-
see textbook development, conducting workshops to teach utili-
zation of the new materials, and instituting a process for
distributing texts throughout the country.
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Country: Korea

Project Title: Elementary-Middle School Pilot Project

Project Number: 489-H-085

Project Implementation:

a. Project Authorized - 4/13/72
b. Final Ooligation - 9/13/72
¢c. Final Input Delivery - 8/31/77

Project Completion~-Final Disbursement: FY 1980

Project Funding:

a. AID Total $ 7.4 million
b. Other Donor .4 million
c. Host Country 13.3 million

Total $21.1 million

Mode of Implementation:

a. A Loan Agreement between AID and the Korean Govern-
ment's Economic Planning Board; implementation by the
Korean Educational Development Institute

b. AID-financed host country contracts

Evaluations:

a. Periodic regular evaluations. (Only the final evalua-
tion could be located; however, it suggests that at
least one previous evaluation was conducted.)

b. A comprehensive evaluation in 1979

Host Country Exchange Rate:

a. Name of Currency: Won (W)
b. Exchange Rate at Time of Project: U.S.$1.00 = 484w
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Korea (continued)

Project Summary

At the end of the Korean War (1953), rebuilding the
country's education system became a national priority.

Tremendous efforts were made to rebuild schools and train-
ing institutions, to train teachers, to produce teaching mater-
ials, and to increase enrollment. 1In order to find solutions
to the discontinuities that subsequently emerged, the Korean
Government and AID agreed in 1970 tc have Florida State Univer-
sity study the country's education system and make recommenda-
tions for improvement.

One result of that study was the creation of a new
elementary/middle school system that emphasized a more rigorous
orientation to the world of work. A second result of that
study was the creation of the Korean Educational Development
Institute (KEDI) to plan and orchestrate a total reform program
for Korea's formal education system. The objective was to
institute reforms that would engender greater efficiency and
more responsiveness to .nanpower needs of an increasingly
complex economy. The reforms focused on a new instructional
system designed to take into consideration individual needs and
abilities, a comprehensive school management system, incorpora-
tion of instructional radio/TV into the curricula, and regular
evaluation of student progress and the effectiveness of the in-
structional system. Through application of the reforms at
first to a limited number of schools, and later to Korea's
entire education system, KEDI became a strongly established
institution in its own right.

\\
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Country: Thailand

Project Title: Mobile Trade Training Schools (MTTS)

Project Number: 493-11-640-162

Project Implementation:

Start: 1966
Completion: 1972

Project Funding:

AID: $7,296,000

Project Purpose:

To provide short-term occupational skills training to
people with a minimum of four years of formal education,
and little or no opportunity to continue in formal
education.

Accomplishments:

54 mobile trade training units started; S5 regional
polytechnic schools started; 80,000 students enrolled
during life of project; MTTS system has evolved to a more
comprehensive nonformal education system now serving
approximately 45,000 students annually in all major geo-
graphic regions of Thailand, with over 50 percent of facil-
ities located in the North and Northeast, where the highest
concentrations of the rural poor live
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Thailand (continued)

Project Summary

During the 1960s, the rural population was about 90
percent of the total population. Most rural people attended
primary school, but very few actually completed the primary
cycle. Formal education services were concentrated in urban
areas and in the South, particularly around Bangkok. Education
was heavily academic to meet the needs of an urban pcpulation
intent on pursuing higher level training or white-collar em-
ployment. The Royal Thai Government (RTG) was acutely sensi-
tive to the rneed to broaden access--at a time of fast econonric
growth--to meet the practical needs of a large rural, un-
trained, out-of-school population. The RTG was 2150 sensitive
to the need to correct the regional imbalance in access between
the South on the one hand, and the North and Northeast on the
other. Under a new policy to extend opportunities for practi-
cal skills training to rural people seeking gainful employment,
the RTG and AID launched an ambitious program, one component of
which was the MTTS Project.

Mobile Trade Training Schools consisting of both fixed and
mobile vocational training facilities were established in rural
areas throughout Thailand, though concentrated in the
relatively poorer North and Northeast regions. Dressmaking,
TV/radio repair, welding, electrical wiring/installations,
bookkeeping, automechanics, and hair dressing were some of the
many courses these schools offered. Regional polytechnics
trained MTTS instructors and provided maintenance and repair
services for MTTS equipment.

9
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Country: Paraguay

Project Title and Number:

Rural Education Development Project (5260(95)

Project Purpose:

Improve quality and access of the Paraguayan public school
system at both primary and secondary levels; improve qual-
ity of teacher training; provide training for other educa-
tors; assist in reorganization of the MOE

Project Implementation: 1970-1976

Project Funding: $4.5 million

Accomplishments:

Two Regional Education Centers built and equipped; 32
primary schools built and equipped; Superior Institute of
Education built and equipped; technical assistance provided
to the MOE for revision of curricula at primary and second-
ary levels; 2,250 teachers and administrators trained in
using the new curricula; 3-day orientation course in new
curricula provided for 4,500 teachers and administrators
and 1,200 community leaders; 470,000 books printed, based
on the new curricula
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Paraguay (continued)

Project Summary

The Rural Education Development Project (REDP) of 1970-
1975 was a continuation of a long tradition of AID assistance
to Paragquay's education sector that began in 1945. Despite
impressive quantitative gains, many disturbing problems had
continued unsolved. 1In 1970 less than 25 percent of those who
entered, finished primary school.

Even today, the majority of primary school students do not
go beyond the third grade. The curricula emphasize the human-
ities, in preparation for university entrance, despite the fact
that only 1.6 percent of the country's student population com-
pletes education to that point. Rote learning remains the pre-
vailing learning technique. The higher concentration of
schools in urban areas and the long distances between rural
schools make for inequitable access. Teachers are poorly
trained, poorly paid, and in very short supply. Ciassrooms are
often overcrowded, underequipped, and lacking in basic texts
and instructional materials. 1In an cffort to make schooling
more available and more efficient for the rural student, the
REDP initiated a number of activities. Schools were con-
structed in rural areas. Curricula were revised to make them
more responsive to the learning needs of rural youngsters,
while a related effort to institute a textbook production/
distribution system was begun within the MOE. With technical
assistance from the University of New Mexico, the MOE also
restructured its educational administration system, devolving
responsibilities to Regional Education Centers and established
an Educational Planning Office with legal responsibility for
the administrative reorgqganization. Finally, Regional Education
Centers were increased in number, equipped, and staffed to take
on decentralized administrative functions from the MOE to
provide pre- and in-service teacher training, and to teach the
new curricula within their own primary and secondary schools.
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Country: Nigeria
Project Title:

Northern Nigeria Teacher Education Project

Project Number: 620-51-640-710

Project Starting Date: January 1, 1967

Projiect Completion Date: December 31, 1969

Project Expenditures: (Final Audit Report, March 13, 1972)

Dollars Percentage

a. U.S. Personnel Costs 1,861,000 68
b. TLocal and Third Country

Nationals Personnel Costs 88,000 3
c. Participants 91,000 3
d. Commodities 197,000 7
e. Other Costs

Direct AID 130,000

Contracts 356,000 486,000 18

2,723,000 99

An additional 518,479 from the local currency trust fund to
cover publication costs (equal to about $52,000)

Combined AID-Ford Foundation dollar expenditures of
$5,358,000, 51 percent by AID, 49 percent by Ford

U.S. Contractor: University of Wisconsin

Project History:

1962 Contract with University of Wisconsin to review
and make recommendations on the expansion of
primary education in Northern Nigeria, with
special emphasis on physical facilities

1962 Second contract with the University of
Wisconsin to prepare a proposal for further
development of primary and teacher education in
the North

1965-1966 First two calendar years of NNTEP supported by
the Ford Foundation

1965 Contract with University of Wisconsin to
prepare a proposal for continuation of NNTEP
under AID auspices
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1967-1968 Second two calendar years of NNTEP supported by
AID, with supplementary funding from the Ford
Foundation

1969 One-year extension of project support by AID:;
Project further extended to February 23, 1970
for administrative reasons only
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Nigéria (continued)

Project Summary

Nigeria is characterized by sharp regional, linguistic,
religious, political, and economic differences. These differ-
ences were further sharpened by differing colonial experiences
under British rule. Unlike the South, Northern Nigeria was
indirectly administered through Muslim emirs, with little
interference from British authorities. While increasing num-
bers of Nigerians in the South were being exposed to Western
influences through Western education, conservative Islamic
forces continued strongly resistant to similar influences in
the North. By the time Nigeria became independent in 1960, a
severe regional imbalance had developed within the education
sector. The North had one-half the nation's total population,
but only one-tenth its student population, and had a primary
school enrollment ratio of 10 percent (while the South's ratio
was 75 percent). Both the Federal Government and the Northern
Nigeria provincial government recognized the pressing need to
expand access to formal education in the North. Successful
expansion, however, depended in part on the utilization of
existing teachers, and increasing the availability of satisfac-
tory teacher training programs.

NNTEP was designed to help the provincial MOE improve the
efficiency and quality of primary school teachers, and to
strengthen those institutions responsible for teacher training.
MOE modified teacher training colleges' (TTC) course content
and instructional materials, building into them major innova-
tions (such as team teaching and curriculum evaluation). Tech-
nical advisors also assisted the MOE and the Institute of Edu-
cation to improve upon existing capabilities for inspection,
research, in-service training, and the development of teaching
materials. Additional TTCs were either constructed or expanded
and their teaching staffs strengthened by technical advisors
and training.

do
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Country: Ecuador

Project Title: Community Education/Nonformal Education

Initial Contract: January 1, 1972

Closing Date: June 30, 1976

Grant Numbers:

a. 518-11-690-075.2 (until June 30, 1974)
b. 518-11-690-075.4 (July 1974 through June 1976)

Contracting Party:

Center For International Education
University of Massachusetts, Amherst

USAID/Ecuador

Grant Amount:

a. Through June 30, 1973 $417,000
b. Through FY 1973 $736,000
c. Life of Project $1,143,000

Goals and Targets:

Goal A: lncrease educational opportunities for those
who do not have adequate access to the formal
system of schooling

Output Teachers and local leaders prepared and moti-
Target 1: vated to provide basic education to community

members in such areas as agriculture, health,
nutrition, literacy, home arts, and other
related fields

Output Individuals who are motivated to learn through

Target 2: self-initiated study after a period of train-
ing is completed

Goal B: More effective methods and materials for aid-
ing individuals outside the regular school
system

Qutput Develop and implement technical and experimen-

Target 1: tal education demonstrations with the assist-

ance of teachers and other community groups

fi
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Ecuador (continued)

OQutput
Tarqet 2:

Output
Tarqet 3:

Output
Tarqget 4:

Test and evaluate the technical and educa-
tional materials and methods developed under
Target 1

Make available to the Ministry of Education
and other institutions full information on the
most efficient and effective systems developed
and evaluated under this project

Dissemination of the more successful systems
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Ecuador (continued)

Project Sumnary

The Nonformal Education Project began as an experiment run
by t“e University of Massachusetts Center fcr International
Edvcation (UMass/CIE) to effect behavioral and attitudinal
changes among rural Ecuadoreans. The provinces in which the
project was implemented were among the most backward in
Ecuador, characterized by widespread illiteracy, extreme
poverty, and feudalistic socioeconomic relationships between
landed and landless. The UMass staff, headed and almost
entirely staffed by Ecuadoreans, used a variety of techniques
and approaches to teach self-help skillc such as community
organization, critical thinking, problem-soiving, communica-
tion, decision-making, and group action, as well as basic
literacy and numeracy. Those who received training
("facilitators®™) then returned to their respective communities
and organized nightly meetings which linked individual skills
acquisition with group actions to address community problenms
such as transportation and the need for electricity and water.

Teaching techniques included drills (in math, spelling,
etc.); game simulations of rural conditions and social arrange-
nents; and fotonovelas, a form of popular literature. In addi-
tion to facilitators, linkages were formed with a number of
organizations to try out new materials and techniques for
improving the effectiveness of their programs.

After the UMass contract ended in 1975, activities con-
tinued in the four provinces where the facilitator project had
begun, even though the MOE at the national level did not suc-
ceed in institutionalizing the backstopping and materials
development services which had been subsidized by AID.

In 1980 significant elements of the project were adopted
by the Government of Ecuador for its new Campesino Training
Institute. Operating as an autonomous unit under the Ministry
of Agriculture, the Institute (with AID funding) is responsible
for all human resource development activities under Ecuador's
new national Integrated Rural Development Program.
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Country: Republic of the Philippines

Project Title: IMPACT

Purpose:

To develop an effective and economical delivery system of
mass primary education

Project Implementation:

a. Implementing Agency: INNOTECH

b. Started: Phase I - January 1974
Phase II - 1977
c. Completed: March, 1980

d. Mode: IDRC grant to SEAMEO

Project Funding:

a. IDRC: §700,000*
b. Host Country: Teacher salaries, office facilities

Evaluations:

a. Numerous INNOTECH Reports

b. Cost-Effectiveness Analyses, 1973

c. Followup on IMPACT Graduates, 1981

d. Numerous Evaluative Reports by External Visitors

Host Country Exchange Rate:

a. Currency: Peso (P)
b. Exchange Rate at Time of Project: U.S.$1.00 = 7.6P

* IDRC grant supported IMPACT and a related project in
Indonesia.

\00
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Philippines {(continued)

Project Summary

The Fhilippines has had a relatively long history of mass
education, going back to the beginning cf U.S. rule at the turn
of the century. As a result, it enjoys unusually high enroll-
ment and literacy rates. At the same time, a high population
growth rate (2.6 percent) continues to put severe strain on the
formal education system, making qualitative improvements diffi-
cult to achieve. Thus, while schools are readily available,
they are overcrowded and poorly equipped. Some 95 percent of
the Ministry of Education and Culture budget is allocated for
teachers' salaries, leaving very little for books or teaching
aids. Project IMPACT, funded by the International Development
Research Centre and implemented by the Southeast Asian Regional
Center for Education Innovation an¢ Technology, was an experi-
ment to test a lower cost alternative for mass education.

Under this experiment, the traditional classroom teacher became
an instructional supervisor. Rather than teaching a single
self-contained class of youngsters of a single grade, the
instructional supervisor "managed"” up to 100 children whose
ages spanned all elementary grades and who did not belong to
any one particular class. Each child proceeded in his studies
at his own pace, mastering lessons pre-arranged in a logical
progression of increasing difficulty. The children themselves
do most of the teaching, in small fluid groups composed of
their peers or younger children, all of whom are at the same
approximate point in their progression. The main function of
the instructional supervisor is to monitor children's individ-
ual progress and the small group teaching. This system of edu-
cation thus radically alters the teacher‘'s function and sharply
reduces the need for professional teaching staff.

