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EXECUTIVE BUMMARY

Baseline S8tudy of Girls and Mayan Participation
in Primary Education

Introduction

During August and September 1994, a study to establish a
baseline for assessing a series of indicators of girls and Mayan
participation in Guatemalan primary education was conducted in a
representative sample of schools from the three major classroom
innovations being carried out by the Ministry of Education (MOE)
with funding support from the USAID Basic Education Strengthening
(BEST) project. These innovations: bilingual intercultural
education (PRONEBI); multigrade methodology for unitary schools
(Nueva Escuela Unitaria); and girls education (Programa de la
Nifia) are designed to contribute to the objectives of the BEST
project to improve the efficiency, coverage, and quality of basic
education services to traditionally underserved populations.
Primary schools with similar characteristics to those
implementing each classroom innovation served as a comparison
group for the study. The remainder of this document summarizes
the study methodology, the major findings of the study, and
implications based on the findings.

Method

The sample consisted of 51 schools that represented the five
principal linguistic groups in Guatemala (Spanish, K'iche,
Kagchikel, Mam, and Q'egchi') in proportions similar to those in
which these language groups occur in the national population. A
multi-method design consisting of inventories, checklists,
classroom observation forms and focused interviews was employed
to measure the increased participation of girls and Mayans in
primary education over the life of the BEST project.

Fieldworkers were trained and a series of quality controls such
as field manuals, spot-checks of data collected, and editing of
instruments while in the field were developed to ensure the
quality of the data. Data analysis consisted of calculating the
absolute and relative frequencies of each indicator of
participation and making within-group and between-group contrasts
between the BEST programs and the comparisons groups.

Major Findings

The Ministry of Education's objectives of promoting primary
school participation among girls and Mayans were found to be
relatively well known by teachers and school directors. However,
"the lack of basic materials in many schools may impede reaching
these objectives.



Almost three-fourths of the teachers in BEST programs and
over 60% of teachers throughout the educational system were able
to articulate MOE objectives related to the participation of
girls and Mayans in primary education. In-service training was
the principal dissemination mechanism for learning MOE objectives
about girls and Mayan participation.

Material resources of the most basic type such as
blackboards erasers, chalk, teachers guides, and paper were
lacking. Little more than one-half of the schools surveyed had
the basic materials generally considered necessary to
successfully conduct classes and thereby promote children's
participation.

The BEST program is having a positive impact on the
attendance of both girls and Mayan students. Howsver, girls
attendance is still lower than that of boys.

Overall, above 80% of girls in BEST program schools were in
attendance in the classroom. This was two percentage points
higher than the overall attendance of girls in comparison
schools. This trend was consistent for Eduque a la Nifia and NEU
where at least 6% more girls were attending school than in
comparison schools. In PRONEBI, howev:r, almost 4% fewer girls
were attending school than in the comparison group. In all BEST
and comparison schools, boys had higher attendance rates than

girls.

Overall Mayan attendance was almost 10 percentage points
higher in BEST schools. Attendance among Mayan students in the
different interventions ranged from 6.7% higher than comparison
schools in PRONEBI to more than 47% higher in NEU.

The BEST program is having a positive impact on reducing
dropouts among girls and Mayans in rural areas where dropout is
traditionally high among such students. The BEST program has
also affected girls promotion rates, but appears to have had
little effect on Mayan promotion or repetition.

Where the BEST program interventions have had the greatest
impact to date is in the area of retaining girls and Mayans in
school by reducing dropouts. BEST schools were generally found
in more rural locations and had less facilities such as light and
potable water than comparison schools. This would suggest the
higher dropout rates normally associated with rural poverty and
isolation in Guatemala. However, overall and for each BEST
program, girls had dropout rates of at least two percentage
points lower than girls in comparison schools. Mayan students in
BEST schools had dropout rates of between one and 25 percentage
points lower than comparison groups.

Overall, girls in the BEST program had higher promotion
rates and lower repetition and dropout rates than girls in
comparison schools. The rates of girls on these indicators were



not appreciably different from those of boys in the BEST schools.
Boys in the BEST program had better continuation rates than boys
in comparison schools. Mayan students in BEST schools, on the
other hand, had similar promotion rates and higher repetition
rates than Mayan children in comparison schools.

The BEST program is having a positive effect on sixth grade
completion among Mayan students. This appears to be the result
of the longevity of the PRONEBI program.

The BEST project interventions have been successful in
promoting the school completion of Mayan children. The relative
frequency of Mayan children in sixth grade in BEST project
schools is consistently higher than that of Mayan compariscn
children. This may be a result of the long period of time which
PRONEBI has been functioning, as PRONEBI had the highest
frequency of Mayan children in sixth grade (7.4% compared to 6.6%
for BEST overall ard 3.3% for the comparison group).

The BEST project has had little effect on sixth grade
completion rates among girls, owing perhaps to the short time
that programs focusing on girls participation have been
implemented. Little difference was found between the percentage
of girls or boys in sixth grade in the BEST program when
contrasted with the comparison group children.

The MOE objectives for girls and Mayan participation have
not yet been translated into teacher interaction patterns with
target children in the classroom. The exception was when
bilingual teachers were working with predominately Mayan-speaking
children. In such cases, greater equity in interaction patterns
was achifueduch cases, greater equity in interaction patterns

Teachers in comparison schools tended to initiate slightly
more interactions with girls, whereas girls in BEST schools
initiated more interactions with teachers than comparison girls.
However, in all cases, teachers had a relatively greater number
of interactions with boys than with girls. With Mayan children,
when teachers could speak the language of the students, higher
indices of participation were found. The exception was in
comparison schools where monolingual Spanish-speaking teachers
were dealing with Mayan children who tended to be bilingual in
Spanish and a Mayan language.

The BEST project does not appear to have had an effect on
the gender or ethnicity of school staff.

Higher percentages of women teachers and directors were

found in comparison schools and similar percentages of Mayan
school staff were present in all schools.

Implications
Continued dissemination of MOE objectives promoting



participation of girls and Mayans combined with efforts to
improve the availability of basic materials in rural schools is
essential to improved participation of target students.

The success of the MOE in disseminating its objectives for
the participation of girls and Mayans to teachers and school
directors suggests that such efforts should be continued and
perhaps expanded in order to reach all schools.

Greater efforts must also be made to ensure that schools
implementing activities to encourage participation of girls and
Mayans have an adequate infrastructure to effectively carry out
the programs. Where basic classroom materials are lacking, it is
urlikely that the effect of programs or activities encouraging
the participation of girls and Mayans will be maximized.

The positive impact of the BEST project on the attendance
rates of girls and Mayans and the continuation rates of girls
suggests that the strategy of targeting children who are
generally underserved in the primary school system can be
effective.

Greater efforts should be made to continue to refine
programs to address areas such as girls attendance and Mayan
promotion and dropout, where indicators are relatively lower than
those for boys and ladinos respectively. These efforts may
include making the link between MOE objectives and the
methodologies being implemented by the BEST project more explicit
to teachers and school directors, as these methodologies are
designed to encourage classroom participation.

The placement of bilingual teachers in schools with
predominately Mayan students has the potential for increasing the
participation and completion levels of such students.

The striking differences in access to the teacher by Mayan
students and the attention given to these students when the
teacher is bilingual, as well as the higher levels of completion
among Mayan students in PRONEBI schools which emphasize bilingual
teaching, suggest the importance of placing bilingual teachers in
classrooms where children are largely monolingual in the mother
tongue.



I.INTRODUCTION

This document presents the results of a study to establish a
baseline for assessing a series of indicators of girls and Mayan
participation in Guatemalan primary education. The study
includes a representative sample of schools from the three major
classroom innovations being carried out by the Ministry of
Education (MOE) with funding support from the USAID Basic
Education Strengthening (BEST) project, as well as public schools
not participating in the BEST project. The study was conducted
by members of the Academy for Educational Development (AED)
technical assistance team during August-September 1993. It will
be repeated systematically to determine increased participation
of girls and Mayans over the life of the project.

aA. BACKGROUND

The primary focus of the Guatemala BEST project has been to
improve the efficiency, coverage, and quality of basic education
services to underserved populations. This was to be accomplished
through close collaboration with other donor agencies to maximize
the impact of project activities. The first phase of the project
(1990-1993) provided a range of technical assistance services in
four areas: bilingual education for the indigenous population;
support for classroom teachers, research and development of
innovative methods for delivering education, and management
information services for the Ministry of Education. The target
populations for BEST project activities have been Mayan-speaking
indigenous people, isolated rural populations, and girls--all
groups traditionally underserved by the education system.

