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Executive Summary 

A Purpose 

The purpose of thls monograph IS to assess the effectiveness of community partlclpatlon in education 
delivery The man research questions are 

1) To what extent are innovative models incorporatlng community participation effective in 
delivenng educatlon? 

2) Are there effects that can be attributed directly to community part~clpatlon? 

3) How do impact-results of the Innovative models compare with those of conventional 
approaches? Do they, for example 

develop grassroots institubons and partxipatory behaviors that serve as 
a foundation for solving other development problems, 
increase participation rates, especially of glrls and others who have 
lower rates of involvement in the educaQon system, 
increase achievement slulls, 
produce intended improvements in the teaching/learn~ng process and 
environment, 
increase the sense of accountab~lity of educahon personnel to parents 
and students, and 
require the same or lower costs than the conventional system without 
comprormsing results? 

4) Is there evidence that the innovative models has been accepted by relevant stakeholders? 
Has it been or is lt llkely to be 

replicated widely, and 
sustained m existing sites? 

There are two intended audiences for the study the first are policy makers and others making decisions 
about where to Invest education resources for productive results, and the second are practitioners loolung 
for cost-effective approaches to problems they face in the field 

B Scope 

The study first reviews case documents to develop an understanding of community participation as prac- 
tice It looks at the circumstances that made community partlcipation seem an appropnate strategy and 
assesses the extent to whlch strategies incorporating community participation led to the intended or other 
impacts It also considers a range of independent options to see whether involving community members 
leads to valued ends in Itself Flnally the study draws implications about the effectiveness of strategies 
incorporatlng community participation and uses the evidence to suggest ways of utillzlng the strategy in 
future educatlon initiatives 

Many educatlon delivery models clalm to Incorporate community participation as a core strategy Six have 
been selected for attention in this study by USAIDIWashington 

The IMPACT Project in the Philippines, 
The Hararnbee Secondary School Movement in Kenya, 
Banglades Rural Advancement Committee (BRAC) in Bangladesh, 



The Community Support Project (CSP) in Balochistan, Palustan, 
Escuela Nueva in Colombia, and 
Fe y Alegria (FYA) in Bolivia and Venezuela 

Though differing considerably in detal, these case examples have charactenstics that make them suitable 
for this study All claim community participation as a key component in a comprehensive education deliv- 
ery model They represent wldely separated geographic areas Most have been in existence long enough to 
refine their methods and approaches All are generally perceived as successful by the development com- 
munity, and all have shown some degree of replication and sustainabllity 

C Methodology 

The study was conducted through review of documents describing the cases, interviews of knowledgeable 
persons, and selected visits, the mix of approaches determined m each case by the quality of the docu- 
mentation The pnmary sources of information were case reports, assessments, and evaluations of the six 
models (see Bibhography) 

1 General conclus~ons 

Evidence from the cases leads to some tentative conclusions about community participation 

1) Models for improving the quality and delivery of education programs that ~ncorporate a commu- 
nity particlpatlon component can produce results that are equivalent to or greater than those pro- 
duced by conventional systems They can produce these results even among student groups that, 
because of their characteristics, would be expected to show poorer results It is not possible to say, 
however, that community participation is responsible in whole or in part for these effects since 
there are so many confounding factors One can say that community participation as part of a com- 
prehensive strategy does not prevent the positive effects from occurring 

2) Models incorporating community participation can be particularly useful in increasing the educa- 
tional participation of disadvantaged groups such as the poor, the rural, and girls, as long as there 
is a way of ensunng their inclusion in groups served by the project Community involvement in 
decisions about scheduling, school conditions, and facility location seems to encourage the par- 
tlcipahon of these special groups 

3) Community participation alone, without a productive link to technical experts who produce, deliv- 
er, supervise, manage, and reflect on the inputs and outputs of education, is not enough to guar- 
antee the delivery of a quality education program 

4) Community participation is more llkely to contnbute importantly to the dellvery of education pro- 
grams where demand for education exists but circumstances are such that governments have failed 
to provide an adequate supply of conventional school~ng opportunities 

5 )  Communities can be drawn into the process of delivering education in ways that contribute to the 
formation of institutions of civil society and the practice of democratic values Doing so may add 
value, whch is in add~tion to any results community particlpatlon may produce as an mstrumen- 
tal strategy in education delivery 

These conclusions have to be phrased as potentialities rather than foregone conclusions since each requires 
an effort of design or implementation to make it true Community participation, like any other component, 
has a cost in money, time, and effort that projects tend to overlook Beyond these matenal considerations, 



it requires trust and a space to act before communities can be counted on to take independent initiahves in 
support of education delivery 

Project designs need to recognize that 

community participation can be both a valued end and a useful means, but to be 
either, careful thought must go into how to lnvolve commumoes and to what purposes, 
commun~ty participation may be more appropnate in some contexts and for 
some purposes than others, and consequently it must be clear why it is used and 
how to obtain the results expected, and 
community participation has a cost, which must be weighed agmnst trade-offs in 
lost support for other project components 

2 Specific lessons learned 

The cases provide some specific lessons on community participation 

a Clarifying the purposes of commun~ty partlclpation 

Community participation is not a panacea for what is going wrong or is rmssing in educational delivery 
Frequently project designers found that their strategies for involving communities did not accomplish all 
that was expected They did little in advance, however, to clarify what they hoped to accomplish, and, in 
most cases, they did not assess or make mid-course corrections to improve its impact when things were 
not going well Whether community participation is used as a strategy to augment resources, encourage 
the enrollment of hard-to-reach groups, extend the government's oversight over schools, or promote the 
practice of civil society, each of these purposes requires a different lund of design If expectations are clear 
from the start, it is apparent when progress is being made or when corrective actions are needed 

b Role of inlhators 

The role of initiators is a sensitive one, especially when the initiator is an outsider to the village and, even 
more so, when the outsider is a foreigner Some of the issues in this relationship include local people's 
suspicions of outsiders, village sensitivity to being asked to contribute resources, a need for clarity in 
defining the separate responsib~lities of the interacting parties, and an unbalanced power relationship, 
which puts outsiders in a position of being gatekeepers in granting permission and space for the commu- 
nity to act Often a person from the local or national culture has a better chance of understanding how to 
approach these issues sensitively All the project models used initiators who were nationals, though many 
came from communities different enough from the local community to make them "cultural outsiders" 
These outsiders sometimes played the useful role of connecting relatively powerless community members 
to centralized sources of funding and influence that could help them solve their problems 

c Role of context and focus 

The extent to which community parhclpation contributes to education objectives may be affected by a pro- 
gram s focus and the circumstances in which it is Implemented For example, community participation 
may have little znstrumental value in programs that emphasize technical aspects of education quality 
where publlc dellvery of education is reasonably effective and efficient, and where demand for education 
is well established Models that focus on program quality find they more urgently require the technical 
contributions of experts and consequently leave little "space" for autonomous community actions In these 
circumstances, education may be viewed as a service, like banlung or health, which requires slulled tech- 
nicians more immediately than community involvement By contrast, models that focus on expanding 
opportunities in places where no schools existed before expend more effort in winning over and mobiliz- 
ing communities, thus providing more room for local initiative 



d Trade-offs in costs 

'Jho man issues relate to resources one is the expectation that communities can be counted on to con- 
tribute sigmficant resources of time, effort, and money to the support of education delivery, the other is the 
question of how much of a project's resources need to be devoted to mobilizing and sustaning communi- 
ty interest Often the two are considered interrelated when they are not Mobilizing community mterest, 
for example, may not necessarily lead to sigmficant commumty support 

Community participation can be costly Overall, the projects tended to "front load" their investments in 
community participation with discussion meetings, surveys, and initiation activities to establish 
schools/programs, and then expected communities to take over and conhnue to support the programs In 
several cases, the level and quality of the participation quickly diminished because community members 
were not given neither the space to act nor a sense of the independent responsibilities they rmght assume 

When community participation becomes a valued end in the delivery of education, the resource question 
becomes even more crucial The costs to a project of establishing mechanisms that support the practice of 
democrahc values can be considerably higher than those to a project that only views community partici- 
pation as an instrument of education delivery The question then becomes, "Can such activities be incor- 
porated into the design of projects without compromising other components or without adding an insup- 
portable burden to the costs?" 

Community pmcipahon involves some costs Policy makers should be ashng themselves 1) Does com- 
munity participation enhance the delivery of education programs enough to compensate for the resources 
diverted from other education components? or 2) Is community participation important enough in itself to 
warrant the resources diverted to promote it' The cases give some evidence that an educahon delivery 
model can include a community participation component without costing more or sacr~ficing learning 
when compared with the conventional system 

e Fitting the culture 

One of the interesting aspects of several models was the extent to whch innovations required participants 
to modify their behaviors in ways directly in conflict with their own local cultural tradit~ons This is impor- 
tant for two reasons First, it means project designers were assuming that only certain practices are effec- 
tive in the delivery of education programs, ones they believed were not present in the then-existing deliv- 
ery system As an example, the assumption that only certain learn~ng approaches are effective is ques- 
tionable, since it is known that children learn by a wide variety of means, and even rote memorization sys- 
tems ulhmately lead to some hnds of learning (and with modification could become more productive) 

The second point is that it is far more costly to change behavior drastically all at once than it is to let behav- 
ior evolve slowly while building the necessary structures to support change In the first case nothng in the 
surrounding culture is ready to support the change and resistance is almost guaranteed Indeed, practices 
of any lund-includmg instructional practices-that are influenced by indigenous sources inevitably con- 
form to cultural principles and protect what is vital in the culture Even a method as internationally reviled 
as rote memorization protects something that is valued locally and can only be replaced successfully w~th 
something that participants feel at a gut cultural level has similar or greater value 

f Reflection 

In retrospect (and from afar), it is possible to see weaknesses in the way the projects involved communi- 
ties and delivered education programs For example, all the models except Fe y Alegrfa were heavily 
weighted toward start-up activities-clearly defined first steps to initiate the program and ~nvolve the com- 
munity but very little in the way of follow-through activihes to determine if the program was producing 
results, or where it might be weak and need strengthening As a substitute for these activities, most of the 



projects depended on external evaluations several years after the start of activities to determine how well 
they compared with the conventional system (which most had previously considered inadequate) While 
external evaluation is an essential step, it does not subshtute for routine monltonng of progress and sub- 
sequent correcove measures throughout the duration of the project Only one model, BRAC, created a 
comprehensive process for reflection that allowed it routinely to assess how ~ t s  components were worhng 

A system for reflection is key, but even with a good one installed in a project, it may be difficult to con- 
vince authorihes to act on the basis of results Education bureaucracies are often not geared to results- 
based planning, and evidence of posltive impact does not necessarily lead to the adophon of good innova- 
tions, as several of the cases demonstrated Perhaps this attitude can be changed if projects direct more of 
their focus and more of their investment to routine follow-through activities, and funders connect more of 
thelr resources to the production of results In the study cases, one feels that if implementors had reflect- 
ed in this systematic way on the impact of community involvement, better results might have emanated 
from this strategy 

g Pllotlng and bnnglng to scale 

In different ways, all the implementors discovered that it was one thing to develop and pilot an innovative 
model, and another to bring it to scale Often strategies crucial to the innovation were no longer feasible 
during massificahon, and a whole new set of issues emerged that had not been present in the pilot phase 

Models take time to refine and test before they are ready for large-scale expansion, and even then another 
period of time may be needed to test modificahons specifically made for massifying the innovation The 
models that included a quality component took the longest time to develop Even when expansion was 
carried out with relahve efficiency, the implementors found it necessary to adapt program elements used 
during the pilot phase Some cut thelr supervisory visits, while others "scnpted" and standardized their 
instructional programs to reach large numbers of teachers and students Yet others found that with expan- 
sion they met resistance from traditional elements of the bureaucracy, an absence of effective national lead- 
ership, and lack of parental enthusiasm 

One final rather startling finding was how elusive a commodity quality was to the designers and imple- 
mentors of the programs in these case models Despite considerable effort focused on improving the qual- 
ity of programs, there was little difference in the achievement levels of children in the expenmental and 
conventional systems, nor in most cases was there an appreciable change in the methods of teachingllearn- 
mg While there may be many explanations for this phenomenon-poor tests, achievement as an inade- 
quate measure of quality, more disadvantaged children in the experimental programs, etc-~t is instructive 
that the designers of four programs (BRAC, CSP, FYA, and Harambee) redu-ected their focus from quan- 
tity to quality concerns over the course of their projects because they were not satisfied with the results 
The final two (IMPACT and Escuela Nueva) started with a maln focus on quality but also were unable to 
demonstrate to many others that they had achieved thelr objectives 

3 Implications of the find~ngs 

The reasons for initiating most of the innovative models was a need to expand effective educahon oppor- 
tunities and a realizahon that governments could not satisfy that need with existing capaclhes and 
resources The problem is one that is likely to intensify in the future, malung it almost inevitable that the 
present situation of virtually free educahon will change Part of the problem is the almost universal expec- 
tation that a complete education "package" must include high-cost buildings and furnishings, expensively 
qualified teachers, and resource-intensive support structures The study models show that this expectation 
does not need to be met and that children can learn on their own, helping one another in simple luosk- 
learning environments, or with para-professional teachers, and with parents monitonng attendance and 



instruction These projects are some of the first serious attempts to find answers to the problem of limited 
resources and expanding needs If they have one lesson to teach, it is that learning can take place in more 
cost-effective ways than most convenhonal systems now offer 

The case models ranged from "supply-dnven" (outsider-initiated) to "demand-dnven" (community-initi- 
ated) models Of the supply-dnven models there were low community involvement (BRAC, IMPACT, and 
Escuela Nueva) and high community involvement models (CSP and FYA) A supply-dnven model satis- 
fies the needs identified by a suppher of education services-a government agency, donor, or NGO, with- 
in national time, effort, and resource constraints By contrast, a demand-driven model (Harambee) satis- 
fies the consumers of education products and is constraned mainly by community resource limitations and 
capacities If an outside initiator is used in demand-dnven models, this person's role is one of negotiating 
the "rules of engagement7' rather than directly specifying community needs or what the community must 
do to become engaged A demand-dnven approach is unusual enough to require developers to reorganize 
their thinhng about cornrnunlty participation and its relation to education delivery Ironically it fits donor 
definitions calling for local decision malung, whch, as the cases have shown, are rarely put into practice 

4 Some suggested models 

Three hypothetical approaches derived from the successes and fsulures in the case models are described 
bnefly below and at greater length in the final part of this work, which focuses on conclusions Their pur- 
pose is to suggest implications for the future mobilization of communities 

a An Accountabll~ty Model Issue-focused commumty partlc~pat~on 

In settings where education services are reasonably effectively delivered and supported, and parents are 
already convinced of the benefits of schooling, one might reasonably ask why resources should be divert- 
ed from other crucial education elements in order to mobilize community support Orgamzations, like 
PTAs, for linlung school and community may already exist to motivate parental support and may not, in 
any case, be appropriate candidates for solving other development problems 

Environments such as these suggest the need for a focused involvement of communities to address specif- 
ic education issues One area of weakness in all the models was a lack of accountability of staff to parents 
for program quality This suggests that parents might be "emboldened" to exert their rights as clients and 
to demand accountability from responsible education authonties Facilitators might work with both 
groups to develop institutional channels and mechanisms of accountability, assessment, and feedback 
(meetings, student reports, etc), and assist parents' organizations to define thelr role in demanding quality 
schooling for their children Experts would set the standards, and officials would account for their ability 
or inability to meet the standards, explaining to parents how they would plan to correct problems The role 
of the facilitators would be to negotiate both parties7 contnbutlons to quality The PTA could be strength- 
ened to serve as the inst~tutional venue for these activities linlung parents and responsible officials 

b A Partnership Model High community involvement 

A high involvement model-somewhat like that of CSP, may be called for in environments where ch~ldren 
do not participate sufficiently in schooling programs, andlor where there are major deficiencies in the gov- 
ernment's ability to provide education services In ths  model, the involvement of parents in decisions 
about school locations and daily scheduling may make them more comfortable about sending their chil- 
dren to school Parents in this context can also make significant contnbutions by filling the gaps left by 
the inadequac~es of government They can contnbute materially and in-lund to the inputs of learning, 
extend the oversight of government by monitonng teacher and student attendance and performance, and 
provide soluhons to mnor problems between visits of responsible officials In this model, the facilitator 
role is to empower commumties to take their own independent init~atives to solve problems and then to see 
that they are given sufficient space to act upon them Facilitators also need to pay attention to account- 
ability issues so parents will feel the nsks they have taken in supporting the school have been worthwhile 



The high involvement model, which is a likely option for remote communities where literacy is low and 
where institutions for community participation are weak or nonexistent, provides an ideal opportunity to 
build the structures of representative governance and the prachce of civic responsibility The institutions 
established to support education delivery may ultimately become the channels for solving development 
problems in other social sectors 

c A Demand Model Communities request appropriate services 

As it becomes increasingly difficult for governments to support the costs of un~versal education, commu- 
nitles may assume a larger role in "ordering" the specific services they need and paying a larger share of 
thelr costs Government agencies may, in this scenano, take responsibility for developing and testing pack- 
aged options, providing traning or qualified personnel to implement selected packages, and credentializ- 
ing students as they complete various options To cut costs, educatlon could become a transportable com- 
modity, housed in any convenient location, and consisting of the basics-an instruchonal manager, learn- 
ers, and materials-while shedding such expensive "frills" as permanent facilities and unneeded support 
systems Harambee and Fe y Alegna models alert us to what demand models might be Fe y Alegria to 
program options that suit the needs of individual communities, and Harambee to the considerable energies 
that can be harnessed when communities decide they will organize their own services Harambee also 
shows the crucial need for a servicing agency to provide quality components beyond the technical capac- 
ities of communities 

Options would include a variety of programs of different course offenngs, packaged to be completed in 
varying lengths of time (years, number of hours each day) and designed for different age groups in 
teacher-managed or self-instructional modes The cases studied here provlde tested examples of a vanety 
of these options, the only difference being that they are not presented as an array of options from which a 
community mght choose The options need not stop with packages for formal learning, and indeed they 
might include training/learning of a vanety of hnds literacy, pre-vocational, vocational, life slulls, con- 
tinuing education, etc 

The facilitator's role in this model is to assist communities in choosing appropriate options and in plan- 
ning how to support and pay for them A process might be adopted whereby the community forms a rep- 
resentative c o m t t e e ,  elicits the education pnonties of various groups within the society, and decides 
what its long-term goals for education services are and what it can afford to support The government 
might base costs on a scale of subsidies that reflects natlonal pnonties for an educated citizenry and might 
offer communities a vanety of cost-cutting options such as using local volunteers or reducing costs by 
"re~ycling'~ the program a number of times The government might offer subsidies for poorer communi- 
ties or reward communities that include hard-to-reach groups To service these needs, government agen- 
cies would need to restructure themselves to become service-oriented organizations, an innovation sever- 
al of the models show us they would find hard to do However, as long as ministries of education insist 
on costly conventional schooling packages the delivery of educatlon will remain a top-down phenomenon 
rather than a matter of community choice and decision malung 

E A Flnal Word 

Community participation as an instrumental means was nelther a necessary nor a sufficient element in the 
delivery of quality education In any of the cases studied here Except in the harsh environment of 
Balochistan or in Harambee's context of deprivation, community participation alone was nelther responsi- 
ble for, nor probably even a major factor in any measurable advantages of these innovative school deliv- 
ery models over the conventional systems The cases do show overall, however, specific community con- 
tributions that may have added incrementally to each of the dimensions and might have offered more if 
they had been designed and funded differently It is undeniable that participation added a richness to some 
of the education programs that they might not otherwise have had, and in some cases even contributed 
modestly to the practice of civil society As an instrumental means, however, community parhcipation was 
only one element in a multi-faceted model whose contributions have to be considered as a whole 
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Chapter 1 
Background 

A Introduction 

Since 1994 the Advancing Basic Education and Literacy (ABEL 2) Project has supported several small 
studies to detemne whether particular interventions have proven effective in producing intended impacts 
in educat~on The purpose of the studies is to provide information on types of interventions that appear to 
be most promslng in improving educahon results 

B Purposes and audiences 

1 Purposes 

The purpose of this monograph is to examine the effechveness of innovative models for education deliv- 
ery that incorporate community participation as a key feature Do the models provide effective strategies 
for delivenng mass education? Do they enable governments to serve difficult-to-reach populations? What 
is the purpose of community participation and what role do community members play? How are the com- 
munities involved? What do they contribute? How necessary are they to the results? Do these models for 
education delivery produce results that are cost-effective compared with conventional systems? How do 
they compare in terms of program quality? 

There are two intended audiences for the study policy makers and others malung decisions about where to 
invest resources for productive results, and practihoners loohng for cost-effechve approaches to the prob- 
lems they face in the field For policy makers, the results are formulated in a way that indicates the lund 
and character of impacts and their cost implications For practihoners, the models are descnbed in suffi- 
cient detal for them to know whether they are worth investigating further To the extent possible from the 
documentation, impacts of the models are reported in quanhtative and qualitative form to assist in evaluat- 
ing the efficacy of the approaches 

C Research questions 

The main research questions are 

1) To what extent are innovative models incorporating community participation effective in 
delivenng educahon? 

2) Are there effects that can be attributed directly to community part~clpatlon? 

3) How do results of the innovative models compare with those of conventional approaches? 
Do they, for example 

develop grassroots institutions uslng parmipatory behaviors that can 
continue to solve development problems? 
increase partlclpation rates, especially of girls and others who have 
lower rates of involvement in the education system? 
increase achievement? 
produce intended improvements in the teachingllearning process and 
environment? 
increase accountability of education personnel to parents and students? 
require the same or lower costs without compromsing results? 



4) Is there evidence that the innovative model has been accepted by relevant stakeholders? Has it 
been or is it likely to be 

replicated widely? 
sustaned in existing sites? 

Specifically, the study will review case documents to develop an understanding of community participation 
as practice It will determine the circumstances that made community parhcipation seem an appropriate 
strategy It will assess the extent to which strategies incorporating community participation led to mtend- 
ed or other impacts, and lt will consider a range of Independent options to see whether involving commu- 
nity members lead:, to valued ends in itself Finally, the study will draw impl~cations about the effective- 
ness of strategies incorporating community participahon and use the evldence to suggest ways of uhlizing 
the strategy in future education mihatives 

D Selection of case examples 

There are many examples of education delivery models claiming to incorporate community participation 
as a core strategy Six have been selected for attention in this study by USAIDNVashington 

The IMPACT Project in the Philippines, 
The Harambee Secondary School Movement in Kenya, 
Bangladesh Rural Advancement Committee (BRAC) in Bangladesh, 
The Community Support Project (CSP) in Balochstan, Palustan, 
Escuela Nueva in Colombia, and 
Fe y Alegria (FYA) in Bolivia and Venezuela 

Several have been replicated widely in a number of countnes, but for the purposes of this study, they are 
only studied in the countnes named above 

Though differing considerably in detail, the case examples have certan characteristics that make them suit- 
able for this study All clam community participation as a key component in a comprehensive education 
delivery model Individually, they represent widely separated geographic areas of the world, with Escuela 
Nueva and FYA the only two occupying the same continent All but CSP in Balochistan (which started in 
1992) have been in existence since the 1960s or 1970s and have therefore had considerable time to work 
out their methods and approaches All are generally perceived as successful by the development commu- 
nity All have shown some degree of replication, and all have proved sustanable at some level Though 
most of the cases are well-known by reputation, most are not known in enough detail to make cross-cut- 
ting policy generalizations or to use as models for future project design 

The fact that only six cases are represented here does not mean that others might not have proven equally 
or more instructive Time simply does not permit a wider-ranging study The organizational framework for 
these cases, however, can be easily extended to the analysis of other examples to see if the conclusions that 
appear to hold true for these cases would also hold true for others 



Chapter 2 
Methodology 

A Overview 

The study was conducted through a review of documents describing the cases, interviews of knowledge- 
able persons, and selected visits, the mix of approaches detemned in each case by the quality of the doc- 
umentation The primary sources of information were case reports, assessments, and evaluations of the six 
models (see Bibliography) This information was supplemented in a vmety of ways A member of the 
Creahve Associates Internahonal, Inc (CAII) staff visited the Philippines to gather information on 
IMPACT, and later a designated representative of CAII interviewed key personnel in person and by tele- 
phone to complete the IMPACT information BRAC information was brought up-to-date by an ABEL 
researcher who was on her own study mission to Bangladesh The in-depth studies of CSP in Balochlstan 
and FYA in Bolivia have recently been completed For the latest information on CSP, we were fortunate 
to have access to the notes of interviews taken by an assessment team with key CSP staff members in May 
1997 Escuela Nueva is a well-known and well-documented project that has been Implemented in several 
countries and thousands of schools, with numerous reports, assessments, and critiques available In study- 
ing thls case, the difficulty was in drawing accurate conclusions from the plethora of data Harambee is a 
model of a different nature, with much wntten about it, though frequently from a selective, politically 
inspired perspective As a case, it contrasts nicely with the range of "initiated" community participation 
forms, showing what happens when communities take matters into their own hands To obtain up-to-date 
information, it was necessary to draw on the network of a Kenyan student studying in the United States 
We were able to fill most of the informahon gaps, but a few questions remaned 

B Theoretical considerations and cautions 

Community participation means many things to many people as we discovered in pursuing this study 
From these six cases, one would have to say that the reputation of commumty participation as a delivery 
approach is somewhat overblown because of the confusion in what it is and what part lt can play in mod- 
ern-day conceptions of education service Whatever the meaning and whatever the role, however, com- 
mumty parhcipahon does not operate in a vacuum when it appears It exists as part of a model that defines 
the content, pedagogies, actors, and other inputs in an education program as well as the activities the com- 
munity will perform Often it IS the other elements rather than community parhcipation that carry the pro- 
ject and produce the results 

Consequently, it is difficult to isolate the precise impact of community participation on education delivery, 
either on its own or in terms of its relahve share of a program's impact (except in such specific terms as 
the cost of construchng a school) It is also difficult to conclude that the community effort was sufficient 
to cause any pmcular impact In relatively few instances can results be attributed directly to community 
involvement At the same time it is clear that community participation contributed lrnportantly to results 
under the special circumstances of some cases 

Because of these difficulties, it is easier to clam results for a comprehensive education delivery model that 
includes community participation as a component than to try to determine its specific results This is part- 
ly a practical matter of using the forms of data that are available, but it is also a matter of complex systems 
where the components may all contribute their small part to the outcomes without carrying much weight 
on thew own Only when combined do they create the synergy that produces measurable results 

Caution is still required even when compmng the innovative program as a complex whole with the con- 
venhonal system These innovative delivery models, especially in pilot form, may offer unique combina- 
tions of leadership initiahves, additional funding, speclal supervision, motivated management, and a 
Hawthorne effect of focusing greater attention on expenmental schools, which make them a unique time- 
bound phenomenon It may be impossible to bring them to scale with the same results, as Escuela Nueva 
for one example so clearly discovered Similarly these unique circumstances may also prevent the model 



system from being reliably compared with a "neglected" conventional system The best evidence of suc- 
cess may come from wide replication of the model or sustainability over time, wlth results that contlnue to 
compare favorably with both the pilot program and the conventional system 

Keeping these points in mind, we reviewed the case evidence for specific contributions that could be attnb- 
uted to community involvement Then we revlewed the evidence again from the perspective that some- 
thing intrinsically good exists in community participation itself that is worth supporting as long as the 
model that incorporates it produces satisfactory results without adding significantly to the costs In this sec- 
ond approach, the impacts of the innovative model were compared to those of the traditional system to 
assess their comparative advantages, with community participation being taken as one of these advantages, 
all else being equal 

The cases show two important limitahons in explicating community participation processes The first is 
that "community" is more narrowly defined in most of these cases than may be its present understanding 
among some donor agencies In these models, "community" refers to the beneficiaries of a narrowly 
descnbed catchment area-parents, students, and other local individuals who directly, indirectly or poten- 
tially might benefit from the delivery of education There is no reference in the designs to the interests of 
the larger "cornrnunity of stakeholders" in government, regional offices, and NGOs, though their presence 
is implied in a number of implementation activities This study uses the narrow meaning of community as 
local beneficiaries 

The second major limitation constitutes a finding in itself Though all the cases presented here have a rep- 
utation for successful involvement of community members, in fact, most assign a fairly limited role to com- 
munity Two important questions are rased by this finding First, is there an important value that commu- 
nity participation can add to education delivery models? Is this value invariably welcomed in all clrcum- 
stances or only under special conditions9 Who are the gatekeepers of community participation who give 
permission and space for community members to act? Some understanding of these quest~ons is important 
in order to determine whether the potential in community participation is limited or whether it might play 
a more significant role if given a chance 

The second question is somewhat different If community participation is a valued end in itself as many 
people argue, then an essential question is whether the case examples provide evidence of those beneficial 
ends-usually defined as community institut~ons and participatory behaviors that lead to the strengthening 
of civil society And if so, are models incorporating community participation, which require more effort 
and resources, still cost-effective in terms of education outcomes9 It IS interesting to note in this respect 
that three of the models (IMPACT, BRAC, and Escuela Nueva) have not involved communities as fully as 
they had originally expected, though only one (BRAC) explicitly states that one reason was the poor cost- 
benefit ratio of their involvement These issues are investigated in t h s  study by looking at how the models 
stand up to traditional measures of education delivery-including costs and evidence that institutions of 
civil society develop as a result of the implementation of the models 

C Framework for the reporting of cases 

The cases are organized in five sections that highlight their main characteristics The first section describes 
the background condtions in the country that led to the model's design and implementation The second 
and third sections provide a general descnption of the model as it was intended to be implemented, includ- 
ing a section on the part the community plays in suppomng the model and one that describes the content 
and organizahon of the school program being delivered The fourth section looks at actual impacts that were 
obtaned after implementing the model and compares those models where possible and relevant to those of 
existing conventional systems Finally, most models had some outstanding issues that part~cipants or out- 
side observers felt were unresolved after implementation These are summmzed along with lessons learned 
that are relevant to understanding community participation and the delivery of quality education programs 



2 Indicators of impact 

The indicators used in this study are common measures of impact in education programs Developers often 
assume that models stressing community participation will produce positive changes in some if not all of 
the indicators ' Among their expectations are that more children will participate in schooling programs to 
hlgher levels, that learning will increase, that program quality will improve, that programs will become 
more accountable to their customers in the community, and that costs will be reduced It is also expected 
that the model will be replicated widely and that it will be sustaned over time in existing sites These last 
two indicators reflect a capacity to successfully implement and some degree of long-term acceptance of the 
model's worth 

A final indicator measures the extent to which community institutions and capacities are strengthened to 
solve education and other development problems Some planners, for example, see community participa- 
tion as a valued end in itself, believing it is the right of beneficiaries to make their own decisions about 
matters that affect their lives Or they see the encouragement of community participation as an education- 
al obligation to model "good practice"-meaning the active practice of pnnciples taught in schools Others 
see community participation as a necessary condit~on for various other social goods to occur, including the 
democraticization and development of the society As evidence of this last h n d  of community participa- 
tion, an observer might expect to find grassroots ~nstitutions and participatory behaviors encouraged that 
support civil society The study also looks at this h n d  of evidence 

Each of the potential impacts is d~scussed below, first by providing illustrative indicators that in the nght 
context mght be taken as evidence of a positive impact, and then by suggesting a logical connection 
between community participation and the impact Designs may assume the connection or take the pres- 
ence of the community contributions a prion as a "richness" having value In the actual cases, of course, 
each indicator must be evaluated in light of behavior that has gone before the project or that is customary 
m the convent~onal program 

a Community partlc~patlon and the development of clvll society 

Evidence for the strengthening of civil society might be found in cases where community members 

initiate ideas for education improvements, 
solicit consensus on local prionties, 
make important decisions about the design and management of projects, 
form representative bodies to act for the community, 
contribute resources to solve community needs, 
monitor essential education inputs, 
actively solve community problems and assume civic responsibilities, 
mobilize campaigns in support of education, and 
demand accountability for program results from education staff 

Comprehensive community involvement might encourage many if not all of these behaviors 

b Educational participation 

Enhanced educational parhcipahon might be indicated where there are 

• increases in the number of children who enroll in school, 

Project documents are strihngly devoid of any mentlon of what community participation means or how its accom- 
pl~shments should be measured The implication IS, however that communit~es can contnbute to almost any 
aspect of education delivery and for that reason conventional indcators have been used here to measure the suc- 
cess of the comprehensive models 



increases in the number of disadvantaged children, such as girls, and rural and 
poor children, who enroll in school, 

• decreases in the number of dropouts, 
increases in the number who complete the pnmary stage, 
decreases in the number of those repeating grades, and 
increases in the numbers of those going on to higher stages 

Community participation is often linked to educational participation through the provision of resources that 
increase the number of conveniently located schools, through the creation of more conducive conditions 
for participation such as better scheduling of classes, through changes in athtudes about the benefits of edu- 
cahon, through community mob~lizahon activities, and through effecting better communication between 
schools and families 

Learning is increased (according to most of the project evaluators) if the innovative program produces stu- 
dents who 

exceed test results of a comparison group in the conventional system, 
• equal or exceed the test results of conventional program students at lower cost, 

and/or 
equal or exceed test results of conventional students where the innovahve 
program's students would be expected to perform less well 

Community participation has been linked to learnmglachievement in several ways Cornrnunity members 
can ensure that the matenal Inputs required for quality schooling are in place, see that children and teach- 
ers attend classes regularly, help children with schoolwork, and make sure they have enough time to do 
their homework 

d Program quality 

Program quality is considered enhanced by the innovative model if, by the definition of its designers, it 
improved upon the quality of the conventional system Most of the case models incorporated design fea- 
tures to improve program quality Thls results section looks at whether these features were implemented 
according to the designers7 intent and produced the results they anticipated For example, a quality pro- 
gram mght 

• produce students who are better socialized, have higher self-esteem, and are 
neater, more disciplined, and more responsible, 
stress learning that is problem-solving and analytical, 
create student-centered, active learmng, 
provide mastery, self-paced, or peer learning, and 
appear more attractwe to students 

Community participation has been linked to program quality through activities such as identifying quali- 
fied local teachers, actively monitoring teacher's instruction, volunteenng teaching assistance and skill 
instruchon, ensmng the regular attendance of children, etc Community members may also communicate 
thelr expectahons for a quality education and the charactenstlcs of an educated adult 

2 For example, when characteris~cs of the target children (such as poverty) conflict w~th school work or when pro- 
ject factors (such as costs or paraprofessional teachers) suggest that if these features had been present m the con- 
vent~onal system, the achievement would have been less 



An innovative program mght be sad  to have enhanced accountability if staff 

regularly report student progress to parents, 
organize meetings where parents come to the school to discuss matters related to 
education, 
modify the program to make it more relevant to the expressed needs of families, 
as in adjusting school scheduling, 
provide feedback to program designers and policy makers to improve the 
program, and 
create channels of communication so parents and students can resolve problems 
with policies and procedures 

When cornmumty members take an active role tn financing, managing, and monitoring school programs 
and identifying teachers and pnncipals, school staff may feel more obligated to account for results 

f Costs 

An innovative model might be sad to have enhanced cost-effectiveness if the duect costs to the program 
were 

less than in conventional systems while producing the same or better learning 
results, 
more than in conventional systems whlle producing sigmficantly better learning 
results, and 
the same as the conventional systems while producing the same or better 
learning results in an at-risk population 

Community participation has often been seen as a way to increase the resource base for education pro- 
grams-through money, matenals, labor, and effort Sometimes innovative programs can only stay withln 
budget through these community contribuhons, which has implication for sustanability Another important 
indicator, with implications for participation, is a comparison of costs to parents of schooling their chlldren 
in the innovative or the convenhonal system 

An innovative program has probably garnered wide acceptance if it has been replicated and brought to 
scale Replication requires several elements leadership in inihating achvlhes, technical support, motiva- 
hon, and a commitment of resources Replicahon is unlikely to occur if these conditions do not exist 
Because a model is not replicated, however, does not mean it is not replicatable, or is a falure The sec- 
tion on replication in each case asks the question "To what extent was the model replicated and brought to 
scale in &verse geographic areas?" Community participaaon is assumed to contribute to replication either 
when community members actively seek the program or when they have been actively involved in the 
process of establishing the model The modalities of involvement cover a wide vanety of activities 

An innovahve program is considered sustained when it has continued to exist in reasonably onginal form 
for an indefinite penod of time after initial implementation andlor a declared penod of piloting is com- 
pleted A sustaned model reflects a degree of acceptance and "ownership" of an innovative program 
Sustanability requires a number of conditions to exist the resources to support the model's components, 
the human slulls to carry it out, the acceptance of the model's value by those who decide to conhnue it, and 



some lund of continuing positive reinforcement from its results to motivate those sustsuning it The section 
in the case studies that discusses sustainabllity asks the question, "Was the model sustained after its initial 
lmplementatlon with avmlable resources and personnel7" Designers often assume that community involve- 
ment in a pilot phase will develop the enthusiasm to shoulder long-term support for innovative programs 
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Chapter 3 
The IMPACT Project m the Phlllpplnes 

cCsmponen& of IMPACT, PPuBnpplnes Mode# 

Educatron context high populahon growth, long history of educaQon, hmted 
resources 

Community ~nvolvement strategy survey, semlnars of parents and teachers, estabhshment of 
steenng committees 

Targets rural children 
Local instituQons established steering commtttees (SMC) 

Mernbershxp crlterra local and regronal officials 

Communlty contr~butrons to 
enrollment objectrves bulldmg klosks for learning 
educatron dehvery steerlng c o m t t e e  mobrhzed resources, solved problems 
quality parents taught specla1 sldls, helped wrth tuturlng children 

Program type 
Length of program 

Students in class-group 
Students per teacher 
Srngle or multigrade 
Instmct~onal approach 
Instructit>nal materials 
Curriculum 
Assessment 

formal prmary educabon 
5 to 7 years-self-paced, 8 3 12 hours a day with convenbonal 

school year 
6 to 10 
100+ (teacher = Instructional Supervisor) 
" f m l y ' k f  mixed ability children 
programmed teachlng by peers or self-mstruchon 
self-learnmg modules based on objechves 
based on government cmculum o'bjectxves 
at end of each "block" of modules 