The potential savings in salary costs to national educa-
tion budgets would be enormous, and could be reallocated for
other desparately needed improvements.
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l. Country: Kenya

2. Project Title: Radio Correspondence Education

3. Project Number: 615-11-650-129

4. Project Implementation:

a. First Project Agreement: fiscal year 1967

b. Final Obligation: fiscal year 1970

c. Final input delivery: fiscal year 1971

5. Proiject Completion-Final Disbursement:

6. Project Funding:

a. AID Total (grant) $§ 667,000
b. Other Donor--None*
c. Host Country 1,456,000

Total $2,123,000

7. Mode of Implementation:

a. Project agreement between USAID/Kenya and Ministry of

Edu..ation

fiscal year 1971

b. Contract AID/afr-482 with University of Wisconsin,

dated April 1, 1967

8. Evaluations:

a. Regular PAR/PES evaluations

b. East Africa Regional Audit Office Report No. 56/69

(March 13, 1969)

9. Host Country Exchange Rate:

a. Name of currency: Shillings

b. Exchange rate at time of project:

* Although outside of and subsequent to the USAID/GOK project

U.S.Sl.oo = Sh.7

agreement, the Government of Denmark made a significant cont:ii-
bution to the institutionalization of the Correspondence Course
~-Unit (CCU) by agreeing to fund the construction of two large
office blocks and six staff houses on the grounds of the Insti-
tute of Adult Studies at Kikuyu (approximately 14 kilometers
outside of Nairobi). construction began in June 1969, and the

CCU was able to begin occupying space in the new buildings in
April 1970. These buildings continue to be used primarily by

the staff in 1980.

b
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Kenya (continued)

Project Summary

Following independence in 1963, there was a surge in
enrollment at all levels of the formal education system. This
surge was in part a response to Black Africans' political
demands for expanded access to education--demands that had been
voiced long before Kenya became independent, and which became
intense in the 1960s. The Government of Kenya was unable to
adequately support the education system's sharply increasing
enrollment rates. Inevitable deficiencies became quickly
apparent, one of which was the lack of trained teachers. AID's
Radio Correspondence Education Project established a radio
correspondence instruction unit to provide in-service training
for untrained and minimally trained primary school teachers.
Enrolled teachers regularly received study materials through
the mail, and could (if they so chose) supplemant each lesson
with instruction from Voice of Kenya radio broadcasts prepared
by the Correspondence Course Unit (CCU). Completed lessons
were then returned to CCU tutors, who would arrange for their
correction by university teachers in the Nairobi area. CCU
staff, in cooperation with University of Wisconsin advisors,
recruited the teachers, prepared and distributed study mater-
ials, wrote the course content and radio scripts, arranged for
the marking and return of completed lessons, and made regqular
field trips to talk with enrolled teachers.
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I. EXECUTIVE SUMMARY AND RECOMMENDATIONS

The Education Sector Impact Evaluation Conference, sponsored by
the A.1.D. Bureau for Policy and Planning Coordination, Office of
Evaluation (PPC/E), marked the culmination of 18 months of research
into the effectiveness of A.1.D.'s assistance to education. The
research data — findings from impact evaluations of projects in eight
countries and from desk reviews of projects in four others — formed
the basis for discuszsion at the Conference. The more than 60
Conference participants spent three days analyzing these evaluation
findings to determine which A.I.D. education interventions had been
effective, under what conditions, and why. The studies, conducted by
PPC/E, examined the impact of projects with a primary, secondary, or
nonformal education focus. The projects, some begun as long as 30
years ago, included experiences in Asia, Latin America, Africae, and
the Near East. To this body of knowledge, participants sdded findings
from their own experiences in the field.

What emerged from the discussions was a much clearer picture of
vhat A.1.D.'s experience in the education sector has been and a much
better understanding of what types of interventions have esucceeded and
vhy. The collective judgement of Conference participants was that
A.1.D.'s early education interventions had been effective in achieving
stated project goals and had had a positive impact on educational and
socio-economic development in the countries and communitites wvhere
implemented. Especially effe:tive had been A.I.D.'s impact omn the

development of host country institutional capacity and on the training



of host country education officials. This decidedly positive pattern
of the impact study findings challenges previous assumptions that
A.1.D.'s assistance to education has had limited impact and has been
replete with problems and failures.

The analysis of the impact evaluation findings focused primarily
on specific programmatic aspects of the A.1.D. assistance process,
aspects linked by the evidence to positive program impact. Some
recurring themes 4id emerge from these discussions of the data and
their implications. These themes, while still very much under
discussion in the Agency, suggest possible future directions for

education assistance.

A systems approach to education assistance

It is impcrtant to begin to view the education process in a
developing country as & total system. Impact evaluation evidence
suggests that projects targeting a single aspect of the education
system for change were not as effective as projects targeting
interrelated aspects of the system. Education encompasses not only
formal schooling at the primary, secondary and higher levels, but also
nonformal education for out-of-school youth and sdults. It inciudes
training for organizational development and training for management.
Th: -+~ : of the participants vas that interventions which are a part
of an ... "vs . ' approach to improving the delivery of educational
services in the host country may produce results with a greater impact

on change than those narrovly focused on specific ofjectives.



The importance of basic education

Basic education is still very much a need in the developing
countries. Many countries still consider universal education e worthy
goal and a high priority. Recent studies by the World Bank and other
development agencies support this position. They link increases in
agricultural productivity with increases in literacy rates among
farmers; they show high rates of economic return froam investments in
primary education; they demonstrate greater receptivity to changes in
behaviors, such as health practices and fertility, among literate
persons.

The A.1.D. impact evaluation findings show that A.1.D.'s
interventions in primary and secondary schooling in the 1960's have
had a positive impact on socio-economic changes in communities.
However, A.I1.D.'s assistance to basic education has dropped off
sharply since 1977. The sense of the Conference participants was that
consideration should be given to increasing A.1.D.'s inte¢rventions in
basic education -- primary education and adult literacy -~ especially
in light of A.1.D.'s past successes and in light of evidence linking
basic education with productivity increases, a current sdministration

development gcal.

Host country participation

Host country participation in the process of project development
end implementation is critical to project success snd impact. It

enhances the chances that the project will be compatible with host



country culture, economy, political realities, and technological
capabilities. It increases chances for continuation of the project
once A.I.D.'s intervention is ended. 1t will increase the possibility
that the country will feel 'ownership' of the project. 1In short,
participation is crucial to establishing host country commitment to

the assistance being supplied.

Project time frames

Conference participants urged the Agency to consider longer time
frames for projects and to incorporate flexibility into the project
design process to allow for ad justments during implementation.

The analysis of A.1.D's experience showed that the length of time
A.I1.D. committed resources to a project was closely linked with the
project's impact on institutional development, socio-economic change,
and the likelihood that the project would coatinue following A.I.D.’'s
phase-out. The longer the commitment by A.1.D., the more likely the
projects reviewed were to achieve stated goals. Adequate time is also
necessary to ensure that innovative activities are appropriately
phased into project plans in accordance with host country absorptive

capacity.

Efficient use of resources

Participants were very coanscious of the limited and shrinking
financial resources available to support educational development
activities. Project recurrent coests, and the difficulty of many hos¢

governments have arsuming responsibility for them following A.1.D.'s



phase-out, surfaced as an issue again and sgain. What has to hs, ,en
for this situation to be reversed? Should donors continue to pick up
recurrent costs? What can be donz to help local systems become more
efficient so that funds wil® be availsble to initiate or absord new
activities? More questions than answer ere raised. But there vas a
sens= that education project planners would have to pay more attention
to cost-effectiveness issues during the design process.

Learning from experience

A consensus developed arony Conference participants *hat A.I.D.
has the expertise to address complex education assistance problems and
that A.1.D. possesses a comparative advantage in the educaticn sector
by virtue of its broad experience and knowledge of education in a wide

range of development contexts. What i3 needed is an efficient system

N

within the Agency for identifying and disseminating information about
past projects o components of projects worthy of comsidarution for
adaptation in other settings. While the sense was that A.I.D. shouid
capitalize on its comparative sdvantage in education assistance,
participants expressed a need to have more information about what
works snd why. The impact evaluation studies were viewed as a
positive beginning but not as the end of A.I.D.'s self-cducation
process,
* * * -

Thete themes emerged during three days of intense exchange among
the more than 60 conferec~e participents, both in plenary sessions and
in workgroups. Eacl of the five workgroups exar:.ned ome issue in

education assistance in relation to A.1.D.'s past experience in at

-



least a dozen countries. The issues for group focus were:

1. Host country institutional capability and commitwment

2. Sustainability of projects and programs

3.

A.

5.

Aprropriate fit between host country socio-economic,
cultural, political, and technological needs and realities,
and planned project/progrem interventious

Replicability

Desig-, i~ lementation, evaluation, and feedback

The product resulting from each group's deliberations was a

vritten report that included policy recommendations for Ageucy

consideration. The full report of each grcup cam be found in Appendix

D. An abbrevisted version of the recommendations follows.

Institutional Development

1.

2.

3.

4.

Consider lrcal institutional capacities in project design
Focus interventions on planning, administration and manage-
ment, leadership training, research and development and
materials production

Cooperate with other donors, especially oward providing
assistance for basic education

Develop, with the host government, support for private sector

institutions

Host Government Commitment

1.

2.

Examine implications of A.I1.D. budget cycle incompatibility
wvith host government budgeting process

Ensure host county 'ownership' of projects



Sustaingbility

1. Ensure adequate project time frames and design flexibility

2. Consider assisting recurrent cost financing for some projects
following A.1.D. phase-cut

3. Ensure training for a sufficient number of project personnel

4. Include institutionalization as a project start-up goal

5. Consider offering non-financial incentives to project
personnel

6. Ensure adequate resources during phase-out

Appropriate fit between project and host country realities

1. Ensure host country participation in all phases of project
development

2. Consider funding only projects that incorporate host country
participation

Replicability

1. Charge one A.1.D. unit with responsibility for reviewing
projects for potential replicability

2. Develop a better understanding of what worked and why

3. Improve information disseminstion within the Agency

4. Conduct more research on cost-effective interventions,
especially in basic education

5. Require review of past experience as part of project design

Design, implementation, evaluation and feedback

l. Aralyze end address project comstraints during project design

; /,!



3.

Develop long-term intervention strategies focused on host
goverament priority ..eas in which A.I.D. has a comparative
advantage

Ensure an adequate prc ject time frame

Iaclude plans for host government to assume recurrent costs in
project designs

Design projects integral to host government education sector
strategy

Ensure true participation of host country persons

These recommendations are necessarily limited in scope by the

structure and focus of the conference and by the narrow range of

iaterveantion strategies considered in the impact evaluations.

Nevertheless, these suggestions represeant some of the most striking

lessons to be learned frow s close examination of available data on

A.1.D.'s past experience ir education assistance.



I1. INTRODUCTION

A. RBackground to the Conference

The Z-ucation Sector Impact Evsluation Conference marked the
culmination of 18 months of reaearch into the effectiveness of

A.1.D.'s assistance to education. During the year and s half

preceeding the conference, A.1.D.'s Evaluation Office, Bureau for
Program and Policy Coordination (PPC/E), conducted impact evaluatiouns
of eight education projects. The intent of these quick but probing
in-country studies was to determine vhether the projects had been
successful and whether they had had any lasting social, economic, or
institutional impact in the countries vhere they were implemented.

Piojects, selected for study according to their geographic
diversity, diversity of components, time lapsed since completion, and
content focus, includ~d:

-a rural nonformal vocational training project in Thailand

-a middle school project in Korea

~a retrospective of A.1.D.'s education assistance to Nepal

-a primary level programmed learning project in the Philippines
-a rural education program in Paraguay

-a radio correspondence teacher trainming project in Kenya

-a teachur training project in Nigeria

~a retrospective analysis of 30 years of A.I.D.'s education

assistance to Jordan



The impact evaluation teams, consisting of A.1.D. personnel, host
country personnel, snd cutside consultents, structured their three to
four week investigations arouand the following questions:

(1) Was the project/program effective? Did it achieve

its stated objectives?

(2) Who benefitted?

(3) Whzi was the social impact on the surrounding community?

(4) What wvas the econmomic impact on the surrounding community?

(5) What was the impact on host government institutional

practices and procedures?

(6) Are there lessons to be learned for application to future

Agency projects?

Data collection techniques varied but generally includied review
of project documentation, discussions vith host government officials,
structured and unstructured intervievws with project beneficiaries and
if possible with project implementors. Qualitative judgement based on
brief observations rather than quantitative analysis of statistics was
the impact evaluation team's goal.

Acknovledged limitations to the impact evaluastion methodology
include both the speed with which the data were collected and the lack
of scientific data collection techniques. Nevertheless, the findings
represent considered judgements by knowledgesble people whe asked
basic questions about what worked, wvhat did not work, and why.

In addition to the eight field-based impact evaluations, four
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education projects were reviewed using archival material available in
Washington. These desk reviews included:
-a rural nonformal education project in Ecuador
-a retrospective of A.I.D.'s education assistance to Colombia
-a retrospective of A.I1.D.'s education assistance to Brazil

-an elementary and secondary education project in Afghanistaa

B. Conference Purpose

Having gathered datas on the impact of education assistance in 12
countries, A.I1.D.'s Office of Evaluation in the Bureau for Program and
Policy Coordination coﬁvened the three-day Impact Evaluation
Conference ou February 15-17, 1982. The purpose of this conference
wvas to have the findings discussed and debated by development
professionals. The task of the participants was to reviewv the
finlings, validate or reject the data in light of their own
experiences, enter new evidence into the record from their own
experiences and, finally, to wake policy recommendations baied on
conclusions drawn from this examination of past experience.
Conference participants included A.I.D. personnel, both from
Washington and from field missions, host government officials,
international organization officials, and representatives of
universities and consulting firms involved in education sector
development assistance. (See Appendix A for a list of participants.)

As stated by conference organigers, the conference ob jectives
were:

A. To analyze A.1.D.'s part experience in the education secter.

Expand this data base vith field experiences and research

11



knowledge of Conference participants, so that the focus is on
how to improve the design and impact of education projects.

B. To recommend to A.I.D., policy optioans and strategies for
implementing policy options bssed on knowledge of A.I.D.'s
past experience, field experiences of Conference participants,
and the research literature.

Because the studies reviewed at the Conference examined a narrow
range of intervention strategies, the recommendations for policy
options were necessarily limited in scope. Likewise, the studies were
confined to education sector intervemtions per se as opposed to
education interventions in other sectors such as health and
agriculture. Thus, the Conference did not attempt to address this

large and growing area of A.1.D.'s education assistance activities.

C. Conference Organization and Process

To accomplish the conference objectives, the more then sixty
conference participant  were divided into five workgroups that
discussed and debated issues throughout the three-day conference and
ptoduced‘a final product containing policy recommendations. Each
workgroup was assigned a topic that established a framework for its

examination of the data. The ci 'ss-cutting issues that formed the

focus for workgroup discussions are as follows:

Group 1: Host country institutional capability and

commitment: What are the structiural and

procedural factors within host country

12 (1})



Croug_g:

institutions that bear on project/program
implementation? In what wvays should these factors
determine the extent and character of AID
involvement in education projects? 1s there a
role here for the private lector?*

Sustainablili:r of projects and programs: 1In

vhat vays should actual experiences of
sustainability determine the extent and character
of future AID involvement in education projects?
What are the implications for financing, training,
and maintenance? 1s there a role here for the
private sector?