In 1993, following the completion of a midterm evaluation
and an intensive reprogramming of USAID funding, the range of
project activities was reduced to form a coherent and cohesive
effort aimed at improving the quality and equity of education for
the underserved populations through cost-effective innovations at
the classroom level, and at strengthening the Ministry's ability
to manage the education system.

The development of educational reforms that work in the
Guatemalan context are of critical importance in the BEST
strategy. Under classroom innovations, the multigrade classroom
activity (Nueva Escuela Unitaria), based on active learning
principles, targets the rural dispersed population, which has
been difficult to reach with full primary education services.
The bilingual education program targets the Mayan-speaking
population, which has traditionally been delayed in its
educational progress because of students' inability to understand
the language of instruction in primary schools, The girls!
education activities is designed to improve the ability of the
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education system to keep girls in school and to increase their
achievement.

The combined effect of these programs is to address the
needs of a widespread target population in rural Guatemala. The
technical innovations are to be cost-effective when fully
developed; they teach children how to learn, and they help
children to complete school on time. Commnunity participation and
the involvement of local organizations form an important part of
each activity. Each program looks to build coalitions for
increasing participation in basic education.

In order to monitor the effects of these programs, the
revised logframe for the BEST project identifies increases in the
level of participation of girls and of Mayews in the primary
education system as indicators of greater zquity of educational
practices and policies resulting from the BEST project. The
revised logframe for the project identifies special evaluation
studies as the means of verification for these indicators.

Each of the indicators are complex concepts that require the
combination of qualitative and quantitative methods to measure
accurately. The following pages discuss the procedures used to
collect baseline data on educational participation. Subsequent
chapters present the findings of the baseline study for girls and
Mayans, respectively, and present conclusions and implications
drawn from these findings.

B. METHOD
1. Indicators

The indicators are taken largely from U.S. literature on
school/classroom effectiveness and on the growing body of
international literature on classroom interaction (See attached
bibliography). Three levels of indicators were developed related
to greater participation of girls and Mayans. The first level
consists of system support indicators or enabling factors that
must be in place if participation is to lead to increased
efficiency in terms of making normal progress through the school
system and greater quality in terms of academic achievement. The
second consists of indicators of participation of students in the
classroom, school and later life. Third, are indicators of
greater participation by target groups in the decision-making
process of the school (See Appendix A for a complete list of
these indicators). '
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2. Desian

A multi-method design ccnsisting of inventories, checklists,
classroom ohservation forms and focused interviews was employed
to measure the increased participation of girls and Mayans in
primary education over the life of the project.

sample. The sample of schools for the participation study
was obtained using a random, stratified sample. Strata were
formed by the different programs in the BEST project (Nueva
Escuela Unitaria [NEU], Programa Nacional de Educacidén Bilingtie
Intercultural [PRONEBI], and Eduque a la Nifia). A comparison
sample was created by choosing one non-program school for every
two schools in a given program. Comparison schools were
generally the mearest school to a sample school that had similar
characteristics but was not participating in the BEST program.

The sample contains schools from the five principal
linguistic groups in Guatemala (Spanish, K'iche, Kagchikel, Mam,
and Q'eqchi') in proportions similar to those in which these
language groups occur in the national population. For NEU 11
schools were included in the sample. For PRONEBI 15 schools made
up the sample and for Edugue a la Nifia eight schools were
represented in the sample. These schools were approximately 49%,
10%, and 25%, respectively, of all schools involved in each
program. The proportionately larger sample selected for the
"Eduque" program is a result of the need to include the three
distinct interventions being implemented in that program.

The sample has an adequate number of schools and teachers to
determine significant differences among groups (two or more
standard deviations) with a power of 96% and a level of
confidence of 95%. To examine the different interventions of the
Eduque a la Nifla program, the sample has a level of confidence of
95% with a power of 80%.

Instruments. In order to implement the multi-method design
of the research, a series of instruments as developed. These
instruments included inventories of instructional materials,
classroom maps, classroom observation forms, card sorts, and
focused interviews. The inventories were used to identify both
BEST-developed and non-BEST materials available in each
classroom. Maps were employed to identify the characteristics of
the children and teachers and to examine the context in which
they interact. Classrcom interaction was measured through a
teacher-student interaction proiucol. This instrument focused on
teachers' interactions with individual students and the nature of
those interactions in different academic classroom activities.
The form was used for ten minutes at six different times during
the instructicnal day in classrooms at all grade levels. Two
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open-ended interview schedules were developed. These instruments
explored the behaviors of teachers and director, respectively, in
implementing the innovation with which they are working.

Training of Fieldworkers. Dr. Ray Chesterfield, together
with Lic. Fernando Rubio and the study supervisors, designed and
carried out the training. Training took place over a four-day
period during the week of August 8-12. Training was holistic in
the sense that each aspect of successful qualitative research or
fieldwork in the school settings was continually related to other
aspects, and learning was highly experiential. The general
content of the training was: introduction of the BEST project
(Gabriela Nufiez); introduction to the study (Fernando Rubio);
introduction to gualitative methods, role management, use of
checklists, use of observation protocol (Ray Chesterfield); field
interviewing techniques (Fernando Rubio); and simulation
fieldwork in local schools (Chesterfield, Rubio, and field
supervisors). Training included exercises using videotapes of
classroom interaction in schools, and served to pilot and refine
the instruments.

Field procedures were developed in which local researchers
worked in two-person teams and spent one or two days at each
school. Field manuals were developed as a reference guide to
field procedures during the investigation, and procedures such as
instrument editing, re-interviewing, and parallel observations by
supervisors with a small number of sample teachers were developed
to ensure the quality of the data collected.

Data Analysis. Data analysis consisted of calculating the
absolute and relative frequencies of each indicator and making
within-group comparisons between each BEST innovation and its
comparison group. In addition, overall tendencies were
calculated and compared to a combined comparison group. Given
the difference in program objectives and types of schools in
which the programs are being implemented, the relevant
comparisons are those of each innovation with its comparison
group. The overall comparisons are provided, however, as a
heuristic device.

Where appropriate, other analyses such as chi-square or
analysis of variance have been made. The card sort data were
analyzed using cluster analysis, multi-dimensional scaling, and
factor analyses. Where necessary, special indices were created
to control for differences in enrollment or attendance among
target groups, where such differences might affect participation.
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3. Operational Defi ons

Dropouts = The sum of the number of children of each sex
identified by individual teachers as having left
school.

Repeaters = The sum of the children of each sex in each class
who are identified by the teacher as repeating the
grade.

Promotiorn = The sum of the total number of children in each
classroom less the number of repeaters and
deserters identified by each teacher. (Assumes
that the number of repeaters from the previous
year is a good indicator of 1994 repetition
rates).

Mayans = Teachers and directors who identify themselves as
Mayans. Children who are identified by their
teachers as Mayans. This definition was used in
the case of children because the study deals with
participation and teachers' perceptions of student
ethnicity could influence their interactions with
certain children.

Index of Active

Participation (IAP) = the ratio of the percent of interactions
initiated by teachers and the relative
frequency of attendance of target children.

Index of Responsive

Participation (IRP) = the ratio of the percent of interactions
initiated by target children and the relative
frequency of attendance of these children.

C. ASBBUMPTIONS

The study is based on several assumptions. First, the
school and the class are the key units of analysis in planning
and intervening to improve the quality of education. Second, the
school is a social system and the interaction of all of the
elements has an influence on student learning beyond that
provided individually by inputs to the school. This is not to
suggest that the uniqueness of each school makes aggregate
measurement impossible, but rather that accurate measurement of
the impact of school is a complex undertaking requiring the
integration of multiple methodological approaches.
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II. FINDINGS
A. BTUDY CONTEXTS

All of ihe schools in the study were rural schools outside
of local municipal centers. Consistent with the BEST program's
objectives of reaching those populations that have generally been
least favored by the Guatemalan education system, the conditions
of nost schools in the BEST sample were somewhat precarious.
Conditions in the comparison sample were slightly better. As
shown in Table 1, only 17% and 33%, respectively, of BEST and
comparison schools had electricity, and only about half of the
schools in each group had potable water (BEST 43%, comparison
56%). All of the comparison schools had bathrooms or latrines,
but only 63% of the BEST schools had such facilities. Ninety-
four percent of the schools in both groups had a recreation area
of some sort. A higher percentage of the BEST schools (60%)
offered a complete primary education (through sixth grade) than
comparison schools (33%). This may be & result of the sampling
bias in the selection of Eduque a la Nifia and PRONEBI schools,
which were required to have sixth and fourth grades respectively
to participate in the programs. It may also reflect the NEU
emphasis on multi-grade schools containing all six grades.