Teacher quallficabons 
Trsunzng 
Supewzsion 

convenQonal requlrm-nents of government 
special onentationl~nservrce Eaxnang 
conventional supervisxon 

Supplies 
Managms 

small hosks and Commumty Learning Center converted from 
classroom space 

modules funded by the school 
conventional system of princ~pals, supervisors 

Major ~ssues 
- 

fundmng for modules lack of government support 

A Background 

In 1972, a major assessment of education in the Philippines resulted in the Education Development Act, a 
plan to improve the quality of facilities and make the content of education more relevant to the local con- 
text In the same year, the Southeast Asian Ministers of Education Organization (SEAMEO)' organized a 
worlung group of key educators from its eight member countries to establish pnonties for education rn the 

' The SEAMEO secretmat and ~ t s  offshoot, INNOTECH recelved support from USAID m the late 1960s and early 
1970s Later when the IMPACT concept was adopted by Llbena and Bangladesh, USAID also provided support 



1970s The reasons for launching the inihative were that fewer than half the children in the member nations 
completed the six-year primary cycle and resources were inadequate to accommodate further enrollment 
in the conventional system The response of the group2 was to initiate "a management system for mass pn- 
mary education" called Instructional Management by Parents, Communities, and Teachers (IMPACT) 
IMPACT was a joint undertalung of the SEAMEO Regional Center for Innovation and Technology 
(INNOTECH) and the Minlstry of Education and Culture (MEC), and was funded by the International 
Development Research Centre (IDRC) in Canada 

The objectlve of Project IMPACT was to develop an effective and economical delivery system for mass pn- 
mary education The Project was designed around the following principles 

Educabon should be available to all who need it, including those who have 
dropped out of school or never had the opportunity to go to school 
Learning matenals should be based on the existing pnmary school cumcula so 
students could pass official exams 
The essence of education is the learning process and therefore the child should 
be encouraged to learn through self-study rather than lectures 
Learning is lifelong and can take place anywhere 
Children should be allowed multlple entry and exit to schooling with progress 
based on mastery and in&vidual pacing 
Educahon should provide for socialization and leadership traning with group 
work being the primary mode of learning 
Education is the responsibility of parents, the communzty, and the government 
The teacher IS the manager of the learning process 

Since teacher costs were 80-90 percent of the unit costs of conventional schools, the project concentrated 
much of its energies on reducing these costs (Cummings 1986 6) 

IMPACT was launched in 1974 in five ~h111ppine~ villages of Naga, Cebu with a total enrollment of 1,068 
students In 1977 it was expanded to additional sites In Lapu-Lapu City of Cebu, Mactan Island, and 
Sapang Palay of San Jose del Monte, Bulacan Altogether according to officials only 1 l5 schools adopted 
the model, although the original intent was to expand the project to cover all of the primary schools In the 
country Each site was supervised by a member of the project staff, who in turn was supervised by a 
National Steenng Cornmlttee of senior MEC officials This cornrnlttee was expected to approve the project 
and mobllize support for it among lower level members in the Ministry 

Despite its heralded successes, IMPACT has fallen into neglect in recent years and therefore provldes a 
good case example of "why a good idea fals "6 There has been no continuous momtonng nor evaluation 
of the project since 1979, and personnel in the IMPACT offices of INNOTECH In March 1997 were uncer- 
tain whether the IMPACT model was even still being Implemented in the original schools The descriptions 
that follow come from documents that were written over a decade ago and from recent interviews with 
IMPACT officials 

The few pages in IMPACT documents that touch on community participation describe how field facilita- 

A regional conference in 1973 featured Douglas Ellson's Malayan expenments m programmed instruction which 
inspired INNOTECH staff, includrng 0 Clavena of the Philippines, to propose a sirmlar program to IDRC 
IMPACT Officer's response to questionnme, May 1997 
The expenment was also launched m four pilot villages in Indonesia that are not reported here 
Other reports say 12 sites (Wooten 1982 vn) and 33 schools (Thiagarajan and Pasigna 1988 21) 
See McGinn 1996 paper for discussion of the same topic regarding Escuela Nueva 



tors from INNOTECH, and later 
district officers and school staff, 
were intended to involve commu- 
nities in support of the new pro- 
gram The facilitators should 
introduce IMPACT through three 
activities 1) a complete survey of 
the community's available 
resources (skilled persons and 
potential matenal support), dunng 
which they were "to inform" par- 
ents about IMPACT and the 
"anticipated problems of academ~c 
instruction and attendance," 2) a 
series of seminars with, first, 
teachers alone, then parents alone, 
and then both together to discuss 
the rationale of IMPACT and the 
roles the different actors would 
play in the process, and 3) the for- 
mation of a steering group of local 

In IMPACT, younger children such as these are taught by older students and provincial officials, whose job 

USAID photo it was "to disseminate informahon 
about IMPACT" (McKee N d a) 

The "activities that could be delegated to pupils and parents (were) (a) parents could monitor their chil- 
dren's progress, (b) both could collect materials for the Community Learning Center (CLC), the new name 
under IMPACT for the school bullding, and (c) both could set up the CLC" (Flores 1981 35) The "role of 
the local steenng committee in the CLC (was) (a) to secure funds for the maintenance of the CLC, (b) to 
assist the Instructional Supervisor (IS), the new name for the teacher, in solving problems of the CLC, (c) 
to assist the IS in providing community resources, and (d) to act as advisory body for concomitant prob- 
lems" (Flores 1981 36) 

One official estimated it took about a year for start-up of the program, "to stock the schools and to fully 
inform the community of the benefits of the project " During thls time, communities were told of the active 
part they would play in the initiative They were to 1) provide labor7 for school improvements, 2) teach 
shlls (to housewives, farmers, carpenters, healthworkers, and others), 3) tutor8 students, and 4) help their 
children study learning modules at home They were also to motivate their children to learn and provide 
feedback on their progress through the PTA and other school meetings, and in letters to the school 
(Socrates 1982) 

School staff were expected to organize programs and festivals to encourage parents to visit the school and 
see what their children were learnlng IMPACT sought to intensify the community role through financial 
contributions and learning support, whlch they bel~eved would make community members feel they had 
more of a stake in the outcomes of the school The CLC was supposed to become the hub of all learnlng 
actlvlties where the school and the community would come together As one observer noted, the original 
idea for IMPACT "confidently, but mistakenly, (assumed) that community educahonal resources are avcul- 
able and can be easily mobilized" (Cummings 1986 7) 

Local officials were expected to provide matenals and funds for construction 
8 High school students were given comrnunlty service credit for tutoring children once a week Many were resistant 

at first because it took time from their own studies but, according to one report, later accepted the idea when they 
found it saasfying to work with the younger children 



An outdoor luosk is used for grouplng learners in a Fllipino school volunteers and they were absent or 

USAID photo late, and therefore were not a reli- 
able support Efforts to attract 
community members to use the 

CLC7s library and self-instructional materials also received a lukewarm response, and the center remained 
a place for children (Flores 1981 39) 

C School ~nnovations 

IMPACT documents (as well as recent interviews with officials who were involved m IMPACT) suggest 
that it was the innovahve method of teachingnearning that was considered the hallmark of the IMPACT 
project rather than the community participation that was heralded in its name The design was developed 
by a technical worlang group of educators convened under the auspices of SEAMEO's INNOTECH and 
the MECs of the SEAMEO member states The designers came from universities, research institutions, 
and member ministries There are six regional centers, two of which-in the Philippines and Indonesia- 
chose to implement the IMPACT expenment The onginal INNOTECH office m Saigon was moved to the 
Philippines in 1976, which meant that the experiment was more closely monitored in that country The dis- 
cussion here relates to the way the model was carned out in the Philippines 

The Phihppine "experiment received an intensive dose of foreign technical aid in the beginning, (while) 
afterwards it was manly on its own and thus, perhaps appeared more authentic Partly due to this early 
ad ,  the Phlippines IMPACT project was the quickest to develop and publish results indicating success, 
(and) stayed closer to INNOTECH'S onginal design" ( C u m n g s  1986 11) 

The IMPACT model can be broken down into four components learning, curriculum, teaching, and man- 
agement/supervision In IMPACT, the school becomes a "Community Learning Center" housing the 
library, records, offices, and testing center Students study in learning luosks built by community members 
around the school grounds The school day starts at 7 30 and ends at 4 00 The children clean the school 
for a half-hour in the morning and work in the school garden for an hour in the afternoon 



1 Learning 

Student learning in IMPACT is self-paced with progress measured by achievement rather than years of 
schooling Children finish in five to seven years, depending on how quickly they master learning objec- 
tives that have been incorporated into thev instructional matenals (see below) During the first two and a 
half years, children are taught by older students in programmed teaching groups of 6-10 students, under 
the supervision of an Instructional Supervisor (IS) After this period, they begin transitional modules, 
again under the direction of older students, to prepare for peer teaching Dunng the last three years of 
schooling, students learn in peer groups, composed of children of differing abilities, with each child tak- 
ing a turn at being leader They study in peer groups for three hours a day and spend one hour in depth 
wlth "core" or "advanced" materials The peer groups make daily or weekly contracts declaring how many 
self-instructional modules they will complete When students know they will be absent, they take the mod- 
ules home with them to keep up with thev work Students test one another after each module (a test is pro- 
vided in the student-teacher packet), and after completing a block of about five modules they take a super- 
vised test These tests are administered by Instructional Aides (IA), who are usually recent graduates of 
the IMPACT school and are given modest honoraria for their work The tests show whether they have mas- 
tered the material or need remediation Remediation is given by hgh school students, the IS, or peers 

Those familiar with IMPACT believe its most favorable feature is a self-study set of instruchonal mod- 
ules This modular learning, organized around the MEC's education objectives, is used by students in 
grades four through six Each module includes a leader's guide, a test, and an answer sheet, and takes the 
student approximately three to five hours to complete Each grade has about 200 learning objectives, 
which have been reduced by using an integrated subject matter approach There are two modular learning 
sequences the "core" required sequence, and the "advanced" optional sequence for those who want to 
enter secondary school 

Classroom teachers and supervisors produced the onginal modules in six months under the supervision of 
an instructional methods expert The wnters had little contact with students during the development phase, 
presumably because most were already familiar with the classroom context and student capabilities The 
draft modules were tested in classrooms, and teachers uslng them provided feedback to the developers on 
how they might be improved In 1991 they were revised to conform to new curriculum objectives estab- 
lished by the government The upgrading project was funded by UNICEF and INNOTECH and undertak- 
en in cooperation with the Department of Education, Culture and Sports (DECS) During this revision, 
teachers were agan called on to write the new modules From one official's comment, it appears that 
IMPACT schools existlng at that time were not informed of the updated modules 

A key feature of the modules is their flexibility They have been used in non-IMPACT schools as well as 
IMPACT schools for 1) remedlation, where older students assist younger students or peers, 2) ennchment, 
where bnghter students expand their learning whle wating for others in the class to master previous 
lessons, 3) catch-up, when a student is absent or requires extra practice to master an objectwe, and 4) sup- 
plements to learning in specific subjects Officials also note their usefulness as core matenals in multi- 
grade classes where older students can use them to teach some groups while teachers help slower learners 

3 Teaching 

The IMPACT model "sharply deviates from conventional social standards of student-teacher relatlon- 
ships The expected role of a teacher as the pnmary source of learning and with the main responsibility 
for leading the young through the learning process is significantly altered (Wooten 1982 8) Facilitators 
noted that IMPACT placed the emphasis on learning rather than teaching Teachers assumed new roles as 

The idea of estabhshing mulbgraded and multiaged "fmlies" of students for the basic educahonal units evolved 
as a way to organize peer tutonng and emphasize respect for fam~ly values (Cummngs 1986 86) 



managers/supervisors and no 
longer did "direct teaching " 
When these teaching functions 
were needed they were taken over 
by older primary students who fol- 
lowed programmed scripts for 
teaching lessons to groups of 
younger students In IMPACT 
schools, older children normally 
taught one hour a day (half the 
time to groups and half the time to 
individuals) 

A number of other "teaching" 
resources were also provided Two 
half-hour radio broadcasts a day 
modeled Filipino and English The 
radio lessons and accompanying 
exercises were supervised by older 
children and broadcast three times 
a week for scheduling conve- 

Students respond to their teacher's queshons USAZD photo nience The high school tutors also 
came three times a week for reme- 
diation, each giving one day a 

month to this job Community members, identified through recommendations by parents, taught practical 
slulls to students from their homes or places of work and received small honoraria for their efforts Roving 
teachers taught scouhng, hygiene, sports, music, and arts one-half day a week 

Several problems arose as a result of this non-tradihonal approach to instruction First, the teacher's new 
role violated parents' expectations about how teachers should be involved in chldren's education Second, 
parents were often uncomfortable with the idea that their children were being taught by other children, who 
in turn were "wasting time" teachng others Third, parents were concerned that their children might lag 
behind as a result of the self-paced learning and take more years to complete their pnmary program 
(Wooten 1982 8) Adding to the difficulties was the fact that, as the system was gradually installed, a num- 
ber of teachers were no longer needed and had to be transferred Their transfers conveyed the threat of 
unemployment to the remaining teachers, who communicated their discontent to parents (Flores 1981 39) 
All these factors combined to cause considerable resistance among teachers and parents in some school- 
ing locations 

IMPACT activities were managed at vmous levels by groups especially selected for the purpose or con- 
ventionally serving in managerial capacities for the government school system At the highest level was a 
national committee made up of key educators included because of the authonty or influence they possessed 
that might be useful to the project They included the undersecretary of education and culture (from the 
pilot area Cebu), the nahonal director of schools, president of the normal schools, and the regional direc- 
tor of education This committee's stamp of approval was considered essential to the project (Flores 
1981 30) The selection of the first IMPACT sites was probably influenced by members of the IMPACT 
staff and the national steering c o m t t e e  who came from Cebu 

IMPACT staff, as a general rule, worked through the regional director who had authority over supervisors, 
pnncipals, and teachers in the experimental schools They had to "appeal to (him) to recruit or change per- 
sonnel, or deal with resistance from field or office staff who were civil service employees" (Flores 
1981 31) 



At the school level, the IMPACT project was managed variously by principals and district supervisors One 
supervisor noted that the advantages of someone like himself talung the responsibility was the fact that he 
could transfer the surplus teachers out of the IMPACT school to where they would be needed and could 
use his pool of teachers in the region to provide speclalist and other services needed by the IMPACT 
schools The supervisors made regular visits to the schools as part of thelr duties in the conventional sys- 
tem and took a greater or lesser interest in the IMPACT schools depending on their personalities 

In most schools the pnncipals took the greatest initiative to organize support for the IMPACT program The 
rural coordinator, as helshe was called under IMPACT, was responsible for maintaning the school, acqulr- 
ing matenals, orienting parents, coordinahng the Learning Center staff, and infomng parents of the prob- 
lems and needs of children (Wooten 1982 A-2) The IS, as already noted, was responsible for managing 
the learning of 100 to 200 chlldren in the IMPACT schools He or she organized student groupings, sched- 
uled achvities, and monitored and guided learning The IAs maintamed the module library, kept records, 
and administered and scored tests 

D Results 

1 Commun~ty part~c~pat~on and the development of grassroots inst~tutlons 

Despite its name-"Instructional Management by Parents, Communities, and Teachersy-and the declared 
intentions of its designers, IMPACT assigned a relahvely minor role to the school community In interviews 
conducted in 1997 for this study, officials rarely spoke of community partlclpatlon when tallng about 
IMPACT unless specifically asked to do so, and documents summarizing IMPACT activities give only a 
few pages to the subject Instead, both sources of information focused on IMPACT'S innovative instmc- 
tional program The community's role appears to have been mostly initiated by IMPACT facilitators to 
meet the requirements of the project design As one observer noted, " the strategy was one of prudence 
in getting them to comply with the functions defined on paper The first year was devoted mostly to infor- 
mation and acceptance campagns Selling IMPACT to the parents was relatively easy, persuading them to 
perform their functions and deliver results was a different matter The many meetings dunng the year were 
an indication of how difficult it was to get the parents to accept their new responsibihties" (Flores 1981 37) 

This same wnter, in speahng about "community support,'' talked mainly about the " assistance of gov- 
ernment officials, the local school board, and civic-minded citizens" The civic-minded citizens were 
intended to donate labor for constructing facilities (Flores 1981 83) He went on to say that despite the 
"massive information drive" to explain IMPACT, the staff still had difficulty with parents who resisted the 
project Their major concern was the peer teaching component of IMPACT Many parents did not want 
their children to waste time teaching other students or to be taught by students instead of teachers They 
feared the children would not be able to compete in national exams (Wooten 1981 9) 

Similarly the Naga IMPACT schools developed an elihst reputation by streamng some children so that 
they finished more quickly or studied the advanced modules These chldren brought up school averages 
and were used more often to do the peer-tutonng Parents of other children resented this preferenhal treat- 
ment (Cummmgs 1986 93) Consequently, IMPACT, which was intended to promote social equity through 
educat~on, tended to foster inequities inside the schools (Curnrnings 1986 120) 

As a result of these criticisms a number of parents withdrew their children from IMPACT schools, some- 
times bringing them back later when it became apparent that national achievement scores of students did 
not suffer or that the difficulties of sending them so far away became insurmountable The first five pilot 
schools in Cebu lost a large proportion of their enrollment this way, which usually meant parents had to 
expend greater effort sending their children to distant schools The discontent of parents was compounded 
over time by a decline in financial a d  to IMPACT schools, which meant they were called upon to replace 
worn out sets of modules and support the other special costs of IMPACT (Wooten 1982 11) 



Even though officials believed IMPACT was best suited for depressed areas, it was intereshng that dissat- 
isfaction tended to be h~gher among parents with lower socio-economc backgrounds who had more tradi- 
tional expectations for education Officials Interviewed for this study blamed the lack of community 
involvement on local circumstances They felt it was impossible in poor communities for parents without 
basic education slulls or resources to support the school with material goods, labor, or volunteer time One 
Filipino evaluator suggested that school sites should be assessed for their resource potential before launch- 
ing IMPACT programs since some communities were simply not able to provide the resources or home- 
tutoring expected of them (Tullao et a1 1982 133) Complying with thls pre-condition would of course have 
precluded some of the poorest communities where education services were most needed 

There also is little evidence that, as a result of the IMPACT project, grassroots community inst~tutions 
were established to advance the slulls or the values of civll society, or even to glve community members a 
meaningful role in decisions about the school or its programs Under IMPACT, communities did not, in 
other words, increase thelr capacity to solve educational or other development problems, even though 
"local management committees" were selected to solve the problems of the project 

The "campagns to win community acceptance" usually began w~th the formation of local steering com- 
mittees, followed by public meehngs with parents and community members The composition of the com- 
mttees vaned, but most, as has been descnbed above, were constituted of people whose influentla1 names 
would enhance the acceptance of IMPACT The Naga committee, for example, included a school principal, 
barno captan, and the PTA president One large committee in Lapu-Lapu was chmed by the mayor and 
included the supenntendent of schools, the PTA president, and heads of all the CIVIC and religious organi- 
zations Sapang Palay chose the governor of the province as chairman, the town mayor, the school super- 
intendent, the PTA president, the barrio captain, and charman of the CIVIC political youth group among oth- 
ers Though parents often spoke out in public meetings on issues that concerned them, it was the explana- 
tions of influential members of the committee that eventually calmed their fears (Flores 1981 46) The 
main job of these committees was "public relations " It didn't hurt that they gained a sense of self-impor- 
tance by being consulted about innovations in IMPACT and through receiving outside visitors (Flores 
1981 31) Project documents at all times refer to the steering committees as different from parents, and in 
reality they involved parents only mnimally 

One commentator noted that 

" although the formation of local steering c o m t t e e s  was a manifestation of acceptance (of 
IMPACT), parents expressed concern about their role in the project Specifically this pertsuned to 
the plan to require parents or elder siblings to tutor and submit pupil's progress reports to the IS 
A combination of reasons was given by parents for thelr anxiety lack of time and illiteracy, or low 
educational attainment These objections were reinforced by the traditional attitude that the respon- 
slbility of educating children rests exclus~vely with the schools The requirement for direct parental 
involvement was seen as an imposition and even as a refection of inadequacy or Incompetence on 
the part of the salmed and professionally trained staff" (Flores 1981 32) 

Candid comments like these, Infrequent in the documents, probably indicate why IMPACT was not con- 
sistently successful in mobilizing community support 

One additional explanation for the less-than-enthusiastic involvement of the community may be found in a 
note accompanylng cost analyses assessments of IMPACT The author of the note observes that, "It is dif- 
ficult to place a precise value on the cost of prepmng the community for the IMPACT system Most of the 
cost would be borne by distnct supervisors, principals, and teachers, in terms of unpaid overtime work in 
holhng meetings and visitlng homes There would be very little cost to the Ministry of Educahon unless 
staff were pad extra for these public relations activities" (Tullao et al 1982 125) 

In another study of IMPACT, researchers asked staff to identify the most serious constraints in success- 
fully introducing innovations in primary schools The three top concerns out of the eight they mentioned 



were lack of funds, the indifference of the community to innovation, and the involvement of the school 
in too many community activities (SEAMEO INNOTECH 1978 41) These observations suggest that 
IMPACT planners assumed a higher level of volunteensm than actually materialized Whatever the case, 
school staff viewed thelr involvement in community activities as an additional burden for which they 
received no compensation 

Overall the school staff saw community involvement manly as a means of eliciting matenal and instruc- 
tional help for the school to construct luosks, to help in the school gardens, to provide demonstrations of 
homemalung and technical slulls, and to help children study the modules Attempts to involve parents more 
intensively in instructional activities failed as few parents appeared for in-school tutoring and IAs had to 
be hired to compensate for the lack of volunteers School staff reinforced community inertia by using PTA 
meetings to exhort parents about attendance problems and explanations of the program rather than engag- 
ing them in decisions about the school 

The ambihous plan of malung the CLC a real hub of the community never materialized The CLC 
was just a school (allowing) flexible movement among pupils as they went about thelr pro- 
grammed learning" (Flores 1981 36) One of the intended benefits for the community was sup- 
posed to have been the program's utility for adult learners, but in fact few adults ever made use of 
the opportunity of either the center or the self-study modules (Wooten 1982 15) 

When asked about community participation many years after the fact, one INNOTECH official explained 
that the man reason the designers felt it necessary to involve cornrnumty members was so they would not 
feel marginalized by putting their children in IMPACT schools 

Though a major rahonale expressed by SEAMEO for initiating IMPACT was the low level of educational 
particlpatlon in the Philippines, evaluations of the program have not assessed IMPACT'S effects on partic- 
ipation Inquiries about participation data received the reply that statistics on enrollment, dropout, repeti- 
hon, and promotion were not kept on IMPACT schools any longer One official observed that an IMPACT 
school she knew attracted higher enrollments when parents began to feel that the quality of the program 
improved Another noted that, in a second IMPACT school, high enrollments were mantaned despite the 
fact that parents had many pnmary schools from which to choose in the neighborhood 

A table of enrollments in the earliest Naga IMPACT schools, however, showed that during the period from 
1974 to 1977, enrollments declined by 30 percent What is more significant is that enrollments declined 
in all five schools of that area The Sapang Palay school, established in the second experimental phase, 
however, maintained stable enrollment rates (Flores 1981 68) One explanation given for these desertions 
was that an angry staff member in 1974 and later in 1976 wrote articles in the press and appeared on radio 
to denounce the program "As a result of this verbal clash, enrollment in the IMPACT schools (declined) 
from a total of 1,068 at the start of the school year (and closed) at 656, or a retention rate of 61% com- 
pared with 72% in three non-IMPACT schools within the same dismct "(Flores 1981 43) This mass 
desertion from the schools (to private institutions) left only children from the poorest families in IMPACT 
schools (Wooten 1982 15) 

It would probably be fair to say that IMPACT expenmented with a cost-effective way to deliver educa- 
bon to large numbers of children but that its focus was on the instrucbonal means to that end rather than 
the recruitment of more chldren or the provision of more schools Any gans in participation that may have 
resulted from IMPACT expenments appear to have been fortuitous 

Though little in project documents shows a systematic effort to address the issue, features of IMPACT 
make educational participation more convenient Children who leave the system can re-enter at any time, 
after being tested to see where in the module sequence they should start again, and children who are 



absent for any reason can continue the use of the modules at home until they return One school director 
(see box on following page) said that dropout rates under the IMPACT model had become negligible in 
his school The modules also made it possible for children to advance at their own pace, whether it took 
a longer or shorter period to complete a grade These "irregulanties" in the IMPACT system make it dlf- 
ficult to make meaningful comparisons between measures of participation in IMPACT and conventional 
schools As one observer noted, drop out was common to both systems, and any improvements in the 
IMPACT system were not perceived as a significant argument in favor of IMPACT In both systems drop- 
ping out or transferring were so common that teachers were used to reorienting children back into the sys- 
tem (Wooten 1982 15, 16) 

The Bagong Buhay Experrence 

IMPACT was launched in five experimental villages in Naga, Cebu m 1974 and then extended to 
seven more schools in three areas startmg In 1976 The Bagong Buhay F School, located in Sapang 
Palay, San Jose Del Monte, Bulacan, two hours dnve from Manila, was one of the second wave sites 

The princxpal of Bagong Buhay F, Mr Valentin F De Leon, had pmcipated m IMPACT from its 
Inception as art~stlillustrator and as translator of the oarrglnal modules from CebuanaEnglish to 
Tagalog He has been prrncipal of Bagong Buhay since 1990 He explained that his school had been 
selected for IMPACT because the community's population had been expanding rapidly at the time 
from massive reloca~ons of famil~es from Metro Manila Most of the families were poor and were 
unable to contribute much m the way of shll trsunlng or tutonng, though they dld provide some dona- 
tions and labor By 1997, Bagong Buhay had 1200 students in grades one through six, with 25 teach- 
ers, all of whom had BS in Education degrees except for two--one who had a Master's degree and 
one who was a hgh school graduate Desp~te the lvgh student numbers, Bagong Buhay is still con- 
sidered rural 

Mr De Leon was an enthusiast~c supporter of IMPACT As evidence of its success he noted that with 
IMPACT the school had mamtmned negligible dropout rates Even when students were s~ck, they took 
modules home and kept up with their work The school also maintained a transirron rate of more than 
80 percent between the pnmary and secondary stages, and some students had even qualified for admis- 
sion in the nearby, more prest~gious pr~vate school where seven out of ten of the scholarship students 
come from Bagong Buhay He enumerated a number of other awards hls students had won including 
sclence research, oratory, spelling, English, history, and talent search competitions He felt that 
IMPACT had produced good achevement results for the school 

Unfortunately, Mr De Leon had to abandon the IMPACT system in 1996 because of difficult~es with 
the modules He noted that they had already been having a problem accommodating the growing num- 
ber of students wlth the school's few sets of IMPACT modules and could not afford to purchase more 
Also the school's emsting set of modules no longer conformed with the Minimum Learning 
Competency (MLC) objecbves established by DECS So the school returned to a conventional method 
of teaching which, with large classes of roughly 1 teacher to 50 students, made it difificult to provide 
a good leamng environment He wanted to return to IMPACT because he felt ~t was a cost-efficient 
way to provide educaQon to a large number of students A Grade One teacher endorsed his views, say- 
ing the system had worked especially well for students in grades one through three, who responded 
well to student teachers The Ministry officxal who was present dunng the Interview noted that 
INNOTECH had upgraded the modules In 1991 to meet MEC cumculum objectives and was surprised 
the school had not been ~nfomed about the revisions 

-adapted from Castrence 1997 



Studies have indicated that learnlng technology packages like those of IMPACT, which are developed 
through a systematic instructional process, consistently produce high levels of learning (see Thiagarajan 
and Pasigna 1988 10) One would therefore expect IMPACT to produce learning results that were supen- 
or to the conventional system The results, however, are mixed 

In keeping with expectations for IMPACT, evaluators stressed achievement results in assessments of the 
project In 1978 an independent evaluat~on team1' determined that students taught by the IMPACT system 
achieved as well as or better than students in conventional schools in the major subjects The evaluators 
found that IMPACT students performed slightly better or significantly better on 19 (73 percent) of the 26 
tests administered to them The mean scores in both initial and final evaluations were significant in favor 
of IMPACT in Grade IV language skills, and in Grade V science, math, reading, and language skllls 
Otherwise, there were no significant d~fferences between achievement levels in the two systems IMPACT 
also helped average and slow learners to achieve more than the same learners in conventional schools, pos- 
sibly because of the smaller learning groups, peer support, and greater ~ndividual attention given to stu- 
dents Hlgh ability students achleved the same in both systems The conclusion of the evaluators was that 
IMPACT is better than the conventional system in meeting chlldren7s educational needs" and in equaliz- 
ing opportunltles among vmous types of learners 

Though the results of these tests have been used to demonstrate the superiority of IMPACT over conven- 
tional systems, one must be cautious about the findings As Cummlngs notes, the schools that were com- 
pared differ on certan points 1) IMPACT schools tended to have children w ~ t h  higher socio-economc 
backgrounds, 2) IMPACT teachers had more experience and were better educated, 3) IMPACT children 
were given an extra reading course in the summer before enterlng fourth grade, and 4) significantly more 
of the children spoke Fllipino at home However, the fears of parents that IMPACT was best suited for "fast 
learners" were not born out in an IMPACT study of IQs (1986 89, 95) l2 

Table 3 1 summarizes the subject matter and grade level ach~evement data of 2,096 students from nine 
IMPACT and seven conventional schools in Cebu and Bulacan These samples were matched for commu- 
nity socio-economlc level, enrollment sizes, parents7 income, and teacher qualifications Except for read- 
Ing scores of grade five students the results are not statistically significant ( 05 level) (Wooten 1982 E-2) 

lo Survey of Outcomes of Elementary Education (SOUTELE) sponsored by SEAMEO INNOTECH in 1978 
l1 Needs that were considered as important as basic academic slulls included a sense of mutual responsibility 

leadership, and sociability 
l2  Crihcs claimed these IQ stuQes are not conclusive in proving this point 



Table 3 1 Ach~evement by subject for IMPACT and the conventional systema (1978) 

a The first number in each column IS the average score of the group tested The number In parenthesis is the number of chldren who took that 
pdcu la r  test 

b Statuhcally slgmficant at the 05 level 
Source Wooten 1982 Table E 3 

A tracer study (Mante 1981 in Cummngs 1986 92) was also conducted to follow IMPACT students for two 
years after graduation and found that they achleved essentially at the same level as non-IMPACT students 
in higher stages of education 

Subject 

Language 

Readlng 

Sclence 

Math 

Soclal 
Stumes 

Overall, IMPACT students achieved at essenhally the same levels as students in the conventional system 
Though occasionally achieving significantly higher scores, they were not able to sustain these higher scores 
through multiple admnistrations of subject tests 

4 School program qualnty 

Grade IV Grade V 

IMPACT documents refer to a number of ways educators hoped to make the learning experience better for 
children They expected to implement several principles a direct teaching approach in the early years 
when children are establishng skrlls, and then self-learning in the later years in which the child takes a 
more achve role, self-pacing based on individualized abilities, mastery of each objective before moving to 
the next, and an emphasis on socializa~on slulls so children take responsibility for helping one another 
The IMPACT design incorporates provisions for the achievement of all these principles in its programmed 
learning, peer teachng, transition learning, and individualized self-instruction study Reports suggest that 
these aspects of the program have all been implemented, work well, and are appreciated by the students 
and teachers Teachers point out that learning is easier and more enjoyable in IMPACT'S smaller groups of 
students and that children respond well to being taught by their peers who are less "authontative" than 
teachers Community members in some cases contribute a richness to the program by teachmg practical 
slulls, and, when they are able, by helping children study modules at home 

IMPACT 

15 22 

(389) 

11 15 
(388) 

16 64 
(367) 

9 16 
(380) 

9 91 
(224) 

IMPACT 

20 28 

(326) 

11 34b 
(326) 

16 81 
(309) 

10 65 
(308) 

9 18 
(309) 

Grade VI 

Attitude studies show that teachers in IMPACT schools generally agree that the system has advantages over 
conventional schooling and believe not only that academic results are good but that there are gains in ch~l- 
dren's social development, independence, poise, and self-esteem They believe the system works better for 
slower learners who are less frustrated and receive more individual attention A disadvantage of IMPACT, 
according to the teachers, is that it takes considerably more work than the conventional system to organize 
school activities Consequently, accordmg to parents, younger children are sometimes short-changed in 
teacher attention Some of the schools continue to use conventional instruction for grade one because teach- 

Convent~onal 

14 28 

(349) 

11 03 
(343) 

16 11 
(351) 

9 08 
(308) 

10 03 
(229) 

Convent~onal 

20 47 

(373) 

10 66 
(373) 

16 36 
(383) 

10 97 
(382) 

9 26 
(383) 

IMPACT 

22 30 

(284) 

12 25 
(284) 

19 20 
(266) 

11 74 
(266) 

10 62 
(266) 

ers feel student teachers are not sufficiently capable of supervising younger children's learning (Wooten 
1982 13) 

Conventional 

21 41 

(335) 

12 18 
(333) 

18 58 
(340) 

12 34 
(340) 

11 05 
(340) 



5 Accountabll~ty to the 
community 

IMPACT documents do not men- 
tion independent mechanisms by 
which communities can hold 
school personnel accountable for 
their children's leamng Parents 
were supposed to provide feedback 
on their children's learning through 
the homeroom PTA, school meet- 
ings, and letters to the school, 
school staff were expected to orga- 
nize programs and festivals to 
encourage parents to become 
informed about the school There 
is no mention, however, of the 
responsib~l~t~es of the staff to 
account for outcomes of the 
school Parents, for example, do 
not receive monthly reports on the 

- - - - -  . . 
progress Of their and there IMPACT uses cornrnuluty members to teach practical slalls such as wood- 
are no community c o m t t e e s  of worhng USAID 
parents that manage relations wlth 
the school l3  hema an option for 
dissatisfied parents is to transfer students to another school, but thls alternahve is not satisfactory from the 
perspechve of effecting change in the onginal school In general, parents and implementors of IMPACT have 
convergent interests in wanting students to achieve at high levels on national exams One suspects IMPACT'S 
implementors felt they could best obtan these achievement goals by exercising full control over the educa- 
tion program Parents do not appear to be perceived as clients who need to be sahsfied 

6 Costs 

All estimates show that the IMPACT program costs considerably less than the convenhonal system The 
Wooten team reviewing the data found that IMPACT schooling could cost anywhere from 16 to 61 percent 
less than conventional systems depending upon the number of schools included In the estimates These cost 
efficiencies were acheved without sacrificing academc quality (Wooten 1982 12) 

The annual per-student cost of IMPACT differs depending on how the costs are estimated Tullao (1978) 
estimated the costs in 1977 for a 200-student school in a five-school system to be $54 for an IMPACT stu- 
dent and $64 for a conventional student (in Wooten 1982 E-2) Estimates of a 1,200 student school were 
$24 and $38 respectively Another estimate of annual per-pupil costs was $23 65 for IMPACT and $47 37 
for conventional system students (McMasters 1978 in Wooten 1982, E-2) McMasters' figures were com- 
piled in a second phase school, which represented what would presumably be the costs of replicahon after 
the penod of development and adaptation was completed 

Table 3 2 compares the costs of IMPACT and the conventional system based on a school-size of 1,200 stu- 
dents The table shows the man line Item differences between the two systems 

As the table indicates, the main savings come from reduced staff salmes, with adhtional savings coming 
from utillty and construction costs The number of teachers needed at the Cebu and Bulacan sites, for 
example, was estimated to have been reduced from 90 to 22 between 1974 and 1979, or by 76 percent 

l3 PTAs are mentioned, but there is no indication of whether they have a special role in IMPACT 



(Wooten 1982 11) These savings were realized by more efficient utilization of qualified teachers and use 
of unqual~fied aids at a cost of small honoria Personnel costs were based on salanes and benefits of teach- 
ers, principals, and supervisors The costs of personnel are 44 percent, or less than half those of conven- 
honal schools 

The facilities required for IMPACT schools cost roughly three-quarters of the costs of a conventional 
school since IMPACT students utilize cheaper learning kiosks built of local materials by community mem- 
bers IMPACT schools spend more on equipment such as tables, test carrels, bookshelves, etc , but these 
costs are insignificant in comparison to construction costs 

The cost of IMPACT modules is significantly more than textbooks in the conventional system In 1997, a 
complete set of the modules from grades one to three cost P 15,000 or $577,14 a large sum from the per- 
spective of the school or community that must purchase them The IMPACT matenals cost 20 percent more 
than textbooks in the convent~onal system, largely because of the greater amount of paper that IS used to 
produce them If module costs are averaged agalnst their expected life of five years, however, the annual 
cost becomes less than textbooks Modules also are more economical m the long run in terms of revisions 
and modifications 

The IMPACT system IS normally introduced into an existlng school, and therefore it requires extra costs to 
convert the school to IMPACT requirements Some of the expenses include removing walls between class- 
rooms, construchng hosks, increasing storage spaces, and building study carrels Personnel at all levels 
also require reonentation The tralning of instructional supervisors is estimated at from $15 20 to $17 72, 
assumlng they are trained only once in 10 years 

Although it is not posslble from Table 3 2 to estlmate an annual per-pupil cost (since some of the costs are 
one-hme costs, and some are annual costs), the figures indicate that the overall costs of the IMPACT sys- 
tem are only about half those of the conventional system It should be remembered, however, that pur- 
ported cost savings of the IMPACT system are purely hypothetical until rearrangements within the gov- 
ernment bureaucracy allow the savings from one item to pay for the higher costs of another (Cummings 
1986 90) During the pilot phase excess teachers were simply transferred to other schools with their 
salanes intact, and therefore no savings were realized to the MEC, which pays teacher salaries Since the 
schools also did not benefit from the savmgs, they d ~ d  not gain the additional resources to convert learning 
spaces or buy more modules, and consequently had to seek funding from other sources such as local school 
boards, the PTA, and indrvidual donations to cover addihonal IMPACT costs These costs included routine 
mantenance, updahng modules, modrfication of classrooms to make learning resource centers, and provi- 
sion of honoraria for IAs (Wooten 1982 12) 