Appropriate fit between host country

socioeconomic, cultural, political, and

technological needs and realities, and planned

project/program interventions: Is participation

a key factor in design and implementation? What
can we do to strengthen social and ezonomic
impacts? Do actual impact results justify
education investments as a prime development

strategy?

The questions presented with each topic were inteaded to
stimulate but not to limit group discussion.

13



Group 4: Replicability: What are the conditious which

encourage (discourage) spresd effects of
projects/programs? Is there a realistic chance
for expansion given world and national economic
difficulties?

Group 5: Design, implementation, evaluation, and

feedback: What are the donor comstraints which
eccourage (discourage) project/program
effectiveness and impact? What should the
purposes and goals of AID education projects be?
By what criteria should these purposes and goals
be identified? By what mechanisms can evaluation
become g more useful tool in the design process?

While the workgroup activity served as the central focus of the
Conference, there were several plenary sessions that provided common
stimilation for the groups as well as informal peer presentations of
current projects to small groups in the evenings. (See Appendix B for
Conference Agenda.)

The workgroup products were short papers discussing the issues
drawn from the case evidence relevant to the group's assigned topic
and outlining the group's recommendations for future policy in the
education sector. The draft product of each group was reviewved snd
critiqued by two other groups. Resulting comments were incorporated
into the group product which was then presented in summary to the
final plenary at:ended by top-level Agency officials. (See Appendix D

for final workgroup reports.)
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Each wvorkgroup met for five sessions (or about 10 hours) to:
(1) Discuss impact evaluation findings and field experiences bearing
on the assigned topic; (2) Identify issues and develop a vork plam,
including assigning individual responsibilities for matching findings
against issues; (3) Match findings against issues and begin workgroup
reports; (4) Continue drafting reports; and (5) Complete draft
reports. The groups had a short concluding session to incorporate
comments from two other groups into their final product and to prepare

a presentation for the closing plenary.
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III. THE EVIDENCE

A. lIwopact Evaluation Findings and Iesues

Marion Kohashi Warren, Sector Coordinator for Education in the
Office of Evaluation, presented a summary of the impect evaluation
findingu1 to the initial plenary session. She reported the findings
demonstrated that education sector activities had had a substantial
impact especially in the areas of institutional development and
participant training (training for host country persons outside their :
own country). Study results showed, she noted, that large and
sustained programs had the most discernible and favorable
socio~economic impacts. But, she said, the studies underlined the
difficulty of isolating education sector activity impact and of
modifying host country education activities without host country
commitment to education policy changes. She said that given these
findings the problem is not whether education projects have an impact,
but how scarce resources for education assistance can best be allo-
cated among diverse and competing demands within the education sector.

In conclusion she called for a more systematic study of A.I.D.'s

»-

A paper entitled "PPC/E Education Sector Report: A Summary of
Ispact Evaluation Findings" by Marion Kohashi W rren is in draft
form at this writing and should be available from A.I.D. soon.
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education sector activities as a follow-up to the initial "“probing" of
the impact evaluatiouns.

Ms. Warren detailed the following findings from the eight impact
evaluations.

1. Eiffectiveness: All of the projects examined were effective in

reaching the objectives outlined for them. Comstruction did take place
and/or equipment vas provided in all cases; technical expertise vas
provided to strengthen or train local personnel; local institutions
were developed; curriculum reform was instituted in some cases; and
increased efficiencies in the delivery of education were demonstrated.

2. Beneficiaries: The largest groups of beneficiaries of the

projects examined were rural school children. Rural adults, teachers
and sdministrators, and persons wvho received training outzide their
countries also benefitted. Overall, the projects increased access to
education, especially for girls, and improved the quality of education
through interventions in teacher training, curriculum reform, and
materials development.

3. Socio-economic impact: Impact on the economic and social fabric

of the country resulted from each of each of the projects. Education
projects increased the attractiveness of target agricultural areas,
improved the employability of youth and adults, and produced
behavioral end attitudinal changes in project participants.

4. Institutional development: All projects examined left lasting

institutions behind, most notably Korea's Educational Development
Institute that has spearheaded educational reform in that country.
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5. Spread effects: Ms. Warren judged as "modest” findings

regarding project spread effects, citing cultural, political, and
technical obstacles to adoption of inaovation, particularly curriculum
innovation.

6. Explanatory factors: As factors explaining the success or

failure of education projects, Ms. Warren cited government stability
or coaversely civil strife, culture and commitment, economic
conditions, and the financial, structural, and organizational
constraints in the host country.

In discussion following Ms. Warren's presentation, a host
government official cautioned A.I1.D. to take into consideratiom host
country techaological sbsorptive capacity before recommending
sophisticated technological e jui;ment for a project. He also
commented that the findings seemed to argue for expansion of
educational oppcrtunity as a goal of assistance over the goal of
improved educational quality. He noted that the studies showed whole
communities benefitting from educational expansion despite the lack of

improved quality.

B. Policy Perspectives

Frank Method, Advisor on Education Policy in the Office of
Program Development and Policy Review, discussed policy implications

of trends in A.1.D.'s education asniotance.z He asserted that the

“A.1.D. Assistance to Education: A Retrospe:*ive Study" by Frank
Method (Fedbruary 1981) traces 20 years of the Ageancy's assistance
to education end details support for the argument put forvard to
this Coaference.

18 .\i
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Agency's education mandate is less restrictive than education
programmers have assumed and urged recons.derati-n of intervention
stratcgies that have all but dissppeared from the A.I1.D. portfolio,
such as assistance for basic education. He said that any intervention
at any level of the education system that improved overall access to
the system and its use of resources should not be considered
proscribed by policy.

The question now, he said, was to determine what education
interventions relate to current administration directives which
require education proects to address: rural development, economic
productivity, institutionsal development, development sdministration
and private sector priorities. He argued against accepting without
question the assumption that such program ob jectives limited
interventions to manpower development snd participant trainiang
projects. To the contrary, he argued, there is strong evidence that
basic education--primary schooling and edult literacy training--is
closely related to these progrsm priorities. He cited results of
recent studies finding high rates of retura for basic education
investments and close links between basic education and changes in
other social behaviors, such as health pra. . ices, fertility rates,
etc. He further asrgued that by addressing the quantitative objective,
i.e., the expansion of basic education opportunities, other objectives
such as quality, access, relevance, efficiency and cost effectiveness
will “inevitably" be addressed. While he maintained that the
expansion of schooling was probably more feasible than either A.I.D.
or the countries believed, he ackmovledged tie "serious comstraint"”

!
posed by the shortage of resources —financial, administretive, end
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institutional— their lack of mobilization and their inefficient
use.

Method urged participants to thick sbout the primary schooling
problem as a systems problem in which all objectives are
inter~dependent and to view the primary system as a subsystem of a
larger system of education and treining that includes noaformal
education, secondary education and higher education. 1Im conclusion,
he challenged participants to think positively about education and to
make propcsals for projects instead of reacting to criticism. 'We
mistn't censor ourselves," he said. ™"I'm quite sure we can help ocur
colleagues in developing countries to meet their goals” for uaiversal
education within the current progr;m prioricies. "We need to ask
ourselves, 'What level of resources would be necessary to reach
universal primary education at some time in the foreseeable future?'"

In the discussion following Method's presentation, overseas
A.I.D. staff pointed out an apparent contradiction between his
advocating submission of new education project proposals and reports
that A.I.D. senior staft have been "cooal" towards educationm projects
in meetings with the mission directors. Method aoted that uatil the
education sector reached comseasus on its own direction and mede a
forceful case for its approech, it could not expect to be tgken

seriously by Agency policy-makers.

C. Evalustion Fimdings at Other Agercies

A panel of experts from the World Bamk, the Umited Netions



Development Program, and the U.S. National Institute of Education
preseated lessons from their ageacies' assistance to educatioan sector
development.

UNDP official, Patrick Shima, echoed A.I.D.'s evaluation fiadings
that successful education interventions required long-terwm commitments
both by the donor agency and by the host governmeat. However,
contrary to A.I.D.'s finding that large projects tended to be wmore
effective, Shima advocated scaling down education projects amd
focusing om specific components of assistance. He also urged that
reform efforts be tied to on-going host country efforts rather tham be
initiated by donor agencies. He bas -] these conclusions on findings
of & UNDP-UNESCO evaluation study of 25 UN-assisted education projects

implemented since 1970.3

Of the three categories of projects studied
--integrated rursl reform strategies, educstional plamaing projects,
and institutional modernization strategies— he said fimdiags
iadicated none haed been very effective but that educational planning
projects had been more successful then the others.

Charles Stalford of the U.S. Natiomal Imstitute of Education,

emphasized the political mature of decision-making relating to public

education, umderlining A.I.D.'s own findings that political, ecomomic

A full report of this study is expected te by pudlished soon. A
dralt summary entitled "Evaluation Study en UN System Assisted
EBducational Inmovstion and Reform Projects” is curreatly being

eirculated.
A
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and cultural conditions in a country were oftea critical ia
determining the success or failure of an education interveation.
Because of the political nature of education, Stalford csutioned
against using findings frowm any one project as the basis for
decision-making, but urged aggregating results from many projects iato
a set of information useful to decision-makers. He stressed the value
of formstive evaluation --on-going feeddback toe project
implementors——the importance of time in producing visidble results

in education projects, and the utility of experimenting with
alternative approaches to evaluation.

Mats Hultin of the World Bamk's Educaticn Department nrced a
trend in the Bank towvard more assistance for formal education and less
assistance for adult basic nonformal education, which now claims sbeut
one~third of the Bank's education expenditures. 1In support of this
shift he cited the lack of host goverament commitment to nonformel
education projects, the Bamk's insbility to provide adequate
sipervision for such projects and the teadency of such projects to
change from nonformal to feormal projects over time, He also said the
Bank had overestimated the need for wdult basic education by confusing
sssessed need with effective demand: Bank nonformal programs are omly
out one-third utilized by the poteatial clieat population, he said.
Hultin srgued that couatries can afford formal education emd cam
achieve universal primary educatien depeading on the efficiency with
vhizh they allocate their resources. He cited the example of China
which hes a per capita income of $250 amd achieves 932 primery scheoel
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enrollment using 3.22 of its GNP. This compsres, he said, with other
low per capita income couvutries which spend as much as 3.9 of their
GNP but earoll only 50-60% of the eligible primary school population.
Eey to China's success, he said, are the involvement of the local
commuaity sad school fees. He said teacher salaries are based on what
each community can pey and implied that low salaries are cowpensated

for by high community esteem for teachers.

D. Education and Development

Ruth Zagorin, Deputy Assistent Adminstrater smd Director for
Human Resources at A.I1.D., posed several provocative questions to the
group sbout issues she regards as fundamental to the future directioms
of A.1.D.'s human resocurce development assistance. What difference,
she asked, would it make to the development process if A.I.D. withdrew
eatirely from the educatiorn sector? Heve we made a case for the
relationship of education to agriculture, productivity, health, the
status of women, population issues? Does the U.S. have a comperative
siventage ia educsation assistence? What can a small ~.uatry do over
10 years with $10 million toward building its humen resource capecity?
Whete should our priorities be in Africa, for example, wheieo we cen
point to the leck of a communicetion infrestrvcture, the lack of
institutional infrestructure, amd the lack of trained msmpower? In
perticipent training with its high costs? Im imstitutiom building?

At vhet level?

» a\



Participants responded with equally provocstive cbservations and

comments sbout the importance of education for the developmeat

process:

-E. Malie

Lesotho

~B. Jacobs

Consultant

When you ask if there would be a loss if there
were mo aid, ia wmy own imegination, I'm thiaking
of somebody wetching a persom who is sinking ia
the river snd stendiang on the other side with o
rope...vho says, '"Well, let him sink,” and that
would be really the effect of dumping aid as far
a8 we from Africa sre conceraned...The United
States has got to teke up the challeage snd be
champion of giviag assistsnce to the other

countries...

It se2ms to me that the difficulties and
frustrations that surround both your questions end
sttempts to smewer ~hen comms frowm strictures thet
somehow the Agency hes created. Somehow or other
we have to thizk in terms of boundsries and

sectors rather then in terms of the development
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-G. Corinaldi

USAID /Morocco

process...We have never learued to uwee the systems
approach ia the development process. You can
eliminate education as a sector, but you will mot
eliminate it from the development process. You

will not eliminate it from A.I.D. program...

I think essentially the people in A.I1.D. consider
themselves to be econcmic develcopment
specialiste...The people who control the money and
the rclicy in this Ageacy come frowm...a very
powerful discipline...(with) powerful quamtitative
tools to snalyee issues. That's why the
Aduinistrator...wents us to meke judgments om the
basis of economic development criteria. I'm mot
saying this is entirely wrong. But I'sm mot seying
its entirely right...Yes, we're sble to argue our
case -~as educators— but oftentimes meny of ue
are not equipped to srgue our case in terms of
economic criteria. But ecomomic criteria are used
to make judgments sbout vhat we do...If the
educator cemnot epeek in terms of rates of return

..we're sometimes at a dissdventage.



-N. Rifkin

USAID/Mali

-J. Singletary

A.1.D./wW

I submit that, at least in Sahalesn West Africa,
the largest private sector comsists of the farmers
themselves. And that the exteant to which we can
educate them...we will further the goal of
developing this vast private sector and at

the same time further the goal of ecounomic
development because the future of these siates is

in agricultural development.

I would suggest we need to take a careful look at
the purpose of development...Il submit self-
sustained developmeat is what we ocught to be
looking at...1f you're going to have development,
you're going to have changes in the way pecple
think, the way people act, their knowledge
base...The way you get from a fetus to a judge or
ar agriculturalist is through the educatien
process., So if A.I.D. wants as its gosl...helping
countries become self-gusteaining, there is no

question but that there's @ role for educatien.



E. Expanding the data base

Projects curreatiy in progress became the focus for iaformal
eveuing sessiocus both nights of the conference. The first eveaing
focused om projects in specific countries. Host couatry participents
and field mission perscunel teswmed to lead discussions sboit a
msupower training project uadervay in Zaire and a programmed learning
project being implemented in Liberia. Another group discussed a rural
training project in Tsnzania while another discussed a non-formal
education project im Lesotho. Ia each case, the presenter gave mm
overview of the project and the group raised guestione relevant to the
issues under comsideration by the wotkgroups. Iaformal groups om the
second evening looked at brosder progremmatic issues. Ome group heard
presentaiions omn the use of communicaticus techaolegy ia various
A.1.D. projects: a satellite project; a redio math project ia
Nicaragua; and a l:alth project that uses radio in Homdurss. AnotlLer
group discussed participent training issues, while a third talked
sbout the organization of the education sector im A.1.D. missious

overseas.



IV. ANALYSIS AND RECOMMENDATIONS

A. Group I: Host Couatry Institutionsl Capability and ommitment

Group 1 made several generalizations and recommendations as e
result of discussions relating impact evaluation findings asnd personal
experiences to issues of host country institutional capsbility and
coumitment. The analytical framework that the group devised for
examining the dats used the structural organization encountered by
A.I1.D. in a country as a way of operationalizing the notion of
institutional capability. Impact evaluation findings were thus
discussed in terms of: ) vertical institutions (naticnal, regional,
local); 2) horizontal interministerial relations; 2) host
country-other donor relations; and 4) the role of private sector and
private voluntary organizations. The sgnalytical framework used
procedurgl issues, primsrily those relating to fundiag, ss a way of
operationalizing the nrotion of commitment. This discussion focused
on: 1) approval and allocation mechsnisms; 2) intra-governmental,
PVO/Private sector, and donor processes; 3) budget and project cycles;
and 4) project identification, implementgtion, and evaluationm.