Table 1: Illustrative S8chool Conditions

TYPE ELECTRICITY | WATER | RESTROOMS | REC. AREA | COMPLETE
BEST (35) 17% 40% 63% 94% 60%
COMPARISON 33% 56% 100% 94% 33%
(18)

The trend in individual programs was similar to the overall
trend. NEU and PRONEBI had relatively fewer schools with
restroom facilities than did the comparison schools, whereas the
group implementing the ®Eduque" program had relatively more
schools with water but fewer schools with electricity than did
their comparison group. As might be expected, given their
relative size and isolation, the NEU and EU schools had the worst
conditions with regard to electricity and water.

It is interesting to not: that 100% of the comparison
schools and 74% of the BEST schools had at least one multigrade
class. In the non-unitary schools, these classes were usually
either a combined fifth and sixth grade or a combined fourth and
fifth grade.
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B. BYSTEM BSUPPORT - GIRLS

For participation of girls or Mayans to be meaningful in
terms of Project efficiency, quality, and equity objectives,
participation must lead to more girls or Mayans being promoted at
each grade level, which assumes that more members of each target
group will have higher levels of academic achievement. At the
macro level, the school system must show support for girls' or
Mayan participation if it is to be successful. This support can
take various forms, including: (a) communication of expectations
for the participation of girls or Mayans; (b) provision of
services, such as training teachers on how to increase girls'
and/or Mayan participation; and (c) making sufficient material
resources available, so that girls and Mayans can take advantage
of efforts to increase their participation in school activities.

1. Communication of expectations for participation of girls:

Seventy-three percent of BEST teachers were able to list MOE
objectives for participation of girls. Sixty-two percent of
comparison-school teachers were able do so. Those teachers who
mentioned objectives that clearly were not MOE objectives were
not considered to have received a communication on the issue. A
similar pattern was found in every program. Eighty-four percent
of NEU teachers clearly listed MOE objectives on girls®
participation, whereas only 50% of EU teachers did so; 69% of
Edugue teachers did so; and only 45% of comparison teachers did
so. Finally, 73% of PRONEBI teachers identified MOE objectives,
and 68% of comparison teachers did so.

Teachers' interpretations of these objectives are also of
interest. Most teachers identified objectives in only one
category, but some mentioned objectives corresponding to two
categories. These interpretations appear by category in Table 2.

The first two categories include two of the main objectives
for girls' participation in the school system. Teachers' answers
were coded on the first two categories when they clearly stated
that the objective was either that girls finish elementary
school, or that girls' school attendance should increase. Almost
20% of those BEST teachers mentioned MOE objectives identified
the first category as an objective for girls participation, and
almost 11% identified the second category as another objective.
The first category was the one most often used by NEU and Eduque
teachers. The second category was the second least frequently
used by all BEST teachers. '

The next three categories were less specific. The third
category includes all answers in which teachers declared that the
objective was to promote girls' participation in the classroonm,
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the community, or the country.
comparison-school and PRONEBI teachers.
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Girls and mayan participation. . .

It was the category most used by

Overall, 31% of BEST

participation mentioned girls' participation as an objective. By
contrast, 50% percent of comparison-school teachers who also
identified MOE objectives used this category.

this category as a MOE objective.

The fourth category includes all answers in which teachers
made reference to objectives regarding girls having the same
rights as boys, girls having the same opportunities as boys, or
that girls and boys should be equal.
clearly identified MOE objectives for girls' participation, 18%
of PRONEBI and Eduque teachers and 9% of NEU teachers identified

teachers identified this category as a MOE objective.

importance of girls' education.

Of those teachers who

only 7% of PRONEBI comparison

The fifth category, raising parents' awareness of the need
for girls to be sent to school, includes all answers in which
teachers said the objective was to make fathers aware of the need
to send their daughters to school or to make fathers aware of the

Overall, of those teachers who

identified MOE objectives, only 8% of BEST teachers identified
the fifth category as a MOE objective, equal to the percentage of
comparison-school teachers.

Table 2: Project Goals About Which Teachers Have Received

*

Information
GOAL: | GIRLS TO TO PARTICIPATION | EQUALITY | TO RAISE TO
FINISH INCREASE IN CLASSROOM/ | OF PARENTS' ‘EDUCATE
ELEMENTARY GIRLS' COMMUNITY RIGHTS AWARENESS | GIRLS
PROGRAM: | SCHooOL ATTENDANCE
NEU 36.4 9.1 27.3 9.1 18.2 9.1
EU 0 0 100 0 33.3 0
EDUQUE A 27.3 13.6 22.7 18.2 4.6 31.8
LA NINA
CONTROL 16.7 0 50 0 0 33.3
LA NINA
PRONEBI 9.1 9.1 39.4 18.2 6.1 27.3
CONTROL 13.3 6.7 40 6.7 6.7 33.3
PRONEBI
BEST 19.7 10.6 31,2 16.7 7.6 25.8
NON-BEST 12.5 4,2 50 4.2 8.3 29.2

Percentages may not total 100% owing

to multiple responses
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The last category includes very general answers regarding girls'
education, improvements for girls, and the need to "educate girls well." These
answvers were included as acceptable because they generally reflected MOE
objectives. It was not always clear, however, whether teachers were
identifying this category as an objective specifically for girls' participation
or as a general objective for the education of children. Overall, of those
teachers who identified MOE objectives, 29% of comparison-school teachers and
26% of BEST teachers used this category. Only 9% of NEU teachers used it.
Twenty-seven percent of PRONEBI teach~rs and 33% Eduque teachers also used the
category. A similar pattern was observed in comparison school teachers.

Teachers learned of these objectives through different channels. The
principal channel of communication with regard to issues of equality was
training. Twenty-four percent of the sample teachers in the BEST program and
13.5% of the teachers in comparison schools identified this channel. Similar
percentages of teachers identified talks by authorities (BEST 15.7%, Comparison
13.5%), and official documents (BEST 14.4%, comparison 10.8%) in both sample
groups. BEST teachers were somewhat more likely to have heard about the
system's expectations from people working in the project (14.4% vs. 8.1%) than
were non-BEST teachers. Governmental memoranda and announcements were
discounted as a communication channel by both groups. With slight variations,
patterns similar to the overall result were found when the principal channels
of communication were examined by program.

2. Provision of services:

Training is one of the main sorvices teachers should receive in order to
carry out MOE objectives on girls® participation. Regarding MOE's objectives
on equality of education, 58.9% of BEST teachers confirmed having received such
training. By contrast, only 29.7% of comparison-school teachers received such

training.

Twenty-two of those BEST teachers who received some training received it
from the Eduque program. No comparison-group teacher mentioned having received
specific training on girls' participation nor on a related topic. Cther
training providers are shown in Table 3. As can be seen in Table 3, overall
BEST teachers have received more training from a greater variety of training
providers.
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Table 3: Providers of Training on Education

— e N —
PPOVIDER SEST COMPARISON

PRONEBI 43.4% 27.3%
EDUQUE A LA NINA 22.65 0
NEU 15.1 0
Supervisor 13.2% 81.8%
SIMAC 9.4% 25%
Department Director 9.4% 0
Others 62.3%° 36.4%""°

* Regicnal directors (9.5%), Department Technical Director (3.8%), Curriculum SpecialI;t (1.9%), Pedagogic Trainer (7.5%), others,

39.6%
¢+ Curziculist (2.7V), Pedagogy Tralner (9.1%), others (27.3W),

Training, as presented above, is an activity that takes place in a
specific time frame. As important as this kind of training is, training is
provided by schcol directors on a more regular basis. Directors must
themselves know MOE's objectives for girls participation if they are to provide
training on those objectives. Of school directors in BEST program schools,
76.7% affirmed that they know these objectives. In the comparison schools, only
57% of directors interviewed knew of these objectives. As was the case with
teachers, directors' interpretations of these objectives clustered in different
categories. The interpretation of the objectives most commonly cited by BEST
school director: was for girls to reach sixth grade and graduate from
elementary schooi. Thirty-four percentage of directors who know about the
objectives indicated that this was one of them (25% in the comparison group).
In the comparison group, 50% of directors who had knowledge of this objective
mentioned the less specific objectives of educating girls, and giving girls a
good education (30.4% in BEST schools). Other interpretations were to increase
girls' attendance (BEST 4.3%), girls' participation in school/community (BEST
17.4%, comparison 12.5%) and equality of rights (BEST 17.4%, comparison 12.5%).