Implement~ng IMPACT fully, as it turned out, was cons~derably more costly to parents than the conven- 
tlonal system This was pnmanly because the government did not completely adopt the model or support 
its costs 

l4 26 pesos (P) IS roughly equal to $1 



Table 3 2 Illustrativea cost comparisons of IMPACT and the convent~onal system (1978) 

a Items are only listed ~f they show d~fferences In how money 1s allocated The subtotals Include all costs for the category The eshmates are 
based on a 1 200 student school 

b The reduced expense on utIhhes is based on a lower number of classrooms fiosks require no electncity 
c Per pupil textbook costs equal the cost of the texts divided by the~r five year expected l~fespan 
d Per pupil module costs equal the cost of the modules div~ded by thex five year expected l~fespan 
Sour~e McMasters 1978 In Wooten 1982 Table E 2 

IMPACT 

physical fac~litles $4,374 

classrooms @ $136 2 448 
luosks @ $3 60 
long tables @ $1 20 
study teshng carrels @ $1 30 
blackboards @ $2 260 
tedchers' deskslchars @ $4 48 

utilltiesb $400 

telephone, electricity water 

staff $21,217 

instructional supervisors (IS) 
@ $1 234 each 14 808 

IMPACT tramng 22 1 
honorana for IS aides 

@ $84 each 1,008 

materials $2,396 

modules @ $58 per 696 
paper for student exercises 1 301 

Grand Total $28,387 

7 Replication 

Convent~onal 

physical facllltles $5,893 

classrooms @ $136 4 080 

long tables @ $1 10 

bldckboards @ $2 180 
teachers' deskslchms @ $4 120 

utllit~es $600 

telephone, electricity, water 

staff $48,370 

teachers @ $1,234 each 43,190 

m-service trainlng 110 

materials $1,985 

textbooks @ $68 per pupilc 816 
paper for student exercises 780 

Grand Total $56,848 

Despite its demonstrated successes at providing cost-effective education, IMPACT has not been replicat- 
ed widely in the Philippines-in only 11 or 12 sites, according to officials Another project, NO DROPS 
(No Dropouts), an Education for All (EFA) initiative launched in 1991, used the modules but not the 
IMPACT system to supplement formal schooling and enhance sclence and math l e m n g  A number of 
other countries adopted IMPACT w ~ t h  varying degrees of success by 1986 (when the numbers were 
reported) Indonesia had opened 400 schools, Jamaica's program closed after an initial penod of expen- 
mentation, Bangladesh opened 200 schools, and L~bena and Malaysia each had opened 40 schools 
(Curnmings 1986 vm) 

Table 3 3 shows the 12 IMPACT sites in the Philippines identified by Wooten and his team in 1982 
We have not been able to find further reference to the more than 30 sites noted by Thiagarajan and 
Pasigna (1988) 



Table 3 3 Schools involved In Project IMPACT 

Source Wooten 1982 3 

Year 

1974-76 

1976 

1976- 1982 

Total number of schools 

There have been several reasons cited for why IMPACT was not expanded as planned First, as one official 
noted, widespread introduction of an innovation requlres major organizabonal changes m the educational 
system and leadership to see that they happen IMPACT would have required major reorganizations in the 
education bureaucracy MEC budgets were not organized in a way that made it possible to transfer savings 
in one line item to pay for increased costs in another Thus, IMPACT modules became an extra cost that 
could not be paid for, even though savings in teachers' salanes are available to make up the difference 
Similarly, IMPACT reduced the need for teachers by at least half Teachers resisted this threat to their job 
secunty Rather than develop an overall plan for absorbing the extra teachers, suggesbons were made to 
increase the salmes of IMPACT teachers to compensate for their expanded responsibilities To satisfy the 
teachers' unions without jeopardizing the savings from the reduced need for teachers would have taken 
strong leadership and a coherent policy change To bring the IMPACT model with its many innovations to 
scale requlred the "continuity and comrmtment of those individuals responsible for its development and 
their immediate successors" (Cumrmngs 1986 20) Unfortunately just the opposite occurred Dunng the 
penod from 1974, when IMPACT began, until the md-1980s, there were four ministers of education as 
well as numerous changes in other key education officials (Cummings 1986 23) 

New schools 

5 rural Cebu 

3 Lapu-Lapu City, Cebu 
1 Sapang Palay, Bulacan Province 

1 Sapang Palay 
2 Zamboanga del Sur and Davao Mindanoa 

12 

Second, the original modules were prepared in Cebuano, a language native to only one region (vII)'~ of 
the Philippines Further replication would have required that the modules be translated into the languages 
of each region if they were to be used as ong~nally intended in the mother tongue of the children One 
school translated the modules into Tagalog/Filipino, but they were not mass-produced at the time It was 
not until 1991, when the modules were upgraded according to the new Elementary School Cumculum, that 
a Filipino version was developed and reproduced l6 These issues were not resolved at the point when 
IMPACT should have realized its greatest expansion 

Third, evidence to date suggests little interest among officials of the MEC in replicating the model except 
in special cases The issue was less whether IMPACT was a replicatable model and more whether educa- 
tion officials were willing to put the time, energy, and resources into initiating the model in new schools 
There was also a lingering doubt about whether IMPACT provided enough value-added to use it in areas 
where it was still feasible to use a conventional system Some felt IMPACT should only be expanded in 
rural, poor, and remote areas where it was difficult to find teachers Others argued that the self-instructional 
system would work better with more mature students at the high school level (a pilot of ths  idea was under- 
taken in the 1980s) (Wooten 1982 17) 

l5 There were 13 regions in the Ph~llippines dunng the penod of main IMPACT expenmentation IMPACT was 
implemented in a limted number of schools in only four of these regions 

l6 Books in the convenhonal system are currently produced in either English or Tagalog depending on the subject 
Tagalog for subjects with a cultural aspect such as social stuhes, and English for subjects like math where the 
MEC feels the cultural element is not as cmcal 



Fourth, IMPACT officials complaned that the model was not expanded largely "due to the unavalability 
of funds to cover conversion costs " From the outset of the IMPACT project, resources had been one of the 
major obstacles to expansion of the Philippine pnmary system In 1975, the World Bank provided a loan 
to develop textbooks, and in 1978, USAID funded improvements in primary textbook production and the 
construction of new schools In 1982, the World Bank provided another large loan for the development of 
pnmary education The Educational Projects Implementation Task Force (EDPITAF) was established out- 
side of the Ministry to deal with donor projects, including IMPACT 

The International Development Research Centre (IDRC) was willing to support the first three-year exper- 
iments with IMPACT but assumed that someone else would take over after the innovation was developed 
and tested It later became clear that thls time period was not enough time to ensure the bureaucrahc 
changes necessary for replicahon ( C u m n g s  1986 114) One observer noted that there were two stages 
in the development of IMPACT m the vmous countnes where it was implemented an experimental stage 
to develop a national prototype, and the subsequent steps to incorporate the innovations in the nahonal 
system In the second stage, implementors usually ran into resistance from groups wanting to preserve the 
conventional system "The success of the several prototypes toward institutionalization depended as 
much on the political skill of their advocates in addressing the forces of resistance as on the objective mer- 
its of the innovat~ons " (Cummngs 1986 18) The Philippines IMPACT apparently did not negotiate this 
stage effectively 

Theoretically, IMPACT was in a good position to be sustained It was more affordable than the conven- 
tional system, and with the high involvement of nationals worhng on its components, it meant local peo- 
ple possessed the shlls to continue the program But it d ~ d  not work that way, and of all the cases it was 
the least replicated and sustaned One report in 1982 noted that at the newest school site IMPACT was 
doing well, but in schools where it had been in existence for some time, there were insufficient modules 
and other materials, and losks  were falling down or in poor condition In most schools there was a short- 
age of IAs because of lack of honorma (Wooten 1982 14) As an education program IMPACT " cannot 
be sustaned without an adequate supply of the necessary support items that distinguish it from more con- 
ventional approaches" (Wooten 1982 ix) 

The lack of apparent advantage to the local community meant there was no compelling reason for them to 
c o m t  local resources to mantaning the extra costs of IMPACT Most school officials not directly 
involved in the project kept their distance They were not consulted on operahonal matters and felt they 
were left with a project that no longer enjoyed donor support, yet still required supplementary funds As 
one observer noted, "There (was) a pervading sense that an innovation that does not provide any particular 
advantage to the local area, that cannot provide the requisite equipment, and that cannot be fully support- 
ed should be ended " (Wooten 1982 16) 

Lack of central government interest was also a sustainability issue for IMPACT Officials in the IMPACT 
offices in INNOTECH are not even certain in 1997 how many schools have ever used or are still using the 
IMPACT model They identified 11 onginal pilot schools located m four regions that had used the system 
but forgot to include the five sites m Cebu that had previously been listed in the pilot group An official, 
who visited Region 111 in 1997 with our researcher, found that the pilot school no longer used the model 
because they lacked upgraded modules conforming with new cumculum objectives The mne schools in 
Region V were believed by the official to have continued IMPACT because they bought upgraded modules 
in 1995 The final school in Reglon IX had not requested the new modules and therefore was probably no 
longer using the system According to Thiagarajan and Pasigna (1988), the original test site, Naga Cebu, 
was closed in 1986 from lack of DECS support 

Another difficulty of sustaning the model related to the cost of the modules, which served as the core mate- 
nals around which teaching/learning is organized DECS provides free textbooks for the convenhonal sys- 
tem, their pnonty is to improve the pupil-textbook ratio in rural areas, which 1s about one book to three 



chldren Since IMPACT modules are not considered textbooks, there is no appropriation in the budget for 
their produchon Schools using the modules must raise the money themselves, and INNOTECH, whch 
supports IMPACT, does not have the resources to provide all the modules schools need free of charge The 
cost of the set is high In some cases, communities contribute sets to the schools, but since conventional 
schools receive textbooks free, thls is an extra burden for parents of IMPACT students 

Another important element of IMPACT-the daly radio programs in Filipino and English, whlch provid- 
ed a model for teachmg those languages, has also lapsed 

It is surprising in this environment of benign neglect that any schools continue to utilize the IMPACT sys- 
tem That some say they have used it unhl recently reinforces the feeling that the system works well once a 
school is reorganized to implement the model and staff are traned in theu new roles The Bagong Buhay 
school (see box) demonstrates both the potential for and the difficulties of sustaning the IMPACT model 
The school reportedly mantained the IMPACT model in essentially the same form for 20 years without dif- 
ficulty and only stopped when costly replacements were requlred for modules that had become obsolete 

E Issues and lessons learned 

1 Issues 

The key issue for IMPACT is why a seemingly successful, potentially cost-effechve educahon innovat~on 
was not replicated further Evaluators (Tullao et al, 1982 131) noted several implementation difficulties, 
most of which have been discussed above They include 

8 the resistance among teachers who feared losing their jobs (salary incentives 
were recommended), 
inadequate trmning for teachers to sustan the complicated management and supervision 
changes of IMPACT (penodic refresher courses were recommended), 
a lack of adequate learning spaces on school grounds, especially in urban areas, as 
parents often did not have the resources or interest to build enough learning luosks, 
a lack of parental support, as parents often did not have enough education to tutor 
children or enough time to teach slulls, and 
a heavy dependence upon specific teachingllearning materials, which made the 
program vulnerable to produchon and printing delays and government costs 

In addition, they concluded that IMPACT might not be suitable in all community locations and recom- 
mended using the village survey to determine whether resources and interest were sufficient to support the 
model before establishing an IMPACT school 

Overall, the core problem, which they may have been too tactful to discuss in detail, has been the inabili- 
ty to lodge IMPACT in the educational bureaucracy of the Philippines Project leaders and implementors 
did not realize in the beginning the extent to which they would have to defend their systems In the end, 
institutionalizahon depended more on polihcal factors than scientific evidence of IMPACT'S successes 
(Cummings 1986 95) 

A study that compared learning systems in seven c~untnes '~  lamented that though "the (Philippines) 
IMPACT system has the most convincing figures in terms of cost-effectiveness and levels of achievement 
it seems rather unfortunate that lack of foresight among national education officials could be detnmental 
to the successful implementation of an otherwise viable system " (Thiagarajan and Pasigna 1988 20) 

l7 Philippines, Indonesia, Liberia, Tha~land, Bangladesh, Malaysia, and Jamaca 
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2 Lessons learned 

In addition to lessons about replication and sustanability, IMPACT provides a number of lessons about 
program quallty and community participation IMPACT shows that 

1) Major cost savings can be accomplished in education programs without compromising quality, 
through reorganization of the instructional system The key features are changing the role of teach- 
ers to managers/supervisors of learning activities, programmed learning matenals, self-mstruction 
and pacing, peer teaching, mastery of objectives, and continuous assessment 

2) Chldren can take greater responsibility for their own learning than is usually the case in conven- 
tional systems, without negative effect on achievement levels 

3) Attention focused too narrowly on the classroom sethng may lead to neglect in other vital struc- 
tures including those that support and sustain it Demonstrable success in instructional outcomes 
may not produce enough momentum to reform the system as a whole 

4) Designers need to think about sustainability and replication in the design phase, with a plan for the 
gradual replacement of donor resources (if this is the man fundmg source) by in-country support 
There must also be an agreement by the local government to replicate and/or sustain successful 
expenments (Wooten 1982 x) 

5 )  Involving community members effectively in the delivery of education programs requires more 
than rhetonc IMPACT faled to satisfy their own objectives in t h s  regard for several reasons 

unrealistic expectations about what poor, often illiterate parents can contnbute 
to education delivery, 
an emphasis upon "influentials" rather than parents as members of c o m t t e e s  
to coordinate school support achvihes, 
a failure to commit resources to the mobilizafion of communities, thereby 
putting what was perceived as an additional burden on school staff, and 
a focus on the technologies of learning and not the groups who would use it 

One official summed up the lack of interest in the community's role in an interview with CAI1 when she 
ignored a direct question about community parhcipahon, and stated, "What is really crucial for the wider 
implementation of the IMPACT system and its sustainability is the support of the government in terms of 
physical set-up, organizational and administrative support, and also the reproduction of learning modules " 
Community, in her mind, was not a central issue in the wider replication of IMPACT 



Chapter 4 
The Harambee Secondary School Movement In Kenya 

Componemts of Harmbee Secondary Sehool Model, Kenya 

Education context rural frustrabon with colonial lunitatlons, history of self-help, 
hmted govt resources 

Community involvement strategy trahC1onai self-help processes discuss~ons, assessments, work 
pames, organizing commtaees, fund rmsers 

Targets self-selected 
Instxtuttons established School Management Cornmlttees 

Membemhp cnterxa commamty-selected 

Community conmbUtlons to 
enrollment objectives commumties provide all in~tial h d s  for schools 
education delivery c o m t t e e  ensures mputs, mobilrzes resources, solves problems 
q d ~ t y  comnaum~~es pay most costs of educational inputs 

Progam type f o m d  secondary educahon 
Length of program 2 to 4 years, dependxng upon resources 
Instructtonal approach conventional 4 seE-study for exams 
1nstmchonal materials convenhond government textbooks 
Cmrcuf um based on government curriculum 
Assessment nabona] Kenyan Certificate Exam (KCE) drwe program 

Teacher qualmficar~ons convenhonal xf teacher provided by goveament, often 
under-qualified ~f provrded by comumty 

Supervrslon govmment inspectors who rarely vlslt because of Inadequate 
resources 

Insmct~onal facllrty 
SuppIies 
Managers 

Major Bssues 

convenbonal school buildings, with latrines and teachers' quarters 
provided by comunrbeslparents 
established management group and community c o m t t e e ,  

school dlrector 
program quality, funding, drstnbwon of opportumtres 

A Background 

The Harambee Movement was born out of political frustration dunng the colonial period, when education 
opportunities for Afncans were few and confined to subject slulls with limited employment potenoal 
Africans complained that colonial powers limited their access to primary and dead-end, post-pnmary voca- 
tionaVtechnica1 education because desirable urban professional jobs required English and math which were 
not avalable in the technical curriculum The most irnmedate, visible effects of this frustration after 
Independence were self-help secondary school projects Within a decade Harambee schools outnumbered 
government schools, though they had fewer student places, were generally poorer in quality of program, 
and fewer than half had a complete four-year program 

Community financing has had an important history in Kenyan educahon Even before Independence, com- 
mun~ties and churches were almost entirely responsible for pnmary and secondary education Chiefs would 



provide land, and parents and other community members provided labor and funds for buildings, teaching 
matenals, equipment, and furnishings 

The Government developed a new institutional relationship with communities following Independence in 
1963 In 1965 the Government assumed responsibility for all prlmary schools except mission and pri- 
vate schools The government would maintain, staff, and equip primary schools, while communities pro- 
vlded the land, and built and furnished schools Though the state assumed most of the financing of pri- 
mary education, communities were still called upon to pay tuition and development costs It was not until 
1974 that fees were waved for students in standards one through four, though many schools continued 
to charge them 

This rapid expansion of pnmary education Increased the pressure on the secondary system, which was 
largely undeveloped Because demand for "academic" secondary places far exceeded the government's 
capacity to provide them, efforts to establish schools at thls level became the first pnority of the Harambee 
Schools' Movement Harambee, originally a polit~cal slogan meaning "let's pull together" or "self-help," 
quickly became a prime mover of development initiatives in all sectors of the Kenyan economy The idea 
was revitalized in a speech delivered at Kenya's Independence in 1963 by then P m e  Minister, Jomo 
Kenyatta, when he called for all Kenyan people to "pull together" to eradicate poverty, ignorance, and dis- 
ease For local people, the most important issue was schooling for their children, and therefore the educa- 
tion sector recelved a disproport~onate share of Harambee attenhon Fund rasers were held to gather sup- 
port for education costs, including those of individual students wanting to study locally or abroad The 
Harambee Movement, after Independence as before, continued to rely on the sponsorship of local church- 
es and were later joined in fund-rasing efforts by politicians trying to curry favor with thelr constituents 
Both sought financing from local and foreign sources to support the schools 

During the first ten years of Independence, primary enrollments rose from roughly 900,000 students to 
almost 2 million students, and m the 20 years after Independence the ratio of the relevant age group 
enrolled in primary schools rose from 37 percent to 73 percent as the government attempted to achieve its 
stated aim of universal free pnmary education During the same period, the number of secondary students 
rose from 20,500 to almost 200,000 Despite these increases at the secondary level, however, many result- 
ing from the expansion of Harambee schools, they still &d not satisfy the demand arising from the large 
numbers of students graduating from primary schools In additlon to the need for post-primary academic 
secondary schools, demand also rose for "second chance" polytechnic secondary schools and later for 
post-secondary institutes of technology The underlying reasons for this expansion were the fundamental 
belief that education was a major route to social mobility and that Kenya's national exams, based on a 
merit system, leveled the playing field for rural applicants who otherwise lacked the opportunities of 
urban residents 

The pressure on the secondary system became so great that witlun two years of Independence the govern- 
ment announced a program of assistance to Harambee secondary schools It would provide qualified teach- 
ers to a few successful schools each year, allow the best students to transfer into government schools after 
the completion of the Form 2 exam, and would take over the support of approximately 30 Harambee sec- 
ondary schools a year-one per distmct This assistance meant a corresponding cutback in the Ministry of 
Education's own school building program and a reduction in its control over the distmbution of secondary 
opportunities (Hi11 199 1 2 19-220) The government efforts were not always successful Some government 
schools resisted talung in a large group of Form 3 students even when extra teachers were provided, 
because the government did not include additional grants to cover expenses (Lillis and Ayot 1988 124) 

The government's initial support for these Harambee schools at Independence was eroded by the end of the 
1960s and Into the early 1970s as officials became concerned with the poor quality of education the acad- 
ermc Harambee secondary schools provided and the increasing numbers of ill-prepared graduates unable 
to find employment who were graduating from the schools Most Harambee schools in fact were infenor 
to the government schools in the quality of their buildings, the education level of the entering students, 
facilities of all lunds, and the qualifications of the teachers The school followed the basic government cur- 



nculum but often stopped after two years because they could not afford the more expensive facilities 
required for Forms 3 and 4 (Hi11 199 1 219-220) 

The government began cnbcizing the schools for their substandard facilibes, poor teaching, and crowded 
classes and accused thelr founders of attracting away the best teachers from the primary schools and charg- 
ing fees-sometimes double those of the government system-that were too high for most families to sup- 
port To keep the spread of Harambee schools from getting out of hand, the government ruled that the 
schools could no longer be established without registration and approval by the Ministry of Education, 
Science, and Technology (MOEST) 

The new regulations stipulated that Harambee schools must be sponsored by a known religious mission or 
a local committee, and managed by a responsible body, with these two functions normally kept separate 
The schools registered their management committee with MOEST, which had a unit for unassisted 
schools To win approval they had to have purchased 30 acres of land, to possess a 40,000 shilling ($2,500) 
capital fund, which was an impossibly large amount in many villages, and to have a minimum of two class- 
rooms and teachers' houses and latrines all built to specifications They also needed to satisfy local author- 
ities, Distnct Education Officers, and Provincial Education Officers, because of the political nature of 
Harambee support, most schools met with little resistance from these officials as long as they had a good 
manager (Lillis and Ayot 1988 126) 

The government restrictions proved unpopular, however, and the government reversed its policy with the 
Development Plan of 1970-74, whch announced plans to assist Harambee schools in improving their qual- 
ity The Plan called for consolidating the schools, auditing their finances, and overseeing adherence to reg- 
ulations about cumculum and staffing, and it stressed the need to slow the growth of the schools, citing as 
a major issue the excessive cost to the government Some believed that the government's real concern was 
with the number of frustrated unemployed youth being produced by the schools whom they feared might 
eventually become a disruptive element in the society (Mwina 1990) 

The first Harambee secondary school opened in 1960, and by Independence Harambee schools already 
constituted about one-quarter of all secondary schools In Kenya Table 4 1 shows the exponential growth 
of Harambee schools after Independence As the table shows, secondary schools in Kenya fall into three 
categories government maintained (called government schools in this study), and assisted and unassisted 
Harambee schools The MOE pays all capital and recurrent expenditures of government schools out of 
national budgets Of government schools in 1983, 30 were national schools enrolling students with the 
highest pnmary leaving scores, 5 were "high cost" boarding schools, 219 were "low cost" boarding 
schools, 15 were technical boardng schools, and 372 were day schools About 15 percent of enrolled sec- 
ondary students were also studying in Harambee streams located in government schools 

"Assisted" schools are primmly Harambee schools, but a few are pnvate mission schools The government 
provides part~al support, usually in the form of salmes of qualified staff The bulk of other operating costs, 
however, comes from fees and community support "Unassisted" schools are also primarily Harambee 
schools They may eventually receive government support but in the meantime they rely on local funding 
In 1983, half of all secondary schools were unassisted Some schools were beneficiaries of other sources 
of support such as local and foreign religious organizations and businesses, and international corporations, 
international donors, and voluntary agencies 

By 1969, Harambee schools constituted roughly one-half of all secondary schools During the 1970s and 
1980s the number continued to grow until by 1978 at its peak, Harambee secondary schools totaled 1,375 
or 79 percent of all secondary schools and enrolled 67 percent of secondary students Eight years later, in 
1987, though the number of Harambee schools constituted roughly the same percent (73) of secondary 
schools, they provided an education to only 55 percent of secondary students The table shows the grow- 
ing proportion of Harambee schools that became assisted over bme In 1978 only 23 percent of Harambee 
schools were government assisted whle in 1987 61 percent were assisted 



The 1,142 Harambee schools that were government assisted m 1987 were manly being assigned qualified 
teachers whose salaries were pad by the government The remander of the schools continued to be sup- 
ported entirely from community funds In 1987, the local resources spent on Harambee education account- 
ed for 60 percent of secondary financing-considerably more than is spent in most other countnes 

Table 4 1 Kenyan secondary schools by type (1969-1996)a 

a No data are aviulable for the years 1980 1984 ( ) also slgnlfies no data aviulable 
b Although Kenya s data on unassisted schools category include Harambee church and pnvate schools over 90 percent of the category are 

Harambee schools Data from all three are included in thls category 
c The two data sources overlapped In the years 1986 and 1987 All data before 1988 reference the first source listed the second source IS refer 

enced thereafter The sources llst mfferent figures for 1986 The data from the first source IS listed The second source lists 2 485 schools 
Sources Data for 1964 1987 from Annual Reports Kenyan Mlnlstry of Educauon Nairobi Government Pnnter (unpubhshed data) In Mwina 
1990 Table 1 Data for 1986 93 from Annual Reports Kenyan Mlnlstry of Educatlon Nrurobl Government Pnnter (unpubhshed data) Data 
for 1994 6 Provisional Report of the Mlnlstry of Educatlon Niurobi Government Pnnter (unpubllshed data) 

By the early 1990s the secondary school enrollment rate was 11 percent, and in 1992 the raho of Form I 
(first year secondary) to standard 8 (last year of primary) was 42 percent (173,052 out of the 420,799) By 
1995 girls had reached 46 percent of the total secondary enrollment, though they were over-represented in 
the community schools and under-represented in the fully resourced government-supported schools 
(Dutch Embassy 1994) 



The poor quality of the Harambee secondary schools, despite the government's help, was reflected in the 
fact that only seven percent of university students had at one time or another attended a Harambee school, 
and only two out of every thousand who enrolled in Harambee schools would ever reach university, despite 
a strong desire on the part of most parents for their children to continue on to post-secondary educabon If 
they continued at all, Harambee students were more likely to enter teacher training institutions where they 
made up a larger 17 percent of total enrollments 

The Kenyan Mnistry of Education began to phase out distinctions between Harambee and government 
schools in 1985, and their census data reflect this merging in 1987 All non-pnvate schools in Kenya now 
receive the same amount of funding on a per-student basis Harambee students are still at a disadvantage, 
however, because their facilities started from a lower level of infrastructure when this system was institut- 
ed (Personal interview, June 1997) 

Because the Harambee school initiahve differs in each sethng, it is difficult to generalize We will there- 
fore supplement general information on the Harambee schools with specific examples from vanous com- 
mumties in Kenya (see boxes in this chapter) 

The Harambee Movement comes the closest of the SIX cases presented in this study to illustrating a spon- 
taneous grassroots community initiative for the delivery of educahon For that reason it is important to look 
at its community mobilization processes in some detal to understand its successes and failures Harambee 
has been characterized as an initiahve that is bottom-up, uses local resources, is intended for the collective 
good rather than individual personal gasn (though politicians are increasingly using Harambee for their own 
purposes), and implements projects that satisfy immehate community needs (Mbithi and Rasmusson 1977 
13-14) 

A study of 31 1 Harambee projects stressed the overlapping but different groups that assume leadership in 
different phases of a project In the first phase, znttzatzon, for example, major leaders create awareness of 
community need for secondary facilibes through discussion meetings, in the second, organzzatzon, a broad- 
er leadership defines participation cnteria and fund-rmsing procedures, and in the third, zmplementatzon, 
the leaders of local work groups take charge of the work teams and sustain their c o m t m e n t  Though 
women in most areas of Kenya constitute only about 5 percent of initiators, it was estimated that they con- 
tnbuted about 80 percent of the self-help labor ' This charactenstic of grassroots participation-that it con- 
forms with local norms-is one of the reasons it may not be easily manipulated from above if that manip- 
ulation requires conforming to an outsider's set of norms (Mbithi and Rasmusson 1977 35) 

The study shows that the person who instigates the idea might be a politician, farmer, District Education 
Officer, Agricultural Officer, or Community Development Assistant, a chef or sub-chief, or an educated 
member of the community such as a teacher Politicians and the educated tended to initiate larger projects 
like secondary schools, and local, less well-educated community members smaller projects such as cattle- 
dips In most Harambee communities, the local leaders--chiefs, teachers, and church clergy-form local 
c o m t t e e s  to manage the schools These committees organize fundrsusers, identify and recruit teachers, 
and hold other school functions The day-to-day functioning of the school, however, is left in the hands of 
the registered management c o m t t e e ,  represented by the head-teacher whose authority is rarely chal- 
lenged A complasnt of parents is the widespread misappropnabon of funds by corrupt headteachers and 
school committees Another is the competition between vying factions and polihcians about which stu- 
dents to admt and which teachers to hsre 

Onginally the work groups that engaged in Harambee labor and fundrasing were constituted of women orgamzed 
m terms of age and often lunship, or sometimes mlxed clan, neighborhood or village groups (Mbithi and 
Rasmusson 1977 13) 



Mbithi and Rasmusson note that contn- 
butions for Harambee projects are usual- 
ly solic~ted through fund-rasing dnves 
presided over by local VIPs and covered 
by the media, collections taken during 
visits to homes, levies on produce, 
income, wages, and salmes, and contn- 
but~ons in labor, materials, and cash 
(1977 67) Their informants considered 
contnbutions for Harambee projects to 
be more voluntary than compulsory, but 
in some areas such as the Rift Valley 
there was a greater tendency to assign 
amounts to individuals in the community 
(1977 152) People were more likely to 
contnbute if they saw a direct benefit to 
the community in more conveniently 
located facilities, expanded opportuni- 
ties, an increased ability to attract gov- 
ernment money to the area, or a reduc- 
tion in hooliganism They were also - 

Harambee projects rely on community work parties to rase money more likely to contribute if they were 
and construct schools USAID photo asked by a local person whom they 

respected or by a national leader Since it 
has been estimated that more Hararnbee 

projects fail than succeed, these tendencies identified in the study give an idea of some factors affecting the 
enthusiasm of contributors Other reasons given for abandoned projects were that communities were not 
always able to plan reahshcally, knew little about large-scale construction, or picked designs for the schools 
that were too ambitious or not suitable in other ways (Bray in Bray and Lillis 1988 205) 

Later as it became more difficult to collect sufficient funds because of the proliferation of Harambee projects and 
the consequence pressure on local resources communities appear to have imposed assessments on their residents 
more frequently (see Hill 1991 287) Even the national government in 1990 withdrew a sum from government 
workers salmes to provide funds for a Presidential scholarship fund for secondary students 



Nzambanl Harmbee School 

The new chef appointed m 1972 in Nzambani revived the idea of a Harambee school to increase the 
education level of the area He planned to locate the secondary school in an existing primary school and 
transfer its students to some classrooms that would be built by local work groups The chief appointed 
a project c o m t t e e  that included local clergymen of d~fferent denom~natrons, poht~c~ans, traders, and 
officials Since ~t was time for the 1974 electlons, the ch~ef used the publicity of Harambee glfts to 
extract as many contribut~ons as posslble from the politicians Fund rasing was begun in early 1973 by 
the chiefs and sub-chiefs of the catchment area The amount each person and organization should pay 
was set by the commttee, and collection of the funds was handled by the admin~strators Men pad Shs 
(shillings) 15, women 10, and employed persons 25 A Hararnbee Day was planned in August but was 
postponed because only Shs 17,000 had been collected locally Nevertheless, a house was built for a 
teacher The Cathollc Mission planned to prov~de a headmaster if the school was ready in November but 
since it was not, the headmaster went elsewhere By January some students had been selected but the 
school was not ready-the prlmary students stxll had not moved to their new quarters Each of the con- 
celned pames blamed the others for the delay, and the chef was away for an extended time When he 
returned he again planned a Harambee Day Meanwhile the Cathol~c Mlsslon sent money to finrsh the 
prlmary school classrooms so the students could vacate  the^ school for the new Harambee school The 
Misslon also lent money for books and desks so as not to drsturb the banked funds of Shs 40,000 that 
were requlred before the government would glve permxsslon to open the school 

The school finally opened in February with six pad-up students Others were sent home to get the Shs 
750 annual feeq The school c o m t t e e  estimated it would take 40 students in a class to keep the school 
running The school had three reachers a srxth form leaver walting for unlverslty admission and two 
unpad, voluntary, part-time temporary teachers---the Catholic Mission's Dlstrict Educahon Officer and 
a Bntish student studying the Harambee Movement By March there were 30 paid-up students The 
long-delayed Harambee Day was held at the end of March, with a number of district officials and the 
Member of Parliament (MP) present The meetlng raised Shs 33,000, with almost half rased by the MP 
through hxs business contribuaons, and through the personal contr~buttons of money and matenal of the 
Vice-President of Kenya The Harambee Day money gave the comrmttee more than the requiied Shs 
40,000, the school consequently demonstrated that it was vrable, and the Cathohc Mission confinned 
it5 support with a pump for a well and an addiaonal teacher's house In May a new headmastei-a for- 
eigner-was appoxnted, as well as two teachers to replace the temporary staff 

-adapted from Hlll 199 1 

Most Harambee projects were governed by Community School Committees, whose job it was to mobilize 
resources and manage any difficulties with the schools Their membership consisted variously of chiefs, 
teachers, ministers, farmers, businessmen, and others They were the official group charged to negotiate 
with education officials, local councils, self-help groups, and, through their leaders, the government con- 
cerning all matters related to the school Working with the headmaster, the committee was charged with 
deciding what contnbutions the parents would make (e g , setting community work days, money collec- 
tions, etc ), and it organized parents' days, PTA meehngs, and other events to bring the school and com- 
munity together The committee also served as a feedback channel for parents' concerns about the school 
and would demand accountability from the school if exam results were not up to the standard the commu- 
nity expected (Anderson in Bray and Lillis 1988 32) 

The two factors that Mbithi and Rasmusson found important in the success of Harambee projects were con- 
tlnuity in leadershp and the extent to which leaders had support of the community Projects tended to fa1 
when there were too many conflicting clams on community resources and/or projects were imposed from 
above, that is, by a government official They suggested that it was appropnate for government officials to 
provide material support, consultahon, and coordination but that they should not try to impose projects on 
a community 



The Kenya government has emphasized that schools should rely on the support of the whole community- 
not just parental support-because educational development benefits the whole community Though this 
emphasis is sound in theory, secondary schools in particular have difficulty defining their "community" as 
a coherent whole, especially when they draw students from large catchment areas, and provide boarding 
facilities to attract students from broad enough geographic areas to keep their schools operating Dispersed 
catchment areas make it more difficult to collect funds for secondary schools than for primary schools As 
a result, many Harambee efforts have to rely on regional leaders and politicians to organize their efforts 

C School program 

The Harambee school program is 
modeled on government schools 
that are in effect, the valued 
model for most of Kenyan soci- 
ety The intent of the program is 
to produce students who perform 
well on the Kenyan Certificate 
Exam ( KCE) which screens 
entry to higher education and 
other des~rable opportunities 
The Harambee schools follow the 
same syllabus and curriculum as 
the government schools, reflect 
the same organizat~on, and their 
students sit the same exams 
Where the schools d~ffer  in 
detail, it is less a consequence of Juniors and Seniors outside of Luwanda Secondary School, a Harambee 
Intent, and more a lack of school In Kakamega Kenya Photo b y  Chrzstopher Galam 
resources that lowers the quality 
of Harambee schools Many of 
the successes and failures of the schools are a consequence of changes in national policies that either assist 
the schools or force more requirements upon them There is, therefore, nothing unique in the principles of 
the Harambee Movement that inspires its supporters to make the program new or different 

Most Harambee schools were planned as four-year schools but difficulty in funding often caused them to 
start as two-year schools As soon as possible after a minimum number of school classrooms are built, 
school committees frequently add boarding facilities to attract sufficient students to support the operating 
costs of the schools F~nally, if enough resources are available, schools mght  add science laboratories, bet- 
ter qualified teachers, and additional equipment that enables the school to offer the full secondary school 
certificate Generally, however, a lack of resources and an inability to tap opportunities cause most 
Harambee schools to content themselves with less than their full expectation for quality Forms 1 and 2 
require more modest facilities, while 3 and 4 require more substantial funding Most schools attempt to 
obtan assistance from the government as quickly as possible to stretch their resources 

Several factors affect school program quality m Harambee secondary schools the intake of students the 
quality of the fac~lit~es, the qualifications of teachers the curricula and management 

1 Student intake 

The student intake in Harambee schools occurs largely by default since the vast majonty of entrants are 
those who do not qualify for government schools or who cannot afford the expense of studying far from 
their homes Consequently, the Harambee program usually has to cope with more poorly prepared and less 
academically qualified students One study, however, showed that students who had studied in the higher 
quality, government-maintained secondary schools were likely to score 12 to 15 points better on the East 



Afncan Certificate Exam (EACE) than students with slmilar scores on the Certificate of Pnmary Education 
(CPE) who had studied in low quality, assisted Harambee schools Similarly, students entering low quah- 
ty, asslsted Harambee schools performed 10-12 points higher than similarly qualified students who entered 
low quality, unassisted Harambee schools The quality of the secondary program therefore appears much 
more Important in determining success on the EACE than the quality of the intake students Harambee 
schools cannot therefore blame the poor achievement of their students on thelr poor academc record when 
they arrive (Somerset in Lillis 1988b 82) 

Once in the Harambee schools, students are believed to be motivated to study harder because they can take 
an exam at the end of the second year and if they do well transfer to the thlrd year in a government school 
(assumng they can pay for the boarding costs) 

Facilities for Harambee schools are almost entirely built through community efforts Though the Minlstry 
of Works provides technical specifications for schools and free plans are available, many schools are built 
with support from external donors and local schools in rural areas lgnore them A study of school facilities 
based on Inspectorate guidelines showed statistically different physlcal standards in schools that were cat- 
egorized on the basis of student achievement levels The schools were ranked from A to D, with almost all 
government schools in the upper half of the scale and almost all unassisted schools in the lower half The 
government schools ranked considerably higher than unasslsted Harambee schools in bu~ldings, services, 

cleanliness, laboratones, libraries, equipment, ventilation, and transport In other words, the standard of 
facllibes correlated with achievement levels, and both types of Harambee schools were generally poorer 
(Wellings 1983 29) 

3 Teacher quallficat~ons 

A companson of the government and Harambee systems in 1982 showed that m government secondary 
schools, 84 percent of teachers were qualified and 88 percent were university trsuned, while only 45 per- 
cent of teachers in assisted and 22 percent in unasslsted Harambee schools were qualified, and only 18 per- 
cent in both Harambee systems 
were university trained Teachers 
were therefore of much lower 
standard In Harambee schools, 
and In some Harambee schools, 
staff were employed who only had 
a KCE degree Sirmlarly, in gov- 
ernment schools the ratio of qual- 
ified teachers to students was 1 to 
3 1, In assisted Hararnbee schools 
1 to 57, and in unassisted 
Harambee schools 1 to 108 

There are several reasons why it is 
not easy to attract qualified teach- 
ers 1) the catchment area for 
recruitment of staff may be limit- 
ed and community members, not 
expenenced in education matters, 
may not know how to select suit- 
able individuals 2) community- 
S U D D O ~ ~ ~ ~  schools are often 