The group discussed st leagth the temnsi-ns that often exist in
the host country among natienal, local, snd regional institutioms;
among ministries; among donor agencies end the host government; amd
between the government and the privete secter. They noted thet such
teasione--sometimes positive, sometimes negative--can be exacerbated
by outside interveantiome. The group concluded that A.1.D. strategies

for developing institutional capability needed te sddress theee
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tensions. (See the Group I report in Appendix D.l.)

In presenting a summary of its deliberations to th> final plenmary
session, Group I highlighted the fundsmental importance of training in
institution-building but urged the Agency to go beyond the simple act
of training individuals to include orgsnizaticnal development
assistance as part of its intervention strategies.

The group offered several recommendations emerging from its
analysis of the structural evidence in the ispact evaluations:

1. A.1.D. policy chould'enphnaize the need to tske iato sccouat
interests, role. &nd capacities of a wide range of local
iastitutions in project design, implemeatation, and
evaluation.

2. Where A.1.D. perceives wegknesses in key institutioms which
impede the ability of goveruments to make decisions, asssess
aseeds, manage and implement its own education program, A.I.D.
should be willing to assist in streagthening these capacities.
We should provide interventions to stremgthen

-planning capadbilities
-administration and menagement capabilities
~leadership capebilities
-research and development capabilities
-materiale production capsbilities
(The growp noted that such imterveations might lead to new
patteras of iateractien and coecrdination among ministerial

levels.)
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3. A.1.D. should De willing to participate in discussions with
other donors in an effort to create possibilities-for sharing
projects. A.1.D. should increase its collsboration with other
donors to build basic education systems.

4. A.1.D. should pay increased atiL:ation to snd work with host
goverament institutions in development and support of private
sector institutions participating in education programs.

The group did not feel ready to put forward specific
recommendations asbout the commitment issue but did offer some
generalizations based on its analysis of procedural issues in the
impact evaluations.

1. A.1.D. procedures for project approval snd financial
allocations may be incompatible or poorly coordinated with
relevant mechenisms in the host government. This has real
implications for host country planning and is & problem we
need to address.

2. Regardless of who initiates a project, the critical task is
ensuring that, as it develops, it becomes "owned" by local
government and institutionalized as part of the local systea.
This occurred successfully im the projecis in Korea snd Kenya,

but wes unsuccesasful in the Philippines.

B. Group II: Sustainebility of Projects end Programe

Group II drew several poliecy implications from evideace presented

ia the impact evaluation studies sbout suetaingbility. The group



defined "sustainability™ as the ability of a project to coatinue on
its own after A.1.D.'s intervention had ended. In developing this
definition, the group noted that sustainability was going to depend,
at least initially, on the usefulness of the project to those persons
benefitting from it, i.e., the project staff, the institutions, and

the beneficiaries. Proceeding from this "givea,"

the group elaborated
and descridbed eight factors impacting on project sustaingbility:

1. importance of long-term A.1.D. involvement

2. host country ability to finance recurring costs

3. adequacy of manpower available to continue the project

4. the extent of host country demonstrated commitment to the

project

5. institutionalization of the project

6. adequacy of reward structure to project personael

7. political stability

8. effectiveness of phase-out process

Each group member reviewed one of the impact studies for data
relevant to each of these factors. The findiags were then shared with
the group and a determination was made about the extent to which each
factor played a role in the sustainability of the projects reviewed.
One group menmber wae responsible for recording comments asbout each of
the factors during the sharing session and subsequently wrote a

summary paragraph on that factor for the group product. (See the

Group 11 report ia Appendix D.2.)
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Group II found, in relating the factors listed shove to the data
in the impact studies, that host couniry commitment, availability of
adequate msnpower to sustain the activity, institutionalization of the
project, and political stsbility were faciors present to a large
extent in wost of the projects under review. However, the case of
Kenys demonstrstes that, despite the presence of most cf the factors
favoring sustainsbility, Kenys's lack of ability to finance recurring
costs and A.I.D.'s lack of an sdequate time horizom for iavolvement
resulted in the near dissppearance of the project following the ¢nd of
A.1.D.'s intervention. (See chart in group report, Appendix D.2.)

Based oun their discussions, Group II made the following policy
recommendations for schieving project sustainability where desiradble:

1. A.I.D. should carefully consider project objectives in terms
of realistic iupleneﬁtatioa time frames and allow for
flexibility with regard to the life of the project.

2. A.I.D. should consider whether the long-term benefits of
education projects in coutntries umsble to sustain recurreat
costs merit external assistence to fimance recurreat costs
beyond the life of the project.

3. A policy should be established to ensure thet projects are
designed to include sdequete training compounents to provide am
sdequate nunber of qualified persomnel.

4. As host country commitment is a mecessary prerequisite to
successful project implementation and eustainedility...
commitments should be am integral asspect of project
isplementation.

 }



S. Instituticonalizatioa of project efforts must be a foremost
consideration from design through implementation with proper
checkpeints built into the project process.

6. A.I.D. should encourage and, when feasible, make possible
special incentives for selected project personnel.

7. A.1.D. should assure, as part of phasing out, that adequate
human and financial resources remain to bridge the gap between

relative finencial dependency and autonomous sustainability.

C. Group II1: Appropriate fit between host country socioeconomic,

cultural, political, and technological needs and realities, and

planned project/program interventioms.

Group II1 generated several recommendations and numercus
sub-recommendations ar a result of discussions about the "fit" between
host country and A.1.D. needs snd realities. The group tackled this
broad topic by examining findings from impact evaluations and personal
experience to determine whether there was sny evidence to suggest a
relatiotship between socioeconomic, cultural, and technological fit of
a project and a project's impact in the country. To do this, each
group memder examined one of the impact studies and one or two
personal examples using a group-prepared form for recording data.
Members then shared their findings and discussed at length whether
project success or failure was related te project “fit." Out of this
discussion ceme a musber of generaligations regarding each aspect of
"fit." These generalizations and supporting evidence are detailed in

Group 1I1's report. (See Appendix D.3.)
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In summarizing the group's findings for the finzl plenary
session, group leaders ocutlined examples of some projects where
appropriate fit was related to positive impact and others where
inappropriate fit was associated with negative impact. Liberia's
Improved Efficiency of Learning project was cited as sn example where
careful consideration of host country sociceconomic snd cultural
conditions enabled A.I.D. to replicate successfully a programmed
learning approach criginally tested in the Philippines. Key to the
Liberian success was the formation of a local committee to adapt the
project to Liberia and the willingness of A.1.D. to use traditional
teacher traiiing structures to implement a highly inaovative project.
Assistance to elementary and secondary school development in
Afghanistan demonstrates a positive relationship between cultural
"fit" and impact. There, educstional materials were produced in two
languages to accommodate two different linguistic groups within the
country. At the sawe time, howvever, efforts to address Afghan history
in the materials failed to acknowledge that each of these ;réupl had
its own view of the couatry's history, thereby diminishing the value
cf the materials nationwide. In Ecuador a successful project in onme
province failed to be adopted in other provinces, primarily because it
lacked suppoert at the national ministry level, thus demonstrating the
importance of political "fit" for success and impact. Kenya and Korea
had projects where radio was successfully used as a medium of
instruction in ways appropriate to the needs of tlie countries and

associated with project success, On the other hLand, television used

‘(51)



as a supplemental delivery system in Nigeria, all but dissppeared from
the project once A.I.D.'s involvement ended.

In conclusion, the group presented recommendations regarding host

country participation in A.I.D. projecta.

1. Benefits will result from increassd participation of local
iastitutions at all levels in whi.h a project is iavolved.
Therefore, existing A.I.D. policy regarding participation
should be more carefully followed so that desigm,
implementation and evaluation involve host country
institutions.

2. Consideration should be given to NOT funding projects where
there is no evidence of participation in the earliest design

stages.

D. Group IV: Replicability

Group 1V proposed several comcrete recommendations to the Agency
for enhancing the replicability and spread of projects. Imitially the
group defined and distinguished between the concepts of replicability
and spread.

Replicability: A couscious, directed effort to apply

effective approaches to new projects in other
countries, sectors and disciplines coufromting
similar problems.

Spread: Extension and dissemination within the same

couatry or contiguous area.
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The group then focused on the question: What csn A.1.D. do to
replicate positive aspects of its experience and not to replicate
negative aspects?

A considerable amount of time was spent generating a list of
conditions that favor or militate against replicability. The list,
vhich became the framework for analysis of the impact evaluation
findings, included:

1. host country demand /energy/commitment

2. cost effectiveness

3. knovledge about what worked and why

4. information dissemination/communication
Following close examination of the impact evaluation findings and
personal experiences in light of the conditions for and against
replicability, the group concluded that little concrete evidence was
available to them. Their snalysis led to a list of concerns and
subsequently to a set cf recommendations for the Agency. (See Group
IV's report in Appendix D.4.)

Group 1V presented the following policy recommendaticans to the
final plenary seasion:

1. Some unit in A.I.D. (possibly Sector Councils) should be
charged with reviewing projects for potential replication and
disseminating this throughout the agency.

2. A.1.D. must have an understanding of what has worked and why.
a. Document implementatios with resl formative evgluatiom.
b. Enforce requirement for thorough quarterly implemeantation

reviews ot Nission level.
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¢. Consider rolling designs, i.e., shorter general
implementation plans for project papers with more detailed
and specific plans at project start-up and periodic
revision during implementaticn.

3. Conscious, serious atteation must be given to the Agency's
information dissexination system...to get useful, tailored,
relevant, dowu to earth information to users. Information
flows should be vertical, lateral (across sectors), and
external (including other donors).

4. A.1.D. should give more attention to research on strategies
for more cost effective approaches especially in basic
education.

S. A.1.D. design procedures should require a review of past
experience (state of the art) and the explicif identification

of lessons learned (what works, what does not work).

E. Group V: Design, implementation, evaluation, and feedback

Group V, whose topic covered the entire project developmeat
process, touched on & number of issues raised by other groups in its

discussion end final recommendations. The group chose for its

enalytical framework the guidence questions suggested for the topic by

Conference orgsnizers:
<What are the donor constraints which encourage (discourage)
project/progrem effectiveness and impact?
<4hat should the purposes and goals of A.I.D. education projects

be?
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~By what criteria should these purposes and goals be identified?

~By vhat mechanisms can evaluation become a more useful tool in

the desizn process?
Four teams or subgroups then examined individual impact studies ina
light of these questions and shared their findings wvith the whole
group. The group identified, based onm this discussion, major issues
in project design and generated a list of education project goals.
The teams then wrote recommendations for policy derived from their
discussion of the evidence.

Due to time constreints, the group discussion centered on project
design issues. This discussion underlined the importance to project
design of host country commitment, institutional development, project
cost effectiveness, and socioceconomic fit of projects. Although the
Conference focus was limited to education projects per se, Group V
dwelled at considerable length on implications for the project design
process of educational activities in other sectors. The group
suggested that perhaps the education sector should be redefined in
terms of education activities rather than education programs. (See the
Group V report in Appendix D.5.)

In the final plenary session, Group V made the following policy
recommend ations for Agency comsideration.

l. Host government policy and funding and structural

coastraints, wmust be systematically analyzed during the
project design process, to emsble project design to aldress

such constrainte,



2.

3.

6.

A.1.D. should develop a loog-term humsan resource develcpment
strategy, especially in countries where A.I.D. has limited
funding and personnel, and focus efforts in government
priority areas where A.I.D. has a comparative advantage.
Project dasign should allow sufficient time for a project to
achieve its stated objectives, especially in the case of
innovative projects.

Projects should be designed to be cost-effective, with rlamns
built in for the host government to assum: recurrent costs
once A.I.D.'s intervention has ended.

Education projects should be designed to be an integral part
of the country's education sector strategy and of its
development process.

Project design and implementation should involve true
participation of host governmeat officials, project

implementors, and beneficiaries.
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V. RESPONRSES FROM AGENCY OFFICIALS

Following the workgroup reports, two gsenior A.l1.D. officials
cffered reactions and comments. First, Bradford Langmaid, Deputy
Assistant Administrator of the Bureasu for Near East, commented om the
workgroup recommendations. Finally, Joseph Wheeler, Deputy
Administrator of the Agency, responded to questions from the
participants.

Langmaid expressed his concern for two issues not addressed in
workgroup recommendstions and underlined the importance of building a
political and economic constituency for a project to secure host
country commitment. He said he was disappointed not to hesr a demand
that A.I.D. do something sbout restoring to its project portfolio
traditional education programs which the evidence shows had had
significant impact in several areas, from &eveloping basic ministerial
capacities to the design of curriculum and educational services. H?
noted that education ministeries in developing countries were probably
better equipped, had more resources, and thus a better opportunity teo
have sn influence than the ministeries of health, agriculture, and
deferse. This, he said, wvas a valid point favoring education
assistence and a point that deserved to be made.

Langmaid said that the recommendations had failed to address
budgetary coaceras which are important to building a case for
educati~n assistance. He said A.I.D.'s concern over how projects
relate to host country programs and ob jectives called for e

examination of host coumtry budget capacity snd an snalysis of howv and
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vhy they spend their money as they do. He noted that despite the high
costs of education, A.I.D. had failed to explore fully ways of
wobilizing resources at the local level to suppert costs of :eachers,
books materials, buildings snd maintenance. He also pointed cut that
wost governments are unavare of what it costs for theem to produze a
literate student, usually a revealing figure in relation to efficiency
goals.

In conclusion, Langmaid sddressed the issue of host government
commitment and sustainability. He said that continuation of a project
after A.1.D.'s intervention had ended required a private demand for
the project. Therefore, it was incumbent upon A.I.D. to build into
the project both a public and a private commitment for the project and
its continuation. There was a need, he said, to develop in the
government political and economic constituencies with vested interests
in the continuation of the project. "I'm not sure we spend encugh
time building that kind of a coanstituteacy,” he said.

In responding to participant questions, Wheeler addressed several
issues that had been central to group deliberations throughout the
conference and urged the educators to present a forceful argument for

education assistance to the senior Agency staff.

Agency policy This sdministration'’s policy includes
is geseral: continuing comcern for basic human needs,
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Agency policy

in educstion:

Pundia. for

education prejects:

with food, better health, educatiom, councern
for the distribution of benefits, coupled with
tactical concerus for how you get there the
most effective way. There is stroag emphasis
on production, and strong emphasis

on utilization of every individual's taleats
and gbilities, including entrepreneurial

abilities. The countinuum is there.