O0f those directors who knew the objectives, 80% gave some kind of training
during the year. In the comparison schools, 87.5% of the directors who knew
them with some detail gave some training. The most common vehicle for such
training was through teachers' meetings: 80% of BEST schools directors and
62.5% of schools directors in the comparison schools used these meetings to
communicate MOE objectives and to provide training. The other means of
providing training was through personal communications: 35% of BEST school
directors and 37.5% of the comparison school directors talked to teachers on
one-to-one basis about the objectives.
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3. Material resources.

Material resources are of vital importance in carrying out educational
objectives. Teachers were asked about the availability of material resources
consiidered to be essential. These essential instructional resources included
chalk, blackboard erasers, and teacher guides. Teacher guides were the most
commonly available material for teachers in the BEST program: 54.4% of BEST
teachers have enough teacher guides (comparison teachers, 43.2%). Chalk was
available for 52.2% of teachers in the BEST program (comparison teachers,
64.9%). The least available material was blackboard erasers (BEST teachers
33.3%, comparison teachers 43.2%). Overall, instructional materials
availability was well below recommended standards.

Teachers were also asked if they have enough notebooks and paper for their
students. Only about one-fourth of all teachers had enough notebooks (BEST
25.6%, comparison 24.3%). Less than a fifth had enough paper (BEST 18.9%,

comparison 18.9%).

NEU Teachers had slightly greater availability of these materials. The
most commonly available material was chalk in both NEU and EU (69.2% and 66.7%,
respectively). The next most commonly available resource for NEU teachers was
Teacher Guides. Fifty-four of NEU's teachers reported having enough guides.
Other resources were available for less than 50% percent of the teachers.
Notebooks, paper, and erasers were available to 46.2%, 38.5%, and 38.5% of
teachers. Few EU teachers reported having enough of these materials. Only
33.3% reported having enough papers, notebooks and erasers, and only 16.7%
reported having enough teacher guides.

In the Edugue program, 51.6% of all teachers had enough chalk, 48.4% had
enough teacher guides, and only 35.5% had blackboard erasers. The availability
of these materials was higher in the comparison schools: 63.6% of all teachers
had enough chalk, 54.5% had enough teacher guides, and 63.6% had blackboard
erasers. Regarding notebooks and paper for students, 32.3% of Edugue teachers
and 27.3% of comparison schools had enough notebooks. Only 22.6% of the former
and 9.1% of the latter had enough paper.

Finally, resources were somewhat more scarce in PRONEBI schools than in
comparison schools, with the exception of teachers guides: 58.7% of PRONEBI
teachers had enough guides, compared to 45% of the comparison schools. Of
other instructional materials, chalk was the most commonly available (PRONEBI
47.8%, comparison 65%). About a third of all teachers had blackboard erasers
(PRONEBI 30.4%, comparison 35%). Student instructional materials were the
scarcest: only 15% of PRONEBI teachers and 20% of comparison teachers had
enough notebooks for their students, and only 10.9% of the former and 20% of
the latter had enough paper.

C. STUDENT PARTICIPATION - GIPLS

1. Attendance:

11
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Overall, on any given day, schools in the BEST program had higher
attendance of girls than comparison schools. As can be seen in Table 4, the
attendance of girls in BEST schools is several percentage points higher than in
comparison schools. This general trend is found both in schools implementing
the Eduque program and also in NEU. PRONEBI, on the other hand, had a slightly
lower pe.centage of girls enrolled in the sample schools who attended on the
days the study was carried out tha did its comparison schools. It is
important to note that girls' attendance is high (close to 80%) in all schools
implementing BEST interventions. However, in all cases, the relative frequency
with which boys attend school is higher than that of girls.

Table 4: Attendance by Gender

Program BEST Comparison
Males Females Males Females
Overall 85.6% 80.6% 82.1% 78.1% "
La Nifa 84.3% 78.9% 90.3% 71.4% ||
NEU 85.6% 79.1% 63.4% 69.2% "
PRONEBI _§6.5% , 82.2% 83.8% 85.9% __J
2. Continuation:

Repetition rates in 1994 had not yet been determined when the study took
place because the study was carried out prior to the administration of final
exams. Thus, the number of boys and girls in each class currently repeating
the grade was taken as the indicator of repetition. Dropouts were the actual
nun cer of children teachers in each class identified as having left school
since the start of the academic year. Promotion rates were calculated by
subtracting repeaters and drozouts from the total number of enrolled children

for each target group.

Table 5 presentc the relative rates of continuation for girls in each of
the BEST interventions with that of their comparison group. Overall, the BEST
program has slightly higher rates of promotion than the combined comparison
groups. This tenZency is consistent for both the Edugue and PRONEBI
interventions. NEU, on the other hand, has a somewhat lower promotion rate
than the traditional multigrade schools in the sample. This appears to be a
result of the NEU teachers' lack of complete mastery of the flexible promotion
concept. Children who were working at a slower rate than others in some
subjects may have been identified as repeaters, even if they made advancement
in relation to their initial level in the subject, as.is appropriate in the NEU
program.

Where the BEST program interventions have had the greatest impact to date
is in the area of retaining girls in school by reducing dropouts. Overall, and
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for each BEST program, girls had dropout rates at least two percentage points
lower than girls in comparison schools. This is especially important in light
of the data presented previously on the characteristics of the BEST schools and
the comparison schools suyggesting a bias among the BEST project schools toward
a more rural location and greater isolation.

Table 5: Girls' Continuation Rates

Program BEST Comparison

Prc. Rep. orop. Pro. Rep. Drop.
Overall 77.5 15.3% 7.2% 74.2% 15.7% 10.01%
La Nifa 79.3% 14.7% 6.7% 75.9% 14.8% 9.3%
NEU 74% 19.9% 6.1% 80.9% 10.3% 10.3% |
PRONEBI 77.3 14.8% 7.9% 72.6% 18.9% 10.01%

Table 6 shows that the project interventions are also having a positive
effect on retaining boys in school. Although repetition is slightly higher
overall in BEST sample schools, promotion rates are higher owing to the
consistently lower dropout rates for boys in all BEST prograns.

Table 6: Boys' Continuation Rates

Program BEST Comparison I

Pro. Rep. Drop. Pro. Rep. Drop. "
Overall 78.1% 15.7% 6.2% 74.5% 15.2% 10.3%
La Nifa 82.6% 12.5% 4.9% 74.7% 15.6% 9.7%
NEU 75.1% 18.2% 6.7% 80.9% 10.2% 16.1%
PRONEBI | 75.4% 17.3% 7.3% 72.6% 13.7% | 7.8% "

3. . Completion:

For the purpose of this study, completion has been defined as the number
of students enrolled in sixth grade divided by the total enrollment. Project
indicators call for a difference between project and comparison schools, and
for similarity between boys and girls.

Ooverall, students in sixth grade were the 6.5% of the total enrollment in
the BEST schools and 6.1% in the comparison schools. Boys in sixth grade were
4.1% of the total enrollment and girls 2.4% (comparison 3.7% and 2.4%,
respectively). Girls had a smaller representation in sixt grade enrollment
compared to their total enrollment. Although girls constituted 43.2% of total
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school enrollment, they were only 36.4% of the total enrollment in sixth grade.
A similar pattern was found in the comparison schools; girls were 44.2% of the
total school enrollment, but only 39.1% of sixth-grade enrollment. Enrollment
of girls in sixth grade as a proportion of the total enrollment of girls was
also somewhat smaller than that of boys. Girls in sixth grade were 5.5% of
total girls enrollment. and boys in sixth grade were 7.3% of total boys
enrollment.