L L 

unable to provide competitive Kenyan teachers companng notes USAID photo 
salaries and benefits, or 3) com- 



munity-supported schools are often unable to provide the books, facilities, housing, and other amenities 
that make them attractive places to work It has been suggested that "where community resources are com- 
plemenhng governmental ones, their overall effect is likely to be positive" Cornmumties that construct 
good housing and provide a high level of support and respect for their teachers are more likely to attract 
and retan better teachers (Lillis 1988b 78-79) 

4 Curricula 

Harambee schools follow the same curricula and textbooks as the government schools and teach the same 
course subjects Deviation from the curriculum is usually a consequence of inadequate resources to sup- 
port special facilities and better qualified, specialized teachers "Most Harambee schools are mere shadows 
of government institutions Many are unable to offer science subjects because they lack laboratories and 
qualified staff, and many of those which do only feel confident to offer general science and health sci- 
ence rather than chemstry, physics, and biology" (Lillis 1988b 80) 

In 1975, as noted above, in an effort to introduce quality improvements in the cumculum, the government 
announced a scheme called the Secondary Schools Harambee Package Program in which 30 to 50 
Harambee schools3 a year were to be given qualified traned teachers, correspondence courses to improve 
the academic slulls of those planning to take the Kenyan Junior Cemficate Exam (which takes place in the 
second year of secondary), audio-visual equipment, and help from the supervisory staff of the inspectorate 
In addition, the government announced that it would take over selected schools beginmng with Form 1, and 
gradually the rest of the forms in succeeding years This effort proved too costly, however Instead, the 
government decided that students who passed the exam would be allowed to enter the much better equipped 
government schools in their third year Harambee schools that bought science leamng luts or an industn- 
a1 arts workshop were to be given qualified science or industnal arts teachers pad  for by the government 
These government plans were not all realized because of the large numbers of schools, though, for the most 
part, the major expense of teachers7 salmes was provided in the Harambee schools selected for assistance 

5 Management 

Churches were normally selected to manage Harambee schools, even though the government required that 
Harambee schools be secular in character and students not be selected on the basis of religious affiliation 
The religious organizations might, for example, provide a director and staff from thelr clergy, and if they 
had independent sources of support, contnbute financially to the operahon of the schools Consequently, 
the group that was given management authority could contnbute significantly to the success of a school 
both in terms of resources and c o m t t e d ,  qualified staff If no religious group could be found to manage 
the school, then another established group might be identified to manage the school 

The schools normally were run by a headteacher who had the man responsibility for the school, even to 
the point where helshe was rarely queshoned about daily routines The schools were required to be open 
to government inspection, but in practice there were not enough inspectors or funhng to provide for their 
transport, and consequently most schools were rarely inspected Program quality tended to suffer from the 
lack of supervision and central administration 

An early study (1967) at the point when Hararnbee was beginning its massive expansion, looked at the 
qualifications of headteachers In 214 Hararnbee schools (83 percent of schools at that tune) most of the 
trained headteachers were Europeans and hued through mssionary groups Headteachers who were well- 
qualified Africans had "unrecognized" degrees (from India or East Europe) or a "defect" such as convlc- 
tion for embezzlement In most cases headteachers with little more than basic secondary and experience in 
pnmary educahon managed the early schools Now, though the problem is not entirely solved, more and 
better-qualified Afi~cans are available to fill the positions 

In fact, many more schools were assisted once the movement got under way In 1977 only seven schools were 
assisted, while by 1986 the number rose to 941 (See Table 4 1) 



6 Changes In the education structure 

An event that had a major impact on the Hararnbee system was the restructuring of the education program 
in 1983 Before 1983, the education program operated on a complicated 7 4 2 3 system of pnmary, sec- 
ondary, upper secondary, and university stages Most of the Harambee schools comprised the four years of 
secondary and their graduates competed both on the Junior KCE exams, where if they were successful they 
might enter the third year of a government secondary school, and the KCE, which determined whether they 
would find places in upper secondary or technical institutes 

After 1983, the system was changed to 8 4 4 of pnmary, secondary, and university levels, weighting the 
number of years of schooling more heavily to the primary level Dropouts and failures from the primary 
and secondary were given chances to enter Junior Technical Schools and Harambee Institutes of 
Technology respectively At this time the core curriculum was expanded at both primary and secondary 
stages to include prevocational training The purpose was to prepare students to become self-employed if 
they should temnate their education at the end of these stages Secondary schools also began to put a 
greater emphasis on science Both courses-the prevocatlonal and science courses-put increased pressure 
on Harambee schools to provide adhtional facilities 

D Results 

1 The development of community self-help lnst~tut~ons 

The Harambee experience illustrates both the positive and negative potential of genuinely community 
inspired movements On the positive side are the community structures and skills that are mobilized to 
deal with the various needs of the project leadership, planning, fundraising, labor, staffing, equipping, 
maintmning, etc These structures are mobilized rapidly because they build on already existing means of 
organizing the community, which though perhaps not previously utilized for such large-scale projects, 
are nevertheless adaptable to their requirements The Harambee secondary schools create an additional 
special case where supra-local connections have to be cultivated to organize the communities of the large 
catchment areas that are needed to support the schools The very act of establishing the schools conse- 
quently activates and requires grassroots community organizations to become proficient in the practice 
of development 

The negative aspect that is dealt with elsewhere in more detail is the disjunction between the communi- 
ty's perceived needs and the government's view of what is good for national development These two 
views are frequently incompatible From a national perspective the country can 111 afford a haphazard pro- 
liferation of expensive, poor quallty secondary schools, while communities feel they are deprived of 
essential opportunities if schools are not established locally At the same time, communities lack the 
essential slulls to make their investments in Harambee schools pay off in terms of added opportunities for 
thelr sons and daughters 

Some of the community institutions that are enhanced through Harambee initiatives include local govern- 
ing structures and their networks of participatory assemblies project comt t ee s ,  school management 
committees, traditional work cooperatives, sanctioning mechanisms, and systems of local "taxation" 
through imposed assessments In the process of establishing Harambee schools, participants develop many 
of the fundamental slulls and institutions required to support civil society and democratic values, are 
empowered to solve a wide range of local development problems, and contnbute resources that extend 
national budgets and capacit~es multi-fold The Harambee model is extremely successful from the per- 
spective of builhng indigenous community institutions to advance local development Its fsulure to achieve 
all of its ends is pnmanly a problem in arhculabng productively with national level institutions 

2 Educational partlc~pation 

By any standard, the Hararnbee record in expanding secondary opportunihes in rural areas is Impressive 



Werk Partles m Harambee Pqects 

The inspiration fox the Harambee Movement had two maln sources the posltive example of com- 
muntty-based tradinonal work pames, and a deslre to reform the methods of colonial-forced labor 
The tradltronal system of work partxes 1s called "mwethya" The term can mean an acruaI work parry 
organized for a speclfic pmpose, a system of neighborhood work parks, or a collectivity of people 
in a neighborhood workmg together on work parties (Hi11 1991. 138) A work party 1s called togeth- 
er by an intermediary for the person who needs the work done On the appointed day people gather 
and are given instrucnons on what to do and how to do it The person who benefits from the work 
provides a meal and h n k  to the workers A key ingredent of the effort is a good song leader who 
leads songs to encourage workers and to express the prrnciples of self-help The songs that are also 
sung at large assembly meenngs express the goals of Harambee, appreclatlon for large contributions, 
and sometimes comments on polit~cal issues that mlght not be so openly expressed in other form 
After the day's work is done people drink, sing, and dance late Into the night At this time the dis- 
cussion of sanctions is raised-who needs to be fined because they were absent from the work party 
without a good excuse 

In Kitui distnct in 1973 there were 732 officrally registered mwethya groups In one community, 
Kamale, a mwethya group that was revrved at Independence was composed of 306 members-virtu- 
ally all the able-bodled members of the commuruty In a period of 10 years ~t was able to complete 
a prrmary school bmldmg, budd and maintaxn community wells, clear and maintaln vlllage paths and 
a road to the main hrghway, repav a large dam, and join with other communities In contr~buting to 
and provtdmg labor for a Earambee secondary school and an Agricultural Instrtute The mwethya 
network was used to provide labor and to collect contributrons Worbng members contributed labor 
one or two txmes a week and non-worhng members pmd a fixed yearly sum of money Sometimes 
the mwethya members worked as a group to earn cash for a Harambee project 

The mwethya elects a committee to revrew proposals from project comxttees and declde whlch pro- 
jects to present to the membership The commttee calls a general assembly when there is busmess 
to discuss or when a chief makes the rounds of mwethya to discuss mutual problems or make 
announcements about the progress of projects Chiefs and sub-chefs become ~nvolved In Harambee 
projects when they are supra-local with a wider catchment area that needs to be organized If atten- 
dance at these general meenngs 1s Iow, the offiiclals threaten sancttons such as fines, whch are usu- 
ally enough to rase attendance at the next meehng The local leaders take a strong role in presenting 
their views but at the same time they seek consensus from the membershp on the acnons that should 
be taken The maln speakers In the assembhes come from the project committees and are answered 
by opinion leaders who speak for their neighborhood groups 

Mwethya contr~butxons are obligatory and sanchoned with penalties for those who fail to pay or work 
the set amount The most senous sanctxon is "kthendu:' meaning "to smp of% somethxng" or to 
attach property" When there are large numbers of defaulters and money is urgendy needed, the 
mwethya commttee declares a ktthexldu and appolnts "soldrers" to go to defaulters at night to col- 
lect outstanding payments If the money IS not paxd imed~ately, they seize the person's property 
Owners may retrieve therr property when they pay thelr debt, but sometunes the item is sold for the 
price of the debt, even though ~t may be worth more 

-adapted from HrI1 1991 



Tables 4 2 and 4 3 show the rapid nse of secondary enrollments between 1964, shortly after Independence, 
and 1996 D u n g  th s  period, there was more than a tenfold increase in secondary school enrollments, due 
largely to places afforded by the Harambee schools By 1987, the 1,883 Harambee schools constituted 
almost 75 percent of the 2,592 secondary schools in Kenya, providing an education to 55 percent of all sec- 
ondary students Overall, as a result of this expansion, the ratio of secondary participation became rough- 
ly 20 percent of the age group in Kenya, which is high for a developing country The Harambee schools 
provided a second arm (a "second chance," some called it) in a two-track system where the best students 
enrolled in government secondary schools, with many of their expenses paid, and the poorer students 
enrolled in Harambee schools, paying thelr own way 

Table 4 2 Selected years of Kenyan secondary school enrollment by school type (1964-87)" 

a siglllfies no data available 
b Although Kenya s data on the unassisted schools category Include Harambee church and pnvate schools over 90 percent of the category are 

Harambee schools Data from all three are Included In h s  category 
c Two data sources d~ffer for 1986 and 1987 The alternahve stahsbcs show 458 712 students (1986) and 522 261 students (1987) 
Sources excerpted from Data for 1964 1976 from Kenyan Ministry of Educahon Annual Reports In Mwlna 1985 Table 3 3 Data for 1968 
1976 85 and 1985 87 from Kenyan Wmstry of Educahon Annual Reports In Mwina 1990 Table 2 Alternatlve data for 1986 87 from Annual 
Reports Table 168a 

Secondary school efforts peaked in 1984 at a high of 485,459 students after a consistent pattern of annu- 
al increases over the previous 25 years (see Table 4 2) In subsequent years secondary enrollments 
dropped briefly and then continued to rise unbl by 1987 they were approaching the 1984 high again 
Table 4 3 shows enrollments at the secondary level, after the government assumed support for all sec- 
ondary schools From 1988 statistics are no longer disaggregated by type of school There were further 
fluctuations in enrollments through 1993 as the system reacted to changing policies concerning the sec- 
ondary level the lack of government support as the system changed to 8 4 4, and later when the govern- 
ment decided to take over all of the Harambee schools (see below for further discussion) After 1993, 
enrollments continued to nse 

While Hararnbee schools have increased the overall number of places avalable to secondary students, 
regional data show that they also were a major factor in intensifying dfferences in educational participa- 
tion across Kenya Their growth in the vmous regions depended on a number of factors populabon den- 

For example Kenya had over 10 secondary students for every three, and 13 university students for every one m 
Tanzama (Cooksey et a1 1994 205) 



sity, the number of feeder pnmary schools, better ranfall, and agncultural potential, which is convected 
with gradations in wealth and more sophisticated levels of infrastructure (Hi11 1991 226) Harambee efforts 
were more easily mobillzed in areas with higher levels of these factors For example, the poorer Coast, b f t  
Valley, and North Eastern Provinces lagged behind the ncher Central, Nyanza, and Western Provinces and 
other comparatively more prosperous areas in the establishment of Harambee schools Government assis- 
tance to secondary schools, which was no longer independent of Harambee initiahves because of political 
pressures, was forced to follow the baslc lop-sided distnbution of opportunities that Harambee created 
(Mwina 1985 72) 

Table 4 3 Kenyan secondary school enrollment (1988-96)" 

a D u n g  this penod all the secondtuy schools became government asslsted and no longer Merenbated 
Source Kenyan Mimstry of Education Annual Reports Table 168% 

Year 

1988 

1989 

1990 

1991 

1992 

1993 

1994 

1996 

Another inequity occurred in the variable costs to parents (reported in more detrul below) Government 
schools overall cost considerably less to parents in mean annual fees (Shs 1438 including boarding) than 
either assisted Harambee (Shs 2733 5) or unassisted Harambee (Shs 3228 4) schools (UNICEF 1984 92 
in Lillis 1988a 91) Since the Harambee schools also tended to cater to rural farmlies, the burden fell most 
heavily on those least able to pay The reason for this was that rural students who were eligible because 
of their exam scores to go to government schools mght not go because they could not afford the trans- 
port or boarding costs of distant schools, when a nearby Harambee school was avrulable Consequently, a 
self-selection process tended to place more affluent students (who were also more likely to have been able 
to afford a primary education that gave them better exam scores) in government-mantained than 
Harambee schools 

Total enrollment 

N 

540,192 

640,735 

618,461 

614,161 

579,900 

53 1,342 

619,839 

658,253 

Though provision of Harambee schools correlates most obviously with variations In local economes, the 
ability to pay, and the length of time education has been available in an area, there are also other factors 
that are significant Foremost among them is the level of government activity that favors larger numbers 
of Hararnbee schools on the penphery of major cities or, negahvely, the presence of nomadic tnbes where 
it is difficult to find stable enough communities to orgamze support for the schools (Mbithl and Rasmusson 
1977 134-7) A cnticism of Harambee schools is that their unplanned growth eats state resources that 
mght be better put to a more equitable distnbution of opportumties This is a negahve trade-off in com- 
munlty inihatives that prevents them from adequately talung the place of drsinterested authonties in a fair 
distnbution of opportunities 

A positive aspect of the Harambee Movement 1s that, compared to the government system, it has increased 
girls enrollments disproportionately In trying to control the growth of Harambee schools, the government 



set up District Development Committees whose job it was to screen new Harambee projects In theory, 
though not always in pracbce, one of their jobs was to ensure that where multiple schools existed in a 
region, the second school established (which was usually after a boys' school) should be a girls' school 
(Hi11 1991 226) In 1968 there were 143 government schools for boys, 61 for girls, and 28 that were coed, 
while by 1974 there were 235 schools for boys, 82 for girls, and 47 coed schools (Krystall 1980 in Lillis 
1988a 91) By 1979 the rabo of girls' enrollment was 50 percent in assisted Harambee schools and 45 per- 
cent in unassisted schools, compared with 32 percent in government schools Though girls' participation 
is often seen as more dependent on the cost of schooling to parents than boys' participation, the higher costs 
of Hararnbee schools did not in actuality seem to be a deterrent to girls' enrollments One reason may be 
the more convenient location of Harambee schools near the girls' homes, which is an incentive both in 
terms of accessibility and the absence of a boarding fee 

Girls' dropout rates in Harambee schools, however, are higher than boys' rates overall and are higher than 
glrls' rates in government schools, so the picture is not entirely posibve for girls There has been no attempt 
to study the reasons for these poorer figures In addition, because the Harambee program is poorer in qual- 
ity, the fact that higher proportions of glrls are enrolled in these schools overall means that girls may be 
getting an inferior secondary educahon (Lillis 1988a 92) Unfortunately, published studies do not disag- 
gregate achievement data by gender to illurmnate this point 

On the Kenya Cemficate of Education (KCE) exam, whlch is the main measure of learning achievement, 
students of the government schools occupy the high end of the mean scores and the Harambee schools the 
low end In 1983, for example, the top Harambee school was 118th out of a total of 1,385 schools whose 
students sat the exam The scores are ranked from one to nine, with one being the highest score Out of 
those schools sconng a mean average worse than 8,465 out of 559 were Harambee schools (Lillis and Ayot 
1988 124) 

The reasons given for the poor performance of Harambee students were poor teaching and inadequate facil- 
ities, the lower caliber of the student body, many of whom cannot win admission to the government schools 
because of their primary school grades, the schools' weaker adrmnistrative and supervisory structure, and 
local politics, which may cause weaker students to be admitted and poorer teachers to be hired 

Three tables below show different facets of the problem Table 4 4 shows pass rate comparisons of students 
from government and Harambee schools on a 1975 EACE examination Harambee students obtained lower 
scores on every subject test compared with the government students 

Table 4 5 shows division rankings of government and Harambee students on the KCE in 1984 The 
lower the division the better the students Seventy percent of all students taking the exams had studied 
in Hararnbee schools The majority of them (61 percent in assisted and 69 percent in unassisted 
Harambee schools) received either a poor "Division 4" or a "Fail" score compared to 37 percent of the 
government students 

Though the data are quite old a wnter m 1985 remarked that they were st111 valid at that bme 

46 



Table 4 4 Pass rates (%) on 1975 EACE by subject and type of school m Kenya 

Source Educational Trends 1973 77 1978 Narob~ Kenyan Government Central Bureau of Stahsucs In Mwina 1985 Table 4 3 

Table 4 5 1984 KCE results by school type in Kenya 

Subject 
Engllsh language 

K~swahlll 
Tradltlonal math 

Modern math 
General science 

Blology 
Physlcal sclence 

Literature m Enghsh 
Chnstlan rehgous education 

Faslhl Ya K~swahlll 
Hlstory 

Geography 
Commerce 

a KCE divisions are a r d n g  of score results They range from a h~gh score of 1 to a fiullng score of 5 
Sources Shlman and Mwina 1987 18 Sczence and Technology Annual Report 1984 22 Republic of Kenya Min~stry of Educaaon Natrob~ 
Government Pnnter Annual Report 1987 (unpubl~shed data) In Mwlna 1990 Table 4 

Table 4 6 shows the score compansons of a sample of schools on a number of dimensions In each com- 
pmson a lower score means a lugher ranlung This table underlines two important facts about learning 
achievement among Kenyan secondary students First it supports previous findings about the poor perfor- 
mance of Harambee as a whole and especially in comparison with students from government-maintained 
schools Second, these tests show that Harambee students, on average, achieved faling grades (9 0) in the 
two most important subjects-math and Enghsh-while government-maintained schools averaged a pass- 
ing grade (8 0) While the scores do not appear much different for government students, passing grades in 
these subjects are essential in Kenya to enter both post-secondary institutions and direct employment 

School type 

D~vis~on 
ranlunga 

1 or2 

3 

4 

Faled 

Total Students 

Government 
76 

60 

46 

49 

56 

72 

69 

75 

73 

71 

79 

75 

73 

Harambee 
46 

37 

16 

14 

43 

43 

43 

45 

49 

50 

37 

37 

29 

School type 
Government 

30% 
(4,579) 

33% 
(16,040) 

26% 
(2,249) 

11% 
(5,133) 

100% 
(28,001) 

Harambee asslsted 

13% 
(1 726) 

26% 
(3,486) 

32% 
(4,395) 

29% 
(3,958) 

100% 
(13,565) 

Harambee unassisted 

8% 
(4,102) 

23 % 
(11,815) 

34% 
(17,102) 

35% 
(17,746) 

100% 
(50,765) 



Table 4 6 1981 KCE results in 45 secondary schoolsa m Kenya 

a The sample Includes 15 schools of each type selected because they were all established In the late 1960s or early 1970s have total student pop 
ulabons of about 320 recnut their students from wlthln the Qstnct In whlch they are based and are all day schools 

b KCE dlvlslons range from a hlgh score of 1 to a fiulrng score of 5 
c Grades m Kenya range from a hgh score of 1 to a fsullng score of 9 
d Order of Ment by Average Grade 1s computed from the 1 421 schools whose students took KCE exams in 1981 
e The weighted grade means the average of average grades 
Source Kenya Nahonal Exmnauons Councll In Mwlna 1985 Table 4 2 

Another measure of achevement is the extent to whch a school's graduates win admission into the next 
educational stage, and therefore are able to qualify for jobs of higher status In Kenya under the old 7 4 2 3 
system, students joined upper secondary after four years of secondary school if they qualified Upper sec- 
ondary was required before a student could win a chance at a coveted university education The other alter- 
natives were to apply to training institutes that prepared students for careers in teaching, health, travel, or 
office work, or to go directly into the job market 

Harambee unass~sted 

4 5 

8 5 

1068 

9 0 

9 0 

Average scores 

D~v~s~onb 

GradeC 

Order of mer~t by 
average graded 

Weighted gradee 
(Englah) 

We~ghted grade 
(math) 

The case was discouraging for Harambee graduates in regard to the prestigious upper secondary schools 
In 1982, out of roughly 11,000 places available, 9,000 were taken by government school graduates, and 
1,400 or 13 percent by Harambee students (the rest come from pnvate schools), despite the fact that 55 per- 
cent of secondary students were enrolled in Harambee schools Two-thirds of the Harambee graduates who 
did enter hgher secondary enrolled in arts subjects compared to only a thlrd of government students Only 
18 percent of Harambee students entered the science stream compared to 33 percent of government stu- 
dents After two years when it came time for university, 87 percent of the places were filled by government 
students and only 7 percent by Harambee students (Mwina 1990 363) 

The situation was similar for Harambee students who attempted to win admssion to traning institutes For 
the roughly 100,000 students who sat the KCE in 1982, only 7,000 places were avalable in training insti- 
tutes, and of these about 4,000 were in teacher training colleges Seventy-five percent of the placements 
in these inst~tutes went to government school graduates Hararnbee graduates occupied 17 percent of the 
teacher training places but had difficulty obtaining places in any of the other training programs because 
most required lab science as a prerequisite for placement, and few Harambee schools could afford the cost- 
ly eqwpment to offer these courses 

Government schools 

3 00 

7 0 

229 

8 0 

8 0 

Harambee ass~sted 

4 5 

8 5 

1100 

9 0 

9 0 



An Akcan church group provtded the mlbal capital for the Uvumbi Harambee Secondary School in 1978 
The leaders of the church rnvited dignitaries to a fund-rasing meting to pledge financlal support The chef 
set aside land, and local people contributed labor to the conswctlon of the bulid~ng They hoped the govem- 
ment would assume financial responszbility for the school But the government pulled back from an earher 
c o m m e n t  although rt later pad the salanes of two of five teachers 

The school depended almost entlrely on comrnun~ty resources, and m 1979, for example, when there were no 
rams and therefore no crops the student body was reduced to 24 students, almost forcing the school to close 
By the late 1980s, the church that had orng~nally supported the U m b 1  school no longer provided any help 
Student fees of $73 dollars a year covered everythrng in the school program mamtenance matenals, salarnes 
of non-governmental teachers, water, and school supplies Boarders paid an &&&ma1 $82 a year, whtch 
together wrth fees comes to about a thlrd of the $420 average per capda annual rncome of Kenyans Some stu- 
dents were exempted from the boardmg fee d they suppbed sufficient food to feed a share of the boarders A 
local mother cooked for the students There was also a small bu~ld~ng fund to pay cap~tal expenses To attract 
students the school kept xts fees lower than the government fees, and planned to keep them low as long as nec- 
essary until ~ t s  success rate on the KCE justified rasing fees 

In the mid 1980s at the '%lgh" point of tfie Harambee school mcwement, the Uvumbi school, in contrast to the 
town in whch ~t was located, was neat and well-mmtamed There were twa classroom bulldmgs and a girls' 
dormitory Boys lrved in town The grounds, which Included a playing geld shared with a pnmary school, 
were lined wxth trees The school hbrary had 35 books used manly by the teachers A storeroom served as a 
teachers' room A science classroom exlsted but had no matenals The school, hke the village, had no elec- 
tnctty, telephone, or Indoor plumb~ng Four teachers (one qudlfied for the secondary level) taught 120 stu- 
dents but were frequently absent A headmaster acted as full-time administrator but dsd not teach though he 
also was a qual~fled teacher 

The headmaster clamed that he wanted to provide a student-centered, discovery hnd of Iearmng for his stu- 
dents but was unable to do so because of the lack of resowces and the pressure to complete the government 
syllabus so hts students could do well on the KCE In ciassrooms the teachers used a trad~t~onal 
teachingflearnmg approach where they lectured and wrote lesson material on the blackboard whlle students 
answered factual questrons posed by the teacher and copled from the blackboard There were few books, and 
in some classes students shared the small number avalable There was dso a shortage of paper to wnte on so 
students figured problems in thexr heads and only put the answers on paper The students were taught 
Ktswahili, English, history, geography, science (physzcs, chemstty, and btology) math, and rellgrous educa- 
tion The teachers felt overwo~ked, had lxttle tlme to prepare lessons and recelved lrttle pay for the long hours 
they spent at school 

About a third of Uvumbi graduates went on to post-secondary educaaon, though most were admitted into pro- 
grams of poor qual~ty and none was xn the field of sciermce, whxch was the m a  where better jobs were avatl- 
able after graduation Uvumb~'s results were cons~dered better than most other Harambee schools 

Why do students contlnue to go to Warmbee schools? In Wumbl they sad they went because the school was 
close to home so they avoided the cost of boardmg, because they couldn't find work, and had nothxng else to 
do, or because they felt they should help their country by increasmg theu. bvel of educatron School In fact 
oriented them toward urban types of work and made them unw~Ilmg to undertake the hnds of m u d  labor 
found in the countryside Even the small chance that they mght find a place tn the umversity continued to 
mowate many to enroll in secondary school even though the vast majonty would not reahze the% post-sec 



4 School program quality 

The Harambee schools have not defined their contribution to education in terms of special components that 
would create a quality program The m a n  concern of Harambee students was with passing exams-there 
was no effort to enrich the core program or make it more difficult for them As far as community partici- 
pants were concerned, a quality program is one that produces students who can do well on the KCE (ear- 
lier EACE) The preceding section shows that most Harambee schools do not meet that expectation A 
study of parents' attitudes showed that they were reluctant to blame the schools for the poor test perfor- 
mance and instead blamed theu- own children for not having studed enough Most firmly believed that the 
Kenyan educahon system was a true mentocracy where anyone could succeed if they only studied hard 
enough Most also believed that in any case some education was better than no education at all (Mwiria 
1990 365) 

The thrust of the Harambee Movement, without conscious intent, has been mainly quantitative, rather than 
qualitative This fact in itself has exacerbated the problems of quality, since fewer, better-resourced schools 
might have resulted in a better overall product However, the reality that most Harambee schools do not 
produce a quality equal to the government system probably has less to do with the efforts exerted by com- 
munities and more to do with the inability of mechanisms intended to ensure quality, such as traning and 
supervision, to reach sufficiently to local areas As noted above, where community resources complement 
government resources in harder-to-reach rural areas, the overall effect is likely to be positive Thls is borne 
out in the comparatively better results of well-resourced government schools, and, in turn, the often better 
results found in government-ass~sted as opposed to unassisted Harambee schools It is very difficult for 
the community to achieve these objectives themselves when so many of the instruments that achieve qual- 
~ t y  are controlled by the government Indeed, the community has neither the resources nor the technical 
expertise to do much more to effect quality 

The dilemma for Harambee schools is that in order to attract sufficient fees to provide a better quality pro- 
gram, the schools have to demonstrate that their students can perform well on the KCE exam, which of 
course can only be achieved with a quality program Just one of the difficulties is that many cannot afford 
lab science courses that are required for most post-secondary education 

Early thinlung on Harambee schools was that they should take the lead in providing a training more direct- 
ly relevant to the rural environment Skills such as carpentry, masonry, construction, and more scientific 
farming would give graduates a chance to earn money when their opportunities to enter a professional 
career were frustrated The existing secondary program tended to alienate people from the lunds of work 
that were avalable in rural communities, thus creating a pool of graduates neither suited for urban nor rural 
employment Attempts to change Harambee programs toward more vocational/technical training, howev- 
er, met resistance from those who remembered how this lund of traning under colonial administrations led 
to dead-end employment for Afncans 

When the government restructured the education system to the 8 4 4 system in 1983 and added more pre- 
vocational and science courses to the core curriculum for all secondary schools, the changes led to an even 
greater deterioration in the quality of the Harambee programs First, many schools could not afford the 
workshops and materials requu-ed for the prevocahonal and science courses and therefore the students were 
unable to prepare for essenhal KCE and Craft exams Second, many of the Harambee teachers were inca- 
pable of teaching these lunds of specialized courses And finally, the time spent in the prevocational cours- 
es took away from the time that could be spent on the "core academic" courses, leading to further deterio- 
ration in these slulls 

A further difficulty arose as a result of the removal of the two higher secondary years The university came 
under a great deal of pressure to absorb double cohorts of students who were suddenly ready for universi- 
ty traning Thus in 1990-91 university expenditures were forced to rise to accommodate the 40,000 stu- 
dents who were admitted that year, and concomitantly resources were diverted from secondary education, 
including from the assisted Harambee schools By 1992, even the remaining grants for teachers' salaries 



were no longer available, and the schools and communities had to resort to higher user fees, which forced 
many students out of the schools Table 4 3 above shows the precipitous decrease of over 100,000 sec- 
ondary student enrollments between 1989 and 1993 that resulted from this reallocation of funds All this 
resulted in a further decline in the quality of the program the Harambee schools offered 

5 Accountability to communities and the state 

From time to time the government has exerted pressure on Harambee schools to ensure their compliance 
with minimum standards and requirements For example, the government requires the registration of 
school managers to know who they are and whether they are suitable (Bray 1988 97) They also require 
certain rmnimum conditions to be met before a school can become operahonal (see above) In 1985 the 
Min~ster of Finance and Planning called for more accountability of Harambee funds and expendtures to 
maintain the people's confidence in Harambee projects, but most schools remained unaudited because of 
the lack of staff and other resources to fully implement the Minister's directives The Harambee schools 
have also increasingly become tools of politicians especially dunng elections when communities may be 
prom~sed government support that does not always materialize, and politicians may interfere in decisions 
concerning the school such as who to admit and who to hire as teachmg staff 

One would expect that local c o m t t e e s  might have a major controlling influence over the schools, but 
again this is not always true School committees, whose job it is to mobilize resources and to manage d f -  
ficulties with the schools, sometimes organize school events to bring school staff and parents together and 
offer them an opportunity to voice concerns and demand explanations in the case of poor exam results 

As one study discovered, local committees tended to wield more power in unassisted Harambee than in 
government-assisted schools because in the former they exerted more control over the finances of the 
school They had, for example, more latitude to hire and fire teachers and to decide on salary levels But 
even these c o m t t e e s  did not have unregulated control over the schools All schools have to meet gov- 
ernment requirements regarding curriculum and the instructional program that are beyond the scope of 
committees to decide The extent to which the committees proved effective in wielding influence over the 
schools, according to one study, related to the array of slulls members commanded to get the work done, 
the choice of the head master who preferably should be active, cooperative, and willing to carry out the 
committee's directives, and the cooperahveness of teachers Teachers could refuse, for example, to listen 
to parents on questions of curriculum or government policy, and thus limit the spheres within which the 
committees could effectively work In some cases, on the other hand, members of committees became so 
powerful that they exploited their positions for personal financial gan  The Kenyan government acted to 
control some of the most blatant cases, but these lunds of activities persisted in many communities (Bray 
1988 37) 

6 Costs 

The intent of the Harambee schools was not to compete with the government in providing low cost school- 
ing Rather the schools were thought to be a way of attracting scarce government resources and services 
to an area Communities counted on the l~kelihood that the government would take over the schools soon 
after they were built They were encouraged in that belief by numerous contradictory pollcy announce- 
ments over the years In 1967, for example, the government announced ~t would take over roughly 30 Form 
1 classes each year but later reneged on the offer It also offered to provide funding after physical facili- 
ties were completed, for a penod of four years until the graduation of one class, dmng which time the 
community would open additional non-assisted classes, hoping that they eventually would also be taken 
over by the government This considerable support was common in the first decade after Independence, 
but declined over time until assistance consisted mainly of salary support for a limited number of teachers 
m a few schools It continued, however, through the 1980s for the Harambee Institutes of Technology In 
the early 1990s this limted support stopped for a short time until the government finally took over all 
Harambee schools and no longer distinguished between them and government schools 



There is not much point in compmng the costs per student in government and Harambee assisted and unas- 
sisted schools, first because of the considerable vmation in Harambee schools, and second, because of 
widespread recognibon that Harambee schools are under-resourced and generally poorer quality programs 
Overall, though data are not avalable, it is clear that the total costs for the better-equipped government pro- 
gram must be cons~derably hgher than the mnimally equipped Harambee schools The cost savings in the 
Harambee system are less intenbonal effic~encies and more a matter of necessity and the poverty of par- 
ents The results in achievement and placement are a negative consequence of this lack of resources 
Harambee school programs in thew present state do not conshtute a cost-effective schooling delivery model 
to be mutated without major improvements 

It does make sense, however, to compare costs of the three Kenyan programs to parents, since these costs 
have implications for partxipation rates and equity (see above) Table 4 7 summmzes the costs to parents 
of students in Harambee assisted, Harambee unassisted, and government schools and shows how the costs 
are computed In both types of Harambee schools, the student pays considerably more than in government 
schools In assisted Harambee schools, the government pays the teacher salmes, while in unassisted 
Harambee schools, the entlre cost is borne by the community and parents, who in some cases sell their 
properties and belongings to meet school expenses 

Table 4 7 Mean annual fees charged III Kenyan secondary schools (Shs) 

Source Lllhs 1988a 91 

Some have asked whether the poor results of Harambee schools are worth the pnce to parents and govern- 
ment It has been suggested that for parents, there are few alternatives available to improve their children's 
prospects and that their hopes reman high simply because a Harambee graduate occasionally does succeed 
in findng a place in post-secondary education or in reasonable employment From the government's per- 
specbve, the Harambee schools "play an important role as agents of socialization and expanded econom- 
ic opportunity, however lirmted they may be in that role" (Mwina 1990 367) The Harambee schools are, 
in effect, better than no education at all from the parents' perspective, and in the government's view they 
provide a creative outlet for frustrations that might otherwise spill over and prove disruptive to the stabili- 
ty of the society 

Post-secondary technical institutes (called 'second-choice insbtutions") were incorporated in the Third 
Development Plan (1974-78) and given a block grant of 600,000 Kenyan pounds They also received a strong 
share of Harambee interest but are not discussed further here because they were much fewer m number (only 20 
by 1985) and thelr support, though denved from distrrct and regional contnbuhons, was not as inhmately involved 
with communities as academc secondary schools Often their funds came from international corporations and 
donors and thelr fundrasers were organized by major figures, including in some cases Provincial Comrmssioners 
and even the President of Kenya The Government normally contrrbuted about 40 percent to thelr expenses and 
in a number of cases their operahng costs were supported by production acbvihes m the schools themselves The 
Government controlled them through a coordmating c o m t t e e ,  which set thew operating rules 



The impressive increase in the number of Harambee schools was dnven by a sense of local need rather than 
the desire to replicate a successful education delivery model Where simlarities occur in Harambee 
schools they emanate from a standard perception of what schooling entalls-a building, a director, staff, 
and books In effect, the Hararnbee model is a local financing model focusing on the provision of a mini- 
mum set of inputs but laclung the expertise to ensure their quality or to coordinate effective results On 
one hand, the massive duplication of the Hararnbee idea is impressive in its scope On the other, it is lim- 
ited in its capacity to deliver the quality education that both students and government want The model is 
easily replicated for some of the wrong reasons-it can be established with rmnimal inputs, little expertise, 
and substandard staff 

Through Harambee initiabves, communities in Kenya have shown far greater capacity than communities 
In most other countries to sustain an indigenous, alternative schooling system How long this can last is 
an increasingly difficult question to answer The same minimalist requlrements that make a Harambee 
model replicatable serve to threaten its sustanability over the long run Decreasing government capaci- 
ty to support them adequately and a multiplicity of conflicting development demands on communities 
may mean costs will no longer be affordable in the future If the skill levels of school staff and commit- 
tee members who manage support activities for the schools do not improve and if lack of accountability 
further erodes confidence in the program, local Investment in education may eventually not seem worth 
the high cost to parents Many Harambee schools already operate on a tenuous basis and it would take lit- 
tle to close them It is esbmated that half of Harambee school projects are abandoned before completion 
If coercive measures to extract funds from parents also escalate, as has happened in a number of com- 
munities, this fact alone could prove deletenous to the grassroots organizations that have been strength- 
ened through Harambee acbvities and to the enthusiasm of those who have contributed so generously to 
Harambee projects 

In retrospect one might ask why the government didn't take greater advantage of the sigmficant contnbu- 
tlons of communities to upgrade the programs in Harambee schools from the start Though the government 
clams costs as a major constrant, in effect, costs could have been mnimal if they had concentrated on bet- 
ter, more self-study onented instructional materials and better teacher support, and if the community were 
assisted in developing the slulls to assume a more productive role in managing thelr schools 

E Issues and lessons learned from Harambee 

1 Issues 

A number of issues have been rased concerning Harambee schools in the sectlons above Foremost among 
them were 

low program quality, 
lack of relevance to the local economy, 
poor management and supervision of the schools, 
the high costs to parents, 
inadequate overall funding, 
their inability to reach the most dsadvantaged populations, and 
an ambivalent relationship with the government 

Possibly the most serious of the difficulties facing the Harambee Movement was the constantly erodmg 
financial support from the government and at the same time the increasing competition from demands upon 
communities to support Harambee initiatives in other sectors These two factors together place unusually 



high financial and labor burdens on communities It is possible now that the new program to subsidize 
Harambee schools with a per-student contribution may help to alleviate some of the most pressing finan- 
cial &fficulties 

Though there is no doubt that Harambee efforts in educahon have led to significant expansion of secondary 
opportunities in Kenya, some cntics question whether all the resources spent on Harambee are wise 
Wellings (1983) is one of these critics He says the schools waste resources that could be put to better use, 
including job creation, and that schools raise unrealistic expectations among parents and students about 
their children's future prospects Despite tremendous quantitative expansion, he says, there has been little 
qualitative change, so that "education remains traditionalist, academic, severely hierarchical, highly for- 
malized, and examnation-oriented" (Wellings 1983 25) 

Uncontrolled local initiatives raise other important questions If headteachers spend so much time raising 
funds and supervising construction, are they able to pay sufficient attenhon to program quality issues7 Are 
the schools in fact unbiased in their selection of students as required, or do religious- and ethnic-based 
managing commttees favor their own candidates and exclude others? Do the number of graduates of such 
schools distort the labor market producing too many of a certain lund of workers who cannot be employed? 