There is a need in this administration for an
articulation of education policy, what it is
we would like to be doing, to what extent
Mission Directors are encouraged to develop
education projects...The Administrator is opesn
to discussion sbout education. I would
encourage boldness in this discussion...We do
need a methodical review of experience, what
succeeded, what failed, to buttress the
arguments, That material is here. Now it
needs to be presented to the executive

'otaff...
This edministration has epoken (sbout educe-
tion) in the form of budget. Amd it's a

difficult situation. Ia terms of the
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Basic education:

Project size:

development assistance budget, educatiom is
holding its own or going down. There is a
continuing priority givem to agriculture...teo
population; we're urged to do more ia emergy.
Then there are the residuals, health and
education...which iacludes a number of project
areas I would not necessarily classify as
education, such as labor and participemt
training. The real funding for education is
only a piece of a functional portion of the

budget.

There's a good chance that you'll get a
hearing if you meke & good case for basic
educstion, providing it's well grouaded in e
set of arguments...The dilemma is that we
probably don't have the resources for basic
education. But I still think A.1.D. cen help
a government put together a funding package to

do a worthy project.

Project scale is politically importamt. Large
projects can hagve impect. Im the plamning
stages it is isportent to modilise high level

political support, te iavolve ministries such
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Systems approach:

Project time frame:

Agency Staffing:

*

as finance and planning...Education is not
going saywvhere...unless there's a political
interest and a political will. 't needs to be
articulated and it needs to go beyond the
ministry of education, into the ministry of

planning, into the political system.

The systems approach is important. We've got
to help the government tske a long term look
at the education system. We've got to build

on what they have.

Most bureaucrats can't see much farther than
seven years...But we have to be realistic
sbout how long it takes to institutionalize
things, sbout the time needed for effective
technological transfer, sad to accomplish
goals. Lay cut a 20 year project time frame
with five or aix or eight year segments snd
program in perindic reviews. Recogaize that
changes will be necessary over time e

situatioas change.

I'm not reedy to asccept reduced staff.

* *



The Impact Evalustion Conference ended, but the discussion of the
issues raised will continue. A draft policy for the education sector
is scheduled for presentation to the Administrator in mid-April with a

sector strategy to be developed soon thereafter.
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APPENDIX B
AGENDA
EDUCATIOR SECTOR
IMPACT EVALUATIOR CONFERENCE
AGENCY FOR INTERNATIONAL DEVELOPMENT

Marriottsville, Maryland, U.S.A.
February 15-17, 1982

Bus leaves State Department (2lst Street Entrance)
Registrgtion at Marriottsville
Conference Opening

~-~Welcome: Bob Berg
--Conference Background, Purpose and Overview: Twig Johason

Inmpact Evaluation Findings and Issues: Marion Kohashi
Warren

Lunch

Workgroups: Session I - Discussion of Impect
Evaluation Findings end Field Experiences that

Bear on Assigned Topic

Policy Issues: Frank Method

Break

Workgroups: Session I1 - lIdentify Issues and Develop Work
Plan Including Responsidilities for Matching
Findings Against Issues.

Dinner

Expanding The Data Base: Presentations of Additional Cases
and lssues

Wine and Cheese ~ Compliments of the Pragna Corp.

Workgroup Coordinators Meet

Breskfast



10:15

10: 30

12:15

3:45
5:30
6:00
8:00

9:00

DAY III

8:15
9:15
10:45

11:00

12:15

1:30

3:00
3:15

h: 43

Panel: Latest Evaluation Findings and Research Agenda
--Charles Stalford, (U.S.) National lnstitute of
Education
--Mats Hultin, World Bank
--Patrick Shima, UNPD
Break

Workgroups: Session III - Match Findings Against Issues and
Begin Drafting Recommendatioas

Lunch

Werkgroups: Session IV - Continue Drafting Workgroup Report
Break

Workgroups: Session V - Complete Draft Report

All Draft Reports to Pragma Conference Office

Dinner

Education and Development: Ruth Zagorin

Expanding the Data Base: Informal Sessions

Breakfast
Workgroups: Session VI - Critique Other Workgroup Reports
Break

Workgroups: Session VII - Revise Reports in Light of
of Comments; Finalize Presentation to Plenary

Lunch

Flenary Session: Conference Summary and Presentation of
Workgroup Recommendations

Break
Response: Mr. Joseph Wheeler, Deputy Administrator, A.1.D,
Final Discuesion

Bus Leaves for State Department
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"Sector Loans amd Educatioan Development in Brasil.”
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APPENDIX D.1

GROUP I

HOST COUNTRY INSTITUTIONAL CAPABILITY AND COMMITMENT

INTRODUCTION

The problem of the host country institutional capability and
coumitment needs to be cousidered within the specific areas of

structure, procedure and implementation.

The eight reports under consideration are important insofar as
they help us have an understanding and an appreciation of the need for
continuous and harmonious collaboration by all parties concerned inm
A.1.D. programs.

In this summary we shall specifically deal with the situation
from the point of view of the host country and the donors, indicating
the key findings based on research, personal experiemces of the
participsnts, and other relevant issues. Drawing from these findings
we will make a statement of policy and suggest possible

recommend ations.

STRUCTURAL

1. Vertical institutions (Natiomal, Regional, Local)
2. NKorigonmtal Isterministerial Relationms

3. NR.C. =~ Other Domor Relations

4. Role of PVO end Private Sector



PROCEDURAL

1. Approval and Allocation Mechanisas (Processes)
2. Iatra-Governmental, PVO/Private Sector, Donor
3. Budget/Project Cycle

&. Project Process of Indentification, Implementation, Evaluation

The first aspect to look at is the structure of institutions that
can be identified at these levels--natiocnal, regional and local. In
projects in which two or more of these levels are involved, there is
often tension betwveen them which requires resolution. The main
reasons for teasions are identified as:

a) lack of communication

b) bureaucratic jealousy

c) actual or perceived incompetence between levels

d) lack of coordination

e) changes in attitudes

These tensions are a normal fact of life. However, the group
noted that the start of a new project often introduces mew tensions or
sharpens existing teasions. These tensions canact usually be
completely avoided. The issue for program development is whether they
cen be made creative.

Evidence of these tensions can be fowad in the case studies for
ressons (b) and (c) in the Radio Correspondence Project (Kewnya) and
for reason (e) ian the Philippines Impact Study. The NNTEP preject in
Nigeris represents a special case where the temsions were pertly
between two of the U.S8. institutions iavelved and partly mev temsions

batween institutional and bdurssucratic elemeants as Nigeria



restructured its goverument during the project period. Similarly,
Jordan illustrates the difficulty of planning assistance where the
ministry had not yet developed its own plamning capacity. This
resulted ic periods of disagreement over program priorities. Jordan
developed its own institutions and worked through several periods of
turbulence in the period during which A.I.D. assistance wvas provided.
The Korea case appears to represent a case of successful vertical
coordination.

The sbove tensions are mainly vertical tensions smong
hierarchical elements. Other tensions exist horizontally among
elements at any level. Most importantly, tensions exist at the inter~
ministerial level. The non-existence of meaningful interactions at
the iater-ministerial level often leads to a lack of coordinated
project implementation. The coordination required for effective
implenentation of the assistance project often forcee ministerial
elements to interact in ways which are not normally required for
operation of their own programs. In some cases the most lasting
impeact of the education assistance project may be teo bring about new
patterns of interaction and coordination among ministerial elements.
Among the types of projects which often have this effect are nonformal
fuactional skills training projeect, vocatiomal training projectes in
fielde such as agriculteure, and advanced training projects which
include a manpower planning and assessment activity. Exemples vhere
the failure to adequately mmticipate and resolve prodlems of

heritonteal coordination affected project success include the Nepal
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program, Thailand and Colombia. A common problem is the failure to
bring ministries of finance and ecounomic plarning into the process at
an early stage of project development and plananing.

In addition to the tensions and coordination problems among
institutional elements of the local government, tensions often exist
between the local government and the donor community. These tensions
exist partly because of differences in perception between the doanors
and the recipient government as to the definition of the problem,
prioriiiel among the problems and views of how tc proceed in solving
the prohlems. There are often differences in vievws of how to proceed.
In many cases, the government may change or change its priorities
during the life of a project, nmecessitating ad justments on both sides
to the new situation. Afghanistsn is a case in point. The domor may
have a predetermined favorite solution which, if it attempts to
proceed without full agreement or understsanding in the local
government will lead to conflicts sad problems in implementation. The
radio correspondence course in Kenya represented a donor judgment that
this approach could be developed without capital or institution-
building elements. This was incorrect and mmother donor had to
provide the capital inputs, without which the project could mot
function. Ultimstely the project coafronted problems of recurreat
teacher salaries which could have been anticipated by better
collsboration and forvard planniang at the initial stages.

The group noted the need for attentiom to coordimation smong the
donors, but did sot have cases on vhich to base recommndations for

such coordination. A particnlarly delicate set of tensions arise vhen
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the donors attempt to use the assistance to leverage or briag asbout
vhat they consider to be needed reforms. The group discussed this at
length and reached consensus that it was appropriate, and oftenm
necessary, for the donor to take steps to bring sbout needed
coordination and to obtain decisions affecting project implementation.
However, wvhere the donor exceeds this role to the point of attempting
to mske decisions for the local institutions or to force decisionse ia
predetermined directions, it is considered an unvarranted and
inappropriate intrusion on local decision making and often leads to
the increase of tensions rather than the cooperation needed to insure
effective project implementation. The A.I.D. rele in accelerating the

pace of education planning in Jorden appears to have beean an example

of an appropriate, though strong, role in bringing about coordination
and decision at s critical point.

There was agreement that the institutions relevant to education
include meny in the private sector and the role of community level
organizations. While the group stressed the importance of iavolving
community organizations it noted the case of Kenya in which the
accelerated development of community echools uader the Narambees
movement created a prodblem of supplying teachers rapidly enough and of
meintaining the recurreat costs of these schools. The need to find a
solution to the problem of large numbers of poorly trained teachers
forced the Kenya government to look for amm alternative means of
in-service training. The result was the Radio Correspondeace progrem.
Eventually, the failure to find a solution te the other problem, the
coste of employing these teachers at the salariee sppropriate for

their upgraded status, became prohiditive and led to the collapse of



the in-service training scheme. This case illustrates a temsion
between the objective of involving more elemeats in education decision
making and the ministry's need to maintain sufficient comtrol to
ensure effective project implementation.

Both A.1.D. and the local government have an interest in finding
ways to relate education effectively and channel assistance to the
local communities. The government has need to develcp new mechanisms
and A.1.D. may have to assist in developing'thene mechaaisas.

Additional structural/procedural issues which the group discussed
but did not fully resolve include:

-Budget and project cyc les may be incompatible

-Time frame for project implementation and impact may be

inadequate

-A.1.D. procedure for project approval and financial allocation

may be incompatible or poorly coordinated with the relevant
mechanisms in the logal government

~Regardless of who initiates the project, the critical task is

insuring that as it develops it becomes 'owned' by the local
government and institutionalized as part of the local systeam.
The Philippines examples appear to hzve been instances in which
this was nct accomplished. Korea and Kenya appear to be
successful examples.

-Need for periodic consultation, particularly on menpower end

budgeting matters, end for full local participetion in project

monitoring and evaluation.
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APPENDIX D.2

GROUP 11

SUSTAINABILITY OF PROJECTS AND PROGRAMS

Sustainability of any educational project will depend upon the
extent to which it is perceived ss being useful by both project
beneficiaries and host country officials. We ideatified from the
impact studies and other relevant experiences the critical criteria
that determine continuance of education efforts after A.I.D.
involvement has ceased. After listing the criteria, wve analyzed each
case study. The criteria and our conclusions follow:

ISSUE 1: Whether the sustainability of a project is linked to
A.1.D.'s having committed itself to an adequate time horizom over the
life of the project.

An examination of A.I.D.'s project impact evaluations reveals
that A.1.D.'s involvement must be sufficiently long terw to allow for
the development of an institutionalized infrastructure and a qualified
professional cadre for continuous implementation. A.I.D.'s
involvement in Nepal, Jordan, Paraguay and Korea gives evideance of
sufficiently long-term development sssistance that permitted the
creation or re-enforcemeat of key educatiomal institutions ead their

staff over a period of 20-35 yesrs.



On the other hand, and in all fairness, perhaps for reasons
beyoud A.1.D."s control, ocur involvement in education sector projects
in Thailand, Kenya, and the Philippices was not sufficiently long term
to allow for the full institutionalization of all projects in terms of
scceptability to both bereficiaries and to the governments comcerumed.

Recommendation: A.I.D. carefully comsider project objectives

in terms of realistic implementation time frames, and,
depending upon the complexity of the project, allow for

flexibility with regard to the life of the project.

ISSUE 2: Whether econcmic envircnment is sn important element
of sustainability; whether given commitment, the host country can
effectively handle recurring costs whether through internal budget
support or foreign assistance.

Thailand, Korea, Nigeria, Jordan and Paraguay all enjoyed rapid
economic growth, which made it possible for the host countries to
handle their contributions and to meet recurrent costs. Nepal's
economy has shown modest improvement, but its capacity to meet costs
depends on external support, which hes been adequate but may not
continue to be. The Philippines project depended on external
contributions and is struggling to survive. In Kenya, the shock te
the econemy by the oil crisis caused retrenchment from planned levels
of operation.

The success of educaticnal programs depends on economic
possibilities for greduates. This, in turn, is affected by the amount
end quality of economic growth. The svailability of overseas jodb

opportunities and the remittence-fed economy of Jordan solved a
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growing unemployment problem which in the mid-60s threatened the
sustainability of an effective eduational system. In Nigeria, oil
Tevenues perumitted the country to handle demand for secoadary
education created by the project.

But economic growth can create problems. Ia Jordan and Paraguay,
groving ecouomies are providing job opportunities that compete with
and drain the educational system. In the Philippines, the
availability of outside resources for traditional educational
approaches (through the World Bank) undermined incentives for the
low-cost education pilot project.

Conclusion: The economic environment, in any given country,

can significantly affect whether a government is able to
sustain the recurrent costs of education projects. A.I1.D.
should consider, in these cases, vhether the long-term
benefits of such projects merit external (A.I.D. and other
donors) financing of recurrent costs beyond the normal life
of project.

ISSUE 3: Whether an adequate number of qualified personnel are
available to sustain the project.

The issue addresses the question of bumbers of personnel trained
both technically snd in management areas, their presence in the system
after project is terminated, and the adequacy of the numbers and their
areas of specialty.

In all of the impact evaluations reviewed--Thailand, Ecuador,

Paraguay, Pakistan, Kenya, Jordan, Korea, Philippines, and Nepal--the
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training program was significant and introduced enough trained
technicians to ensure the sustainsbility of the project after A.1.D.
vithdraval. There were no examples of adverse effects of training
manpowver or cases in which training was indaquate or not done in
sufficient volume to cover the needs.

Recommendation: A policy should be estsgblished to assure that

projects are designed to include adequate training
components to provide an adequate number of qualified
personnel.

ISSUE 4: Whether the degree to which the host country has
demonstrated a commitment to the project, by supplying essential
financial and qualified human resources, impacts upon the
sustainability of the project.