The pattern of results was similar for each of the programs. In PRONEBI
schools, students enrolled in sixth grade were 7.6% of total school enrollment
(comparison schools 5.6%); they were 5.5% of total enrollment in NEU schools
(EU schools 7.8%) and 5% in Eduque schools (comparison schools 5. 7%) . Girls in
sixth grade were 2.9% of the total enrollment and boys were 4.9% in PRONEBI
schools (comparison schools 2.7% and 3%), 1.8% and 3.7% in NEU schools (EU
schools 10.5% and 5.3%), and 1.6% and 3.4% in Edugue schools (comparison
schools 7.3% and 3.9%). Girls' enrollment in sixth grade as a proportion of
total girls' enrollment was somewhat lower than that of boys. In PRONEBI
schools, girls enrolled in sixth grade were 6.6% of the total girls'
enrollment, and boys 8.4% of total boys' enrollment (comparison schools 6.6%
and 5%). In NEU schools, girls were 4.2% of total girls enrollment, and boys
6.7% of total boys' enrollment (comparison schools 10.5% and 5.3%); and in
Eduque schools, girls in sixth grade were 3.9% of total girls' enrollment and
boys 5.7% of total boys' enrollment (comparison schools 3.9% and 7.3%).

4. Interaction:

Student-teacher interaction data, collected through observation of
naturally occurring classroom activities, form the principal means of examining
the student interaction component of participation. Other indicators of
interaction are: the relative frequency with which target children receive
honors in the classroom; and the number of former students of the school who
are involved in volunteer activities in the communlty and who take part in
democratic activities such as voting.

As mentioned previously, indices based on the attendance of children on a
giver. day were derived to control for bias that may result from the
predominance of one type of child (e.g. boys rather than girls) in a classroon.
The indices were based on two different types of behavior: interactions

initiated by a child with the teacher and interactions initiated by the teacher
with individual children. The first provides a measure of the openness of the
classroom in providing access to the teacher for children with different
characteristics. The second measures the attention given to children with
different characteristics by teachers. In each case, the assumption is made
that in an equitable classroom, the indices should approach 1 -- that is, the
percent of interactions initiated by target children shculd be equal to the
relative frequency of attendance of these children. These indices are called
the Index of Active participation (IAP) and the Index of Responsive
Participation (IRP), respectively.
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Tables 7 and 8 show that there are few consistent trends in terms of the
indices of participation of girls in the sample schools. The results confirm
previous research indicating that male students are generally favored in
Guatemalan primary school classrooms, as in many parts of the world. 1In all
cases, for both BEST schools and comparison schools, boys have higher indices
of participation than girls. The overall results suggest that comparison
schools are providing girls with relatively greater opportunities to initiate
interactions with the teacher, whereas teachers in BEST schools tend to give
relatively more unsolicited attention to girl students. When individual
interventions are examined, however, the overall trend does not hold. The
Edugque a la Nifa program has a somewhat more equitable balance than its
comparison group on the index of child-initiated interactions, whereas the
other programs have less equitable indices than their comparison groups. On
the receptive index, NEU provides relatively more attention to girls than its
comparison group, whereas the Edugue program has a slightly lower index in
relation to its comparison group.

Table 7: Girls' Index of Active Participation

Program BEST Comparison
Males Females Males Females
Overall 1.24 .68 1.19 .76
La Nifa 1.18 .74 1.25 .68
NEU 1.24 .72 1.11 .86 |
PRONEBI 1.30 .59 1.15 .81 I

Table 8: Girls Index of Respcnsive Participation

—_—
Program BEST Comparison
Males Females Males Females
Overall 1.11 .85 1.14 .83
La Nifa 1.13 .81 1.13 .84
NEU 1.13 .85 1.14 .81
PRONEBI 1.09 .87 1.10 .87

IAP and IRP were also calculated by the sex of the teacher for BEST and
the combined comparison group. This was done to control for any bias in the
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general analysis that might be the result of the sex of the teacher. Table 9
shows that the same interaction pattern favoring boys over girls that occurred
in the general analysis is present with teachers of both sexes. There is,
however, a tendency on the part cf female teachers of both groups to permit
greater access to girl students and to pay more attention to girl studente than
to their male counterparts.

Table 9: Indices of Interaction by 8ex of Teacher

MALE TEACHERS “
BEST Comparison n
Indicator Boys Girls Boys Girls
IAP 1.29 .60 1.36 .54 “
IRP 1l.12 .84 ‘ 1.13 .84
FEMALE TEACHERS
BEST Comparison
Indicator Boys Girls Boys Girls
IAP 1.19 +75 1.06 +93
(I IRP 1.10 .87 . 1.11 .88

Another measure of girls' participation is the honors boys and girls
receive at school. These honors may include being on the honor roll, being
chosen to be a flagbearer, and being chosen to participate in school
government. If equity exists in awarding these honors, one would expect that
the proportion of boys and girls who receive them would be equal.

Overall, very few students received these honors. Combined, 10% of girls
and 13% of boys received one or more honors. Of the combined total, 3.5% of
girls and 4.3% of boys were in the honor roll; 2% of girls and 3.8% boys were
members of the school government; and 5.1% of girls and 5.2% of boys were
chosen to be flagbearers. In most cases, boys received a higher proportion of
honors than girls. Table 10 presents this by program. It is interesting to
note that although NEU stresses school government, teachers reported 15% of
boys and 6% of girls involved in more traditional types of honors.
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Table 10: Proportion of students receiving honors
by sex and program
PROGRAM HONOR ROLL SCHOOL ,FLAGBEAR.ERS OVERALL HONORS
GOVERNMENT
BOYS GIRLS BOYS GIRLS BOYS GIRLS BOYS GIRLS
NEU NA NA 15.8% 6.1% NA NA NA NA
EU 0.8% 8.9% 0.8% 5% 6.2% 6.4% 8% 20%
EDUQUE A 2.5% 3.3% 1.1% 2% 5.1% 6.4% 9% 13%
LA NINA
COMPARISON | 9.6%% 11% NA NA 8% 10% 20% 20%
PRONEBI 4.6% 3.8% 2.3% 1.3% 4.9% 4.8% 12% 10%
COMPARISON 0.9 1.2% 1.3% 0.04% 7.9% 6.4% 10% 8.1%
BEST 4.3% 3.5% 3.8% 2% 5.2% 5.1% 13% 13%
COMPARISON 3.7% 4.4% 0.08 0.09 7.5% 6.7% 12% 12%

Another measure of girls' participation involves alumni behavior in the
school and in the community. To measure this, directors were questioned about
both boy and girl alumni participation in voluntary activities in the school,
the community, and in democratic activities. Overall, 78% of all directors
confirmed that alumni participated in school voluntary activities, 84% said
that alumni participated in community voluntary activities, and 59% stated that
alumni participated in democratic activities. Results were similar in each
program.

Overall, girl alumni participated less in school voluntary activities
(34.8) and in democratic activities (25.8%). Whereas girl alumni participated
less in community activities (47%), this proportion of participation was
somewhat higher than the proportion of girls enrolled in the school.

The pattern of results for participation in school voluntary activities
was similar in all three programs: 38.7% in NEU schools, 33.9% in PRONEBI
schools, and 27.6% Edugue schools. Participation in community voluntary
activities differed from program to program. In NEU schools, girl alumni were
61.7% of all participants. By contrast, girl alumni in PRONEBI schools were
31%, and in Edugue schools girl alumni participating in community voluntary
activities were 19.8%. Finally, girls' alumni participation in democratic
activities was consistently low in all three programs: 19% in NEU schools, 15%
in PRONEBI schools, and 30.5% in Eduque schools. '
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4. Teacher participation:

Girls' participation in school can also be encouraged if women participate
of schools activities, in particular, if women hold positions as school
directors and as teachers.

Overall, in the BEST schools, 34.4% of school directors were women. By
contrast, 62.5% of comparison- school directors were women. Regarding the
programs, 50% of NEU directors were women (EU 66.7%), 12.5 ¥ of Eduque
directors were women (none in the comparison school), and 33.3% of PRONEBI
directors were women (comparison schools 85.7%). As can be seen, most BEST
schools had fewer women school directors, than the comparison schools.

Regarding the gender of teachers, 39.3% of BEST teachers were women,
whereas in the comparison schoois, 45.9% of teachers were women. The NEU and
PRONEBI schools had a slightly lower number of women teachers, 30.8% (EU 66.7%)
and 37% respectably (comparison 50%); "Eduque a la Nifda" schools had a somewhat
higher number of women teachers, 45.2% (comparison 27.3%).