Another important problem is whether the largely uncontrolled expansion of Harambee schools does not 
limit the ability of the government to plan rationally for secondary school development For example, 
schools might be better off consolidating into larger entities where resources could be pooled to produce 
better quality programs The demand on government resources, contrary to what one would expect, appears 
not to have eased through large-scale Harambee contributions, rather it has nsen and been more thinly dis- 
tnbuted, leaving little for what might prove to be wiser investments in quality inputs like training and 
supervision One estimate shows that in the mid-eighties at the peak of the movement half of government 
recurrent expenditures were allocated to maintaining Harambee-built facilities (Thomas 1985 in Hill 
1991 283) 

Harambee has been called an example of a "non-directive" approach to development, where goals are 
determined by the community itself, planned with its participation, and achieved through local autonomous 
groups with local leaders This approach is an alternative or addition to other types of directed change 
(Hi11 1991 283) A tension has developed between those wanhng to preserve this spontaneous nature and 
those trylng to control it to ensure more effective results Involvement of supra-local authorities is likely to 
stifle some of Harambee's initiative, but integration with central planning processes may be necessary to 
avoid wasteful duplication and to use resources in a more cost-effective way 

Harambee, in effect, was a form of compulsory taxation with the element of coercion at the community 
level increasing over time "In retrospect much more might have been achieved if the planners had rec- 
ogn~zed the political and social unstoppability of the Harambee Movement and brought the Harambee 
sector more fully into the planning process at an earlier stage" To replace the movement with directed 
development, however, would be to ignore its social and political importance, and its genuine communi- 
ty development philosophy (Hi11 1991 299) As the Harambee secondary schools of the 1990s have been 
taken over by the government, it is too early to know how community schooling initiatives will be affect- 
ed in the future 

2 Lessons learned 

The most significant lesson Harambee teaches is the astonishing level of resource mobilization that can be 
effected when community members join together to accomplish an objective they believe in A strongly 
motivated grassroots movement can have the effect, as Harambee did, of forcing a national government to 
modify its efforts to control it A second important lesson of Hararnbee relates to process When mobiliza- 
tion activities are based on existing community institutions and organizational strategies, they have many 
advantages People adopt them quickly, see them as reasonable approaches to solving problems, and con- 
form with their systems for rewarding and punishing participation or non-participation Harambee also 



teaches a negative lesson-that communities cannot accomplish a technical service like educahon on their 
own when many of the instruments for what is defined as quality are outside their capacity to control 
Harambee's example raises the issue of whose priorities should be central society's goals or individual 
development 

Establ~shmg a School the Harambee Way 

The residents of l t u i  began collecting funds for thelr first four Harambee schools in 1966 or earlier 
In the space of two years each administrative div~sion in the district had its own Harambee secondary 
school-usually for boys only-and the more developed communlbes were already startlng a second 
school for girls Who actually started a school was dxfflcult to determne, since many clrumed to have 
played a major part The key people, however, were usually focal adrmmstratars such as D~arict 
Development Officers who were expected to encourage self-help development, and chefs who led 
Harambee commlttees and fund raising, and gave publicity to Harambee projects in their regular 
assemblies Often the local member of Parliament was also acttve in ratsing funds 

Once a decision was made to establish a school, a Harambee commttee was elected or appointed by 
the chiei Next a site would be selected-often a centrally located upper primary school to avoid the 
expense of buylng land and constructing an expensive buildlng The primary students could be trans- 
ferred to less desirable locat~ons and buiidxngs The community always hoped they would obtsun gov- 
ernment asslstance, and though thls was often possibIe m the 1960s ~t became &fficult In the 1970s as 
the number of schools mushroomed and the government found its resources inadequate to assist more 
than a small number Out of 19 Harambee schools existing in Kltu~ In 1974, only seven were a~ded, as 
a result of a combmation of longevity, need, and the government's deslre to eqlutabIy distribute 
resources across the dzstllct 

The government required that a management conxmttee in the form of a recognized body be identi- 
fied and registered before a Harambee school was recogn~zed In &tui the only relevant bodles were 
the two major churches Afnca Inland Church (AIC), and the Roman Cathollc Mlsslon (RCM) By 
Independence both had a network of church and pnmary schools AIC, though by far the longer estab- 
lished and with the vast majonty of the population of Etu i  as members was local w~th no parent 
denom~nahon outside the country to provlde ~nternahonal asslstance, whle the RCM had access to 
extensive international resources and religious personnel to staff the schoals At the start of the post- 
Independence Harambee Movement, AIC managed most of the schools, but that situation changed 
quickly as people began to see the advantage of RCM management By 1974 RCM was managing 13 
schools in K~tui and the AIC only six 

Fund ralsing, whch was organxed by the Harambee committee rather than the school managers, was 
based on an assessed contrlbutlon required oi all adults llvlng and worhng in the catchment area of 
the school Since the school was considered a dgect or an ~ndxect benefit to all residents, sanctions 
were Imposed on people who resisted contributing their share There were three sources of support for 
Harambee projects 1) per capita assessments based on capaclty to pay and collected by tradit~onal vil- 
lage mwethya (worlung group) committees, 2) Harambee days, which were government-licensed 
fund-rasing rallies lncludlng entertrunrnent in which people made contr~butions in the presence of 
prominent guests, usually politicians, whose donations were also presented publ~cly, and 3) external 
sources such as d~smct development commlttees, government departments, busine~ses, and overseas 
agencies It was often easier to ralse funds tn elechon years when pollticlans promoted the~r cand~da- 
cles with large donations to Harambee projects 

-adapted from Hill 199 1 
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Chapter 5 
The Bangladesh Rural Advancement Committee (BRAC) 

Experience wlth Prlmary Educatlon 

Components of BRAC Model 

Education context densely populated, high education levels, homogenous populations, 
poverty 

Involvement strategy lnltsal meeixngs, survey* wllage comttees, monthly parents meetmgs 
Targets rural, 70 percent girls, landless poor 
Institutxons establtshed School Management Gommrttees (SMC) 

Mmbersh~p cntena parents, teachers, village leaders 

Comunlty contrlhubons to 
enrollment objectives emphas~s in meebngs on chldren's attendance, declsrons on schedulmg 
education delivery school management amvibes 
qual~ty informal monltonng/socrd pressure on teachers 

Program type 
Length of program 

Students per teacher 
Llnk w~ch formal schooling 

Single or multrgrade 

Instructional approach 

Assessment 

non-formal prunary educatron 
three-year cycle for 8-10 year olds, two- (later three-, then Four-) year 

cycle for 11-16 year olds, 2 112 to 3 hours a day, 6-day weeks, 268 
daydyeas (t~mes selected by parents) 

30-33 
three-yea graduates matriculate Into grade four of formal system 

graduates of two-year cycle (now four years) remve pnmary certsticate 
a slngle cohort progresses together and a new cycle starts at end of 

three years 1E enough target chtldren are avaslable 
should be student-centered, acixvrty-based convent;lonal methods are 

common, however 
developed by B U C ,  based on core objectives, teachers' gu~de 
roughly equal to formal sys&m, grades one-three, fewer subjects 

(Bangla, soc sttrdzes, math, Engllsh, religion) a ~ d  obgec&ves 
contmuous, no annual tests at first, now annual competency testlng 

Teacher qualifications local resxdent, mostly female, 94- yews schoohng 
Hmng starus temporary, part-tme basrs, salary less than conventional system 
Trasning fifteen days 1nltiaX tramng 
Refresher one to two days each month 
Supervtsion tmce a month by BRAC srcrff 

Pnstructlonal faclPity temporarrly rented space for three hows/day 
Fees no f ~ a s  
Suppllres materrals and supphes provlded by BRBC 

Managers BRAC staff with help of School Management C o m t t e e  (SMC) 
Management approach field-, learning-, and support-oriented experiments with new ideas, 

and has established structures for monltorlng and ttccountab111ty 
Major issues fundlng sources, program qualxty, rneskng wlth fomxal system 



A Background 

Bangladesh is a country of roughly 113 million people (1992), of whom more than 86 percent live In rural 
areas It has a per capita Income of $220 and a population growth rate of 2 1 percent The l~teracy rate in 
1995 was 38 percent (49 percent for men and 26 percent for women) There are about 40 ml l~on illiterate 
adults and 4 million chldren out of school (World Bank 1996a 37) Girls have less access to education 
than boys, and they are less likely to complete the pnmary stage By 1992 their gross enrollment rate was 
73 compared to 84 for boys Boys averaged 5 9 years in formal schooling compared with 4 4 years for 
girls (UNESCO 1995) Overall pnmary completion rates are low at 43 percent Though glrls represent 45 
percent of total enrollment in the last year of pnmary, they only represent around 37 percent of those who 
enroll in the first year of secondary (World Bank 1996a 29) 

Recently the government established the Primary and Mass Educahon Division to expand access to pri- 
mary education In partnersh~p with communities, it 1s establishing pnmary schools in locations where 
existing schools are two or more mlles distant In 1993 the government also began to use NGOs to ~mple- 
ment educahon programs In urban and rural areas By 1996 the NGOs were running 4,000 schools with a 
total enrollment of 160,000 students 

Little more than a decade ago, the s~tuahon was different The government's capacity to deliver education 
to remote segments of the population was l~mited It had l~ttle ~ncome-generating capacity both nationally 
and locally, and it was not organized to deliver community-based development programs Other features 
that negatively affected the delivery of educahon services In Bangladesh included 

a lack of natural resources, 
a a rural economy, 
a a high population growth rate, 
a a culture favonng boys over girls, 

frequent natural disasters, and 
a weak education delivery system 

On the positlve side from the perspective of the education system, Bangladesh has 

a large number of educated people who are under- or unemployed and can be recnuted 
for teaching in rural areas, 

• hgh cultural and ethnic homogene~ty, 
an extensive governing system of local units drstnbuted across the country, and 
a large, sophisticated NGO community (Ahmed et a1 1993) 

In 1990, the formal prlmary system was composed of 45,800 pnrnary schools (about one for every two vil- 
lages), averaging three classes per school, and 200,000 teachers (or 4 4 teachers per school) It served 12 3 
mllion students or about 75 percent1 of the country's 15 mllion chlldren between the ages of 6 and 10 
years of age Of those who entered school, however, only about a fifth to a third completed the pnmary 
stage of five years Unofficial estimates put average class sizes at 62 students in grades one and two of the 
formal system, and half that number in grades three through five There was little room for expansion, 
since most schools were already double shfted, with only two hours of schooling per day for the younger 
children and 3 5 to 4 hours for older chlldren The Ministry of Education (MOE) initiatives to comple- 
ment the formal system with non-formal alternatives had up until 1992 not been Implemented 

The Government of Bangladesh (GOB) faces major expend~tures if it is to provide schooling sufficient for 
the universal~zahon of formal pnmary education The World Bank eshmated that by the year 2000, 
100,000 new classrooms would be needed for the early grades, with double-shifted classes of 60 students 
per class This would have meant almost doubling the existing capacity 

' More realistic eshmates suggest that the number is closer to 60 percent of these children 

57 



It is in this overall context of need that the Bangladesh Rural Advancement Committee (BRAC) became 
involved in non-formal primary educahon Long recognized for its rural development, credit, and health 
programs, BRAC is the largest NGO in Bangladesh BRAC's objective in initiating its Non-formal Primary 
Education (NFPE) program was to develop a pnmary education model that could provide, in a three-year 
penod, basic literacy and numeracy to children who were mostly unreached by the formal school system 
Specifically its objectives included 

reducing illiteracy and contribuhng to the basic education of a significant proportion of 
~ a n ~ l a d e s h ' s  children, et;pecially those from the poorest families, 
enhancing the participahon of females in education, 
involving communities in their socio-economic development, 

rn contribuhng to the government's UPE program, 
building ethical values conducive to the intellectual and matenal integrity of the society, 
and to labor and management produchvity, and 
enhancrng the multi-sectoral-potential of education through support for population 
planning, health, and public hygiene (BRAC 1997) 

Some of the important fea- 
tures of the BRAC model 
are the use of non-formal 
programs to deliver basic 
education, NGO facilita- 
tion of the program use of 
paraprofessional teachers 
involvement of parents 
and teachers, effect~ve 
management and the abll- 
ity to expand the program 
rapidly Non-formal as it 
is used by BRAC means 
"outside the formal gov- 
ernment system of educa- 
tion," and implies flexibil- 
ity in the organization 
management and cumcu- 
lum used In the initiative 
Children however pre- 
pare in BRAC schools to 
move on to the formal sys- 
tem at grade four 

The village of Rajpara Jarnalpur as seen across the rice paddies BRAC schools 
schedule holidays around harve5t time Photo bj A T Sweetser 

BRAC has been supported by a vmety of international donors over the years Between 1985 and 1988, it 
was supported by Interpares of Canada with a $200,800 donation BRAC received $382,400 from the 
Norwegian Agency for Development Co-operation (NORAD) in 1986, $715,000 from the Swedish 
International Development Authonty (SIDA) in 1989, and a special donation of $57,886 from UNICEF for 
a Primary Education for Older Chlldren (PEOC) program for older children in 1988 In addition to these 
funds, BRAC also has operated some schools using funds from its Rural Development Program which is 
supported by some of the same donors as well as others (Love11 and Fatema 1989 30-31) 



B Community involvement/innovations 

The first BRAC school, which opened in 1979, was a response to the requests of women in a functional lit- 
eracy class that BRAC establish a program of basic education for their children who were not attending 
school BRAC helped them form a school comt t ee ,  find a site, identlfy a teacher, and manage the school 

From these and other early experiences, a standard BRAC model has emerged for initiating a school 
BRAC staff set annual goals for the number of new schools that will open They identify clusters of at least 
40 villages near a BRAC Team Office to accommodate teachers who are required to take monthly refresh- 
er courses With the help of the community, BRAC conducts a survey to determne whether there is enough 
demand for educahon among poor families and whether qualified local teachers are available 

Next, BRAC staff members convene two or more meetings with parents of prospective students before the 
BRAC school opens At these meetings, parents assist BRAC staff in selecting a teacher and setting a 
school schedule They also find, renovate, and rent (BRAC pays an average of less than $5 a month m rent) 
an appropnate classroom space that should be no more than 1 to 2 5 km from the students' homes The dis- 
tance is important to reduce the time children spend going to and from school (thereby reduc~ng the oppor- 
tunity costs to parents of their lost labor), to help girls feel secure, and to allow parents the opportunity to 
monitor what is happening in the school In the initial meetings, a list of students is drawn up, earlier 30 
and now 33 students per school (with others on the wating list if some drop out) are needed to open a 
school The names are checked aganst registers in local government schools to ensure that BRAC is not 
competing with the GOB school system It also starts its program several months after the formal pnmary 
system begins Parents must express commitment to sending their children to the BRAC school regularly 
and to attending monthly school meetings, and must agree to monitor student and teacher attendance 

BRAC conducts monthly meetlngs for parents and teachers at a hme that is convenient for the parents The 
Program Organizer (PO), who is the BRAC staff member supervising the school, usually facilitates the 
meeting, which because it is held during the day, is mostly attended by women The meehng may not start 
untll someone represenhng each child is present, and therefore, on aveiage about 80 percent of the children 
have a parent present The most common toplc is parents' responsibility for sending children to school reg- 
ularly Other topics include chldren's progress, cleanliness, hygiene, parental responsibility towards their 
children, maternal-chlld health, and messages about social issues such as dowry and early mamage, which 
BRAC opposes 

Parents can also a r  their concerns about the school, but there tends to be little dissahsfaction because 
BRAC has addressed the major difficulties felt by parents of children in conventional schools, such as fees, 
other costs, distance, discipline, and scheduling Because parents of BRAC chldren are some of the poor- 
est in rural communities, they are not asked to contribute s~gnlficantly to the costs of the program BRAC 
requires them only to replace broken school slates and worn mats, and mantan the school facility Their 
main expense is the lost work opportunities of having children participate in schooling 

Each school has a School Management Committee (SMC) made up of three parents, a community leader 
and the teacher Together they are responsible for managing the school The Comrmttee meets whenever 
necessary The SMC, with the parents, maintains and keeps the school clean protects it from vandalism, 
sets school schedules makes sure students attend regularly, and monitors teacher attendance If a teacher 
needs to be absent she tells the Committee, who finds a parent to take her place in the class In some com- 
munihes, when SMCs have not been active enough, parents have taken over their duties 

School staff, who are normally residents of the community, maintsun relatively high levels of contact wlth 
parents and, whenever appropriate, incorporate parents' suggestions into the structure of the school and its 
day-to-day operations Parents determine the specific times for the school schedule, which normally is 2 
112 to 3 hours a day, 6 days a week, 268 days a year with only short hohdays, for a three year duration 
Parents can change these hours dunng the year to conform with holiday and agricultural seasons They 
informally monitor and follow up on teacher absences, whch are very low in BRAC schools Because 



teachers are from the 
community they are 
generally known by stu- 
dents and parents 

Student absences are 
also low BRAC keeps a 
waiting list of students 
to replace those who do 
not attend regularly 
BRAC is selective in the 
students it takes, givlng 
pnonty to girls and the 
poor but refusing to take 
learning disabled chil- 
dren BRAC identifies 
poor children, especially 
girls, through the initial 
survey of households In BRAC parents attend a parents meetlng In Rajpara V~llage Jamalpur Photo by A T 
the first cycles of a com- Sweetser 
munity school, poor 
glrls total about 60-70 
percent of students In later cycles this ratio may drop if most girls have already enrolled 

C School program/innovations 

From its expenences with the first school in 1979, BRAC refined and implemented an NFPE model in 
1985 It started as a program for children between the ages of 8 and 10 who had never enrolled in school 
or had dropped out of the formal system after a short period Later it expanded to a second program in 1988 
for older children, called Basic or Pnmary Education for Older Children (BEOC or PEOC) BRAC main- 
tains a ratio of 2 1 for NFPE and BEOC schools 

BRAC schools have two basic cycles a three-year cycle for the 8 to 10 year olds, which prepares them to 
contInue to grade four of the formal system, and a two-year cycle (later rased to three years, and then four 
years) for I I to 16 year olds, which covers the entire five years of primary schooling since these children 
are too old to enter the formal system There are no fees to attend the school, and all materials and supplies 
are provided free The school year 1s continuous except for two ten-day vacations a year so students do not 
forget what they have learned Typically the school program consists of 675 hours in year one and 810 
hours in years two and three, totaling 2,295 hours in the full program This schedule exceeds the time spent 
in government schools, where students generally attend two hours a day in grades one and two, and four 
hours in grades three to five for a total of 220 days in the year, and have two long vacations, during 
Ramadan and over the summer Learning ~n BRAC schools is conducted as a group (not self-paced) with 
fairly consistent norms about the speed with wh~ch the cumculum should be covered 

The BRAC schools are unique in that they are not intended to be permanent institut~ons The "schools" 
consist of one room, which is rented for three hours a day, a teacher, and 30 to 33 children Sometimes the 
room and the teacher are used for another "school" at another time of the day The BRAC schools Ferve 
the needs of a cohort who enroll at one time and progress through the two- or three-year cycle together At 
the end of this time the school ceases to exist unless there is a new cohort of 30 students who want to start 
a cycle The program is so popular that most schools have continued into a second or third cycle The 
advantages of ths  approach are that resources do not need to be invested in a permanent structure, that 
school capacity can expand to serve exlsting need (in increments of 30 to 33 students), that classes do not 
become overcrowded, and that schools can move to locahons that best serve their clients The limitation on 



the number of schools in operahon is, of course, BRAC's capacity to manage and pay program costs 
Teachers are not difficult to find because of the high un- and under-employment in the country 

Facilities are basic the classroom area must be no less than 240 square feet and it is usually constructed 
of bamboo walls with a corrugated tin roof It is furnished with mats for the children, a stool for the 
teacher, a blackboard, and a trunk to store materials and act as a table The walls are cheerfully decorated 
with posters and student work Children usually sit in a "U" so they can move around the classroom or go 
to a blackboard 

Some unique features of the schools are the low student-teacher ratio of 1 33 (compared with 1 66 in gov- 
ernment schools), the avoidance of physical punishment, and the absence of homework that requires 
parental help since most parents are illiterate At first there were no annual exams in order to stress the 
functional purposes of learning rather than success on exams, but later BRAC decided exams were neces- 
sary to assess the quality of its programs 

1 Curriculum and mstrucbonal materials 

The vast majonty of NFPE graduates now continue on to the formal system For that reason BRAC tries to 
keep the basic instructional content of the program similar to that covered in grades one through three of 
the conventional schools However, instead of six subjects BRAC students now take five Bangla, math, 
social studies, English (from year two), and religion (in year three) Another d~fference is that the cur- 
nculum covers significantly fewer objechves than the standard GOB course, on average 6 per Bangla 
course rather than 23, and in math 9 compared to 3 1 Social studies content is also different BRAC schools 
stress local health issues and social values related to cooperahon, mamage, and other issues relevant to the 
daly life of the children Recently, in response to cmculum changes in the GOB system, BRAC modified 
its cumculum to conform with the 53 competencies to be achieved by grade five (Boeren, Latif, and 
Stromquist 1995 54) 

It is believed that BRAC's lean curriculum conhbutes to its success since teachers can concentrate on basic 
s l l l s  An important element is also that, in companson to GOB schools, BRAC efiectively implements 
the curriculum The BRAC schools, which often have no playground space, add two 20-mnute penods for 
co-cumcular activities, which include singing, dancing, and other "fun" activities that take the place of the 
break in conventional schools They also reduce the homework load to 20 mnutes a day of exercises that 
do not requlre parents' help 

The cumcula for all subjects but religion are prepared by BRAC using a conventional development approach 
The first step is a study of the learners, thelr f&- 
ilies and condihons of the exishng education 
environment Thereafter BRAC curriculum 
objectives are formulated, matenals are devel- 
oped, and they are tested in a number of expen- 
mental sites When they are found to be sabsfac- 
tory, they are mass-produced and distributed 

Textbooks, pnmers, and math books developed 
by BRAC in the earlier penod of the program 
were described as traditional--doing little to 
discourage rote learning A new set of materials 
was wntten in 1993 to overcome some of the 
earlier problems They were designed to 
accomplish BRAC's atm of providing more stu- 
dent-centered, active learning Girls and boys 
are equally represented in the new books, and 
though traditional female roles are shown in the 

BRAC schedules two breaks a day for co-cmcular achvi- 
hes such as singing and dancing BRAC photo 



majority of cases, there are also images of females engaged in work that reflects an expanded definition of 
their roles Males are also shown doing household chores 

Teaching manuals and teaching ads  were developed at the same time to guide the use of the textbooks in 
a nonspecific way, and in the newer versions, have moved to an annotated textbook style to make them eas- 
ier for teachers to use They now include child-to-child learning as well as activities to promote mdepen- 
dent thinlung and problem solving Creative thinking processes are developed through physical exercise, 
singing, dancing, drawing, crafts, group work, games, and storybook reading In 1993, to improve language 
slulls, new activ~ties were added such as dtuly journal writing, paired-reading, and wall newspapers In 
1994, new math workbooks and teaching manuals were produced and tested to allow more practice in key 
math concepts Simultaneously, the social studies cumculum was also revised In 1995, Morning Talk was 
started to help children art~culate ideas from then- own experiences An Interactive Radio Program in 

Reshme of Shibpur A Fragde Learner 

Reshme IS a seven-year old g~r l  who lives in a small village ~n Slubpur, Bangladesh Her father is a 
landless day laborer who works ul the nce fields of a neighbonng landlord Reshme's family, l~ke  most 
others in the vlllage, can't afford to send their chldren to the government primary school The farmly 
hves on the Income the fathe~ earns each day and doesn't have enough to pay for school fees and mate- 
rials Reshme is needed to help in household dut~es such as hushng nee, prepmng a cooking fire, 
cleaning the house, and caring for the family's cows and goats 

Poor children such as those in Reshme's village are cons~dered fragile learners--easily discouraged 
from completing school Thelr farmlles have ldtle exposure to school learnnng, and many parents have 
never seen a textbook Chlldren who do attend government schools share the teacher wlth 70 to 80 other 
students, allow~ng for very Irttle ~ndlv~dual attention or encouragement Teachers depend on parents or 
tutors to help wrth the homework ass~gned, although the parents of the poorest chxldren are ill~terate 
themselves Students can pass or ftul the year based on one exam Corporal pumshment is a common 
form of disc~pline Over 65 percent of these ch~ldren are &scow aged enough in government classrooms 
that they drop out before completing the t b d  year 

Reshme's famlly as well as the other f m l i e s  in the v~llage prefer the BRAC school for many reasons 
It's much closer than the government school, malung ~t safer and easier for her to get there BRAC stu- 
dents are not assigned homework-they complete thelr lessons in school, relievmg illiterate parents 
such as Reshme's mother of helpmg w~th  school work Corporal punishment is not allowed because 
BRAC belleves it discourages students from wanting to learn In the BRAC school, students llke 
Reshme are encouraged to learn and enjoy attendmg Reshme's mother comments, "She's crazy to go 
to school She cries to go to school She won't mlss school for even one day even ~f she IS dying, she'll 
go to school" BRAC teachers are traned to help students gam both the confidence and the shlls they 
need to compete m government schools-so they are no longer fragile learners 

The BRAG system has helped to ralse the expectatlons of the ch~ldren In Reshme's village One little 
g~ r l  m the program stud, 'Wter this school I'll go to college Shibpur School I'll get a job alrter that 
1'11 teach" Another adds, "I want to better myself, get a job benefit my parents, community, and the 
country" A young boy says, "I'll get a job, look after my asters, help people, go to Dhaka" Parents 
have also come to see education as the key to a bnghter future for thew children Reshme's mother 
believes that she will be able to find a job after school, although Reshme's father expects her to stay 
close to the household Another woman In the v~llage comments about her daughter, "If we can edu- 
cate her we can get her mamed to a good husband and ~t wlll be good for her and also she'll know 
more " The mother of a young boy offers, "He wlll get a job, m x  with good people Now he reads and 
wrltes at home m the evemng and he's doing well '' 

---adapted from Dobbs N d 



English is also underway so that BRAC students will meet the standards required when they enter the for- 
mal system 

The BRAC cumculum continues to be developed, modified, and revised to encourage active learning 
based on meaningful understanding of lesson content BRAC is still not satisfied with the results of the 
program, and after its penod of major expansion in the 1990s when the problems of mass-producing qual- 
ity education became even more obvious, BRAC has entered a period of consolidation where it intends to 
concentrate more of its efforts on improving program quality (BRAC 1997) 

BRAC has developed a set of qualitative indicators for its program 60 percent of lesson time should be 
child-centered, 95 percent of students should attend school regularly, dropout should not exceed 6 percent, 
90 percent of students should attend school on time and stay the entire day, and 70 percent of children 
should be represented by a parent at parents' meetings Children's self-esteem and confidence are also 
considered indicators of successful program output 

2 Teachers 

Teachers are selected from educated members of the community by BRAC field staff with the help of par- 
ents The candidates must have nine or more years of schooling Preference is given to women, and as a 
result, by early 1996, 97 percent of BRAC teachers were women compared to 25 percent in government 
schools They are selected on the basis of being articulate, committed, and married BRAC's experience 
indicates that highly qualified (by rural standards) unmarried female canldates are likely to marry soon 
and move to their husbands' villages, thus creating an interruption in the three-year relationship between 
teacher and students BRAC has had about an 8 percent per year dropout rate of teachers If a teacher drops 
out, a colleague from a nearby school will substitute until a new teacher is recruited and traned In 1995, 
9,187 new teachers were recnuted, 2,002 dropped out, and 32,131 were still present in the system 

Teachers continue with the same class of students through three years They work part-time for three hours 
a day, but if they complete one three-year cycle and prove themselves competent, they may be able to teach 
in two different schools, in classes in the morning and afternoon They are paid a small salary, and allowed 
12 days of leave each year, if they are absent for longer periods of time, money is deducted from their 
salmes to pay a substitute For unexpected absences, parents will sit in for the teacher Overall, compared 
with the formal primary system, BRAC teachers have fewer students (30 to 33, compared with 60 to 66 in 
government schools), teach fewer subjects, address fewer objectives, and provide 500 more hours per year 
of engaged instructional time than in the conventional system 

Since its inception, BRAC's training and instructional methods, and matenals have changed several times, 
as it became apparent that more effective approaches were needed The teacher now receives 15 days of 
basic traning at a BRAC traning center, followed by training at the beginning of each year, and regular 
refresher training one day a month The main aim is to give teachers practical training in student-centered 
learning and methodologies they can use in the classroom The training emphasizes methods that produce 
learning for comprehension and not memonzation Part of the training also involves building close rela- 
tionships with parents 

The monthly refresher traning is conducted in a nearby BRAC office to accommodate teachers who can- 
not stay overnight outside their homes It generally consists of a discussion of teachers' problems, role 
play, and the giving and receiving of feedback In addition, BRAC staff visit teachers at their schools twice 
a month to provide further traning 

The basis for core training is a manual that covers chlld development and lesson planning, and encourages 
the use of child-centered learning approaches A case analysis of the BRAC model suggested, however, 



that teachers who have spent nine years or more using a memonzation-recall method are difficult to retram 
in such a short time Recently BRAC has developed new textbooks that are more conducive to child-cen- 
tered approaches 

Though considerable progress has been made in improving teaching methods, instruction often still fol- 
lows a fairly standard pattern The teacher presents a lesson and asks if the children understand The stu- 
dents chorus responses, and she individually corrects them as she calls on each in turn The rest of the stu- 
dents wsut until it is their time to be called Later she walks around the class correcting the children's 
individual seatwork 

An assessment of BRAC in 1995 noted that the traning of teachers is bnef but strongly supported by 
refresher training spread out over a lengthy period The one criticism was a tendency to emphasize future 
classwork without fully analyzing teachers' expenence with previous work One of the ways BRAC is 
addressing this problem is through its Audio-visual Unit, whch, since 1994, has been developing traning 
videos to demonstrate new methodologies The videos are used for teachers to analyze learning situations 

In Bangladesh, BRAC's program is considered innovative because it produces a more participatory form 
of learning, bans corporal punishment, and emphasizes good manners and cleanliness (Khan in Ahmed et 
a1 1993 54) 

4 Management and supervlslon 

BRAC's program successes have been credited to its development philosophy and management style Both 
have been shaped by long-term expenence in rural programs The elements in its development philosophy 
that apply to education programs include 

the targeting of beneficlanes who are poor and female and most likely to benefit from the 
program, through the use of a survey instrument supplementing national data, 
the participation of parents and community members in dec~sion-malung and the solution 
of problems, 
the separation of sectoral activities so that one sector is not burdened by the needs and 
difficulties of another yet both can draw on the resources and experience of the mother 
organization, e g , schools are just schools without becormng multi-purpose community 
centers or credit offices, and 
the aim of expanding successful initiatives to scale 

(Ahrned et al 1993 58ff) 

BRAC's management philosophy is based on a decentralized model where the process of implementa- 
tion and technical competence are considered essential to success Initiatives are field-oriented and 
flexible and adjust to specific contexts Experience is built in, in the form of tested procedures, to 
increase the likelihood of specific results Staff visit the schools frequently to monitor what goes on 
and to adjust the program accordingly Logistics are important to provide needed resources and admin- 
istrative support when they are needed Time is regularly scheduled for planning short-term activities 
and long-term sustainability 

The overall responsibility for the NFPE Program-its policies, management, lisusing with other programs 
and donors, evaluation, and assessment-lies with the Executive Director, while direct management and 
supervision are accomplished through the central office of the Director of NFPE and hislher staff There 
are five support units to support the work Training, Monitonng, Field Operations, Matenal Development, 
and Loglst~cs 

In 1992 the field staff were supported by a trsuning manager and four traning staff, one matenals devel- 
opment manager with six staff, and two logistics staff The head office managers and, to some extent, the 



regional managers reported directly to the Program Coordinator, who had one program assistant and five 
monitoring officers (Ahmed et a1 1993 59) 

In the same year NFPE's Monitoring Unit consisted of five staff members (later increased to 15) who con- 
ducted random checks of attendance, school facilities, student achievement, discipline, student parbcipa- 
tion, and teacher evaluations The Director, Regional Managers, and individual field offices are informed 
of staff findings, and adjustments are made to improve programs The Unit follows up on these changes, 
whether in practices, curncula, or new matenals, using indicators developed by the Director, an 
Education Specialist, and the monitors themselves The Unit also assesses other aspects of the program 
including parents' meetings, students' knowledge, retention, graduates, school structure, etc A 1995 
assessment observed that BRAC's monitoring is strict and meticulous and creates a culture of responsi- 
bility at the field level However, it tends to focus on numbers such as tracing staff members in time and 
space rather than issues such as helping children to improve their cognitme development (Boeren, Latif, 
and Stromquist 1995 iv) 

The support staff was increased dunng the expansion to 34,000 schools so that by md-1995, BRAC's full- 
time NFPE field staff consisted of six regional managers (RMs), 40 area educafion managers (AEMs), 205 
Teams-in-Charge, 417 program officers (POs), 1,138 program assistants (PAS), and more than 32,000 
teachers, who were considered temporary project staff (Boeren, Latif, and Stromquist 1995 13) 

In the local community a school is run by a School Management Committee (see above) The cntical link 
between BRAC and the community is the PO, who usually has a university or graduate degree POs are 
given 3 days of pre-service traning, 12 days of teachers' basic traning dunng the first few months, a 12- 
day operahon management course, a 12-day traning of trainers course, and a six-day gender awareness 
and analysis course A manual serves as reference for their act~vities They are usually responsible for 
from 15 to 20 sites where their work falls into three stages 1) surveying sites for new schools, 2) starting 
new schools, and 3) supporting ongolng schools They are provided with specific instructions for imple- 
menting each of these stages 

The POs normally visit each school two times a month to check a list of 50 qualitative and quantitative 
indicators They review teachers' obligatory lesson plans, observe instruction, and monitor student atten- 
dance Because of lack of expenence with instructional pedagogics and the press of other administratwe 
responsibilifies, however, they are not always able to provide the lund of support for instructional quality 
that BRAC would like They also meet weekly with school comt tees ,  facilitate the delivery of supplies, 
and teach monthly refresher courses for teachers They are encouraged to make use of informal meetings 
with community members to develop cordial relations 

The POs tend to work long hours under difficult conditions, and more than half leave within the first year 
Those who remain are eligible for promotion up through the ranks All rmd-level managers are recruited 
in this way In 1992 BRAC tested a program where paraprofessional teacher-supervisors from local vil- 
lages were used to extend the reach of the POs One PO would supervise three PAS, who would each be 
responsible for 15-17 schools By 1996 this system had been regularized and PAS were being given 19 days 
of preservlce traning 12 days of inservice traning, and a six-day traning of traners' course The PAS and 
POs are supervised and traned by teams-in-charge who are responsible for 80 schools Area managers 
who have at least a master's degrees, are responsible for 500 schools The structure overall is supervised 
by the monitonng unit 

BRAC has made a special effort to recruit female PAS and POs, and has adapted some of its procedures to 
accommodate them Currently BRAC assigns them to offices nearer thelr homes, assigns several to a field 
office, and makes special provision for thelr transport By 1992, 30 percent of POs were women, but few 
were interested in higher managenal positions that might require them to move to another location In 
Bangladesh's conservabve society the female PAS and POs are visible role models as they nde cycles and 
motorbikes along roadways to their work 



5 Program development 

BRAC did not begin rural development work with a focus on education Consequently its staff has devel- 
oped its education expertise largely on the job through tnal and error Much of BRAC's success has been 
credited to the staff's willingness to continually revise procedures and programs to make them more rele- 
vant to the needs of their clients The NFPE program has itself been characterized as a "learning system" 
where since 1985, vmous development approaches, cumcula, and systems for monitonng and supervis- 
ing education programs have been devised, tested, and refined to reach the current status of the program 
Some of these components are still under review in the two areas of Bangladesh used as laboratory sites 
for testing innovations 

The learning system promoted by BRAC has several important features data are gathered and dissemi- 
nated by the people who need it, data collection is used to clmfy problem issues and identify appropriate 
responses, and resources are comrmtted to act on the results The data BRAC use for program develop- 
ment come from the field and routine external evaluations Negative assessments often stimulate pilot stud- 
ies of potential options to correct the problem When BRAC managers model this lund of responsiveness 
to feedback, local people feel they can meaningfully contnbute to programs by articulating their problems 

Monitonng plays an important part in program quality, as noted above, allowing BRAC to detect problems 
quickly and respond immehately BRAC has a double system routine monitoring by its field officers and 
perlodic vislts by staff of the monitonng unit The seven areas monitored include the school building, 
teachers, learners, the learning program, co-cumcular activities, monthly parents' meetings, and home- 
work in Bangla and math (Boeren, LatIf, and Stromquist 1995 3 1) Evaluators noted that, "The heavy mon- 
ltoring might seem excessive but in a country which is presently charactenzed by considerable devia- 
tion of funds and decisions based on special favors for fnends , the strict accountability culture present 
in BRAC ensures high levels of honesty" (Boeren, Latif, and Stromquist 1995 32) 

The latest full (Boeren, Latif, and Stromquist 1995) assessment of BRAC suggested that more might be 
done in terms of research and evaluation, more innovative methods, and the development of audio-visual 
equipment to improve the quality of the program For these areas, BRAC relies on the avalability of con- 
sultants, which slows ~ t s  progress When consultants are present, activities are further delayed because 
traning is necessary for BRAC staff 