Host country commitment is defined here as the timely provision
of necessary project inputs. 1t includes contributions "in kind" (en
environment of "legitimacy” with support from appropriate national,
regional, and local prestige figures and necessary legislation to
permit the project to function; available facilities, equipment, and
supplies; and asdequate numbers of host country personnel with at least
minimum professional qualifications). 1t also includes direct
contributions of finencial resocurces to supplement donor
contributions.

Almost all of the projects reviewed in these impact evaluations
seemed to contain a high level of host country commitment duriasg the
life of the project and most are beirg sustained with local resources.
While political and economic constraints may negatively affect the
continuamce of projects, a high level of host ceuntry commitment will

often sustain projects.
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Policy and Strat~gy Recommendations: Host country commitment

is a necessary prerequisite to successful project implemen-
tation and sustainability. A.I.D. policy should provide for
early involvement of the host country in planaing,
managesent, and evaluation to help ensure sdejuate provisioa
of host country resources during the life of che project and
beyond. Host country commitments should be stated as
specifically as possible in project documents, and regular
monitoring of the provision of these commitments should be
an integral aspect of project implementation.

ISSUE 5: Whether the project is effectively institutionalized
(integrated) with indigenous organizations.

The evidence from the projects/programs studied, as well as other
examples cited, shows that successful institutionalization of A.1.D.'s
efforts is a positive, even necessary, contributor toward
sustainability. Some projects, like those in Korea, Paraquay and
Nepal, fit at the outset, or soon thereafter, into established
institutional frameworks. Others, for example those in Nigeria,
Thailand and Kenya, were able through implementation to establish
themselves institutionally, lesding to their having sustained effects.
That is mot to say that institutional changes did not take place where
institutional fit was achieved. Indeed, in most instances significant
changes did occur, but wvhere these reforms toek hold and were
sustained, they succeeded as a result of their integration within the

institutional setting.



Conclusion: Sustainability, the evidence indicates, derives
from the successful institutionalization (systemic internal-
ization) of project/program activities. The policy
implication for A.I.D. is that the theme of
institutionalizing project efforts must be a foremost
consideration from design through implementation, with
proper checkpoints built into the project process to measure
successful movement toward this objective.

ISSUE 6: Whether sufficient reward structures exist to
encourage participation of essential personnel.

In all projects staff were paid and presumsbly received fringe
benefits consistent with their positions. There is no evidence that
any (staff) received special incentives for leaving secure positions
or agreeing to work in hardship posts.

In at least one case (Thailand, for example), project staff
received sufficient psychological rewards to make for little job
turnover. In Nigeria, because in a real sense the project "created" a
school system, many participants experienced considerable jodb
wobility. In most countries, teachers and other staff who received
professional training (Paraguay, Nepal, Ecuador, Thailand, Nepal) were
satisfied with the training and in at lesst one case (Nigeria)
trainees were very positive sbout the training.

Overall, of the 10 projects reviewed, three were rated "high" and
four were rated "adequate” in terms of this issue. Two were rated
"N/A" (not known or not appropriate). This suggests the rewvard
structure is a key issue which should receive sttention. (See chart

folloving report.)
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The problem vith incentives is what happens when the project is
completed or becomes institutionalized snd or stabilized. The answer
is: incentives should stress good msnagement, recognitiom, training,

- and psychological rewvards rather than money.

Recommendstion: A.1.D. should encourage snd, vhen feasible,

make possible special inceatives for selected project
personnel.

ISSUE 7: Whether political stability is an essential element
in project sustainability.

Political stability is always helpful in promoting project
sustainsbility. Ia the Philippines, Kenya, Thailand, Korea, and
Paraguay, stability contributed to a predictable decision-making
enviroument that significantly facilitated project implementation and
followup.

Elsevhere, instability hampered sustainability primarily whea °t
brought a regime to power which was unfriendly to the United States.
Thus, projects may be sustained when instability takes the form of
coups or civil war. Nigeria's commitment to education meant that the
Northern Nigeria Education Project had sustsined effects despite &
prolonged civil war, and a uev military regime in Ecuador has seen no
1 reason to discontinue U.S. aid.

The policy implications of this varisble are limited. Policy-
makers will often not wish to discontinue aid in unstable or
potentially unstable countries. Indeed, there will be stromng pressure
for increases in aid in meny such instamces. Perhaps the primcipal
implication is that expectations of aid in these circumstaences should

not be over-enticipated or over-sold.



ISSUE 8: Whether A.1.D.'s method of phasing out project
affects sustainability.

The data were mixed here and often there was not a great depth of
information sbout this process. In Jordan, Korea, Kenya, and Nepal,
there was a readiness to end involvement with the contractor and the
process appears to have been done reascunably well. 1In each case, it
wvas done gradually, with counterparts assuming full respoasibility.
The extent to which the process was a product of a clearly articulated
plan is unclear. In Afghenistan, Paraguay, and Ecuador, abrupt
project endings were due to sudden political interventions, and there
is no opportunity to assess the impact of a phase-out plan in any
normal sense. In Nigeria the civil war led A.I.D. to rethink its
involvement and to end “he project at a time that ceincided with the
originally planned "life of project;" this should probably be added to
the list of premature endings due to political intervention. 1In
Thailand, the project phased out because A.I.D, felt that it had dene
all it could; the host country, however, wanted continued funding.
Here, in fact, the program has continued and grown. It was felt that
there vas no adequate description of the Philippines project phase-out
plan, but questions were raised about the role of the MOE in funding
inputs after assistance ended.

Conclusion: When a project is allowed to come to its natural

maturity, A.I.D. should assure, as part of phasing out, that
sdequate human and financial resocurces remain to bridge the

gap between relative financial dependeuacy and sutonomous
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sustainability. Since some countrsctors may resist handing
over control snd some countries may not want to give up
A.1.D. money, it probsbly makes sense to include criteria
for disengagement in the original project plan, as well as
some indication of the steps to tske in phasing out the
project.

Is there a role for the private sector?

In implementing projects, private sector firms are more
responsive and flexible than universities and USAID's heve more
control. Following A.I.D. phase out, a private firm and/or contractor
way coutigue to make its services availsble at a reduced level at
cost, given their commitwment to progrem sustainability. The private
sector abroad represents s considerable resource that has yet to be
tapped. University expertise (research capabilities) and on-the-job
training (once the basic 3Rs are taught) sppear to be a better use of
resources than vocational school training. Educational equipment,
such as that for teacher training schools end/or vocatiomal education
provide, limited opportunities for the private sector, especially when

such equipment is easily maintained and/or usable at village level.
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APPENDIX D.3

GROUP III

“FIT" BETWEEN HOST COUNTRY AND AID NEEDS AND REALITIES

INTRODUCTION

To begin with, our overall purpose in this report was to
re-exsmine homilies and cliche's about cultural, political, economic
snd technological factors as predictors of project success or failure.

Very few people in A.I.D. deny that, if our projects fail to
respond to these kinds of realities, we run the risk of fullfilling
our own prophecies in public but fooling ocurselves in private because
our host-countries really don't want what we're selling.

To achieve this, we reviewed the evideace in the impact
evaluation reports and our experience, which indicates that there is a
relationship between impact and the correspondence batween project
activities and host country scciel, ecomomic, cultural, poelitical and
techonological needs snd realities--"fit" matters.

Considerable evidence was discussed which shows close
correspondence leads to positive impacts snd that poor fit produces no
or negative impacts. The evideace is presented in support of
recommendations about how we can improve the "fit" of projects and

their ability to achieve project purposes.
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SOCIO-ECONOMIC FIT

To improve the socio-eccnomic fit of A.I.D. projects with host
country needs and realities, A.1.D. should:

l. Countinue efforts to tie purposes of A.I.D. projects to
priority economic plans snd objectives of host country.

Evidence: A.I.D. primary teacher training project responded

directly to development priorities of Northern Nigerias
Government. Similar data can be found in the
Afghanistan Primary and Secondary Education Report, and
the Nepal, Jordan and Korea Reports.

2. Obtain assurance of host country financial commitment in
recurrent and capital budget,

Evidence: Zaire Management Institute Project, positive exaumple:
Funds have been set aside by Zairian government for
capital and recurrent costs.

3. Recognize the possibility of differing perceptions (between
A.I.D., and host country and within the host country) of socio-ecomomic
needs and negotiate to a shared vievw.

Evidence: In Liberia, the host government requested a traditional
inservice teacher training. Original A.I.D., preference
was for programmed learning such as Project IMPACT in
the Philippines. The IMPACT model, with serious
adaptations to Liberian needs, was adopted. In Jordan
and Nepal, national objectives regarding vocational
eoducation were not coagruent vith local sspirations— .
enrollments were low. 1In Thaillna, the Rill trides
found the national literacy program irrelevent to their

opium growing iadustry.
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4.

Be assured of realistic incentive systems for project

beneficiaries.

Evidence: During the Kenya Radio Correspondence Education

Project teachers were motivated by professional
promotion and salary increase they would receive upon
successfully completing the course. The National
budget however could not support the salary increase of
several thousand teachers who participated in the

project.

CULTURAL FIT

The data indicate that:

1.

2.

Cultural factors make a difference to the success or failure
of projects.

These cultural factors are identifiable.

~Religious factors (in Afghanistan, inclusion of Moslem
elements in the curriculum was important);

~Language differences (an important element in the
Afghanistan program was the use of twe local languages; the
Paraguay pregram successfully introduced elementary
education in Guarani);

-Sex and age roles (Thailand Mobile Trade Training Units
notably successful in foaching youth snd rural women);

-Differences in prestige and rank;

=Cultural values,
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Lessons learned are:

1.

In project design, set up joint host country-donor
committees for project development and implementation to
ensure that cultural factors are respected throughout the

life of the project.

Evidence: In Liberia a committee redesigned the Improved

Efficiency of Learning Project to be acceptatle to
rural people. In Cameroon, a committee ensured that
education programs were conducted in both national
languages.
Make sure educational achievement is rewarded by recognized
credentials. Tie educational innovations into the formal

education system.

Evidence: Project IMPACT provides an example of the lack of good

3.

recognition of educational achievement. In the Kenya
radio distance teaching project, on the other hand,
teachers received step increases and pay raises.
Make sure any change in the role cf teachers and students is
well understood and acceptable to teachers and the community

served. .

Evidence: Students transferred out of Project IMPACT because its

b.

innovations were not well accepted.
Recognize that cultural patterns can vary at national,

regional, and local levels.

Evidence: A literacy program that worked successfully in the Thai

lovliands had poor earollments and high dropout in hill
sreas., The Thailand Mobile Training Unit program vas
designed to dovetail with traditionsl work patterans of

wvomen, rural childrea, and emall farmers.
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5. Use local host country social scientists and institutiouns in

project design, implementation, ard evaluation.

Evidence: Rural curriculum development in Camercoun was designed
and tested by local social scientists. Project IMPACT
lacked this kind of planning and evaluation. Radio
Farm Forum in Nigeria (1967) successfully used
culturally recognizadble situations, local languages and
local actors to teach educational concepts.

Educational television progrsmming in Ivory Coast was
done entirely in Ivory Coast by the evaluation uait
created with the Ministry of Primary Education and

Educational Television,

POLITICAL FIT

Evidence form several studies (e.g., Kenya, Korea, Nepal,
Paraguay, Thailiﬁd, Ivory Coast) indicates that positive impacts are
produced by projects that take political ~oncerns into account.
Evidence from three studies (Afghanistan, Ecusdor, Cameroon) show that
negative results followved a lack of political avarecness.

The evidence suggests that:

a. There are political barriers to development,

b. Education is inherently political in nature.

Thus, our project strategy should:

1. Ensure that project purposes snd goals agree with national
aspirations by developing broad bases of political support
in national, regional, end local groups sad dy iavolving
participants as early as possible in making decisions about

the project. 1In Korea the curriculum ob jectiver were



validated by comparing them with the conatitution of Korea.
In Nepal, project goals wvere taken from two national policy
documents. 1In Afghanisten, the evaluation suggests that the
Faculty of Education, established at the Kabul University by
TCCU, was disbanded because the project did not take into
sccount political interests in the Ministry of Education and
Kabul Univereity.

2. Establish an 1nformation nmetwork tc inform participants and
other interested parties sbouvt project activities--USAID may
be the hub of a network at the beginning of a project. In
an African country, a relevant central government office was
surprised to discover an interesting rural development
project two years after it had started. In'Afghanistun, the
USAID mission did little to involve or inform the goverament
about planning the Afghan Demographic Studies and the
contractor had to travel to Kabul to explain the project to

Ministry of Planning officials.

TECHNOLOGICAL TIT

Appropriate educational technologies include both hardware
technologies, such as radio and print, and “technologies of
instruction," such es instructionsl systems design (Korea), programmed
teaching (Philippines Project Impact) and distance teaching (Kenya and

Korea).
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1. The way technological considerations are optimally treated
2epends on the newvness of the techmology in the society. 1If new, a
period of preparation of intended users is very desirable, to generate
fami’iarity with, and mastery of, the technology and its particular
use. If, instead, it is a wodification in the educatiornal use of
current technologies, the reeducation process is inherently different,
but even more complex.

In Korea, the five-year development process, using numerocus
demonstretion classrooms throughout the country, served to demystify
the new set of technologies. In Zaire, a sophisticated technology was
rapidly introduced, and collapsed for lack of a maintenance
capability,

The effort to re-popularize radio, as a major instructional tool,
illustrates the second point., Wider adoption of the break-throughs in
instructional radio in recent years (e.g., Nicaragua and Thailand
“radio math', Honduras snd Gambia rural health instruction) face the
barrier of earlier patterns of ineffectual or trivial use of radio.

2. In feasibility analysis, improved data must dbe developed on
the recurrent costs of technological elements, including replacement
and maintenance after the donor has left, and the affordability of
replicstion. 1In lvory Coast's ETV project, the repid introduction
into rural areas required the use of high-cost battery power; the
result was an overall recurrent cost beyond easy affordablility.
Mobile vans are parked around the world for lack of gascline and spare
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3. Success in maintaining an educational technology is often
dependent on how central its educational function has been designed to
be; ancillary, supplementary functions rarely induce effective use and
maintenance. On the other hand, the central though not exclusive use
of radio and programmed instruction in Korea ensured their use and
maintenance.

4. The introduction of new techan.logy for instruction requires
adequate adaptation, demonstration, and information diffusion within a
couatry to promote its acceptance and use. The difficulties in
sustaining local acceptance faced by Project lImpact may be traced in
part to insufficient sdaptation to local values about the character of
schooling. A subsequent, rclated project in Liberia has made
fundamental adaptations based on local values (teachers are used, not
peer instructors; the project training will operate in existing
national institutions, the teacher trsining colleges).

5. The educational technology that is selected certainly
depends on svailable local infrastructure. Kenya's radio
correspondence project took sdvantage of the very good postal and
radio broadcasting capabilities in the country.

6. Technology will play a rapidly increasing role in education,
and major commitments must be made as sensibly as possible. Nations,
therefore, need to obtain good independent advice on the viability of
technological options in their own environment, to be less dependent
on industrial salesmen and technological experience form developed
countries. In such analyses, there must be & recognition of the
multiple criteria appropriately used by developing country
decision-makers: technological, socio-economic, political, and

cultural—all impecting on technological choice.