D. SYSTEM SUPPORT - MAYANS

1. Communication of expectations for participation of Mayans:

Seventy-siy percent of all BEST teachers were able to articulate MOE
objectives regarding participation of Mayans. By contrast, 65% of comparison-
school teachers articulated these objectives. In both cases, a greater
percentage of teachers mentioned aspects that they believed were MOE objectives
for participation of Mayans. However, those teachers who mentioned objectives
that clearly were not related to participation of Mayans were considered not to
have received communication regarding the objectives or to know themn.

Teachers of each program showed slight differences when mentioning these
objectives. 1In analyzing results by program, it was found that 80% (comparison
82%) of PRONEBI teachers, 73% of Eduque teachers, (comparison 54.5%), and 61%
of NEU teachers (EU 33.3%) clearly articulated these objectives.

Teachers' interpretations of these objectives are also informative.
Teachers' interpretations are classified in two categories. 1In the first,
teachers' interpretations of MOE objectives neatly correspond to MOE objectives
for Mayan participation. Teachers' answers were coded in these categories only
if the answers made explicit reference to them.

The second category includes a less specific set of objectives. The
category "To teach Spanish" is no longer the MOE main educational policy for
Mayan populations; the main objective is now bilingual education. The category
"To educate the Mayans," which might appear to be quite specific, in fact
referred to answers such as "Provide education," "Educate [Mayans] as good
citizens," or "Educate them so that they can become good persons." This
category and the category "To fight illiteracy" are pertinent to Mayan
students, but they are also pertinent to ladino students. It may be that
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teachers interpret these less Mayan-specific MOE objectives as MOE objectives
for Mayans' participation because of a lack of clarity in the articulation of

the objectives.

Overall, about half of teachers' interpretation of MOE objectives fell in
the very specific categcry of answers. The category "Bilingual Education" was
the most mentioned: 26% of all teachers mentioned it (comparison 7.7%). The
other two categories, "Participation of Mayans" and "To maintain culture and
language," were mentioned by 12% (comparison 16%) and 9% (comparison 8%) of all
teachers, respectively. In the less specific category, 19% of all teachers
mentioned the category "To educate the Mayans" (comparison 15%) and 7% gave
answers grouped in the residual category "Others" (comparison 5%).

Table 11: Teachers' interpretation of MOE objectives

e - - e ]
PROGRAM BILINGUAL PARTICIPATION TO MAINTAIN TO TERCH TO FIGHT TO EDUCATE OTHER
EDUCATION OF MAYANS CULTURE AND SPANISH ILLITERACY THE MAYANS
LANGUAGE

NEU 23.1 1.7 0 15.4 0 7.1 7.7
EU 0 16.70 0 0 16.7 0 0
EDUQUE A 30.3 3 9.1 0 3 24.2 6.1
LA NIRA

CONTROL 0 4.6 18.2 0 9.1 18,2 0
PRONEBI 24.4 20 11.1 0 0 17.8 6.7
CONTROL 13,6 18.2 4.6 9.1 9.1 18.2 9.1
BEST 26.4 12,1 8.8 2.2 1.1 18,7 6.6
NO BEST 1.7 15.8 7.7 5.1 10.3 15.4 5.1

Source: leacher interviews

There was no clear patterns of results from program to program. As can be
seen in table 11, with the exception of "Bilingual Education", there was little
agreement among programs. This again may indicate that the MOE has not
communicated these objectives clearly enough for teachers to make a uniform
interpretation of them. (Channels through which teachers learn about MOE
objectives are discussed above in the section on girls.)

2. Provision of Services.

A detailed discussion of provision of services appears above in the Girls'
participation section. Reference is limited in this section MOE training
objectives with regard to Mayan participation.

In the BEST schools, 43% of all teachers received training from PRONEBI in
some topic regarding MOE objectives for Mayan participation (this does not
include NEU schools). In the comparison schools, 27% of all teachers received
this training from PRONEBI. As PRONEBI has concentrated its training efforts
in those schools that are part of the program, this may suggest teacher
mobility among PRONEBI and other schools.
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In the BEST schools, 43% of all teachers received training from PRONEBI in
some topic regarding MOE objectives for Mayan participation (this does not
include NEU schools). In the comparison schools, 27% of all teachers received
this training from PRONEBI. As PRONEBI has concentrated its training efforts
in those schools that are part of the program, this may suggest teacher
mobility among PRONEBI and other schools.

Directors! knowledge of MOE objectives for Mayan participation was lower
than for girls' participation. About 60% of all directors mentioned these
objectives. By program', 71% of PRONEBI directors, 62% of Edugue directors,
and 40% of NEU directors were able to mention these objectives.

E. 8TUDENT PARTICIPATION - MAYANS

1. Attendance

Overall, schools in the BEST program had relatively higher attendance of
Mayans on a given day than comparison schools. As can be seen in Table 12, the
attendance of Mayans in the BEST schools is at least seven percentage points
higher than in comparison schools in all cases, and is consistently above 80%.
The attendance of Ladinos in the BEST schools is less consistent, varying
between 52% and 100%. The perfect attendance which occurred in the PRONEBI
schools among ladinos is a result of the low number of such students identified
among the student population (63 of 1625 sample children). With this
exception, BEST schools consistently had higher attendance among Mayans than
among ladinos, whereas in comparison schools ladino children attended in
relatively higher or similar frequencies to Mayans.

Table 12: Mayan Attendance

Program BEST Comparison
Mayans Ladinos Mayans . Ladinos
Overall 85.3% 64.9% 75.8% 76.8%
La Nina 86.4% 52.6% 78.5% 100%
NEU 95.1% 61.0% 47.7% 71.2%
PRONEBI 83.2% 102% 76.5% 76.0%

2. Continuation

! The percentage figures should be interpreted with care for
frequencies in each program are low NEU = 4; PRONEBI = 10; Eduque
a la Nifa = 8)
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Table 13 presents the relative rates of continuation for children of Mayan
origin, as identified by the teacher in each of the BEST interventions with
that of their comparison group. Overall the BEST program and the combined
comparison groups had similar rates of promotion. However, the two groups
differ on the patterns of repetition and dropout. With the exception of Eduque
schools, repetition is generally higher in BEST schools. This is especially
true among Mayan children in the NEU program. Again, the relatively high
repetition rate in NEU may reflect teachers' lack of complete mastery of the
flexible promotion concept. As this tendency does not occur with ladino
children (see Table 14), however, communication difficulties between Mayan
students and monolingual teachers in the NEU program may also result in greater
repetition.

As with the retention of girls, the BEST program interventions have had
the greatest impact to date the area of retaining Mayans in school by reducing
dropouts. In comparing the relative frequency of dropouts in BEST and non-BEST
schools, overall, BEST has a dropout rate of two percentage points lower than
comparison schools. For each BEST program, Mayan dropout rates are between one
and 24 percentage points lower than comparison schools.

Table 13: Mayan Continuation Rates

Program BEST Comparison

Pro. Rep. Drop. Pro. Rep. Drop.
Overall 75.7% 16.2% 8.1% 75.2% 14.6% 10.2%
La Nina 81.5% 12.8% 5.7% 76.0% 13.9% 10.1%
NEU 62.0% 29.1% 8.9% 47.1% 18.8% 34.1%
PRONEBI 76.5% 16.3% 7.2% 77.1% 14.8% 8.1%

Table 14 shows that the project interventions are also having a positive
relative effect on ladino students. Repetition rates are lower for all BEST
sample schools accounting for relatively higher promotion rates. The trend
toward lower dropout rates continues with ladino stucients in Edugque and NEU.
PRONEBI schools, on the other hand, have slightly higher dropout among ladino
students than in comparison schools.

Table 14: Ladino Continuation Rates

Program BEST Comparison

Pro. Rep. Drop. Pro. Rep. Drop.
Overall 79.8% 11.5% 8.7% 74.4% 16.9% 8.7%
La Nifa 78.3% 16.4% 5.3% 59.1% 25.6% 15.3%

21



Girls and mayan participation. . .