In 1995 and 1996, the Research and Development Unit conducted a number of studies related to concerns 
voiced about NFPE The studies pertaining specifically to community issues included, among others 
"Linlung School, Famly, and Community Participation in BRAC Schools," "Opinion of Parents on What 
Life Slulls Their Children Should Possess/Learn," "Why Students Drop Out in the Fu-st Six Months of 
Schooling," and "Participatory Development and BRAC " These topics suggest that BRAC is not yet sat- 
isfied with the role of the community in education delivery 

D Results 

1 Community partlc~pat~on and the development of grassroots inst~tut~ons 

BRAC7s expenments with community pmcipation are particularly interesting for two reasons First, 
BRAC is deeply committed to community involvement as a means of fostenng comprehensive rural devel- 
opment Second, BRAC has limited funding, which requires it to be as cost-efficient as possible in any 
activities it undertakes Consequently, BRAC tries to involve the community as much as reasonably pos- 
sible on ideological grounds, while, at the same tIme, it can only afford community involvement to the 
extent that it cost-effectively supports NFPE goals These sometimes contradictory interests have caused 
BRAC at times to lower its expectations about what communities can be reasonably asked to do 

The infrastructure supporting BRAC schools is only part of the local instItutiona1 development resulting 
from BRAC projects NFPE schools were established mainly in areas where BRAC already had ongoing 



Rural Development Programs (RDP) At the start of NFPE, BRAC had 60 rural development centers out 
of which facilitators could operate Initially RDP village organizahons (VOs) usually "demanded" schools 
and then worked with BRAC to implement them Later BRAC facilitators approached VOs in other com- 
munities to determine where demand rmght warrant establishing NFPE schools The fact that BRAC 
already had an institutional and personal presence in villages proved invaluable in organizing school pro- 
grams qulckly When lt sought in 1993 to expand its network of schools into new villages, it ran into prob- 
lems both from religious fundamentalists resisting the programs and in mantaning the same hnd of qual- 
ity control as m the original communihes Thus NFPE, for the most part, was established more easily in 
locations where there was already an existing community infrastructure-and where education constituted 
only one component in a multi-pronged effort to address community development 

NFPE and RDP frequently work out of the same office, sharing idenhties as well as information on their 
activities Both programs' activities are consequently overlapping, integrated, and mutually reinforcing For 
example, their consistent development messages are conveyed in curricula, the employment of female staff 
members, and traning content The VOs on their s~de  reinforce issues such as the Importance of educating 
girls, marriage practices, and health needs BRAC reinforces RDP issues in monthly parents' meetings in 
the school When there are cnses affecting the actlvitles of either program, the other lends its support In 
practice, activities to rase the educatlon level of the community are coordinated by RDP officers, SMC, 
and BRAC staff, some of the overlapp~ng interests that include primary educatlon, scholarships for BRAC 
graduates, adult literacy courses, libraries, and training In technical slulls A sense of continuity is fostered 
by having VOs select the children for NFPE schools and by favonng chldren of their members over oth- 
ers once all have met the same basic criteria 

In its mult~plicity of projects, BRAC fosters community institutions that support civil society and rural 
development As one component m this whole, NFPE ut~lizes exlsting institutions for support wh~le rely- 
ing on parents to fulfill falrly circumscribed funct~ons with regard to the schools Community involvement 
in the schools varies from site to site, though BRAC's experiments with different lunds of community par- 
ticipation over the years have led to a fairly consistent core expectation about what community mem- 
berstparents should do According to this expectation, parents assist by ldentifylng school sites, teachers, 
and students, and by determining school schedules They form a management committee to oversee the 
schools, attend monthly meetmgs, and informally monitor teachers Thus parents perform what is "essen- 
tially a monitoring rather than a decision-malung role" (Boeren, Latif, and Stromqulst 1995 27) 

Community members are not involved in decisions about cumculum One cumculum developer noted, 
"Parents do not question what we teach" (Boeren, Latif, and Stromquist 1995 34) Sometimes there are 
differences between parents and BRAC staff about how they thlnk the program should be run For exam- 
ple, parents have requested more corporal punishment "like the government schools " BRAC stands ~ t s  
ground on issues like these and does not act upon parental desires 

One study of BRAC found that participation in parents' meetings was farly limited, that community lead- 
ers were often absent, and that POs and PAS tended to dominate the meetings Some teachers believed the 
meetings should be held only when there were problems, while parents believed they were useful to know 
how thelr children were progressing in school and to learn about health, hygiene, and the other issues that 
were presented at the meetings (Boeren, Latif, and Stromqulst 1995 34) BRAC responded to this criticism 
by giving POs more communication slulls training (Boeren, Latif, and Stromqulst 1995 38) 

BRAC belleves the most important functlon parents can perform is to ensure that children attend class reg- 
ularly because completion of the pnmary stage and learning achievement are both affected significantly by 
attendance As a consequence, BRAC has a very high attendance rate among its students BRAC has pulled 
back from its onglnal intention of involving parents in supporting more of the financial costs and in pro- 

Some consequences for community development have resulted from NFPE delayed marriage, the conhnuation of 
students to hlgher educahon, and the mult~plier effect on familles from &scusslons m school on topics related to 
daily life 



viding tutoring assistance The targehng of children from poor families has prevented the first, and the neg- 
ligible gains in learning from the second activity did not prove significant enough to warrant the staff time 
required for implementation (Ahmed et a1 1993) BRAC staff take on themselves the main facilitative role 
in implementation, supervision, and maintenance of the program More importantly, they also assume the 
role of monitoring local feeling and education results, and conveying the information back to program 
developers and "expert" designers 

BRAC's programs unquestionably lead to the increased educational participation of children in terms of 
enrollment, attendance, and completion If BRAC's claims that they serve only children who normally 
remain outside the school system are correct, then students who enroll in NFPE schools represent the total 
number of places that have been added to existing capacity BRAC schools currently serve about 8 percent 
(and other NGOs 5 percent) of Bangladesh's primary school cohort (BRAC 1997 2) 

What is noteworthy about the chldren who attend BRAC schools is that they come from the most educa- 
honally disadvantaged segments of society BRAC screens entrants through careful surveys to ensure that 
they come from poor families who are not normally reached by the conventional system There is inde- 
pendent evidence to support this c lam A companson of children in BRAC and government schools 
showed that the farmlies of BRAC children had a mean income equal to only two-thirds of the incomes of 
families of government students and that they owned roughly 60 percent of the acreage of land of these 
famlies (Ahmed et al 1993 41) 

Seventy percent of all students in 
BRAC schools by design, are 
girls though this ratio may drop 
in second and third cycles when 
there are insufficient number5 of 
girls to sustain such a high level 
Girls constitute only 46 percent 
of enrollment in government 
schools In the 1993-96 expan- 
sion of the NFPE program 
BRAC continued to maintain an 
overall ratio of 70 percent girls 
and a high ratio (97-98 percent) 
of female teachers (Boeren, Latif, 
and Stromquist 1995, BRAC 
1997) ' These teachers have acted 
as role models in their cornmuni- 
ties, changing expectations for 
the roles women can play Many 
girls from the NFPE program, - 
when asked what they intend to Seventy percent of BRAC students are girls BRACphoto 
do as adults, said they would like 
to be teachers 

Khan and Arefeen (1992) make the point that the lund of chddren BRAC enrolls-from lower income fam- 
ilies w ~ t h  less land and a h g h  ratio of girls-are exactly the chldren who are stat~stically more likely to 
drop out of pnmary schools Students from BRAC schools should therefore be dropping out at rates high- 
er than those in government schools Over the years, however, thls has not been true In 1990, BRAC 
schools delivered 27 out of its 30 entenng students to grade four, thus achieving a 90 percent efficiency 

GOB policy is to rase the ratlo of women pnmary teachers to 60 percent 

68 



rate In one sample of eight government schools the comparable rate was 53 percent, while in another of 
33 schools the rate was 40 percent The government dropout rate has been vmously estimated by grade 
five to be from 70 to 85 percent A BRAC report claims that less than 6 percent of BRAC students drop 
out (or are replaced during the first year with new students) (BRAC 1997 15) 

Another sample of early BRAC graduates in government schools showed that 58 percent who entered grade 
four in 1989 and 74 percent in 1990 continued to grade five (Khan and Chowdhury 1991) Thus according 
to one estimate (Ahmed et al 1993), BRAC students enter grade five at twice the rate of government school 
students A BRAC study following 1990 graduates showed that the retention of BRAC students in the for- 
mal system two years after graduation was 83 percent for boys and 57 percent for glrls, and that four years 
after graduat~on it was 69 percent for boys and 37 percent for girls Of graduates In 1992 the comparable 
data after two years was 55 percent for boys and 62 percent for girls (Boeren, Lahf, and Stromquist 
1995 24) The conclusions of these studies support the general rule that BRAC students do better than gov- 
ernment students in complehng vmous grades of the primary stage 

More recently, BRAC clams that about 95 percent of its students complete the three-year NFPE program: 
and student transfers into grade four of the formal system average about 78 percent, while only 40 percent 
who start grade one complete grade five in government schools Overall it was estimated that BRAC stu- 
dents entered the formal system's grade four at a rate 70 to 125 percent higher than government students 
(Ahmed et al 1993 76) Though these numbers are not directly comparable, they suggest lower dropout 
rates in BRAC schools In 1995 BRAC decided to introduce written exams (previously they had been infor- 
mal and mostly oral) in grade three, at least partly to assess the capacity of their program to prepare chil- 
dren for exams in the formal system 

A study has found that BRAC students tend to persist in government schools where these schools are less 
crowded and have better facilities, more conscientious teachers, and better supervision and supplies Other 
factors that make the government schools more appealing are lower costs and a program that uses a school- 
based as opposed to a homework-based approach to learning 

The man reasons given by BRAC students for dropping out of the government system at grades four and 
five were poverty (62 percent) and school interfering with the farmly work schedule (1 3 percent) Entenng 
the formal system requires costs that many BRAC families cannot afford None of the students mentioned 
academic problems as a cause of dropout (Khan and Chowdhury 1991) In 1994, to address the problem 
of BRAC children who were having difficulty paying fees In government schools, BRAC established a 
scholarship fund to help selected students continue to the end of the eighth grade This activity was dis- 
continued later when the government initiated a scholarship program for rural girls 

An independent evaluation in the 1990s of vmous pnmary systems in Bangladesh found that attendance 
was s~gnificantly higher in NGO schools than in the comparable government satellite schools6 and that 
dropout rates in BRAC schools were lower than in government schools (World Bank 1996a 33) The rea- 
sons given for the increased participation in BRAC schools were the abbreviated program time of three 
years and a shortened school day (although a lengthened school year), whlch leaves t~me  for chlldren as 
well as teachers to fulfill their responsibilities at home without conflicting with school routines 

BRAC's dropout rates have been called msleading because they do not include children who drop out in the first 
three months and are replaced by children from a wiuting list (Boeren Latif and Stromquist 1995) 
BRAC students conhnue from grade three to grade four at a rate of 90 percent while only 30 35 percent of chil- 
dren entenng grade one of the government system complete grade five (Ahmed et al 1993 78) 
The satellite schools were a system of incomplete' feeder schools set up by the government to encourage com- 
mumties to enroll their chldren These schools like BRAC schools feed children to higher grades when they are 
old enough to walk the extra distance 



Over the years a number of tests have been adrmnistered to BRAC students to determine how their achieve- 
ment compares with that of government students The first, administered in 1988 (Begum, Akhter and 
Rahman 1988 in Ahrned et a1 1993) showed disappointing results BRAC graduates in grade four scored 
significantly lower in math and environmental studies than government students in the same grade At that 
time, when students were just completing the first cycles of the NFPE schools, BRAC had not oriented its 
curriculum to the government system since it had not anticipated such large numbers of its graduates enter- 
ing in the government schools 

By 1990, a national test administered to a sample of BRAC and government students in grades four and 
five showed little difference in their scores-BRAC students did a little better in English and Bengali, and 
government students did somewhat better in mathematics and social studies The scores in this testing 
reflected the changes BRAC had made in the NFPE curriculum to bring it more in line with the govern- 
ment program 

In 1992, attemptmg to get away from existing government exams as a way of measuring the quality and 
relevance of school programs, an inter-agency Advisory Committee for Basic Education Assessment in 
Bangladesh supported the admnistration of an alternative basic education achievement test composed of 
life slulls/knowledge, reading, writing, and numeracy Standards were set for what were considered mini- 
mum basic education attainment The test was given to 2,100 11- to 12-year olds in 30 thanas of 
Bangladesh and to 200 1 1 - to 19-year old graduates of BRAC schools BRAC graduates (78 1 1 - to 12-year 
olds) achieved these standards at more than double (53) the rate of other rural children (22), with about 
equal passing rates for boys and girls in both groups Most children scored lowest on writing, a little high- 
er on reading and life skills, and significantly hlgher on numeracy Altogether, based on completion of 
specified performance critena, 38 percent of the BRAC students attained basic literacy Despite the better 
scores of the BRAC children, only half were able to meet the basic education standards The BRAC NFPE 
staff felt this evidence confirmed that three years of schooling did not add up to full basic education for 
many of the children However, BRAC believed that its emphasis on basic slulls meant that children who 
went no further than the three-year cycle could attain a basic grounding in literacy and numeracy, while 
those who continued into the formal system would be well prepared to continue their studies BRAC 
planned further program improvements to increase the slulls of its students (Ahmed et a1 1993 78) 

The most recent assessment of basic competencies was administered to 1,259 BRAC graduates in 1995 (it 
was not given to government school graduates so does not provide a basis for companson) This time 74 
percent of the graduates satisfied all four of the criteria of basic competency The groups surveyed were 
graduates of vanous BRAC-assisted programs the three-year BEOC program in RDP areas, the Education 
Support Program (ESP)-see below, and NFPE in RDP areas Differences between these groups were not 
statistically significant, nor were there major differences between girls and boys though the girls did con- 
sistently better in all types of schools The significant correlates of competency were age, current enroll- 
ment status (in school), father's education, land ownership, and exposure to television 

Table 5 1 shows the results of a 1995 test, developed by BRAC, to measure the quality of its instructional 
program It will be administered on a yearly basis, and during the coming period of program consolidation, 
will serve as a measure of the extent to which BRAC is able to improve program quality The test was 
adm~nistered to 4,039 randomly selected NFPE and 1,232 PEOC students near the end of their three-year 
course Half scored more than 50 percent in Bangla, social studies, and English, while a sirmlar number 
scored 66 percent in mathematics (BRAC 1997) These scores show that BRAC still has a considerable way 
to go in improving program quality if students are expected to master the items on this test 



Table 5 1 Scores on NFPE achievement tests (1995) 

Source BRAC 1997 33 

Subject 

Bangla 

Social Studies 

Math 

English 

All Subjects 

4 Program quallty 

From the start BRAC has advocated a child-centered instruction that teaches comprehension rather than 
rote memorization The instruction should be interactive, problem-solving, and analytical Thls objective 
has been difficult to achieve for several reasons, foremost among them being the difficulty of training 
teachers to follow a model entirely different from the one they have experienced since they were chil- 
dren A strength of BRAC is that it has continued to experiment with new approaches to thls vexing prob- 
lem and that it Intends to begin a penod of consolidation in the next few years to focus on the question 
of quality 

Max Score 

30 

30 

30 

25 

115 

In its early years, BRAC developers expressed disappointment wlth thelr ability to operationalize commit- 
ment to a more interacbve type of learning As in conventional schools, BRAC's teachers lectured and stu- 
dents listened and recalled, despite teacher training that tried to counteract these tendencies One critic sug- 
gested that the training addressed these issues at too illustrative a level and that teacher guides gave "non- 
specific" instructions that were not sufficient to change teacher behaviors (Ahmed et al 1993) 

A report in 1993 noted that BRAC is still "struggling to develop systems to ensure that teachers promote 
actlve learning, meaningful understanding, and analytical thinlung" (Ahmed et al 1993 36) Slnce then, 
BRAC revlsed its instructional materials to correct some of these problems It completed that process in 
1995, and by 1997 though the problem has not been completely corrected, an observer noted that its meth- 
ods and classroom practices have increasingly become more learner-centered and participatory 

Boys 

15 45 

15 02 

19 23 

12 00 

61 07 

Dunng this penod BRAC initiated supplementary activities to help consolidate learning gans The first 
major effort was the launchmg of a system of libranes attached to the NFPE schools and maintamed by 
teachers By March 1996, 2,481 libraries had been established Other activibes included "reading circles" 
with a circulating selection of books and courses in sewing, gardening, poultry f m n g ,  etc The gardening, 
for example, was intended to demonstrate the l n d s  of foods that could be grown to provide a balanced diet 

NFPE's program quality has improved significantly since its inception in 1985 A 1995 assessment noted 
that the BRAC program offers "appealing elements in learning environment and pedagogical content The 
classes have diverse activities, a good mix of passive and active work, and children have access to text- 
books that carry pleasant illustrations and substantial messages about equity, productivity, and respect for 
others" (Boeren, Latlf, and Stromquist 1995) 

Glrls 

15 38 

15 08 

18 44 

12 04 

60 95 

By its own admission, however, BRAC is not yet satisfied with the results It is interesting to note that 
BRAC originally did not examine children at the end of the school year for fear of causing them anxi- 
ety and producing exam-driven instruction Now it has instituted a yearly exam (see above) to measure 

All 

15 40 

15 07 

18 67 

12 03 

61 17 

Me&an 

15 

15 

20 

12 

62 



qualitative improvements as they are made in the NFPE program This problem of stressing the quality 
of inputs (like materials and teacher traning) rather than learning outputs is one that has been common 
to many educahon systems, not just to BRAC 

At the end of the 1993-96 Phase I expansion, BRAC summarized "lessons learned" from the expenence, 
most of whlch show its continuing focus on quality 

supervision requires teaching expenence in NFPE classrooms, 
continuous refresher traning is a key to quality, 
traners need to spend time in classrooms, 
traning needs to be participatory and of longer duration, 
new teachers need to observe classes before training, 
children will attend at high levels if they are interested, 
testing is necessary to compare BRAC schools with the formal system and to 
ensure basic competencies, 
more reahng material is requlred to keep up slulls, 
gender-neutral curriculum is required, and 
women teachers become empowered by their jobs (BRAC 1997) 

An issue of program quality for BRAC 1s how to coordinate its programs with those of the GOB As NFPE 
expands, there is increasing tension with the government The government recognizes the efficacy of 
BRAC in serving difficult-to-reach populations and the advantages of its flexibility, but cnticizes BRAC 
for offering a different curriculum in a shorter time frame, hinng less academically qualified teachers and 
paying them less, and not emphasizing religious education enough The GOB is experimenhng with a num- 
ber of projects of its own such as a satellite school program where schools of grades one and two, and 
sometimes three are established in underserved areas These schools feed graduates to a mother school A 
number of BRAC innovations are being used in these schools The GOB plans are sometimes complicated 
by the presence of NFPE schools BRAC says its program also suffered when the government introduced 
a Food for Education Program, which attracted students away from BRAC programs Though BRAC has 
had reasonably good relations with the GOB in the past, it is increasingly difficult to maintan these rela- 
tions as BRAC becomes more of a presence Its latest plan is to enter a "period of consolidahon" in which 
it will continue to open classes in existing schools without expanding further, at least until 1998, and focus 
more on program quality 

One addibonal element related to program quality that warrants comment involves parental amtudes about 
glrls' educahon Parents believe higher education can spoil a glrl's chance of getting mamed, and conse- 
quently many put thelr daughters in BRAC schools because they feel the schools are infenor and will not spoil 
the glrls' future options Parents are unlikely to be enthusiastic about program improvements unless they 
become convinced that they Improve the girls' mamage chances (Ahmed et al 1993 Executive Summary) 

5 Accountablllty to clients 

BRAC has shown itself accountable to the needs of parents and children indirectly to the extent that it 
addresses problems that have kept children out of the conventional system and provides fora in which par- 
ents can voice their opinions about the school Parents assist in the selection of teachers, students, school 
locations, and school schedules, but they do not have the authonty (or in some cases the expertise) to 
demand accountability of staff members in other areas Documents do not refer to more direct means of 
accounting to parents such as inhvidual meetings between parents and teachers, or other forms of regular 
reporting on student progress 

This study does not go into the important issues of BRAC7s relations with the GOB and with other NGOs which 
is a topic more relevant to the study of BRAC as an NGO 



BRAC emphasizes a field focus, and consequently its staff is unusually responsive to difficulties in rela- 
tionships with the communlty or local weaknesses in the program Feedback loops exist at enough levels 
to address the specific and general needs of parents However, there is no direct "cornplant" or account- 
ability channel between parents and BRAC managers, and BRAC staff decide what lunds of informahon 
is fed back to thelr supervisors Overall, POs and others in the BRAC management hierarchy see them- 
selves as being directly accountable to thelr supervisors rather than to communlty members It is difficult 
to know how ths  rmght be changed in a soclety that assigns greater importance to the educated and the 
influential BRAC has done more than most 

The system of contracting teachers for defined penods of time tends to make them more willlng to please 
their customers (the parents and children) and their supervisors in BRAC Compared with government 
teachers, they appear more conscientious in terms of attendance and in teaching the curriculum the chll- 
dren are expected to learn The small size and proximity of the school to students' homes make it possl- 
ble for parents to monitor the teacher's performance closely and to express their views to her personally 
as a member of the community They can also complain to the PO who elther acts on the spot or carries 
back suggestions to BRAC management for their consideration and action BRAC's systems for routine 
monltonng and review of program impacts, and its openness to public scrutiny of results means ~t is sub- 
ject to a form of accountability that ultimately reflects on the services it provides to its clients 

Overall, it is BRAC's stated mission to provide the best education possible that, more than any direction 
from parents, shapes the quality of the schooling program It is not clear from existing documents the 
extent to whch BRAC routinely reports back to parents the learning results of ~ t s  programs, or whether it 
explans to them when and how it addresses any deficiencies it finds The management structure of BRAC, 
which consists of a multilayered supervisory system, encourages the accountability of staff up the ladder 
to their bosses rather than "down" to community members 

6 Costs 

Costs are a major problem for BRAC since it must raise the funds to finance virtually all of the costs of 
the NFPE initiative Depending on how they are calculated (in this case without the costs lost to dropouts), 
BRAC costs are approximately equivalent to the costs of the conventional system An independent audit 
of BRAC schools in 1993 ~nhcated that BRAC spent an average $14 per enrolled child per year, whlch 
was about equal to what the government spent at public pnmary schools (Rahman Huq in Ahmed et al 
1993 71) 

Another estimate in 1992 put the annual cost at $19 91 per child, which, for a full three years, totaled $60, 
and the cost of running an NFPE school for three years, $1,971 By 1995 the costs had nsen to $21 03, 
$63 09 and $2,081 00 respectively (Boeren, Latif, and Stromquist 1995 19) UNICEF eshmates showed 
that at the time it cost $60 to produce a graduate of a BRAC school, it cost $90 for three years of a GOB 
education when the GOB'S high dropout rate was factored in (Ahmed et a1 1993) 

There are major differences in line Items between BRAC and GOB budgets that reflect their different 
philosophies of educahon Table 5 2 shows a sample BRAC budget giving the relahve line Item costs 
(compansons are not avalable for government schools) The proportion of costs for teacher salanes in the 
BRAC schools is relatively low by world standards and much lower than government teacher salanes, 70 
percent of the government expenditure in pnmary education goes to teacher salaries, while less than a third 
of the NFPE budget is spent on salanes The BRAC teacher earns about Tk500 ($12) a month, which is 
twice that of an agricultural laborer ($50 for three hours work), while the GOB teacher earns Tk 2,300 
except in the new satellite school program where they also earn Tk500 (Boeren, Latif, and Stromqulst 
1995, World Bank 1996a) BRAC has not had difficulty In finding one or two educated women in a vil- 
lage, and since most have substantial responsibilities at home, they are not loolung for full-time employ- 
ment BRAC has demonstrated that paraprofessional teachers tralned in a short time at low cost and pad 
a low salary are capable of becoming effective teachers of pnmary-level instruction 



Management and supervision costs are relatively high by world standards, reflecting BRAC's emphasis on 
momtonng quality, guiding the less academically qualified teachers, traning on the job, and providing 
feedback for village-level workers They consider investment in management and support services as a key 
to their success (Ahmed et al 1993 72) 

The absence of a line item for capital investment and the small amount pad for renting facilities (averag- 
ing $5 a month per school) brings the costs down When a school reopen? after a cycle with a new teacher, 
the cost is $33 less than starting a new school With an expenenced teacher, it is an additional $17 41 less 

A major part of the BRAC budget is spent on student books and supplies, which are provided free to the 
students BRAC feels these costs are essential given the poverty of the students and the importance of 
materials in instruction and learning Government schools also provide textbooks for each child and 
require neither uniforms or tuition (they do, however, have substantial private costs for tutoring, supplies, 
and pocket money) 

Table 5 2 BRAC expenditures from January 1993 - March 1996 (Tk ml1iona) 

a (1 Tk = approximately U$40) 
b The Educabonal Support Programme (ESP) trans other NGOs to repl~cate the NFPE model 
Source BRAC 1997 Table 3 1 

Category 

Teachers' Costs 

Student Books and Supplles 

Field Operations and Costs 

HO Management 
and Support Services 

Research and Monitoring 

Innovative Methods 

Development and AV 

ESP~ 

TOTAL 

Since 1992 the total costs of NFPE programs have increased over 5 6 percent Books and supplies have 
nsen due to an increase in paper and the adktion of new matenal such as math and social study cards, and 
story books BRAC has recently made efforts to reduce costs by hinng the lower salaried Program 
Assistants instead of Program Officers to supervise schools and by removing a management level (BRAC 
1997) BRAC does not believe it can cut costs any further without compromising quality Because of the 
low socio-econormc level of the clients BRAC targets, it is doubtful whether they can shoulder more of the 
costs themselves (Ahmed et al 1993 74) 

The most important difference in the two systems from the perspective of parents is that BRAC covers all 
the private costs that are requ~red in the government system Parents in the BRAC system pay virtually 
nothing other than the costs of replacing broken slates and worn out mats, while in government schools the 
average cost to parents of incidentals such as pnvate tutoring, student supplies, and pocket money over the 
first three years of schooling averages $104 The costs must also be weighed aganst value for money, 
which in the government system appears to be low Estimates of actual time in the day devoted to learning 
suggest that no more than 40 minutes may be standard for government schools because of the numbers of 
students involved, the cumbersome system of mstruction, and the time wasted in adrmnistrative details and 
movement from class to class This places the burden of learning on the quality of help given to a child dur- 

Amount 

446 38 

621 83 

240 93 

127 96 

8 84 

28 13 

5 94 

70 5 

1,550 48 

% 

28 79 

40 11 

15 54 

8 25 

0 57 

181  

0 38 

4 55 

100 00 



ing homework which then disadvantages children of illiterates twofold, because they cannot help them- 
selves and cannot afford to pay for tutonng help 

Research on the types of children who join BRAC, and on their achievement levels compared with those 
of government students, highlight some cost advantages in the BRAC system that may not be immediate- 
ly obvious BRAC starts with a group of children who are statistically more likely to drop out and less like- 
ly to succeed than government students, and yet BRAC produces graduates with the will to continue to 
upper levels of the formal primary system with comparable or sometimes even slightly higher achievement 
results BRAC schools therefore demonstrate a greater cost efficiency, both in terms of internal and exter- 
nal criteria, in companson to government schools 

BRAC has demonstrated a strong commitment to extending the NFPE program to as many out-of-school 
children as possible During the 1993-95 expansion when its schools increased from 12,000 to 34,000, 
BRAC demonstrated the efficiency of its management structure in locating new sites, hinng and traning 
new staff, and getting programs underway in a very short time 

A hallmark of the BRAC approach has been its capacity to expand exponentially The program started 
slowly, however, as BRAC refined its processes and materials, and developed systems to support a larger 
set of schools Table 5 3 shows BRAC's history of replication In 1979 the first school was established, and 
by 1985, BRAC had opened 51 three-year NFPE schools By 1987, the number had risen to 410 schools 
and four years later, by the end of 1991, to 6,003 schools, including 2,833 PEOC schools that extended 
schooling to children up to the age of 16 In 1992, the program was expanded again to total roughly 11,000 
schools and finally by March 1996 to roughly 34,000 schools Between 1992 and 1996 the total number 
of students rose from 337,000 to over 1,100,000 

In 1992 BRAC alqo opened 10 
urban 3chools on a pilot basis 
These were considerably more 
difficult to establish because 
of the latent suspicion of urban 
parents New topics relevant to 
urban environments-such as 
kidnaping, begging, cleanli- 
ness and skin disease, were 
added to the curriculum A 
yearly exam was also added to 
satisfy parental concerns about 
the quality of the schools 
when compared with govern- 
ment schools Many of these 
urban students do not contmue - 

On ln and kecent graduates of the BRAC NFPE School m Rajpara Jamalpur Photo bj 
I 

so a fourth year was added to A Sweetser 
some of the schools When the 
pilot urban schools proved 
successful, BRAC increased the number so that by March 1996 there were 896 schools 

The reasons offered for how BRAC has been able to achieve this rapid growth include 

a 20-year experience in rural development before NFPE, 
a strong management capacity built up over the years for RDP with capacities ranging 
from financial and accounting slulls, to logistics, research, field supervision, and 



matenals development and produchon, 
a an operational mode that pilots, molfies, and improves ideas, and 
a a homogeneity of regions so models need little adaptation (BRAC 1997) 

Table 5 3 Pr~mary schools and student enrollment In Bangladesh (1985-1996) 

a Source Ahmed et a1 1993 91 
b Source BRAC 1997 8 
c Includes government and pnvate schools UNESCO 1995a 
d Source BRAC 1997 1 
e Source Boeren Latlf and Stromquist 1995 5 
f As of June 1995 Rgure Includes 1 241 ESP schools operated by other NGOs under the superv~s~on of BRAC Boeren Lat~f and Stromqtust 

1995 8 
g As of March 1996 
h means no data avalable 

Year 

1985 

1987 

1988 

1989 

1990 

1991 

1992 

1993 

1994 

1995 

1996 

In evaluating its capacity to serve all of Bangladesh's out-of-school children, BRAC decided in 1991 to 
assist a number of NGOs in replicating its model through an Education Support Program (ESP) By 
March 1996 it had provided technical support to 327 NGOs for 4,643 schools, and technical and finan- 
cial support to 278 NGOs for 2,400 schools ESP is now financing 272 NGOs administering 2,037 schools 
in 58 &stricts 

BRAC had onginally planned to increase its numbers of rural schools to 50,000 by 1995 and 100,000 by 
1998, but plans to add 35,000 new NFPE schools in the first phase had to be adjusted when the full fund- 
ing of $50 6 mllion could not be obtaned The target was subsequently reduced to 19,000 new schools 
with a budget of $38 4 mllion in Phase I Consequently, between January 1993 and March 1996, BRAC 
increased its number of schools from 11,108 to 34,175, and recruited and traned 34,305 teachers (BRAC 
1997) The expansion was funded by a consorhum of donors, including the Aga Khan Foundation (AKF), 
Directorate General of International Cooperation/Netherlands Government (DGIS), Netherlands 

* ESP is not documented further here nor are BRAC's efforts in the area of internahonal replicahon 
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Government schools 
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Organization for International Development Co-operation (NOVIB), Overseas Development 
Admnistration (ODA), UNICEF, Kreditanstalt fur Wiederaufbau of Germany (KfW), and SIDA (Boeren, 
Latif, and Stromquist 1995 3) 

Phase I1 started in April 1996 and will continue until March 1999 Dunng this phase, BRAC has decided 
it will only reopen schools whlch complete their full course, keeping the number of operating schools at a 
constant total of 34,000 each year One major reason is that the GOB is expenmenting with vmous edu- 
cation programs in rural areas, and it seemed better to see how they progressed without confounding thelr 
expenmentabon by establishing nearby BRAC schools "During ths  phase, NFPE w~l l  concentrate instead 
on qualitative improvements through revising and improving its cumculum, teaching methods, learning 
matenals, and teacher development It will also address the question of conbnuing education so as to con- 
solidate learning gains in the community Dunng this penod it will operate 4,000 school Iibranes, 300 
Union libranes, and form 2,000 reading circles A final a m  is to forge more effective alliances with gov- 
ernment officials and NGOs to share its expenences and develop an improved level of understanding and 
coordination" (BRAC 1997) 

Though BRAC has successfully demonstrated its capacity to repl~cate the NFPE model widely, it believes 
the model is manly applicable to communities in the context of Bangladesh and is not transferable to other 
countnes (Ahmed et al 1993 Executive Summary, p 3) 

The commumty's contnbuhon to NFPE schools is modest and mostly consists of a monitoring role The 
schools depend heavily on BRAC facilitation and resources The schools, which consist of a teacher, chl- 
dren, and instructional matenals in a rented room, do not leave behind a viable institubon at the end of a 
three year cycle They last only as long as they are needed The community assists in identifying the essen- 
tial ingredients for a school-the teacher, students, and room-but they are unable to provide the materi- 
als, training and supervision which are necessary for a quality system Some of these enhanced inputs con- 
tinue into succeeding cycles, thus reducing costs, but BRAC support must continue if a new program is 
launched This is one of the trade-offs of serving poor communities who do not have the resources to pay 
for a service themselves and do not have the connections to tap into other existing resources 

For BRAC the crucial issue of sustainability relates to sources of funding, the vast majonty of which come 
from external donors Without this funding the NFPE program would be considerably reduced from its 
current state, unless wholly new forms of support were devised It is not at all clear where these new forms 
of support rmght be found 

E Unresolved Issues and lessons learned 

1 Successes and Issues 

BRAC7s NFPE program has been immensely successful in providing an education to unserved rural pop- 
ulations that is at least equal to if not better in quality than government programs BRAC claims its suc- 
cesses can be attributed to the following factors 

a simplified cumculum for pnmary education focusing on basic slulls, appropnate to 
targeted populations, 
paraprofessional teachers, selected from the community, with short preservice traning, 
regular refresher traning, and strong supervision, 
small classes and correspondingly small catchment areas, so that no student or parent is 
far removed from school, 
active parent and community involvement, 

a reduced capital costs, where funds are expended for current operations and services, and 
not on "bricks and mortar," 



• a focus on girls, female teachers, and a new role for women, 
flexible school brmng, and 
little or no homework (BRAC 1997) 

A number of issues-many of them programmabc-are rased either by documents assessing BRAC or 
through BRAC's internal reviews of its own programs Many, rased here as questions, illustrate the spe- 
cial problems of non-formal programs 

1) What is an appropnate role for the community to play in the delivery of education programs? Is 
education a sector (unlike agnculture, ingation, and public hygiene) that is not as conducive to the 
"full" participabon of non-expert community members? Is it necessary to centralize control over 
education inputs to ensure program quality? 

2) Should BRAC switch its focus from the poor to all rural children, given the general lack of rural 
facilities in Bangladesh? 

3) How fast can and should BRAC expand and at what pnce? The major issues of expansion include 
the availability of qualified staff and resources, and BRAC's capacity to maintain quality 

4) How will donor funds be allocated to NGOs and the MOE in the future? Will BRAC's greater cost- 
effecbveness tip the balance in their favor? Can they maintain good relations with the government 
if they are seen as competing for the same resources? 

5 )  How can BRAC make managerial positions more attractive to women? 

6) How can BRAC improve the quality of learning and at the same time increase the achievement of 
its graduates in the formal system (which are sometimes contradictory goals)? 

7) Now that BRAC has expanded to 34,000 schools, how can it develop a productive coordmation of 
its programs with those of the MOE? 

8) Should BRAC extend its program to the end of primary and can its less qualified teachers cope 
with subjects in grades four and five? Government schools may not have places in these grades for 
the increasing numbers of BRAC students 

2 Lessons learned 

There are a number of positive and negative lessons to be taken from the BRAC experience, some of which 
have also been noted in documents assessing BRAC's program The main lessons are that 

1) An understanding of local conditions and reliance on preexisbng relabonshlps of trust facilitate the 
implementation of programs 

2) An emphasis on improving the quality of learning rather than the acquisition of permanent facili- 
ties is cost-effecbve and does not compromise the delivery of education 

3) A strong management/supervision/monitoring system keeps field staff accountable for programs to 
the NGO managers However, managenal expemse may not be enough to ensure quality 

4) Creatmg a responsive ''leamng envlronment" using data collection, feedback, reflecbon, expenmen- 
tabon, planrung, and correcbve actions is an effecbve way to address the improvement of programs 

5 )  It takes time to refine models and put support systems in place before replicating widely 



6 )  BRAC has not demonstrated a significant support role for the community past its initial establish- 
ment of schools and a parent committee with modest functions, nor has it taken advantage of the 
opportunity of community involvement to enhance the practice of civic values Does this mean that 
the involvement of communities is not an effective way of supporting the delivery of education pro- 
grams, or is this simply a question of how BRAC believes resources should best be allocated? 