™
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A.1.D. agencies have a respousibility to emcourage such host
country expertise and leadership. They can also provide the
specialized expertise needed to analyze new techaological options.
Such advise should be provided whether or not associated with specific
foreign assistance projects, given the growing importance of
technology. Korea illustrates both sides. KEDI's failure with a very
new technology, the tethered balloon, can be traced to insdequate
analysis of its compatibility with local climatic conditions. On the
other hand, within their areas of competence, both KEDI and the Korean
Institute for Science snd Technology ("KIST") provided capabili:yv for
Korea itself to wake reasoned educational decisions in a wide range of
development projects. This is the surest way to easure a

technological fit in an ever~changing world.

RECOMMENDATIONS

1. The the existing A.I.D. policy regarding participation
shou'd be followed more religiously so that design,
implementation and evaluation involve host country
institutions,

2. That projects not be funded unless there is evidence of
participation in the earliest design stages.

3. That funds be provided to pay for participation of local

nationals et sppropriate stages of project development.
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APPENDIX D.4
GROUP IV

WORKSHOP ON REPLICABILIYY AND SPREAD

The Question: What can A.I.D. do to replicate positive aspects of its

experience and not replicate negative aspects of its

experience’?

Introduction

In distinguishing between replicability and spread, the group

defined replicability as a more conscious directed effort to apply

effective approaches to mew projects in other ocuntries, sectors and

discplines. Spread refers to extension or dissemination within the

same country or contiguous area.

Some preliminary conceras of the group:

1. Replicability requires better analysis of previous
experience than is usually availsble. Project components (e.g.,
technical packages, project processes, perscnnel, context) should be
disaggregated and their role in achieving success or failure asssessed
as part of determining the replicability of an experience.

2. Most projects are replications of some type; i.e.,
replicetions of U.S. approaches or styles, some successful, some not.
(The Afghanistan progrem was an exsmple of & fairly straight trensfer

of U.S. experience which appears less successful than programs based
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on U.S. ex#erienceo but sdapted to local circumstances. Replication
for replication's sake is not the point, but replication as a tool for
improving effectiveness and efficiency requires much more atteation
than it hss received to date.

3. While generating lots of talk and increased interest in a
period of tight resources, replication of positive aspects of A.1.D.
projects snd programs seems to be no one's responsibility, nor is it
effectively dealt with in design, evaluation or agency information
system.

4. There was very little in the 12 documents reviewed that
related directly to replication, the exception being Project Impact in
the Philippines. The Nicaragua math project was also mentioned in
subsequent group discussion. However, replication of both of these is
just beginning and it is too soon to predict how they will work.

5. There was information in a number of the studies regarding
spread. Project Impact was attempting to convince the World Bank to
let them spend money on modules as opposed to text books leading to
increased spread. The Thailand program now covers the eatire country
but recurrent costs are a problem. In Kenya the high number of
teachers vho became qualified and entitled to higher salaries created

an unanticipated demand on government funds as the project spread.

Requirements to Effectively Disseminate Positive Experiences

Ia order for A.1.D. to replicate the positive aspects of its

experience and not replicate negative aspects, A.1.D. needs to know



about what worked, what didn't work and why. Most A.I.D. evaluation
documents and assessments prcvide inadequate documentation. Ilnn
addition, the information that may have been recorded somewvhere is not
synthesized or easily accessible. There is even less information
about why something worked than what worked. Tuo often the people
dimensions of projects and programs (A.I.D. personnel, host country
implementors, contractors) are not explicitly sddressed evem though
people may have been the driving factor behind project success. This
could affect a successful or unsuccessful replication elsewhere.

Also, documentation of processes and project enviroument (including
physical, social, cultural, institutional and ecomomic) receive much
less attention than the technical components. Assuming that A.I.D.
can overcome this lack of knowledge of what worked and why, the next
critical limiting factor becomes developing improved information
dissemination and communication mechaniswms. Information dissemination
currently is generally ad hoc and informal; it is concentrated within
sector specialties and within Regional Bureaus or parts of Regional
Bureaus. A.I.D. needs to focus much more seriously on information
dissemination within A.I1.D., between donors, among contractors snd

among developing country decision-makers.

Policy Recommendations

1. The A.I1.D. Sector Councils should have responsibility for

identifying replicable experiences and disseminating this jnformation.
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2. A.1.D. needs to do what it says it is doing. Documenting
the implementation process vill require real formative evaluation.
Creating real formative evaluation will, in many cases, require
rolling design, wore general implementation plans at the Project Paper
stege, more extensive implementstion plans at project start up, and
then revisions (: & regular basis. These elements become even more
critical as longer time frames for projects are considered.

3. With regard to replication, comscious, serious attentionm
must be addressed to the Agency's information dissemination system.
Information flows will have to be vertical, lateral (across sectc=s),
external (including other donors). S & T/DIU has made a useful start,
but more must be done to get useful, tailored, relevant, down to earth
information in the hands of people who need it. A.I.D. perhaps
underestimates the importance of site visits and travel, informal
interactions at meetings and focused workshops of practitioners,
including contractors and host country counterparts. There is no
substitute for direct contact smong principals involved in program
implementation.

4. A.1.D, needs to give more attention to strategies for more
cost effective approaches {(especially in basic education)., Private
sector (consulting firms, PVO's and universities) approaches “:
education and training should be examined.

S. A.1.D, design procedures should require s review of past
experience and the explicit identification of lessons learned (what

works and what deoes not),
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Additional Ideas, Suggestions, Unresolved Issues, Comments

1. A.I.D. should carefully assess pilot project efforts so
that, if successful, there will be resources (national, A.I.D., and
other donors) available for replication and spread.

2. Projects that think about possible success and replicability
at the beginning (e.g., Project Impact) of the effort stand a better
chance of being replicated.

3. The greater the success, the greater the demand for spread
and generally the greater the cost burdens to msintain programs.

Korea and Nigeria cases where GNP rose differ from Kenya, Thailand and
Jordan which put more stress on the country to keep the program
working. While predicting the economic future is difficult, early
consideration of recurrent cost issues should be a part of replication

decisions.
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APPENDIX D.5

GROUP v

DESIGN, IMPLEMENTATION, EVALUATION AND FEEDBACK

A major objective of the workshop, as stated in the guidelines is
to suggest how the design and impact of A.I.D. education projects cam
be improved. Working Group Five's topic, therefore, is of particular
significance i1f not the topic of primary concern. Each component of
the topic has its own set of issues, but time and space limitations
compelled the group to focus on project design, accepting the fact
that plans for implementation, feedback and evaluation, which of
necessity are incorporated in the project paper, constitute an
integral part of project design. Accordingly, the group identified
major issues related to project design and mede an effort to indicate:
possible wa, s of dealing with them by drawing upon the findings of the
impact studies and from the experience of its members. Drawing upon

the above, policy snd strategy recommendations were formulated.

Relevant issues include the following:

1. The U.S. may possess some comparative advantages to
contribute to LDC education development, but there is little
firm evidence to support this hypothesis,

2. Scope and Flexibility of Education Projects. Education

projects should focus upon certain priority areas, using

o
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criteria such as their impact upon health, agriculture,
equity, productivity, host country needs and participation,
etc.

3. Costs. The potential economic impact of education

projects should be estimated. An effort should be made to
determine how they can be made more cost-effective. i&&i%’
must deal with host country fiscal constraints and recurrent

project costs.

4. Institution Building. With funding limitations, A.I.D.

should undertake long-term institution-building projects in
education only when certain criteria are met. High among
these criteria are impact upon development priorities,

particularly infrastructure for growth of private

enterprise,

S, Host GaverameRt Commitment to Educational Reform. ,

prerequisite to some A.1.D. education sector projects should

require a prior host government undertaking for educational

reform.

Education goals for A.1.D. projects should be derived from
agreed-upon A.1.D. strategy and purposes in the education sector.
Some goals evident from analysis of the studies are:

1. Establishment of cost-effective education systems and
netvorks consistent with the experience of other countries

and earlier projects.
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2. Improvement in the management and planning capacity of host
countries to develop effective policy and programs.

3. Postitive response to educational projects to the require-
ments of .develoment in other sectors, e.g. agriculture,
population, health, energy.

4. Strengthening of educational institutions and resources,
e.g. libraries, translation of materials, laboratory
equipment, etc.

5. Increased transfer of technology and improved levels of
training in science and technology, msnagement skills and
vocational education.

6. Involvement of the resources, expertise and capital of the
U.S. and host country private sector.

7. Exp:ded inclqsian of women among beneficiaries of
education.

o

Key Findings and Conclusions

' The review of the 12 Impact Evaluations and desk studies revealed
instances where successes or failures appeared to be related to design
and implementation approches and procedures. The following are cited
as examples,

Projects nlanned for sufficient duration were more successful
than those terminated too soo. Where innovation is involved, the
process seems to call for extended time and continous sssessment to
assure the final product serves perceived needs.

Attention is needed to economic productivity and cost

effectiveness, a design specificstion not included when many of the
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projects asppraised ue;e initiated. Inputs could be measured sgainst
ocutputs in order that host governments and A.I.D. could calculate a
rate of return on the investment. Designs sometimes overlooked
recurrent costs. In particular, thought should be given in project
design to ways in vhich host governments could meet these costs as
A.1.D. assistance was phased out.

The assumption is usually made that projects are designed within
the context of national development plans to which they are intended
to contribute. Designers might consider making specific reference to
development plans and education sector policies and programs in
particular. It has seemed easy to overlook potential and desirable
linkages with indigenous institutions already active in the particular
education field addressed by the project. Ways in which the project
could serve as a catalyst in developiag local initiative,
participation and financial support would be useful to cite as
guidance for those administering the project.

A factor in project success appeared to be the identification of
very specific target groups and beneficiaries. Broader participation
of host -ountry governments and institutions as well as A.I.D.
contractors and other foreign participants in the project design
process was considered beneficial, even though the limitations of such
involvement are recognized,

Designs which were prepared in great detail were thought to lead
to inflexibility in implementing the project in some instances.
Feedback mechanisms incorporated in designs would have helped project
manager and contractors undertake mid-course ad justments. The use of
A.1.D. leverage to help institute reforms in the educational system
vas evilent in some projects and it was felt desirable if designers

gave consideration to this issue in all education projects.
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In some countries, such as the Primary and Secondary School
Project conducted over a 23-year period in Afghanistan, more attention
to recruiting or providing advisors with exteansive kaowledge of the
socio—cultural setting and local languages would have been desiradle
and strengthened project impact. Textbooks and other educatiomal
materials for projects that transplanted American models were deamed
less successful than those adapted to suit the indigenous society and
culture. Host country and A.1I.D. barriers were thought to impede
coautractor management and implementation of projects.

Host countries raised the issue of "education for what’" when it
vas not clear in the project design that there was linkage with
development activities in other sectors.

There would be value in devising means to integrate the various
kinds of evaluatioas that were conducted on projects, including, for
example, annual mission project evaluations, management reviews of
contractor performance, counsultant studies, sudits, etc. Mid-course
evalustions snd mansgement review were not used in all cases to &d just
project implementation or modify the project design where appropriate.
If the project design had provided for use of control groups not
associated with the program, evaluation of innovative or experimental

projects might have been strengthened.

Policy Implications and Recommendations

During the project design process host country policy, funding
and structural constraints wmust be systemstically snalyzed. This will
perait the project to de designed to overcose or reduce the effect of
the constraints. Alternatively, through other actions, steps can be

planced to ease the constraints.
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In countries where A.I.D. has limited funding and personnel,
priority should be assigned to formulation of a long-term strategy for
development requirements. Education projects should be carefully
selected from the range of those requested by host governments in
order to assure optimum flexibility and long-term impact. For
example, if & country's high priority is to raise the guality of rural
life, an increased allocation of resources may be required which
promises improvement in rural education and training.

Education project design should provide sufficient time to
achieve stated objectives, but retain flexibility to adjust activities
to meet the changing needs of a country. Projects involving
innovation should especially be funded for longer periods to assure
success of the final product.

Projects should be shaped to be cost-effective, paying due
attention to the requirement for recurring costs and planning for the
host government to finance the activity whem A.I.D. support is
terminated.

Design of education projects should consider their function as
well as their componenets of the education sector strategy for that
country as well as their contribution in the development prvocess.
Linkages to local institutions already involved in that field should
be expressly provided for as should means through which they can be
integrated into the educational systen.

Beneficiaries snd target groups are usually identified in project
design, Dut often are not involved in it., Those to be involved in
implementing the project should, if possible participate in the
project design, e.g. contracter personnel, Peace Corpa volunteers,
host country institutions.

4
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Design of education projects should avoid great detail,
particularly wvith reference to tasks to be performed and comtractor
requiresents, since this may lead to inflexibility or scattering of
effort. Where appropriate, coansideration should be given to ways in
which the project can exert leverage for educational reforms.
Adjustunrats in implementation of projects can be made more
systematically if feedback mechanisms are built into project design.

A.1.D. should design activities in a way to assure that
contractor perscnnel will have knowledge of the socio-cultural setting
and local languages. Caution should be exercised not to tramnsp.ant
American institutions, textbook models and curriculum without adapting
them to indigenous society and culture.

In formulating goals and purposes, criteria should include
consideration of the cultural and social setting, local economy, host
country educational system snd strategy, overall A.I.D. policy and
strategy, sector policy guidance, the capabilities and limitations of
local institutints, the potential that a project can overcome
constraints, afc.

In designing and implementing education projects, A.1.D. should
seek linkages with development activities in other sectors. A.I.D.
education specislists should play a more active and central role in
designing the educational and training compouents of projects in other
sectors. This may mean that the Agency must have available
specialists in education who have the technical competence to provide
such advice,

Efforts should be made to correlate the findings and

recommendations of all evaluations.
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A.I.D. EVALUATION PUBLICATIONS

The following reports have been issued in the A.I.D. Evaluation
Publication series. Those documents with an identification
code (e.g., PN~-AAG-585) may be ordered in microfiche and paper
copy. Please direct inquiries regarding orders to:

Editor of ARDA, PPC/E-DIU

Bureau for Program and Policy Coordination
Agency for International Development
washington, D.C. 20523

U.S.A.