"NEU 90.2% 6.6% 3.2% 81.6% 11.6% 6.8% “

IIPRONEBI 80.4% 11.1% 9.5% 69.3% 22.1% 8.6%

3. Completion:

: For the purpose of this study, completion has been defined as the number
of students enrolled in sixth grade divided by the total enrollment. The
indicator calls for a difference between project and comparison schools, and
for similarity among Mayan and ladino students.

overall, students in sixth grade were 6.4% of the total enrollment in BEST
schools and 6.1% in the comparison schools. Mayans in sixth grade were 5.6% of
the total enrollment and ladinos 0.8% (comparison 2.2% and 3.9%, respectively).
Mayan enrollment in sixth grade as a proportion of total school enrollment was
more than two and half times higher in BEST schools than in the comparison
schools (BEST 5.6%, comparison 2.2%). Likewise, Mayan enrollment in sixth
grade as a proportion of total Mayan enrollment was two times higher in BEST
schools than in the comparison schools; by contrast, ladino enrollment in sixth
grade as a proportion of total ladino enrollment was similar to that of Mayan
enrollment in BEST schools (Mayans 6.6%, ladinos 5.2%), but was much higher in
the comparison schools (Mayan 3.3, ladinos 11.5%).

4. Interaction

As discussed throughout this document, participation is a complex issue.
The study attempts to measure participation at a number of levels. These
levels include numbers of women/Mayan teachers and directors; participation of
teachers in school decision-making; and female/alumni involved in community
activities. The primary indicator for Girls'/Mayan participation is a measure
of participation at the classroom level through the observation of student-
teacher interaction. This participation is expressed as indices of child-
initiated interactions, and indices of teacher-initiated interactions with
individual children.

Tables 17 and 18 show variations in the patterns of interactiocns both
across the combined sample and within programs when examined across the two
indicators. Overall, the combined comparison group appears to offer Mayan
children greater access to the teacher. Despite the low percentage of ladinos
in most BEST programs, they have an extremely high index of access to the
teacher. This is likely a result of the Spanish-speaking ability of these
children, which gives them almost exclusive access to monolingual teachers and
may contribute to their use as language models and in classrooms with bilingual
teachers. :
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Table 17: Index of Mayan Active Participation

Program BEST Comparison
Mayans Ladinos Mayans Ladinos “
Overall .88 2.02 .93 1.21 "
La Nifa «97 1.05 1.00 .99 "
NEU .86 1.26 1.96 .81 H
PRONEBI __.87 3.65 .87 1.58 H

In terms of providing students with attention, the BEST interventions come
closer to the definition of equity developed for this study than the comparison
schools. Overall in the BEST program, there is very close to a 1:1
relationship in the attention provided to Mayan and ladino students. However,
the overall trends are not consistent among the different interventions.

Table 18: Index of Mayan Responsive Participation

Program BEST Comparison
Mayans Ladinos Mayans Ladinos
Overall .99 1.07 1.07 .78
La Nifia 1.03 .75 1.10 .33 |
NEU 1.10 .80 1.21 .96 “
PRONEBI «97 I 1.59 1.06 .74 "

In order to examine the importance of bilingualism in teachers'
interactions with bilingual teachers, indices of participation were calculated
for children based on the self-reported language ability of the teachers. As
can be seen in the table, there is a great increase in the interactions
initiated by Mayan students when the teacher is bilingual. 1In the BEST
program, the bilingual teachers come very close to the study definition of
equity. Similarly, the bilingual teachers in the BEST program provide greater
attention to Mayan children than do monolingual teachers. The results are less
consistent for the comparison group. Bilingual teachers provide access to
Mayan students but allow relatively greater access to ladino students.
However, the teachers initiate few interactions with these students that are
not initiated by the students themselves. '

As might be expected, monolingual teachers in the BEST program both allow
greater access and provide greater attention to ladino children. A rather
unexpected result is that monolingual teachers in comparison schools allow
greater access and provide more attention to their Mayan students. This may be
a result of the relatively lesser isolation of the comparison schools, which
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would contribute to greater numbers of bilingual Mayan students who could
interact with monolingual teachers.

Table 19: Teachers' Indices of Interaction by Language

BILINGUAL TEACHERS

BEST ' Comparison '
Indicator Mayans Ladinos Mayans Ladinos "
IAP 1.00 1.02 .96 2.11 "
IRP 1.01 77 1.04 .13
MONOLINGUAL TEACHERS
BEST : ' Compariscn
Indicator Mayans Ladinos Mayans Ladinos "
IAP .75 2.00 1.02 .98 __J
IRP .91==== 1.35 1.15 .81

Honors that both ladino and Mayan students received were also used as
indicators of participation. If equity exists in awarding these honors, one
would expect the proportion of Mayan and ladino students who received them to

be equal.

Aggregating all honors, 12 percent of Mayan students (comparison 12%) and
11 % of ladino students (comparison 8%) were awarded one or more of these
honors. Of this total, 4% of Mayan students (comparison 4%) and 3% of ladino
students (comparison 5%) were on the honor roll, 3% of Mayan studente
(comparison 0.3%) and 4% of ladino students (comparison 2%) were chosen to form
part of the school government, and 5% of Mayan students (comparison 7%) and no
ladino students (comparison 0) were chosen to be flagbearers. Table 20

presents results by program.
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Table 20: Proportion of students receiving honors, by ethnic origin

_— e
nXEMKAE TEEEXR WEHY IIBreEN TE'xeEl¢s ATl ARIxS I Sbh TECEXS
XA15eS Ladinos XA1AeS Ladinos XA1AeS Ladinos XAlsieS sadinos
xCI, xI1 xI1 3HErB 338i4B xI1 xI1 3HénB 33888
ol i1 a3 x Hér )| x 3n K
Eduque a la 38K 1) 3tK 3¢ 403:3 x 3x B
Nifia
PECeAXFSEe 3EK BEK B 1 x 3x B
nalixCa¥ nén K 3n x BEK x 33 3
PEEeSXFSEe KE! 381 KEH - 31 Kés X kEK Hex
nCIu : Hés bk Hell Hés x 33 33
PEEeAKFSEe HEn Aer wEU 3én Ké3 % 33 K
meyxols mfAdIx falxgil

Other measures of Mayan participation included alumni participatory
behavior in the school, the community, and in democratic activities. While
alumni participation cannot be attributed to the project, it is a good
indicator of current participation patterns. Mayan alumni partic.ipated more
than ladino alumni, but the proportion of the Mayan population in the schools
was higher than the proportion of Mayan alumni participation. If the Mayan
alumni proportion in the community was similar to that of the school, and if
the proportion of Mayan students in the past was similar to that of today. one
would expect that Mayan alumni participation were near to 90%. In such a case,
the smaller proportion of Mayan alumni participating in these activities would
suggest that in fact Mayan participation is smaller than expected, or that
Mayan enrollment in the school was smaller (which is the fact), or both.
Overall, of the total of alumni participating in school voluntary activities,
75.7% were Mayan alumni. Of those participating in community voluntary
activities, 74% were Mayan alumni. Finally, of those participating in
democratic activities, including elections, 73% were Mayan alumni. This
compares to 61%, 64% and 87%, respectively for control schools.

These result patterns were somewhat different from program to program. In
those NEU schools in which the director reported that alumni were participating
in school voluntary activities, 48% of the participating alumni were Mayans; by
contrast, 96% of participating alumni were Mayan in PRONEBI schools, and 67% in
Eduque schools. Regarding participation in community voluntary activities, 53%
of participating NEU alumni were Mayan, 50 of participating PRONEBI alumni were
Mayan, and 72% of participating Eduque alumni were Mayan. Finally, in
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activities related to democratic participation, 47% of participating NEU alumni
were Mayan, all (100%) of participating PRONEBI alumni were Mayan, and 60% of
participating Eduque alumni were Mayan. These results should be analyzed as
functions of the proportion of Mayan students in each program: 55% in NEU, 96%
in PRONEBI, and 84% in Eduque.

3. Teacher participatiog

The percentage of Mayan directors and Mayan teachers in schools was used
as an indicator of teacher participation. Overall, 44% cf all directors were
of Mayan origin. 1In PRONEBI schools, 71% of all directors were Mayan; in NEU
schools, 30% of all directors were Mayan; and in Eduque schools, 12.5% of all
diectors were Mayan. The percentage of Mayan teachers was higher than that of
directors. Overall, 57.7% of all teachers in project schools were Mayans. The
Mayan origin of interviewed teachers was somewhat smaller: 52.8% of all
teachers interviewed were Mayan. This may have been true as well for Pre-school
teachers. Although pre-school teachers were not interviewed, the directors
included them when talking about all teachers. A similar pattern was found in
all programs. In Region II NEU schools, 87.5% of all teachers were of Mayan
origin; in PRONEBI schools, 54.3% of all interviewed teachers were of Mayan
origin, and 59% of all teachers were of Mayan origin; and in Eduque schools,
60% of interviewed tecachers were of Mayan origin, and 54 of all teachers were

of Mayan origin.
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III. CONCLUSIONS AND IMPLICATIONS

As the purpose of the study was to provide a baseline on which to assess
the progress made in increased participation of girls and Mayans within the
Guatemalan primary education system, recommendations for possible changes are
not appropriate. However, certain conclusions can be drawn from the results of
the study and these conclusions suggest a series of implications related to
improving the participation of girls and Mayans.