7 )  Quality is an elusive, complex commodity needing considerable attention throughout project 
implementahon to correct and improve components until they produce acceptable results Quality 
is not something that can be designed up front as a finished product 

8) Long-term funding and policy support are precarious in projects lodged outs~de a country's formal 
institut~ons for education delivery 



Chapter 6 
The Community Support Program (CSP) m Balochistan 

- - 

Comporrmts of CSP, Baltoch~stan Model 

Educa&on context sparsely populated, hard-to-serve villages, norms restrrcting females 
Involvement strategy meetings, survey, 14 steps, probaoonary school, teacher support 
Targets rural glrk 
Local mstxtutlons Village Education Committees (VEC) 

membershrp cntena parents elected (by 75%), unrelated to each other and to teacher, 
separate VECs for women 

Comumty contributions to 
enrollment obj ectlves Parents ensure and monitor attendance of students 
education delivery VEC prov~des probatronary mputs, monitors other Inputs 
quality VEC supervises teacher 

Program type formal primary 
Length of program 5 years 
Students per school 54 (in 1994) 
Single or multigrade mulbgrade 
Instructional approach should be student-centered, actxvlty-based, actually tends to be 

leme/memoq 

Instmctional matenals convenboaal government textbooks 
Cw~culwn convenClona1 government 
Assessment convenhonal, outside evaluations 

Teacher qualrfications local resident, female, minimum eight years of school 
Wmng status hmted contract candidate untxl meets c~vil servlce requirements 
Trmmg three-muntb mob~le crash t r a m g  course 
Refresher when needed 
Sttpervision teacher trainers, NGO staff, vvlllage commtttee 
Frequency of supervsion monthly and dady 

Instructional facihty first provided by comumty, eventually government school 
constructed on donated land 

Supplies governmentlparents provlde suppl~es 
Managers NGQs, village committee 
Management approach shared responsib~lrty, field-based, culturally sensrtlve 

Major issues program quality, political dluence on government pohcies 

A Background 

Balochistan is the largest and least populated province in Palustan It is also the least developed Eighty- 
four percent of the population lives in 9,000 small villages, the majonty of which have little or no public 
infrastructure Forty-one percent of the Balochistan population live on less than ten dollars a month 
(Thomas N d 10) The public school system is poorly developed at both the national and provincial lev- 
els Girls are conshamed from entenng into and remaining in school because of lack of educational oppor- 
tunities, and economic and socio-cultural constrants Girls in Balochistan are less likely to receive an edu- 
cation than females in any other province, and as a result Balochstan also has the lowest female literacy 



rate in the country Table 6 1 shows the consistently poorer education stat~stics of Balochstan females five 
years and older compared with females m other provinces of Palustan 

Table 6 1 Educatronal status (%) of females five years and older in Pahstan (1991) 

a Llteracy is defined as the abihty to count to read and to wnte 
Source Phs t an  Integrated Household Survey 1991 In Thomas N d Table 2 

Provlncel 
Area 

Punjab 

Srndh 

NWFP 

Batlockustan 

Urban 

Rural 

Untll recently, Balochstan has focused educat~on resources at the secondary level and in urban areas, 
neglecting especially the pnmary level in rural areas The pnmary school teaching force was small and 
poorly waned, with many having no tranmg at all Cultural bamers prevented female teachers from relo- 
cating to rural areas where the majority of the population lives This discouraged the enrollment of girls, 
many of whose parents prefer to send them to sex-segregated schools especially after grade three There 
are few models in rural areas that suggest any other role for girls than mmage  and motherhood, and at the 
same time education is equated with benefits like employment that are manly of use to males This sys- 
tem of constrants has resulted in a glrls' dropout rate of 94 percent by the end of primary school 

In 1990, the Balochistan Department of Educahon (DOE, DPE') with the support of USAID, established 
the Primary Educahon Development (PED) program to increase the access of rural children, especially 
girls, to pnmary education and to improve the quality and efficiency of the pllmary program 

Have never been 
to school 

64 5 

68 8 

78 5 

883 

48 2 

77 2 

To prepare for PED, the DPE conducted a Human Resource Survey of all settlements in the provlnce The 
findings of this study contradicted much of the conventional w~sdom about girls' education that was then 
current It was discovered that over half of the rural villages in Balochistan wanted a school for girls in their 
community Many parents valued education for their daughters, but sad they were more likely to send 
them to school if there was a girls' school available nearby Despite this claim, the survey revealed that 
many girls were attending school in the same classroom as boys and were listed in government records as 
male students The survey also discovered that the majonty of parents would accept co-educahon up to the 
end of the third grade with a male teacher if he were someone known to the community (DPE 1994) 

This previously invisible demand for g1rls7 educat~on prompted the Balochistan DPE, wlth support from 
UNICEF and PED, to address a major constraint to education for girls In rural areas the lack of female 
teachers They developed a Mobile Female Teacher Tran~ng Unit (MFTTU) program In December 1991 
The purpose of the unlt was to bnng teacher tranlng to women with some education who were unable to 
leave their villages but who could teach at the primary level After encountering problems in placing the 
first teachers, the DPE revlsed thew model to make cornmunlty support of the teacher a selection criterion 
for her tranmg Simultaneously the DPE reserved teach~ng positions in rural areas for the MFTTU tralned 
teachers, even though many of them were less academically qualified than teachers selected through con- 
ventional means 

Not rn school 
but have attended 

16 4 

13 7 

6 9 

2 6  

24 4 

9 3 

' The Department of Educauon (DOE) was b~furcated in 1992 into separate directorates for pmary and rmddlelsec- 
ondary educaQon The relevant section became the Directorate of Pnmary Education (DPE) To avo~d confus~on 
DPE 1s used here 

Currently 
m school 

19 1 

17 5 

14 5 

9 1 

27 4 

13 5 

Lrteratea 

18 3 

21 9 

8 2 

4 8  
* 

34 0 

9 8 



In 1992. the DPE. with a Pakistani consultant, Dr I 1 
Quratu1'~in Bakhtem, developed a  omm mi nit^ 
Support Program (CSP) process to ensure village 
commitment to girls' education before the gov- 
ernment invested resources m setting up a school 
in a locality She worked with two "promoters" 
for a year developing and testlng the CSP process 
in a set of 27 targeted villages in one of the most 
difficult-to-serve districts, Lorelai The CSP team 
selected the sites based on information about the 
availability of educated females from the Human 
Resource Survey and then interviewed parents 
and community leaders If convinced that the 
community could guarantee at least 20 girls for a 
girls' school, the team would begin the teacher 
selection process 

In rural areas of Palustan, pnmary schools designated as 
NGos ln Balochlstan ln the 1990s single sex insotutions often have mixed student bohes 
have permission to work in education Photo by Uzma Anzar 
Therefore, in 1993, the Society for Community 
Support for Primary ~ d u c a t i i n  in ~alochls ta i  
(SCSPEB) or "the Society" was established with the purpose of creating access to education for rural girls 
through a partnership between communihes and government The Society appointed technical advisors 
from the government on its board to establish their trust since this h n d  of organization working outside the 
government but doing the government's work was new, and some were skeptical about its potential for suc- 
cess The Society's activities were funded by CIDA, UNICEF, and the World Bank At the end of the pilot 
phase, the DPE contracted the Society to expand the CSP program to all 26 districts in the provlnce 
Eventually CSP was being implemented by four NGOs who were linked by contract to PED and through 
work with units of the DPE for teacher traimng, school construction, administration and management, and 
textbook and materials supply (Bakhtean 1997c) 

Eventually the Society came to implement five projects in Balochistan all related to girls' pnmary educa- 
tion 1) CSP for girls' formal primary education, 2) the Partnership Project, establishing community sup- 
port committees for already existing schools in Balochlstan, 3) a rural Girls' Fellowship Program of sub- 
sidies that allowed girls to study with a local t e a ~ h e r , ~  4) an Urban Fellowship Program for low-income 
girls in ~ u e t t a , ~  and 5) a Mobile Training of Teachers (MTOT) project to improve the quallty of instruc- 
hon in CSP schools 

The descript~ons below rely on the Society's reports of its activities, a Ph D thesis by Christopher Thomas 
on CSP outcomes (which is the most comprehensive document on CSP by an outsider to the project), notes 
by a consultant who interviewed project members in June 1997, World Bank reports, and two field visits 
by one of the authors to observe the project in 1992 and 1995 

B Community InvolvemenYinnovat~ons 

The most intensive penod of community input into CSP schools comes dunng the imtial period when the 
schools are being established The CSP process involves a senes of steps in which "community promoters" 
from the Society develop the trust of villagers and mobilize their support for the glrls' school First, the 

In 1994 95, 30 rural fellowship programs were established whereby subsidles for up to 50 girls per location were 
provided at a cost of Rs 200 per girl per year plus a 10 percent inflation increase, and a bonus of Rs 50 a month 
for glrls who mssed less than six days of school 
In 1994 95, 11 schools were opened and in 1996 11 more were opened outside of Quetta These schools were 
established on the same basis as those m rural areas 



community identifies a female from the village who has successfully passed grade 8 (matnc) or grade 10, 
and the NGO's promoters venfy her current residence in the village Although many urban dwellers clam 
a village where they were born as their residence, identifying a teacher who currently lives in the village 
increases her chance of being accepted Her academic credentials are then checked and she is tested for 
slulls in reading, wnting, mathematics, and Urdu to ensure that she has not lost her slulls since leaving 
school The potential teacher then becomes a part of the CSP assessment team that surveys each house in 
the village to determine the number of girls of primary-school age During the visits the CSP team 
observes how she interacts with the community to ensure that she will be able to get along with parents 
from all groups The visits also provide an opportunity for the community to develop trust and rapport with 
the new teacher Her role on the team is considered essential in helping parents feel secure about sending 
their daughters to learn under her care 

The next step is the formation of a Village Education Committee (VEC) This committee consists of five 
to seven men whose daughters will attend the school Only one member of any family may be on the com- 
mittee, and no member may be related to any other member or to the teacher VEC members must be elect- 
ed by 75 percent of the parents The VEC serves as the school's official representative to the government 
During a three-month probahonary penod that ensures the community's intention to educate their daugh- 
ters, ~ t s  members must construct or find temporary facilities to house the school and provide day-to-day 
supervision of the teacher The new school is guided during this penod by the Society's promoters 

After the probationary period has been completed, and if the VEC has performed well and enrollments have 
been mamtained, representatives of the VEC are permitted to contact the Divisional Education Office 
(DEO) and request a contract for formal sanctioning of the school and the teaching post If approved, the 
contract transfers ownership of land donated by the community for the school to the Education 
~epartment' and permits the teacher to be sent to a MFTTU program for intensive traning At the end of 
the training the government sends the school a package of instructional materials Thereafter the school is 
monitored once a month by the CSP community education promoters and, after the teacher completes her 
course, she is monitored on a monthly basis by the MFTTU teacher trainers The community continues to 
monltor student and teacher attendance on a dally basis, follows up on dropouts, checks monthly progress 
on the syllabus, and ensures that the school is secure and operates effectively After two or three years of 
successful operahon the government constructs a permanent school and pays an annual mantenance fee 
In recent years the GOB has agreed that all new schools must be established using this CSP process 

The Society summarizes these init~al activities in 14 steps 

A female with a grade eight or ten certificate identified, 
Her residence in the village verified, 
Her academic credentials venfied, 
Her basic slulls in math, Urdu, and readinglwriting tested, 
Each household surveyed for girls of pnmary school age, 
A VEC of five to seven parents formed, 
The school started on a probationary basis for three months, 
Formal sanctioning of the school and teacher requested by the VEC and assisted 
by the NGO, 
A contract s~gned by the VEC and the DEO, which defines the responsibilities of 
the cornmunlty and DPE, 
Land ownership transferred from VEC to DPE, 
The teacher approved by the VEC for a MFTTU Course, and upon completion, 
accepted as a salaned teacher, 

In the conservative villages of Baloch~stan, women cannot serve on the VEC with men Later the Society devel- 
oped special WVECs for them 
The purpose of this land transfer 1s to ensure that the school will not be taken over for other purposes in the future 



The school prepared by the VEC, the teacher formally appointed by the DPE, 
and supplies sent to the school, 
The school monitored monthly by NGO promoters and trainers, and 
An annual NGO monitonng meeting conducted in which difficulties are aired and 
VEC comt tees  are elected 

C School program 

Once the school is established, the program is essentially the same as that found in any government school 
in Balochistan except for NGO and VEC monitonng of the school The children use the same books, which 
are onented to the same curriculum, and are instructed by essentially the same methods Through the 
MFTTU, teachers have received a basic "crash training" in how to teach children by interactive methods, 
but most find it difficult to overcome thelr long experience with rote learning to teach by any other meth- 
ods At the hme the CSP program was being established, only a frachon of the teachers already teaching 
in-service in conventional schools had completed professional trmning, but later a shortened course mod- 
eled on the MFTTU traning was provided to all untrained teachers The Government of Balochistan 
(GOB) insisted upon the CSP teachers having this immediate MFTTU traning before giving them salaned 
teaching posts because of their lower qualifications, and even then they were required to complete sec- 
ondary schooling and further traning before they were given salary levels equivalent to teachers in the con- 
ventional system 

The core MFTTU training is a condensed version of the nine-month conventional teacher traning course 
that government teachers take to become fully credentialized The MFTTU traning, however, is innova- 
tive in the sense that the regular course is supplemented with more practical, activity-oriented training The 
quality of instruction in the CSP villages is also enhanced by the involvement of the community in moni- 
toring teacher and student attendance, and by the supervision of the traners who are contracted from near- 
by traning institutes or secondary schools to provide the inexperienced teachers with continuing support 

D Results 

1 Community partlcipatlon and the development of grassroots lnst~tutions 

The Society's process for mobilizing community support both models partxipatory behaviors and pro- 
motes institutions that encourage participatory activities The members of the VEC are the only village- 
level elected representatives in all of Balochstan, and their partnership with the government for a devel- 
opment purpose is unique to the area CSP similarly provides the only opportunity for parents to voice their 
opinions about education, whlch is especially important in Balochistan where girls' education is relahvely 
new and controversial (Thomas N d 81) 

The Society has worked out an unusually careful process for involving community members that is respect- 
ful of their cultural sensitivities, and works to allay their suspicions concerning government-sponsored 
activities The process takes hme to build local trust and willingness to become involved in ways new to 
people's expenences Thomas reports that the process often goes through four phases, with the cornrnuni- 
ty aslung 1) Who are you7 Whom do you represent? Who pays? 2) Why are you (a female promoter) 
traveling alone? What is the relationship of the man with you7 3) Why not a boys'  school^ Who will pay 
for the teacher and provide the supplies7 What is our role? and 4) finally a discussion of the issues involved 
in establishing a glrls' school, the implications of that activity for the community, and the commitments 
they need to make to realize project objechves (Thomas N d 102) Several meetings may be required 
before communities in new areas are ready to become involved, or meetings may be reduced in number if 
CSP has established its credenhals with demonstrated successes in the neighborhood 

By CSP design, VEC membership is as representahve of the students7 fml i e s  as possible Traditional lead- 
ers are &scouraged from becomng members so that "ordinary people" will have a chance to serve The 



members, however, tend to be the more prominent individuals of the groups they represent, and by infor- 
mal consensus they are almost always l~terate (Thomas N d 104) 

Thomas notes that in the development literature, middle range institutions like VECs are the essence of a 
civil society, benefitting communities because they have the effect of "turning selfish ~nd~viduals into pub- 
11c-minded citizens" (Thomas N d 120) In Balochistan, the VEC acts as an instrument for concerted com- 
munity achon by managing the daily concerns of the school and becoming the intermediary between the 
community and outs~de authorities The importance of this role can only be appreciated when the faction- 
al nature of some of these communities is fully understood For the first time in many villages there is a 
cross-cutting community-level organization that transcends the narrow interests of family, relig~on, and 
tnbe "It sends a signal to parents that everyone in the village must find ways to work together to support 
the school, and that the school belongs to everyone" (Thomas N d 104) 

The CSP system of active community management is best seen in contrast with management in non-CSP 
schools where teachers basically act on their own with ~nfrequent supervisory visits from a distant DPE 
staff member In non-CSP comrnunlties, parents have no authonty to interfere in the schools and conse- 
quently adopt a passive attitude in relation to it and its problems Parents expressed to Thomas the diffi- 
culty of exerting any lund of pressure on teachers in non-CSP schools since most come from outside the 
community and VEC members have no compelling personal ties with them, some have also been appoint- 
ed through political connections that make them immune to correction (Thomas N d 93) Some District 
Educahon Officers (DEOs) have actually reported that they appoint outside teachers to a village because 
they are more easily controlled when they do not have a constituency in the local area One VEC member 
made the interesting comment that parents would be willing to check the non-CSP school if the govern- 
ment gave them the responsibility to do so (Thomas N d 94) This comment suggests the importance of 
officials "empowenng" communities before they feel able to act to resolve the problems of a local school 

The CSP process mobilizes local communities in support of the schools USAZD photo 

85 



An Ulustrahve CSP Meeting with Community 

The CSP team arnves in the vzllage and is taken to the new teacher's house Her brother meets them and 
takes them to a comumty  hall where they meet wth community members Some of the team has worked 
wlth them before Each person Introduces hlmselflherself one ts an ex-councdlor, one a male schooI teacher, 
two appear to be community actlvlsts who have f o m d  a welfare organlzatlon, one u the teacher's brother 
and the rest are onlookers The conversation begins w~th the CSP Team Leader (TL) from Quetta,who has 
come to tram a CSP team She speaks with a Key Interested Person (KIP) 

TL Asalam Alakum We have come m response to your apphcahon for a glrls' school We see that you 
have a metnc pass (eighth grade) teacher Are these your papers? 

Team members pr esent a file contaznzng the teacher's applzcatzon, venjed documents, her test results srgned 
bv the DEO, and the team7s$rst v ~ z t  report 

WP Yes they are (Ne looks at each document Those present become mterested ) 
TL When &d you submt them? 
KIP Actually we made a verbal request to the DEO, who gave the information to the CSP team When 

they came to the vxllage they tested the teacher and took this applrcat~on We will now date the 
papers 

TL Have you seen the teacher's test results? Would you Ilke to see them? 
KIP Yes, of course we want to see them 

The team hands the results to hzm Someone poznts at zt and asks Efthe teacher really dtd the test herself and 
the teacher's brother nods They all looh carefully at the results 

KIP She has passed but is weak in math (The school teacher comments that she was not prepared ) 
TL Do you know how the test was taken? 
KIP Yes, the teacher from the boys' school was present, along with the CSP team We are very satisfied 

with the test~ng process, and we will see that the teacher 1s better prepared In math 
TL The other papers are teacher's ceerhficates, verified by the DEO 

The Team shows the papers wzth the DEO verz$caclon and those present read them carefully They are begln 
nzng to be aware of the process and see thzs as an opportunztv to be updated on the progress of the project 
The team I S  also gaznrng copljidence as they see the respect for thezr work emergzng Thu forrnal presenta 
Elon of the records zs zmportant zn a community like thzs, whtch zs near an urban area and is used to such 
documents The progress revzew t ram the vtllage to become process-orzented 

KIP Now when wlll we get the school? 
TL You have a teacher who has met government requzements Now how many chldren are there m the 

village who will go to the school? 
KIP Lots, we are a big v~llage-about 30 f w l ~ e s  There are also 10-12 famhes who llve m the next vil- 

lage who will also send thexr children 
TL Can we put all thls informatxon on a map of your village, so we can see and understand who lives 

where and how many there are? 
KIP Yes, why not? It's a good ldea 

Guzded by the KIP the team walks to the next vtlhge where reszdenrs also express thesr interest zn the grrls' 
school They go back to the communzty hall and dtaw a map wath all the houses and the names of thew occu 
pants the paths through the vzllage, mosques, water tanks, and teashops When the map LS completed, the TL 
asks the KIP to group the famllzes lnto Jive or ten who meet eve0 day and whose chzldren play and work 
together Thev zdentzfi four groups wzth garls who would attend the school The team explazns that the next 
step zs to meet ulth the women of each of these groups the next day The teacher's brother agrees to znform 
the mothers of the meettng 

-adapted and shortened from Bakhtean 1997b 



Thomas believes there are advantages to the community and to the program of talung sufficient tlme to 
involve local people in the recruitment of teachers 1) there is up-front approval of the teacher by the com- 
munity, 2) the teachers have roots in the community, and 3) the teachers who are women and therefore 
restricted to areas near their homes, become known more widely through the house-to-house survey 
Similarly, after the school has been established, the promoters check to see that teachers regularly visit par- 
ents If the family of the teacher and a student are feuding, teachers must visit their homes anyway or the 
family may no longer bnng their children to school All these factors result in a more favorable view of 
the teacher in CSP communities, while at the same time giving the community a chance to observe how a 
transparent system of teacher selection works 

A number of behaviors modeled by the CSP facilitators have significance for civil society The CSP 
process 1) gives every household in the community a chance to be heard, 2) is f a r  and does not discrimi- 
nate between groups in the community, 3) is transparent in that all documents are discussed in public and 
verified by appropriate authonties, 4) allows local decision-makmg in matters related to the school like 
selection of the teacher, the site location, and the time for schooling, and 5 )  requires community responsi- 
bility for meehng civic cornrmtments concerning the school In the process new attitudes are developed 
about the community's shared responsibilities in education, the benefits of educating girls, and the llnks 
that exist between educabon and the employment for women that are evident in the CSP's insistence that 
teachers develop adequate slulls (Thomas N d 77) 

CSP communities make a more significant contribution to education delivery than communities in the other 
case studies Among other activibes, and in contrast to non-CSP villages in Balochistan, VECs run schools 
on their own for a three-month probationary period, build additional classroom space, donate water con- 
tainers, become active promoters of girls' education, provide frequent routine monltonng for the school, 
advocate for local women in Purdah being allowed to teach, travel to obtain education materials keep 
schools clean and well-mantaned, provide extra learning aids, seek addibonal resources from reg~onal 
officials, and negotiate complicated land deals to find a central location for the school They have even been 
successful in modestly lowering the costs of education to parents by simplifying school uniform require- 
ments, buying school supplies in bulk, and banning vendors from selling to children near schools (Thomas 
N d 79, 91, 117) 

In all the CSP sites visited by Thomas, VECs were planning to upgrade their schools to middle schools, 
and some were even lobbying the government for more teaching posts and classrooms and had already 
located additional teachers These long-term possibilities and the energy with which their representatives 
pursued them were malung the investment in primary schooling more appealing for parents (Thomas 
N d 80) The involvement of parents produced a sense of ownership in the CSP school that was not seen in 
government schools (Thomas N d 90) One evidence for this is that though government schools and build- 
ings are routinely defaced with graffiti and have their windows broken, CSP schools are well-maintained 
and rarely vandalized Having a VEC that can solve problems immediately makes a significant difference 
in CSP communities It takes an unusually energetic headteacher in a non-CSP community to generate the 
same lund of support from the community (Hunte in Thomas N d 117) 

A dilemma at the start of the CSP program was how to involve women in supporting schools when they 
could not serve on committees with men CSP promoters eventually helped the women start thelr own 
VECs ( W E C s )  These WVECs monitor the school and work with the mothers of the student body to 
encourage the regular attendance of the girls and their continuation on to the end of primary Observers 
have noted that the most active members of these committees tend to be grandmothers whose age allows 
them greater mobility in the community Mamed women in their childbemng years have little time for 
such activities, are considered sexually vulnerable, and tend to be "invisible" in the context of major fam- 
ily decision malung CSP promoters have found it difficult to involve the mothers of school children 
because to reach them they have to go through the heads of household and their wives before reaching the 
younger women CSP promoters make the effort because of thelr belief that every person should speak for 
himselfkerself and not through intermediaries, except in the case of children 



With the advent of the WVECs, there has been a dichotemzation of committee functions to conform with 
community norms The women are responsible for qchool level functions that relate to the children par- 
ents, and teachers, while the male VEC members are responsible for outside contacts with non-village 
functionaries such as the DEO, and other government authorities and official vlsitors As villagers explan 
it, men can ask fathers to send their daughters to school but cannot go house-to-house to convince the moth- 
ers to send them regularly While some would argue that the division of committee functions continues to 
reinforce the powerlessness of females compared to males, a more optimistic view is that for the first time 
women are fulfilling a public role, one that builds a network of connections between families of the com- 
munity in an effort to contribute to thelr common development Since literacy has become an informal cri- 
terion for inclusion on the VEC committee, it is conceivable in the future that girls now receiving an edu- 
cation may eventually become members of what is now the all-male VEC 

Community norms have changed in recent years concerning the education of girls, at least partly because 
of exposure to the media As women expressed it to one observer, "Men want educated wives now The first 
marriage is usually arranged according to what the family wants, but the second wife should be educated 
The men take t h s  second one with them when they travel" Educated women are considered to be more 
rational and reaqonable, and can be trusted with somewhat greater mobility In one village, VEC members 
wanted a younger man to marry an educated woman from outside the village so she could become the 
teacher in the school The intense interest some communities display in the CSP school also shows their 
interest in girls' schooling The community calls the CSP school "our school" to differentiate it from near- 
by government schools 

It could be argued that community participation is especially necessary in Balochistan because of the spe- 
cial conditions that exist there Parents have had little exposure to girls' education and are therefore not 
aware of its potenbal benefits Social attitudes are conservative, and parents need to be assured that edu- 
cation will be advantageous to their daughters and that they will be safe Geography complicates an already 
weak education system, malung it difficult for the government to deliver and sustain quality education pro- 
grams without the help of the community (Thomas N d 114) Community involvement encourages appro- 
priate environments and teachers, advocacy for girls7 education, and local solutions to institutional prob- 
lems that plague schools everywhere in the province 

2 Educational partlclpatlon 

Thomas reports that one of the most powerful outcomes of CSP has been the explosion of school openings 
resulbng from the program Within two years of operation over 200 new girls' schools were opened 
(1996 51) Over a five- 
year period CSP and 
bther efforts by the DPE 
to encourage the partici- 
pation of girls have 
resulted in a doubling of 
girls in primary schools 
in Balochistan at the 
same t ~ m e  that boys 
enrollments have 
rema~ned fairly stable 
(World Bank 1 9 9 6 ~ )  
Virtually every CSP 
\chool was establi\hed 
in an area where a 
school had not existed 
for girls before and 
therefore most oi the 
girls added G~rls m a CSP school Photo by Uzma Anzar 



students who were unlikely to have had an opportunity to become educated if the CSP school had not exist- 
ed Female enrollment rates in the v~llages where CSP was established averaged 67 percent, as opposed to 
15 percent elsewhere in the provlnce (and approximately 20 percent in villages with government girls' 
schools) (World Bank 1993 in Thomas N d 36) 

Table 6 2 shows the growth of enrollment In a sample of 106 schools studled by Thomas in the area of 
Turbat Thomas exarmnes school clusters because changes in the enrollments of indrvidual schools in close 
proxirmty may have interrelated effects Students occasionally transfer between schools and across v~llage 
boundarres to attend school CSP clusters compnse both government and CSP schools Non-CSP clusters 
consist only of government schools The focus school for the CSP cluster is the CSP school itself, whle 
the focus school for the non-CSP cluster is a randomly selected girls' school Focus schools were used by 
Thomas to compare "treatment" schools with controls Clusters demonstrate regional effects 

The table shows that between 1992 and 1994, the average CSP school cluster gamed 62 girls while the 
focus CSP school, taken alone, averaged an increase of 87 students Non-CSP clusters only gained 27 glrls 
in the same time period, and in their focus girls' school, 32 students 

Dunng the same period, the CSP clusters in Turbat lost an average of 14 boys (or 4 7 percent of the boys 
enrolled In 1992), and the non-CSP cluster lost an average of 24 boys (8 2 percent of the boys enrolled in 
1992) Although this difference may be attributed to more opportunities for boys outs~de bchools, it also 
shows that schools in the CSP cluster lost fewer boys overall than the non-CSP schools 

Table 6 2 Growth of enrollment by cluster m Turbat, Balochistan, (1992-94) 

a Schools are compared by area clusters because of ther Interrelated ~mpacts 
b Each cluster 1s comprised of the focus school (a CSP school m CSP clusters and a non CSP glrls school In the non CSP cluster) and other 

schools in the immehate catchment area Focus schools in non CSP clusters were randomly selected 
Source Thomas N d Table 16 

The Thomas (1996) study shows factors that had a positive effect on enrollment In CSP and non-CSP 
schools They included the provision of a girls' school through the CSP process, the qual~ty of the school 
in terms of more resources and more time spent on task, and the frequency of vis~ts from district education 
officers Qual~fications of teachers did not impact sign~ficantly on enrollment Student attendance was pos- 
ihvely related to teacher attendance and the extent to wh~ch the children were kept engaged m learning 
Other factors, which were positive but not significant, were parental involvement, a child's better health, 

Clustera 

CSP cluster - avg 

Village 1 

Village 2 

Village 3 

Village 4 

Village 5 

Non-CSP cluster - avg 

Village 6 

Village 7 

Village 8 

Growth of g~rls 

62 

61 

3 

84 

62 

100 

27 

-9 

76 

13 

Total students 
1994 

467 

819 

203 

429 

536 

347 

318 

340 

445 

171 

Growth of 
enrollments m 
focus schoolsb 

87 

84 

7 1 

90 

121 

67 

32 

-10 

76 

30 

Growth of boys 

-14 

-17 

-50 

-20 

23 

-8 

-24 

-55 

5 

8 



and a teacher's use of more innovative teaching methods A negative factor was a village's total enrollment 
rate, probably because the more children who attend the more likely that some will be less motivated to 
continue (Thomas N d 52-53) Another factor that often deters enrollment in conventional schools is the 
cost of uniforms and supplies, but in CSP schools, promoters discourage the use of uniforms 

Thomas adrmnistered a slrnple slull test to 106 CSP and non-CSP schools in Turbat The results were 
mixed, as shown in Table 6 3 

Table 6 3 Student achievement In CSP glrls' schools and non-CSP boys' schools (1994) 

a Although these schools are boys schools some glrls attend them and are Included in the sample However they are designated as such to 
dlfferenhate them from non CSP guls schools wh~ch also are run by the government 

b Differences between CSP and non CSP schools are slgnlficant at the 05 level 
Source Thomas N d Table 12 

Item 

Mean score (%) 

Number of schools sampled 

Standard devlatlon 

Overall the students in CSP glrls' schools (mean score of 75 percent) performed less well than students in 
the boys' non-CSP schools (81 percent) Thomas suggests that one might expect lower results from the 
CSP students because of the charactenstics of their learning environment The CSP schools averaged twice 
as many students per teacher, and one and one half times as many students per classroom In addition, the 
median length of time the schools had been in existence was only two years, most teachers were young and 
inexpenenced, and textbook and teacher traimng programs in the province were only in the early stages of 
improvement The fact that teachers in the CSP schools had received only modestly enhanced MFTTU 
traimng may not have been enough to produce hlgher achievement in their students On the other hand, stu- 
dents in CSP schools received roughly double the number of days of instruction as in non-CSP That fact 
alone should have produced better results and is a source of concern 

Table 6 4 shows the Urdu and math scores of a group of lundergarten and grade one students tested in a 
nine- school sub-sample (five CSP and four non-CSP schools) of the 106 sample CSP schools It is impor- 
tant to know that the students tested were glrls m three types of schools CSP girls' schools, non-CSP girls' 
schools, and non-CSP boys' schools Schools in Balochistan, for administrative purposes, are assigned a 
gender designahon based manly on the sex of the teacher, even though there may be students of both sexes 
attending the school CSP girls outperformed non-CSP girls studying in both girls' and boys' schools 
(sometimes significantly) One suspects the reasons for the poor performance of non-CSP girls studying 
in boys' schools relate to factors in mixed-sex schooling environments of this area Girls in mixed classes 
in Balochstan tend to be marginalized and feel shy around males It is not clear why the CSP girls do bet- 
ter than non-CSP girls in girls' schools, although the sample is too small to be conclusive 

Type of school 

CSP glrls' schools 

75b 

57 

19 70 

Non-CSP boys' schoolsa 

81 

26 

13 37 



Table 6 4 Achievement scores (%) of girls by grade and type of school (1994)" 

a This companson 1s denved from a sample of schools In Turbat Distnct It involves nlne girls schools (five CSP and four non CSP) and three 
boys schools Although many of the CSP glrls and non CSP boys schools have some chlldren of both sexes the scores reported are for guls 
only The n refers to the number of guls talung each test 

b Difference between CSP and non CSP score (girls) for thls subject and grade level 1s significant at the 01 level 
c Dlfference between CSP and non CSP score (girls) for thls subject and grade level 1s aignlficant at the 10 level 
d Dlfference between CSP and non CSP score (boys) for thls subject and grade level 1s sigluficant at the 10 level 
Source Thomas N d Tables 19 and 21 

Scores 

Urdu 

Math 

In a comparison with the small sample of non-CSP girls' schools6 where more qualitatwe studies were 
made, the CSP students also showed more rapid enrollment growth and hlgher attendance, as well as bet- 
ter achievement, suggesting that overall CSP programs may make an important difference for glrls 

The results of the Thomas study, as he notes, should be considered provisional at ths  time with regard to 
achievement It may have been too early at the time of I s  study to expect conclus~ve results since the 
schools had only been in existence for two years, and it may also have been difficult to obtan rellable 
results from such young chlldren, especially the little girls of this area who tend to be shy with strangers 

Type of School 

The study attempted to identify factors related to achievement in CSP and non-CSP schools but found that 
only one-student attendance-was significant (Thomas N d 63) However, some factors that increase 
outcomes and improve the learning environment, though not significantly, are visits by education officers, 
more motivated and regularly attending teachers, and cornmunlty support Provision of supplies and vm- 
ety In teaching techniques also improved outcomes (Thomas N d 75) 

In Balochistan there have been chronic problems with girls' schools, including teacher absenteeism, 
defunct or closed schools, and weak social support, all of which lead one to believe that community par- 
ticipation should have a significant impact on both enrollment and achievement (Thomas N d 65) The 
more relevant question may not be whether this system produces equal or better results when compared 
with the conventional system, but whether there be any results at all without CSP 

CSP g~rls' schools 

4 School program quallty 

Gndergarten 
(n=89) 

78b 

53b 

Overall, the CSP school program was based on the conventional government model of educahon existlng 
in Balochistan When CSP was estabhshed, the DPE, under PED was just beginning comprehensive efforts 
to Improve the quality of primary education in the province CSP's aims at first were not focused on qual- 
ity issues, which were already being addressed in other parts of the education bureaucracy, but rather were 
manly quantitative-to overcome the obstacles to rural girls access to education, which at that time 
seemed to be the overwhelmingly important Issue for education in Balochistan The Society was concerned 
w~th quality only to the extent that they did not want to compromise education further through the use of 
inadequately prepared teachers Consequently, from the start they put in place a number of safeguards to 
prevent that happenmg, including the MFTTU training, NGO monitoring systems, and community over- 
sight activities Soon it became apparent to the Society's promoters, however, that quality was an equally 
Important issue in rural schools and that these mechanisms were not enough to ensure quallty programs 

Non CSP prls' schools 

Grade 1 
(n=82) 

50' 

8od 

The author regrets the fact that a large enough sample of girls non-CSP schools was not included to permit a mul- 
hvmate analysis 

Non-CSP boys' schools 

Kindeigarten 
(n=55) 

60 

30 

Kmdergarten 
(n=23) 

69 

42 

Grade 1 
(n=33) 

40 

77 

Grade 1 
(n=28) 

40 

7 1 



At first it seemed enough to rely on the monltonng 
activities of the VECs to ensure better program 
quality, but there was little the VEC could do to 
improve the actual instruction of the teacher The 
problem became more evident as cohorts of chil- 
dren began to reach the h~gher grades of primary 
and it became clear that teachers were unprepared 
to teach the advanced content at these levels As 
one report noted, teachers needed professional 
training less than they needed academic study of 
the subject content 

The Society's staff had difficulty m defining quali- 
ty since they found the term meant different things 
to different people to the DPE it was teachers 
using the government matenals and covenng text- 
book pages at the prescribed rate, to parents it was 
a teacher in attendance and children who were 
happy, clean, and doing their homework without 
having to be pushed Studies like those of Thomas 
(1996) however were showing that despite the 
intensive training and follow-up, CSP teachers 
were not producing any better achievement results 
than non-CSP teachers, and in some cases the 
results were poorer To improve the quality of the 
program, the Soc~ety took several actions They 
decided In 1994 to contract trainers from outside 
the government system to tram the community and 

A girl reads from her book in a CSP school Photo by government school teachers, and to do follow-up 
Uzma Anzar training in CSP schools They also offered a pro- 

gram whereby teachers were able to repeat the 
work of grade five under the supervision of a tutor 

so they would be better prepared to teach the upper primary grades Fmally, they attempted to establish 
standards of quality sirmlar to ones recently created by the DPE-PED, instead of relying on the low stan- 
dards accepted in convenhonal schools 

The achevement results from the Thomas study demonstrated a mixed picture about whether CSP in its 
early years had been able to provide an education equal to the conventional system in terms of achievement 
outcomes Thomas shows ~ndisputably that the attractiveness of the school was enhanced and that children 
enjoyed the expenence as much if not more than in non-CSP schools Others argue that even if the pro- 
gram IS poor academically there are other gains G~rls receive attention, learn to get along with their peers, 
learn cleanl~ness and proper conduct, and become d~sciplined in meeting schedules and getting work done 
on tme  

One factor that contributed to an enhanced program in CSP schools is the greater professionalism and 
comrmtment of the teachers On numerous occasions, as Thomas documents, CSP teachers refused to par- 
ticipate in teacher stnkes because they feared it would adverqely affect student learning Table 6 5 shows 
the attendance rates and number of school days in the two systems between October and December of 

' Wawick and Reimers 1995 noted that the length of teachers7 academic traning was the most significant predic- 
tor of their students' ach~evement 
Instruchonal quality tended to be better in another of the Society's projects the Fellowship Program because the 
teachers tended to be better qualified (usually males) and more responsive to the control of the community because 
of the contractual nature of their hmng 



1994 CSP schools were open on average more than twice the number of days (57) of non-CSP schools 
(22) (Thomas N d 70) Both groups had the same average attendance rate of 89 percent, so the increased 
number of school days in the CSP schools provided them a considerably longer penod for learning 

Table 6 5 Attendance m CSP and non-CSP schools (October-December 1994) 

a Schools are compared by area clusters because of theu interrelated effects 
Source Thomas N d Table 18 

School type 

CSP clustera schools 

Village 1 

V~llage 2 

Village 3 

Village 4 

Village 5 

Non-CSP cluster schools 

Village 6 

Village 7 

Village 8 

Monitoring of the school by VEC members has also probably improved their quality Anyone who has 
visited schools in rural Balochistan knows that it is the rule rather than the exception to find them closed, 
or teachers and children sitting doing nothing related to academic work Table 6 6 shows what was hap- 
penlng in 27 schools during mid-morning school hours, when Thomas made surprise visits CSP schools 
were generally found open and functioning, whereas non-CSP schools were either closed or only par- 
tially functioning 

Table 6 6 Cond~t~ons In Baloch~stan schools durlng m~d-morning school hours (1994) 

School days (mean) 

57 

66 

64 

69 

28 

58 

22 

12 

20 

3 3 

Attendance rate (%) 