CROSS REFERENCE LIST BY SECTOR

AGRICULTURAL RESEARCH

Discussion Paper:
No. 13: AID Experience in Agricultural Research: A Review of
Project Evaluations (May 1982) PN-AAJ-611

Impact Evaluations:

No. 2: Kitale Maize: The Limits of Success (May 1980)
PN-AAE-723

No. 14: Central America: Small Farmer Cropping Systems
(December 1980) PN-AAH-977

No. 27: Korean Agricultural Research: The Integration of
Research and Extension (January 1982) PN-AAJ-606

No. 30: Guatemala: Development of ICTA and Its Impact on
Agricultural Research and Farm Productivity (February
1982) PKR-AAJ-178

No. 33: Food Grain Technology: Agricultural Research in Nepal
(May 1982) PN-AAJ-614

No. 34: Agricultural Research in Northeastern Thailand (May
1982) PN-AAJ-615

No. 44: West Africa Rice Research and Development (May 1983)
PN-AAL-012 ‘

No. 48: Tunisia: The Wheat Development Program (October 1983)
PN-AAL-022

Evaluation Report:

No. 10: Strengthening the Agriculture Research Capacity of The
Less Developed Countries: Lessons from AID Experience
(September 1983) PN-AAL-020

EDUCATION

Impact Evaluations:

No. ¢ U.S. Aid to Education in Nepal: A 20-Year Beginning
(May 1981) PN-AAJ-168

No. 23: Northern Nigeria Teacher Educational Project (Sept.
1981) PN-AAJ-176

No. 25: Thailand: Rural NonFormal Education - The Mobile

Trade Training Schools (October 1981) PN-AAJ-171
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CROSS REFERENCE LIST BY SECTOR

EDUCATION (con't)

Impact Evaluations:

No. 37: Radio Correspondence Education in Kenya (August 1982)
PN-AAJ-620

No. 38: A Low-Cost Alternative For Universal Primary Education
in The Philippines (September 1982) PN-aAAL-001

No. 46: U.S. Aid to Education in Paraguay: The Rural
Education Development Project (June 1983) PN-AAL-017

Special Study:

No. 5: [Korean Elementary - Middle School Pilot Project
- (October 1%81) PN-AAJ-169

Program Evaluation:

No. 12: AID and EDUCATION: A Sector Report on Lessons Learned
(January 1984) PN-AAL-034

ENERGY [Rural Electrification]

Discussion Paper:
No. 3: Rural Electrification: Linkages and Justificatioms

(April 1979) PN-2AG-671

Impact Evaluations:

No. 15: The Philippines: Rural Electrification (December
1980) PN-AAH-975

No. 16: Bolivia: Rural Electrification (December 1980)
PN-AAH-978

No. 21: Ecuador: Rural Electrification (June 1981) PN-AAH-979

No. 22: The Product is Progress: Rural Electrification in
Costa Rica (October 1981) PN-AAJ-175

Program Evaluation:
No. ll: Power to the People: Rural Electrification Sector
Summary Report (December 1983) PN-AAL-027

[ Fuelwood])

Special Study:
No. 1: The Socio-Economic Context of Fuelwood Use in Small
Rural Communities (August 1980) PN-AAH-747

EVALUATION METHODOLOGY/EVALUATION ISSUES

No. 1l: Manager's Guide to Data Collection (November 1979)
PN-AAH-434

No. 2: Selection and Justification Procedures for Rural
Roads Improvement Projects (January 1984) PN-AAL-032
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CROSS REFERENCE LIST BY SECTOR

EVALUATION METHODOLOGY/EVALUATION ISSUES (con't)

Discussion Papers:

No. 8: Assessing the Impact of Development Projects on Women
(May 1280) PN-AAH-725

No. 9: The Impact of Irrigation on Development: Issues for a
Comprehensive Evaluation Study (October 1980)

No. 10: A Review of Issues in Nutrition Proyram Evaluation
(July 1981) PN-AAJ-174

No. 12: Turning Private Voluntary Orgarizations Into
Development Agencies; Questions for Evaluation (April
1982) PN-AAJ-612

Special sStudy:
No. 8: Toward A Health Project Evaluation Framework (June
1982) PN-AAJ-619

FOOD AID

Program Evaluation:

No. 6: PL 480 Title II: A Study of the Impact of A Food
Assistance Program in the Philippines (August 1982)
PN-AAJ-622

Discussion Paper

No. 15: Food Aid and Development: The Impact and Effectiveness
of Bilateral PL 480 Title I-Type Assistance (December
1982) PN-AAL-003

No. 19: A Comparative Analysis of Five PL 480 Title I
Impact Evaluation Studies (December 1983) PN-AAL-030

Impact Evaluations:

No. 8: Morocco: Food Aid and Nutrition Education (August
1980) PN-AAH-851

No. 39: Sri Lanka: The Impact Of PL 480 Title I Fcod
Assistance PN-AAJ-623

No. 45: PL 480 Title I: The Egyptian Case (June 1983)
PN-AAL-015

No. 47: The Impact of PL 480 Title I in Peru: Food Aid as an
Effective Development Resource (October 1983) PN-AAL-021

HEALTH/NUTRITION

Discussion Papers:

No. 1: Reaching the Rural Poor: Indigenous Health
Practitioners Are There Already (March 1979) PN-AAG-685

No. 10: A Review of Issues in Nutrition Program Evaluation
(July 1981) PN-AAJ-174




CROSS REFERENCE LIST BY SECTOR

HEALTH/NUTRITION (con't)

Impact Evaluations:

No. 8: Morrocco: Food Aid and Nutrition Education (August
1980) PN-AAH--Jd51

No. 9: Senegal: The Sine Saloum Rural Health Care Project
{October 1980) PN-AAJ-008

No. 36: Korea Health Demonstration Project (July 1982)
PN-AAJ-621

Special Studies:

No. 2: Water Supply and Diarrhea: Guatemala Revisited (August
1980) PN-aAAJ-007

No. 8: Toward A Health Project Evaluation Framework (June
1982} PN-AAJ-619

INSTITUTION BUILDING

Discussion Paper:

No. 11l: Effective Institution Building: A Guide for Project
Designers and Project Managers Based on Lessons Learned
From the AID Portfolio (March 1982) PN-AAJ-611

INTEGRATED RURAL DEVELOPMENT

Impact Evaluations:

No. 28: Philippines: Bicol Integrated Area Development
(January 1982) PN-AAJ-179

No. 43: Egypt: The Egyptian American Rural Improvement
Service, A Point Four Project, 1952-63 (April 1983)
PN-AAL-011

No. 49: HAITI: Hacho Rural Community Development
(November 1983) PN-AAL-025

Special study:

No. /: The Vicos Experiment: A Study Of The Impacts Of The
Cornell-Peru Project In A Highland Community (April 1982)
PN~AAJ-616

No. 18: The Helmand Valley Project In Afghanistan (December
1983) PN-AAL-028

IRRIGATION

Discussion Paper:
No. 9: The Impact of Irrigation on Development: 1Issues for a
Comprehensive Evaluation Study (October 1980) PN-AAJ-208
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CROSS REFERENCE LIST BY SECTOR

IRF SATION (con't)

Impact Evaluations:

No. 4: Philippine Small Scale Irrigation (May 1980) PN-AAH-749

No. 12: Korean Irrigation (December 1980) PN-AAH-975

No. 29: Sederhana: 1Indonesia Small-Scale Irrigation (February
1982) PN-AAJ-608

No. 31: Sudan: The Rahad Irrigaticn Project (March 1982)
PN-AAJ-610

No. 35: The On~-Farm Water Management Project in Pakistan (June
1982) PN-2AAJ-617

No. 42: Bangladesh Small-Scale Irrigation (April 1983)
PN-AAL-010

No. 43: Egypt: The Egyptian American Rural Improvement
Service, A Point Four Project, 1952-63 (April 1983)
PN~-AAL-011

No. 50: On-Farm Water Management In Aegean Turkey, 1968-1974
(December 1983) PN-AAL-029

Program Evaluation:
No. 8: Irrigation And AID's Experience: A Consideration Based
On Evaluations (August 1983) PN-AAL-019

LIVESTOCK DEVELOPMENT

Discussion Paper:
No. 6: The Sociology of Pastoralism and African Livestock

Development (May 1979) PN-AAG-922

Program Evaluation:
No. 4: The Workshop on Pastoralism and African Livestock

Development (June 1980) PN-AAH-238

LOCAL GOVERNMENT

Discussion Paper
No. 17: AID Assistance To Local Government: Experience
And Issues (November 1983) PN-AAL-026

Special Study: :
No. 17: Local Government Trends and Performance: Assessment
of AID's Involvement in Latin America November 1983

(PN-AAL-023)

POPULATION/FAMILY PLANNING

Discussion Paper:
No. 5: Study of Family Planning Program Effectiveness (April

1979) PN-AAG-672
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CROSS REFERENCE LIST BY SECTOR

POPULATION/FAMILY PLANNING (con't)

Program Evaluations:

No. 1: Family Planning Program Effectiveness: Report of a
Wworkshop (December 1979)

No. 2: A.I.D.'s Role in Indonesian Family Planning: A Case
Study with General Lessons for Foreign Assistance (December
1979) PN-AAH-425

No. 3: Third Evaluation of the Thailand National Family
Planning Program (February 1980) PN-AAH-006

PRIVATE SECTOR

Impact Evaluation:
No. 41: 1Impact Evaluation of Housing Guaranty Programs In
Panama (March 1983) PN-AAL-008

Discussion Papers:

No. 14: Private Sector: Ideas and Opportunities: A Review of
Basic Concepts and Selected Experience (June 1982)
PN-AAJ-618

No. 16: The Private Sector, The Public Sector, And Donor
Assistance In Economic Development: An Interpretive Essay
(March 1983) PN-AAL-007

No. 18: Free Zones In Developing Countries: Expanding
Opportunities for the Private Sector (November 1983)
PN-AAL-024

No. 20: A Comparative Analysis of Policies and Other Factors
Which Affect the Role of the Private Sector in Economic
Development (December 1983) PN-AAL-031

Special Studies:

No. 4: The Social Impact of Agribusiness: A Case Study of
ALCOSA in Guatemala (July 1981) PN-AAJ-172

No. 6: The Economic Development of Korea: Sui Generis or
Generic? (January 1982) PN-2AAJ-177

No. 9: Private Sector: Costa Rica (March 1983) PN-AAL-005

No. 10: Private Sector: The Tortoise Walk: Public Policy And
Private Activity In The Economic Development of Cameroon
(March 1983) PN-AAL-004

No. 11l: The Private Sector And The Economic Development Of
Malawi (March 1983) PN-AAL-006

No. 12: Ventures In The Informal Sector, And How They Worked
Out In Brazil (March 1983) PN-AAL-009

No. 14: The Private Sector: The Regulation Of Rural Markets
In Africa (June 1983) PN-AAL-014

No. 15: The Private Sector: Ethnicity, Individual Initiative,
And Economic Growth In An African Plural Society: The
Bamileke of Cameroon (June 1983) PN-AAL-016
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CROSS REFERENCE LIST BY SECTOR

PRIVATE SECTOR (con't)

Impact Evaluations:

No. 16: Private Sector Evaluation: The Dominican Republic
(June 1983) PN-AAL-018

No. 19: Capitalizing wWorkers: The Impact of Employee Stock
Ownership Plans in Selected Developing Countries
(January 1984) PN-AAL-033

PRIVATE VOLUNTARY ORGANIZATIONS

Discussion Paper:

No. 12: Turning Private Voluntary Organizations Into
Development Agencies; Questions for Evaluation (April
1982) PN-AATJ-612

Impact Evaluations:

No. 7: Effectiveness and Impact of the CARE/Sierra Leone Rural
Penetration Roads Projects (June 1980) PN-AAH-751

No. 10: Tunisia: CARE Water Projects (October 1980)
PN-AAJ=-207

No. 24: Peru: CARE OPG Water Health Services Project (October
1981) PN-AAJ-176

Special Study:
No. 12: Ventures In the Informal Sector, And How They Worked
Out In Brazil (March 1983) PN-AAL-009

ROADS

Discussion Papers:

No. 2: New Directions Rural Roads (March 1979) PN-AGG-670

No. 7: Socio-gEconomic and Environmental Impacts of Low-Volume
Rural Roads -- A Review of the Literature (Febrauary 1980)
EN-AAJ-135

Program Evaluation:
No. 5: Rural Roads Evaluation Summary Report (March 1282)
PN-AAJ-607

Impact Evaluations:

No. 1: Colombia: Small Farmer Market Access (December 1979)
PN-AAH-768

No. 6: Impact of Rural Roads in Liberia (June 1980) PN-AAH-750

No. 7: Effectiveness and Impact of the CARE/Sierra Leone
Rural Penetration Roads Projects (June 1980) PN-AAH-751

No. 11: Jamaica Feeder Roads: An Evaluation (November 1980)
PN-AAJ-199

No. 13: Rural Roads in Thailand (December 1980) PN-AAH-970
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ROADS (con't)

Inpact Evaluations:

No. 17: Honduras Rural Roads: 0ld Directions and New (January
1981) PN-AAH-971

No. 18: Philippines Rural Roads I and II (March 1981)
PN-AAH-973

No. 26: Kenya: Rural Roads (January 1982) PN-AAH-972

SMALL-SCALE ENTERPRISE

Inpact Evaluation:

No. 40 Assisting Small Business In Francophone Africa -- The
Entente Fund african Enterprises Program (Decerber 1982)
PN-AAL-002

Special Study:

No. 13: The Evaluation of Small Enterprise Programs And
Projects: 1Issues in Business And Community-Development
(June 1983) PN-AAL-013

WATER

Discussion Paper:
No. 4: Policy Directions for Rural Water Supply in Developing
Countries (April 1979) PN-AAG-691

Special Studies:

No. 2: Water Supply and Diarrhea: Guatemala Revisited (August
1980) PN-AAH-747

No. 3: Rural Water Projects in Tanzania: Technical, Social,
and Administrative Issues (November 1980) PN-AAH-974

Program Evaluation:
No. 7: Community Water U, >lv ‘n Developing Countries:
Lessons from Experience .. ‘-“t<rb2r 1982) PN-AAJ-624

Impact Evaluati.ns:

No. 3: The Potable Water Project in Rural Thailand (May 1980)
PN~-AAH-850

No. 5: Kenya Rural Water Supply: Program, Progress, Prospects
(June 1980) PN-AAH~724

No. 10: Tunisia: CARE Water Projects (October 1980)
PN-AAJ-207

No. 20: Xorean Potable Water System Project: Lessons from
Experience (May 198l1) PN-AAJ-170

No. 24: Peru: CARE OPG Water Health Services Poject (October
1981) PN-AAJ-176

No. 32: Panama: Rural Water (May 1982) PN-AAJ-609 /\\

e \




CROSS REFERENCE LIST BY SECTOR

WOMEN IN DEVELQPMENT

Discussion Paper:

No. 8: Assessing the Impact of Development Projects on Women
(May 1980) PN-AAH-725

COUNTRY PROGRAM STUDIES

Evaluation Report:
No. 9: U.S. Aid to Zimbabwe: An Evaluatiou (Augqust 1983)
PN-AAJ-605

CRQOSS REFERENCE LIST BY PUBLICATION SERIES

Impact Evaluations
1, 2, 3, 4, 5, 6, 7, 8, 9, 10, 11, 12, 13, 14, 15, 16, 17, 18,

19, 20, 21, 22, 23, 24, 25, 26, 27, 28, 29, 30, 31, 32, 33, 34,
35, 36, 37, 38, 39, 40, 41, 42, 43, 44, 45, 46, 47, 48, 49, 50

o {21 studi

1, 2, 3, 4, 5, ¢, 7, 8, 9, 10, 11, 12, 13, 14, 15, 16, 17, 18,
19

Discussion Papers

l, 2, 3, 4, 5, 6, 7, 8, 9, 10, 11, 12, 13, 14, 15, 16, 17, 18,

Evaluation—Reports

1, 2, 3, 4, 5, 6, 7, 8, 9, 10, 11, 12
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