A, CONCLUSIONS

The Ministry of Education has generally been successful in communicating
the importance of educating girls and Mayans to school personnel. Almost
three-fourths of the teachers in BEST programs and over 60% of teachers
throughout the educational system were able to articulate MOE objectives
related to the participation of girls .and Mayans in primary education.

Ministry support for girls and Mayan education as evidenced by in-service
training has been relatively high in BEST project schools, but less successful
in non-BEST schools. Nearly 60% of BEST project teachers have received
training courses related to girls' education and more than seventy percent had
been given orientation in this area by the directors of their schools. 1In
contrast, only about 30% of non-BEST teachers had received courses in this area
and less that half of the teachevs had received orientation from school
directors. Similarly, training is the principal dissemination mechanism for
learning MOE objectives about Mayan participation with 43% of the BEST teachers
and 27% of the comparison group having received training in this area.

Material resources of the most basic type such as blackboard erasers,
chalk, teachers guides and paper are insuffjcient. Little more than one-half
of the schools surveyed had the basic materials generally considered necessary
to successfully conduct classes. Thus, a classroom infrastructure that would
help to encourage girls and Mayans to remain in school is lacking in many
cases.

The BEST project has been successful ir encouraging children's attendance
at school. However, boys attendance is higher than that of girls. Girls in
BEST project schools were found to have higher average attendance rates during
the research than girls in comparison schools (81% to 78%). Boys in the BEST
program also had higher attendance rates than comparison boys (86% to 82%) and
this rate was higher that of girls in the BEST program schools. Mayan children
in BEST schools had consistently higher rates of attendance than Mayan students
in' comparison schools (85% to 76%). However, the relative frequency of ladino
attendance was somewhat lower in BEST schools.

The BEST project has been successful in encouraging girls' continuation in
primary school. Overall, girls in the BEST program had higher promotion rates
and lower repetition and dropout rates than girls in comparison schools. The
rates of girls on these indicators were not appreciably different from those of
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boys in the BEST schools. Boys in the BEST program had better continuation
rates that boys in comparison schools. Mayan students in BEST schools, on the
other hand, had similar promotion rates, higher repetition rates and lower
dropout rates than Mayan children in comparison schools.

The BEST project has had little effect on sixth grade ccmpletion rates
among girls, owing perhaps to the short time that programs focusing on girls
participation have been implemented. Little difference was found between the
percentage of girls and boys in sixth grade when contrasted with the comparison
group children. Boys, however, made up a higher percentage of sixth grade
students in all schools.

The BEST project interventions appear to have been successful in promoting
the school completion of Mayan children. The relative frequency of Mayan
children in sixth grade in BEST project schools is consistently higher than
that of Mayan comparison children. This may be a result of the long period of
time which PRONEBI has been functioning, as PRONEBI had the highest frequency
of Mayan children in sixth grade.

Within the classroom, the BEST project has not affected girls or Mayan
participation as measured by the interaction of students with their teachers.
However, the bilingual ability of the teacher is an important factor in
increasing the participation of Maya-speaking children. Teachers in comparison
schools tended to initiate slightly more interactions with girls whereas girls
in BEST schools initiated more interactions with teachers than comparison
girls. However, in all cases, teachers had a relatively greater number of
interactions with boys than with girls. With Mayan children, when teachers
could speak the language of the students, higher indices of participation were
found. The exception was in comparison schools where monolingual Spanish-
speaking teachers were dealing with Mayan children who tended to be bilingual
in Spanish and a Mayan language.

The BEST project does not appear to have had an effect on the gender or
ethnicity of school staff. Higher percentages of women teachers and directors
were found in comparison schools and similar percentages of Mayan school staff
were present in all schools.

Although not attributable to the BEST project, participation in school
appears to influence subsequent participation patterns. School directors
stated that more than a third of former female students and more than 70% of
former students of Mayan origin participated in voluntary activities involving
the school. Similar percentages were also given for participation in other
types of community activities and for voting patterns.

B. IMPLICATIONS
The success of the MOE in disseminating its objectives for the
participation of girls and Mayans to teachers and school directors suggests

that such efforts should be continued and perhaps expanded in order to reach
all schools.
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The positive impact c¢f the BEST project on the attendance rates of girls
and Mayans and the continuation rates of girls suggests that the strategy of
targeting children who are generally underserved in the primary school system
can be effective. Thus, greater efforts should be made to continue to refine
programs to address areas such as girls attendance and Mayan promotion and
dropout, where indicators are relatively lower than those for boys and ladinos

respectively.

Although teachers can articulate the objectives of the MOE to encourage
greater participation of girls and Mayans in primary schooling, these
objectives have not yet been translated into classroom behavior. Both boys and
ladinos tend to interact more frequently with teachers in both BEST and
comparison classrooms than do girls and Mayans, respactively. Thus, greater
emphasis must be placed on classroom techniques that encourage participation of
target children. Ways in which to make the link between MOE objectives and the
methodologies being implemented by the BEST project to meet such objectives
more explicit to teachers must be sought.

Greater efforts must also be made to ensure that schools implementing
activities to encourage participation of girls and Mayans have an adequate
infrastructure to effectively carry out the programs. Where basic classroom
materials are lacking, it is unlikely that the effect of programs or activities
encouraging the participation of girls and Mayans will be maximized.

The high frequency of multigrade classrooms found throughout the sample
schools suggests that aspects of the NEU methodology may be appropriate for
most rural primary schools. Thus, the possibility for wider dissemination of
this methodology in order to provide a tool for teachers in graded schools who
have multigrade classrooms should be investigated.

The relatively high frequency of participation of school alumni in
voluntary and democratic activities reinforces the importance of encouraging
children to stay in school. Although not directly attributable to the project,
the relationship between primary school participatcion and taking an active part
in community and national life after school completion suggested by the results
of this study, supports the Ministry objectives end the BEST project activities
designed to help reach these objectives.
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APPENDIX A. INDICATORS

Three levels of indicators are related to greater participation of girls
and Mayans. First, are system support indicators or enabling factors that must
be in place if participation is to lead to increased efficiency in terms of
making normal progress through the school system and greater quality in terms
of academic achievement. Second, are indicators or participation of students
in the classroom, school, and later life. Third, are greater participation by
target groups in the decision-making process of the school.

1. System Suppor
a. communication of expectations for participation of girls/Mayans
- educational leaders above the school level communicate

frequently and publicly the goals for participation.
b. Provision of Services

- school supervisors inform teachers of promising instructional
practices regarding participation of girls/Mayans

- training on increasing participation is provided to school
directors and teachers

c. Material Resources

- instructional materials available in sufficient quantity and in
appropriate languages so that all students have access to them

- teachers have quides that outline what to teach and how to teach
it with regard to participation of girls/Mayans

- students have sufficient paper and implements to practice what
is taught

- Classrooms equipped with blackboards, chalk and enough desks to
seat all enrolled children

2. Student Participation

a. Attendance
- daily attendance high/increases from year to year over LOP

b. Continuation
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- number of repeating students is low/decreases from year to year
over LOP
- number of dropouts from each class and between grades is

low/decreases from year to year over LOP

c. Completion

- the percentage of grade one entrants who successfully complete
all grades is high/increases over LOP

d. Interaction

- frequency of instructional interaction with teachers is
high/increases over LOP

- frequency of academic interaction with peers is high/increase
over LOP

- students (older- 3rd grade?) can express their beliefs
intelligibly to adults

- number of alumni involved in volunteer development activities is
high/increases over LOP

- number of alumni who participate in "democratic process"
including elections is high/increases over 1OP

3. Teacher Participation
a. Decision-making
- Increased number of Mayan/women teachers
- Increased number of Mayan/women school directors
- Increased number of Mayan/women supervisors

- Frequency of expressed participation in decision-making
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