89 

84 

89 

8 8 

90 

96 

89 

8 1 

87 

100 

Source Thomas N d Table 25 

Observat~on 

Children on task 

Children playing outside 

Teacher with small group 
while other students played 

Students dlsrmssed early 

Chlldren sitting idle 

School closed 

School exists only on paper 

One can speculate on other factors that may Influence program quality in favor of CSP schools For exam- 
ple, in the conventional system, teacher absence is a serious problem in many rural areas because teach- 
ers are not well supervised and often do not come from or live in the immediate area of the school Even 
when they are present, many turn over the teaching to students, who lead the rote learnlng choruses that 

CSP schools 

5 

0 

1 

0 

0 

0 

0 

Non-CSP schools 

4 

4 

1 

3 

1 

7 

1 



make up the bulk of instruction Instructional matenals may be limited, and harsh discipline maintains the 
orderliness of the process In these discouraging conditions, students are often absent and drop out from 
the boredom of learning and the fear of punishment Poor achievement IS the rule rather than the excep- 
tion in these schools 

The CSP schools, through pre-conditions agreed with the community, have addressed some of these nega- 
hve features they have a teacher who is accountable to the community, training that provides some under- 
standing of interactive instruchon and the developmental needs of children (and reinforces these models in 
vmous ways including the methods used in traning teachers), strong local monitoring and supervision, fre- 
quent contact with the DPE through the CSP facilitators who can usually ensure supplies and solve prob- 
lems, and parents who commit themselves to sending children to school regularly In addition, CSP is sig- 
nificantly linked through its training locations with well-designed and maintained schools in centrally 
located sites that can serve as models for local schools (Thomas N d 75) 

The DPE has also contributed to program quality through a series of policy reforms that give CSP greater 
flexibility in addressing local needs It 1) removed previous age limtations (18 to 40) for employing 
female teachers, 2) lowered the minimum educational requirement from a secondary school diploma to a 
middle school kploma for female candidates, although the requirement for male candidates remaned the 
same, 3) allowed the nine-month teacher traning course to be reduced to three months, 4) permitted 
teacher training immediately instead of after several years, and 5) provided sufficient teaching posts to 
cover the CSP need In addition, the government decided that boys' schools would only be constructed in 
the future if they allowed girls to attend The government's increasing trust in the NGOs was reflected in 
the fact that in contracts with the new NGOs in 1995, the GOB no longer requ~red that there be govern- 
ment officials on their boards 

The GOB also developed a management information system to track informahon important to education- 
al policy such as teacher employment, school construction, and matenals supply issues They collaborat- 
ed with PED and UNICEF in the development of the MFTTU traning for women, and they increased 
expenditures in the Education Department by approximately 30 percent between 1990 and 1993 
Development expenditures also increased by approximately 40 percent in the same penod (Thomas N d 
42) In addition they revised the job descriptions of education inspectors to encourage them to work close- 
ly with VECs to improve school performance All these factors provided a more conducive environment for 
both quantitative and qualitative improvements in the schools 

5 Accountability to the community 

There are factors in the Balochistan environment that should, theorehcally, create client-focused schools 
Education is not compulsory in Balochistan, and consequently, it has been argued that unless schools attract 
and maintan enrollments, there may be little reason for parents to send children to school Similarly the 
government structure that supports schools is usually very distant from rural communities and cannot 
afford the resources to monitor them adequately, and therefore in effect the government needs the assis- 
tance of parents (Thomas N d 82) 

The CSP model creates conditions that should also lead to greater accountability to the community For 
example, CSP defines the responsibilities of the community and the DPE, and develops trust as a neutral 
go-between, ensunng that both keep their agreements The greater participahon of the community, both 
financially and in-bnd, means they are more likely to demand accountability from staff Parents are also 
more involved in the day-to-day management of the school where they see what is happening and what 
needs to be corrected rhomas claims that parental monitoring makes a difference in the number of days 
the school IS in session and the amount of time teachers are teaching and keeping students on task, and that 
these factors increase student enrollment and attendance (Thomas N d 82-84) 



Teaching staff should also be more accountable to the community because of the way they are selected and 
monitored The search for a teacher is limited to village residents, and her selection partially depends on 
the response she elicits from the community dunng the household survey If she is unable to establish trust 
and support among parents, she is not selected Thomas reports a high degree of commitment by teachers 
to the community, at least partly because they care about maintaining the respect and goodwill of their 
neighbors Some reports suggest, however, that when CSP teachers become government employees, com- 
munity control weakens, and teachers tend to become absent more and work with less cornmtment VECs 
have not been strengthened sufficiently to control this process Recent Society reports say that the new 
NGOs that have been contracted in the expansion phase of CSP tend to be from the local area and are able 
to exert more influence over this detenoration in teaching commitment VECs are also being traned to deal 
with these situations 

Unlike in non-CSP villages, the VEC is a wholly "new mechanism to make teachers and education offi- 
cials accountable at the local level" (Thomas N d 82) By creating VECs, the CSP has established an orga- 
nizational structure that encourages teacher and local administrative accountability to parents (Thomas 
N d 41) Once the school is opened, VEC members are empowered to report a teacher to the government 
for attendance or behavior problems, and to recommend teachers for training On the other hand, teachers 
cannot be pushed too far or they may resign, thus effectively shuttlng down the school When they meet 
the civil service requirements, they become virtually immune from being dismissed The test of account- 
ability and teacher commitment to client interests are likely to come later after the schools have been estab- 
lished for some time and follow procedures more like those in conventional schools 

Thomas found little accountability among most DEOs who complained that they had little authority to han- 
dle the personnel and facilities issues parents rase because they take their orders from provincial authori- 
ties and are unable to make these decisions themselves Thus despite the rhetoric of decentralization, as 
Thomas notes, the school system remans "highly centralized and politicized, with even the smallest deci- 
sions about teacher employment and classroom construction taken at the highest levels of the Department" 
(Thomas N d 85) What has made some DEOs more amenable to the CSP suggeshon is the support given 
CSP activities by high officials in the DPE Proponents of CSP believe that with time, the success of CSP 
schools will demonstrate their effechveness and win over those who are not enthusiastic at present Critics 
feel that major changes must be made in how decisions about education are made before a new role for the 
community can be ensured 

6 Costs 

There is little cost data avalable with which to compare CSP and non-CSP schools Slnce both are essen- 
tially government schools, the core costs of buildings, teachers' salaries, and supplies should be about the 
same The man additional costs for CSP schools are the promotional costs of the Society and the special 
MFTTU training and monitoring that CSP teachers receive 

One estimate suggests that the CSP process adds 15 to 20 percent to the cost of the conventional govern- 
ment school but adds that this cost must be weighed against a 50 percent increase in enrollment and better 
attendance (World Bank 1996c 28) The cost to the government's PED program was covered through a 12 
percent obligation from government budgets and 88 percent from a World Bank loan 

For parents the average cost of educating a child in a CSP school is Rs 524 per year compared to Rs 563 
in a non-CSP school The difference is due to VEC efforts to reduce the costs (see above) (Thomas 
N d 80) 

CSP's efforts, which started in 27 Lorelai villages in 1992, have nsen steadily in the five years since the 
incept~on of the program By 1997, more than 1,500 communities had gone through the CSP process 
(Bakhtean 1997c 14), though not all established functioning schools Table 6 7 shows the numbers of 



schools that had been established through December 1996 In the first major expansion phase, in 1993, the 
CSP teams of promoters visited 548 villages, establishing 122 rural girls' pnmary schools with an enroll- 
ment of 4,183 girls An additional 226 students were studying in schools that were waiting to be sanctioned 
Seventy-four percent of the total 5,963 school-age girls in these villages were enrolled as a result of CSP 

Table 6 7 Number of CSP schools and chlldren enrolled m Balochlstan (1992-1994) 

a lndlcates that no data is avalable 
b Source 0 Grady 1993 page 5 
c Source SCSPEB 1994 page 4 
d Source World Bank Report 1995 
e It was esbmated that 270 schools would be established in 1996 Thls figure has been added to the 273 of the previous year The number of 

schools establ~shed In 1996 would show an ~ncrease of 75% over the number of schools establlshed In the prevlous three years Source World 
Bank 1996c 22 

Month and year 

February 1992 

November 1993 

December 1994 

December 1995 

December 1996 

By December 1994, there were 187 fully established schools, 41 on probation and 54 in the process of 
becormng established, for a total of 282 schools parhcipating in the CSP system The enrollment in the 
fully established schools totaled 10,13 1 girls or on average 54 students per school By this time there were 
170 trained teachers, 69 undergoing traning, and 31 still untrained A total of 228 VECs had been newly 
formed (SCSPEB 1994) In 1996, as more regional NGOs became involved in implementing the CSP 
process, the number of CSP schools increased by 75 percent over the number that had been established in 
the previous three years (World Bank 1996c 22) 

The expansion of the CSP schools has been impressive by any standard, but it is especially so given the 
lengthiness of the mobilization process and the difficult conditions In Balochistan's vast province Future 
replication efforts face certain constraints, however First, many villages simply do not have an educated 
female resident in the vicinity A new policy to help resolve this issue allows villages that want to estab- 
lish schools but have no locally available educated female, to contract a teacher-perhaps a male accept- 
able to them-to teach in the girls' schools This person remans under contract (and does not obtain civil 
service status) until a local female is avalable A fellowship arrangement may be made to cover the 
expenses and salary of this teacher Second, some villages in more conservative areas have resisted becom- 
ing involved in the CSP process, often because of deep distrust of the government or an unwillingness to 
educate girls Sometimes this resistance breaks down when villagers see nearby successful schools 

Total schools 

27b 

122" 

187" 
193d 

273d 

573" 

The most significant constraint on expansion of CSP schools is the NGOs' reliance on the GOB to assign 
a portion of its external funding to CSP, and its vulnerability as an "add-onw9 project Although USAID 
funding through the PED project ended in 1994, the work continued to be funded by UNICEF, the World 
Bank, the Habib Bank, and Trust for Voluntary Organizations (TVO) Of the World Bank's loan, 70 to 80 
percent of the funds are earmarked for construction and only 5 percent for community promotion If this 
funding stops, there are two alternatives the DPE might use its scarce resources to continue to support 
the Society's work, or it might take over the work itself In the past, the DPE has been reluctant to con- 

Enrolled chlldrena 

4,183" 

12,769d 

y The term comes from Thomas N d 89 to descnbe the fact that CSP acts as a parallel system not yet embedded in 
the GOB education structure 



tract groups outside the Education Department to do its work except in cases where funding has been 
external And, though voiced in other terms, some within the bureaucracy feel that these transparently 
established schools have removed sources of political influence politicians previously depended on to sat- 
isfy their constituents 

Concerning the second alternative, the Society believes that the government's involvement would not pro- 
duce the same lunds of results it has been able to produce as a non-governmental organization They believe 
it is essential for an NGO to mount this lund of mobilization in remote villages for several reasons, the most 
important being the suspicion with which government initiatives are held If funding for the Society's 
activities should be discontinued, it is doubtful whether the DPE of Balochistan would continue to support 
the Society's work or provide a sufficiently effective replacement for these services Already at one point 
when community enthusiasm surpassed the capacity of donor funding, the project had to slow its expan- 
sion efforts, and as a result of its limited capacity, was not been able to place more than 140 of the 200 
teachers assigned to them that year (Thomas N d 89) 

In 1995 the DPE decided that the CSP process should be used to hire all teachers in the province and to 
establish Parent-Teacher School Management Committees (PTSMCs) to oversee the affairs of government 
schools Onginally DEOs were requested to set up these committees, but they usually did not comply 
because there was no compensation for the added effort and transportation costs Consequently the NGOs 
were contracted to add this activity to their program The new committees were composed of the head- 
teacher (usually the school was larger than the one-teacher CSP school) and three to five parents, who were 
sometimes also members of the VEC committee When both committees existed in a community, the 
PTSMC normally took responsibility for coordinating the needs of both schools with district education 
authont~es The PTSMCs were also given responsibility for administering an annual Rs 2,000 fund for 
mnor repairs to school buildings and Rs 1,140 for school supplies As of March 1997, 4,985 of these 
PTSMCs had been established, and the remaining 3,901 were to be established in the following year by the 
four NGOs worlung on the CSP process According to reports, the PTSMCs are resisted by the Teachers' 
Union, and in general government officials are not very supportive The consultant for the program did not 
feel that the process was carned out as effectively as with CSP, and that in fact it distracted from CSP 
(Bakhtem 1997c 31-32) Authonties report that though there have been complications in delivenng the 
funds for the PTSMCs, these committees have been effective in increasing enrollments and attendance in 
conventional schools 

Recently the NGOs have been trying to shorten the lengthy CSP process in order to establish girls' schools 
and village committees more quickly The shortcuts have included meeting with clusters of 8-10 potential 
teachers to informally determine their qualifications and the readiness of their communihes and then to ask 
them to conduct the household survey and assist in forming the VEC or PTSMC in their village Many vil- 
lagers now seek out CSP to request that a school be established in their communities Self-selected com- 
munities require less hme to develop trust and prepare for the establishment of a school, thereby also con- 
tributing to the shortening of the process 

There is growing recognition that communities differ enough in Balochistan so that a vmety of education 
delivery options may be needed to ensure that an appropnate one is selected in each case The NGOs now 
can offer a range of models that include the urban and rural "fellowship" schools, home schools (located 
in the homes of teachers), CSP gender-free schools, and CSP girls' schools (detenned by the sex of the 
teacher rather than the student) 

It is too early to know whether communities can or will sustan their support for community schools once 
the Society's facilitators who are their main links to the DPE are gone It is also unclear whether the Society 
itself can survive to promote new schools if thelr strong donor support is withdrawn CSP schools at that 
point will be no different from government schools once PTSMCs are established for all conventional 
schools Are the successes of CSP dependent upon the crucial links the NGOs provide to higher sources of 



decision makmg? Does VEC enthusiasm require frequent monitoring visits to be sustaned7 The commu- 
nity cannot operate pnmary schools on their own They need the resources government contributes and 
controls If the contracted NGOs are no longer funded to facilitate that process, it is an important queshon 
whether that process would continue in the absence of institutionalized mechanisms to ensure it The 
Society is aware of this problem, but it is difficult to see how it can be solved in the present political cli- 
mate in Palustan 

Already the successes of CSP schools are intensifying their need for additional resources Thomas reports 
that CSP classes are more crowded than conventional schools because of escalating new enrollments and 
because some boys' schools have started excluding girls when a CSP school is located nearby This means 
that CSP classes are not only taught by less qualified teachers but contan double the number of students, 
and reman multigraded because teachers for additional classes are not avalable The addition of a local 
male teacher might have solved the problem at one time, but parents no longer accept thts solution in a 
girls' school where female teachers are worlung (Thomas N d 110-1) If these condihons continue, one 
can anhcipate the teacher's job becormng less satisfying and program quality deteriorahng, especially if the 
problem-solving assistance of the NGO promoters is no longer available 

It is difficult for the government with its limited resources to keep up with both the "explosion of new 
schools" and expanded enrollments in existing sites According to Thomas, 200 out of 700 new teachers a 
year are already being assigned to new CSP schools, whtle the rest must be distributed among new and 
existlng schools in the whole of the province Efforts to decentralize the bureaucracy mght appear to be an 
answer to an equitable distribution of teacher posts were it not for the intense political competihon for posts 
that is likely to ensue and that mght be even more difficult to control in the districts 

In 1996 the NGOs' problems with the government became especially acute w~th the change in the provin- 
cial government Despite the previous government's agreements with donors, there began an extensive 
political interference in teacher recruitment, particularly of female teachers hired under the relaxed rules of 
lowered qualifications Teachers were hired without venfying their slulls or vlllage origin so it was often 
not clear where or whether they would be teaching From the CSP point of view, this situation underrmned 
the transparent, merit-based approach they had so carefully cultivated and made some communities ques- 
hon their other investments in CSP schools when the government was reneging on its promises One mes- 
sage that was conveyed to the promoters was that the new government might not be so enthusiastic about 
worlung through the NGOs In a strong reaction the World Bank demanded that the government produce a 
policy statement on their intentions regarding teacher recruitment or there might be funding implications 

For a long time the Society had been aware of the need for a more localized NGO presence that could main- 
tain the program over the long run The Society was having an increasingly difficult time expanding into 
so many districts at the same time, which meant initiating and monitonng schools in very distant areas, 
many of which lacked overnight accommodations for their field teams As the number of schools increased, 
the burden of the work increased to the point where the teams were constantly on the road By 1994 the 
Society decided to decentralize some of its activities to distant division capitals Three additional NGOs 
were contracted by the DPE in 1996 in Gawader, Dera Murad Jamali, and Mastung to speed up expansion 
of CSP schools in those areas In a 1994 report the Society was expechng to shift from runlung the day-to- 
day operahons of CSP to traning new staff and overseeing the work of the new local NGOs As the Society 
expressed it 

the vision is the institutionalizat~on of the community support process-a move towards a pn- 
mary education system which is operated by many partners, includmg parents, education field 
staff, distnct and local management and other NGOs a system which will be owned by everyone 
and will not be a "Society affair" (SCSPEB 1994 Executive Summary) 

The CSP process has developed worlung linkages among three of the constituencies that can make a dif- 
ference in the continued effective and efficient management of schools the government and communities, 
factions within the community, and individual parents and the school It has not, as one report notes, 



reduced all suspicions between towns, or between the genders, which have in some cases made it more 
difficult to consolidate schools Some officials question whether the government can afford two small 
schools in each village to continue segregating the sexes Others argue that the majonty of the glrls will not 
complete the pnmary level if they are not provided segregated accommodations CSP successes have 
therefore increased the strain on the government's limited resources at a time when the future of foreign 
assistance is not clear While the Society's promoters may be right that the functions of the CSP promot- 
ers cannot be handled effectively through governmental agencies, putting the responsibilities in the hands 
of NGOs only puts off the day when government bureaucracies themselves must be reformed to handle 
what are ultimately their responsibilities 

A final sustainability issue also relates to government support There are still vulnerable portions of the 
program that can only be strengthened through policy reform As yet VECs and PTSMCs do not have legal 
status and therefore their ability to function as local management agencies for schools is limited The NGO 
strategy to integrate them into the overall education program includes seelung Cabinet level endorsement 
of the approach, Parliamentary approval to legalize the committees, and the establishment of accounts so 
that annual funds can be deposited directly in the name of the committees A remaning difficulty is that 
the c o m t t e e s  have no legal authority over the teacher once she or he becomes part of the civil service 

E Issues and lessons learned 

The Society has been highly successful in creating partnerships between government agencies responsible 
for the dellvery of education and hard-to-reach communities The process created by the Society to engage 
parents in support of g~rls' educat~on uniquely addresses the special problems of a very difficult area The 
Society believes its program is successful because it is 

community-based, 

run exclusively by Palustanis (consultant, promoters), 
supported by multiple donors USAID, World Bank, UNICEF, Habib Bank Trust, 
and TVO, 
sensitive to the need to accommodate local male-dominated culture in order to 

allow other revolutionary changes to occur, such as community-government partnershps 
and parental ~nvolvement in educahon, and 
using strong c o m t t e d  people at every level 

The Society feels it has learned several lessons 

the CSP process must be c m e d  out by an agency other than the government, 
the CSP process needs careful monitoring and follow-up, and progress needs to be 
measured by well-developed indicators, 
VEC members must be selected carefully to ensure a strong, respected group, 
VECs managers need trainlng to be effective leaders, and parents need traning to 
monitor the school program and 
follow-up training and support for teachers after MFTTU training is essent~al 

1 Issues 

The issues the Society feels are important to CSP's future success include 

involving regional education officials more in CSP achvities to build sustanability, 
resolving inconsistencies m the GOB'S actions to avoid undermining community 
confidence in the CSP process, 
improving program quality with an important issue being whether less qualified teachers 
will be able to handle higher grades and more students as the schools mature, 



resolv~ng resource-related queshons, such as whether the GOB can support two single-sex 
schools in each village Is CSP a viable solution to EFA goals, or does it simply increase 
sex-segregation and the need for separate fac~lities and separate sex teachers? What other 
options might attract glrls to school without these disadvantages?, and 
other seemngly rmnor yet important issues include the frequent publ~c stnkes called by 
teachers' associations, which d~srupt learning, difficult feudal landlords who resist the 
education of their tenant workers, and traditional tnbal values, which make it especially 
difficult to enroll glrls and find female teachers ~n some areas 

2 Lessons learned about commulllty partwipat~on 

The lessons CSP teaches about community participation are 

1) the importance of a culturally sensitive, flexible process for promoting community support the 
process must address the fears and suspicions of local people and build their confidence, 

2)  the importance of giving local people the space to act this IS accomplished by helping communi- 
ty members define the~r  responsibilities in the partnership with government, by "granting p e m s -  
s~on" for them to take initiatives, by loosening control and givlng them room to act, and by being 
willing to accept their actions even when they lead to inefficienc~es and delays, 

3) the importance of modeling the lunds of behavior expected from community participants dur~ng 
the mobilization process by ensuring the opportunity for each individual to speak for himselflher- 
self and listening to each, by conduchng a transparent, merit-based system of teacher and VEC 
member selection, and by worlung out an equitable share of responsibilities, 

4) the importance of institubonal~zmg links to reinforce essent~al relationships links between par- 
ents and the school were well-developed in VECs and WVECs but were not so well developed 
between comrnunitles and educat~on authorities, 

5) the cntical role facilitative agencies (both NGO and external donors) can play in stimulating cer- 
t a n  lunds of communities to become involved in education delivery, and 

6) the amazing energy that can be harnessed in communities that become motivated to support 
schools Balochistan creates a unique cultural and geographical challenge to those wanting to 
deliver public educat~on A program like CSP may be the only hope for a reasonable standard of 
education m circumstances of this lund CSP's substantial record of successes in difficult-to-reach 
areas reinforces the belief that a sensitive, practical approach can meet the needs of the most diffi- 
cult context The maln long-term issue IS sustaning the support for community mobilization both 
from the government and those who fund such programs 



Chapter 7 
Escuela Nueva in Colomb~a 

Components of Escnela Nueva Model 
-- - - 

Educabon context muhgrade rural schools, poor quality program, well-endowed fac~lit~es 
Involvement strategy survey, school meetmgs, map actiwty, cornrnunlty monograph, course 

offenngs 
Targets rural children 

Local institutions none established by this program 
Community contributions to 

enrollment objectives none specifically targeted to these aims 
education delivery none 
quality community is a resource for local lore, parents sometimes volunteer 

to tutor 
school schedule avoids local conflicts like harvests 

Program type formal pnmary government 
Length of program five years 
Single or multigrade usually multigrade 
Instructional approach student-centered activity-based, self-paced, flexible promonon, learmng 

comers, student government 
Instructional materials generated in teacher workshops, self-study guides orgamzed into units 
Cumculum based on government objectives 
Assessment self-assessment at end of units wrth penodlc teacher checks 

Teacher qualdications conventional 
Tralning three one-week trmnings spread over a year 
Refresher monthly day-long courses 
Superv~slon regional supervisors should visit frequently but do not, hear teachers' 

problems in monthly training 

Instrucbonal facility conventional government school 
Managers k-eg~onal supervisors 
Major issues ~nconsistent rephcabon with expansion, resistance by trahhonal 

educators 

A Background 

The Colombian situation in the 1960s was described by one observer as "an excessive decentralization in 
which state education systems were functioning in a state of near anarchy" (Hanson 1983 89) During this 
penod UNESCO sponsored a system of Unitary Schools as a means of dehvering education to one- 
teacher rural schools The program was based on automatic promotion, active self-paced learning, and 
the use of instructional cards so the teacher could move around the classroom and work with groups of 
students as needed 

The pilot program, consisting of 150 Unitary Schools, was Intended for expansion to all schools in the 
country before the idea was eventually abandoned for reasons that included the difficulty in training staff 
to adequately utilize the new ideas, the inflexibility of the national curriculum, and resistance from teach- 
ers who complained that malung learning cards took too much of thelr time Parents also feared their chil- 
dren were not receiving an education equivalent to that in the conventional system, Ministry of Education 



(MOE) educators were not happy with the automatic promotion system, and supervisors who were not 
included in the program opposed its ~deas  The program was attacked by virtually all of its participants 

The MOE decided in 1975 to design a new system, the Escuela Nueva program, to ~mprove the curncu- 
la, training, and administrative practices of the Unitary model The new program was similarly designed 
around the principles of actlve learnlng and self-pacing Escuela Nueva was targeted to rural areas and 
was an amalgam of lessons learned from the Unitary Schools, combined with new ideas to improve the 
quality of learning in conventional government schools Some of the problems educationists saw in the 
conventional system were its poorly equipped classrooms and lack of instructional materials, inflexible 
schedules, which interfered with local work needs, and its poor teachingllearning style based on rote 
methods In addition, teachers were not trained for multigrade instruction and had little support from 
instructional supervisors 

Still Escuela Nueva encountered resistance Its steenng committee had to conv~nce curriculum experts that 
national objectives would be maintained and that learning could occur through non-traditional methods 
They had to assure trainers that teachers would be given sufficient preparation in the new methods of 
instruct~on and to show the textbook industry that they would not lose book sales ' (McGinn 1991 35) 

USAID provided support for the implementation of 500 Escuela Nueva schools in three departments 
between 1975 and 1978 when the MOE had decided to abandon the Unitary Schools The initiat~ve for the 
reform came from the Vice-Minister who was a technocrat but had no training in education Agan, there 
was resistance from a number of sides from private publishers who feared they would lose the sale of con- 
ventional books, from curriculum developers who thought the program would not meet national objectives, 
from the universities who thought there would be fewer teachers to tram, etc Cr~ticism decreased when the 
new program was confined to rural multigrade schools where almost any program was thought to be bet- 
ter than the existing one In the next few years the project was lodged in one department after another in 
the MOE, always as an experimental program with funding from businesses and donors (McGinn 1996 12) 

As in many other developing countries, rural education has lagged behind in Colombia In 1975, at the t ~ m e  
when Escuela Nueva was being established, only half the rural children in the age group 6-12 were enrolled 
in schools compared to 65 percent of children in the country as a whole By the mid-1980s half the rural 
schools In the country still did not offer a full pnmary cycle, and only slightly more than half of rural chil- 
dren between the ages of 7 and 9 had been to school-about the same proportion as in 1975 Only 20 per- 
cent of the children who entered first grade completed the primary cycle, and a third dropped out of the 
first grade class In rural areas, there was therefore considerable need to expand education opportunities 
and increase completion rates while simultaneously reduce dropout rates 

By 1992, a few years after Escuela Nueva had been brought to scale in 18,000 rural schools, the participa- 
hon rate had risen to 81 percent for g~r ls  and 78 percent for boys in these areas, compared with 87 percent 
and 86 percent respectively in urban areas The roughly 30 percent nse in rural enrollments since 1975 may 
have been partially a result of Escuela Nueva since over half of Colombia's rural schools had adopted the 
model in the intervening years 

Escuela Nueva as an effort to provide cost-effective quality education to rural areas needs to be assessed 
in the context of MOE and state relat~ons in Colombia A factor that has had a formative effect is the high- 
ly fragmented nature of power in Colombia across a number of interest groups rather than centralized in 
the national government The education structure mimics the federal system of government in that there 
are national, state, municipal, and private school systems, all expected in theory though not always in prac- 
tice to follow MOE policy guidance In the pre-reform perlod the state secretaries of education, usually 
aspiring politic~ans, were virtually autonomous and generally ignored Ministry policy In 1961, partly to 
correct this situation and the growing unrest of teachers who were not being paid regularly, the MOE took 

McGinn wntes, for example, that opposition in the Ministry delayed the printlng of the instmctional guides for a 
Year 



Escuela Nueva programs were first proposed to reach underqerved rural 
areas of Colombia USAID photo 

charge of paying teacher salaries, 
since officials found that once 
money had been sent to state cof- 
fers, it could be used for anything 
state authorities desired Teachers 
were often being hired by state 
authorities for political reasons 
regardless of their qualifications, 
leaving the MOE with the task of 
finding money to pay their 
salaries At the time, 23 percent of 
teachers did not meet MOE stan- 
dards and, of these, 70 percent 
were teaching in rural schools 

The reform of 1968 attempted to 
address the gulf between the MOE 
and state establishments Regional 
Education Funds were set up to 
control money that had previously 
been sent to the states by the 
nahonal government, and gover- 
nors were requ~red to sign agree- 
ments that stipulated how the 
funds could bi spent, reflechng 

those Minist~y policies that had been ignored A MOE offic~al was delegated to each state to oversee the 
implementation of the funds Durlng 1969-1973, the state officers continued to violate thelr contracts in 
every conceivable way and lt was impossible for the MOE officials to perform thelr supervisory role The 
MOE did not dare withhold money for fear of further teacher strikes 

In 1972 a council was formed in each state to make decisions about the admmistrahon and financing of the 
schools, and this time the MOE supervisor was given veto power over the dec~sions The penod between 
1973-75 was a time of adjustment when new qtate officials came into a system that was already function- 
ing and came to rely on the MOE officer to help them with the transition In 1975-78, the program became 
institutionalized, with an expanded office and staff and with the MOE representative's power becomng 
equal to that of the state officials However governors persisted in appoinhng unauthonzed teachers for 
whom there were insufficient funds (14,000 teachers between 71 and 75 alone) From 1978-80, the posi- 
tlon of the Ministry's representative became politicized and gamed substantial power (Hanson 1983 93) 

These power struggles between the central government and the states formed the backdrop against which 
Escuela Nueva was established in Colombia, first as a centrally Inspired pilot project and ultimately as a 
nat~onwide program expanded to all of the states Whether good or bad as an idea, Escuela Nueva faced 
the challenge dunng this period of states that continued to operate relatively Independently of the policles 
handed down from the center 

Colombia s Escuela Nueva program has been studied by UNESCO UNICEF, and a number of other pub- 
lic and private organizations and has been found to be successful in raising the quality of basic education 
in a cost-effective manner Experience in other countries has also demonstrated that it is possible to imple- 
ment Escuela Nueva strategies with limited economic resources Due to its impressive successes, Escuela 
Nueva has now been established in several other countnes in the region, including Chile, El Salvador, 
Honduras, Guatemala, and Nicaragua 

See Schiefelbein, Ernesto 1991 (June) 



The descnptions of Escuela Nueva below come primarily from reports by McEwan N d , McGinn 1996, 
Psacharopoulos et a1 1993, Shiefelbein 1990 and 1991, and Torres 1993b Escuela Nueva has four basic 
components community involvement, curriculum, traning, and administration, each of which is described 
in separate sections below It is their interrelahonships that make Escuela a coherent system 

It is clrumed that the successes of Escuela Nueva schools are due at least partly to the program's promo- 
tion of school-community links The initiator of the link is the teacher who is trained in innovative ways to 
involve community members For this purpose teachers are given a manual with practical suggestions on 
what to do The teacher is taught to think of the Escuela Nueva school as an information center and focal 
point for community integration and development The school and community are reciprocally a learning 
resource for one another Teachers organize activities to provide this two-way communication 

Escuela Nueva encourages teachers to use a senes of activities to gain a better understanding of the com- 
munity Though the teachers have considerable latitude in the kinds of community activities they initiate, 
some are considered standard For example, teachers visit the homes of their students at the beginning of 
each school year and collect information to prepare monographs about the community The monographs 
serve as a basis for planning how instruction can be enriched by the sharing of community slulls and inter- 
ests Teachers gather information describing services and resources avalable in the community employ- 
ment profiles, health services, businesses, cultural practices, etc The teacher also records information 
about parents' daily and yearly schedules in order to assist them in preparing agncultural calendars, which 
in turn help in setting the school schedule Students are required at certain times to go out into the com- 
munity to interview residents, collect recipes and songs, and learn about craft products Parents also help 
in student-organized construcbon (as in the building of desks and learning corners) and mantenance pro- 
jects The purpose of these acbvities is to involve parents as much as possible in support of their children's 
learning and to make children's learning more relevant to their day-to-day experiences 

Parents also are involved in other ways The libraries, the school grounds, and all cultural and recre- 
ational activities are open to parents At the end of each month parents are invited to Achievement Day 
organized by the student council where academic results are announced and the student government 
reports on its activities Parents also view presentations by the children on what they have accomplished 
during the month 

C School program/lnnovat~ons 

Escuela Nueva has been descnbed as an alternative within, rather than outside, the formal State education 
system (Torres 1993b I), not a universal panacea but a method for discovering what would work in a par- 
ticular set of circumstances (McGinn 1996 27) The description below summarizes those charactenstics 
that have come to be expected in Escuela Nueva schools 

Rural schools in Colombia "are well endowed with infrastructure and equipment They usually have solid- 
ly built school buildmgs, with plenty of space and pleasant surroundings, and are properly equipped with 
furniture and other fithngs Many of them have accommodations for the teacher They may have a kitchen, 
a dining room, washrooms, running water, electncity, and even television In short, they are rural schools 
that are pnvileged in comparison to those usually found in Third World countries, including Latin 
American countries " (Torres 1993b 10) The implication of this fact is two-fold community resources may 
not be needed to provide additional facilities, and this model is one that in terms of facilihes may not be 
easily imitated in contexts where facilities are poor or nonexistent 

Escuela Nueva schools generally consist of one to three classrooms with one or two teachers who teach 
multigraded classes for the entire five-year pnmary cycle Often one of the rooms is used for a library, 



which serves as an additional learning materials and reference center for students and, after hours, for the 
community The librmes contain about 70 books, including dictionaries, textbooks, encyclopedias, litera- 
ture, maps, posters, and books on rural development Most schools also have a playground 

Each classroom is hung with alphabet letters, numbers, and other decorations, and each has separate learn- 
ing comers to provide for the four man subject discipline areas The furnishings are simple but function- 
al, tables and cham can be pulled together by the students for group work or reorganized for whole group 
activities Often there is no teacher's desk and no "front" of the room A suggestion box is used to encour- 
age student input into their learning actmities Most schools also have a community map drawn on the out- 
side wall to indicate the location of each family home, thereby symboliz~ng the link between the school 
and the community 

2 Curriculum and instruction 

The cumculum is designed to promote active learning-to teach children how to think, analyze, investi- 
gate, create, and apply knowledge It also stresses cooperation, responsibility, and democratic attitudes 
In 1992 the promoters of Escuela Nueva developed a definition of Escuela Nueva as "a spec~fic set of 
materials and practices The central concept is that a classroom teacher is freed from the task of daily 
instruction of a class of students" (McGinn 1996 14) The teacher spends most of her time teaching the 
younger children basic shlls whlle managing resources for the rest of the children Older children either 
study alone or in small groups using "learning guides" or self-instructional materials These same older 
children or parent volunteers assist students who are having learning difficulties in order to free the 
teacher to supervise the learning activities of younger children and help those who need special attention 
The classrooms are creatively noisy, with children organizing small work groups with other students 
worlung on the same units 

Instructional materials consist of learning guides divided into units, each having a series of tasks for the 
students to complete The students write the tasks m their notebooks and then draw conclusions or apply 
the knowledge they have learned The tasks are sequential, that is, one leads to the next in logical progres- 
sion The students monitor their progress in completing the tasks and mark each completed unit on a chart 
on the wall Though they work at their own pace, they are still classified by grades (because of the resis- 
tance to ungraded classes noted earlier) 

The students in grades two through five share guides, which along with graded textbooks and accompany- 
ing teacher guides, are provided free by the government The teacher gu~des, which have been produced by 
the teachers themselves during training, help teachers adapt the national cumculum to local needs and daily 
life The instructional materials are produced in four basic subject areas according to national curriculum 
objectives language, mathematics, natural sciences, and social sciences Units state the objective of the les- 
son, review what has been learned in previous lessons, and provide guided practice exercises and indepen- 
dent achvihes where the child applies the knowledge that has been learned The emphasis in all the lessons 
is on understanding and use of knowledge rather than on memorization and recall As ch~ldren complete 
the lessons in the guides, they show their work to the teacher, who gives them feedback but no marks If 
they demonstrate mastery, they are permitted to move on to the next unit If they do not achieve "mastery" 
they may be coached by older students Students are prov~ded with instructions about what slulls they must 
be able to demonstrate to prove mastery of an objective 

The guides allow students to progress at their own pace and to work in small groups If students need to be 
absent, they resume where they left off or they may take the modules home and continue at thelr normal 
pace Students progress from one grade to the next depending on when they complete the minimum stan- 
dards for the grade This system means that the student does not have to repeat grades or to review mate- 
nals helshe already knows Though flexible, this promotion system is not automatic as it was in the case 
of the Unitary Schools, since the student has to demonstrate mastery of objectives Progression to a high- 
er grade may take more or less than a year 



Children also learn from study corners, whlch they organlze in four subject fields from materials they cre- 
ate or collect themselves or which their parents have provided They also research topics in the school 
library as a way of increasing thew reading time Students also have notebook journals in which they write 
about their daily life They are encouraged to study the community around them, through, for example, 
malung a map of the cornrnunity and talung frequent field trips to different areas of the village to interview 
parents and relabves about the history of the vlllage, collect recipes, and learn about farming techniques or 
other local s l l l s  

Teaching matenals are produced at the nabonal level for reasons of cost, though some have content that is 
specific to regions Other regional materials are produced locally Torres notes that Escuela Nueva has been 
particularly fortunate in having the hghly specialized technical competence to produce good textbooks 
(1993a 11) 

Because teachers must be reoriented to their new roles as facilitators of learning and community leaders, a 
key part of traning IS helping them to make the necessary changes in attitude-pedagogical and ~ocial 
(Torres 1993b 4) Originally traning was only given to teachers who expressed an interest in becoming part 
of the Escuela Nueva program If teachers took the training and were not convinced of its value they were 
not allowed to continue and did not receive the "lut" of materials The early Escuela Nueva schools were 
therefore only implemented by teachers who were enthusiastic about the approach 

Traning begins with teachers visiting demonstration schools where the Escuela Nueva program is being 
implemented successfully and where the four components of Escuela Nueva are worlng in exemplary 
fashion There they become farmliar with the new approaches and methodologies These schools have 
been set up in each school department Thereafter basic traning consists of three, one-week courses dis- 
mbuted over the first school year The courses are provided by regional units in charge of training, which 
are normally located m decentralized locations near teachers' places of residence Training consists of 
basic workshops conducted in a participatory mode to model the methods teachers will use with thelr stu- 
dents Each teacher receives a teacher traning manual, which explains the objectives of Escuela Nueva and 
the information that teachers need to do to implement the model The initial training covers the aims and 
methodologies of Escuela Nueva, organization of buildings and classrooms, the preparation of learning cor- 
ners, the establishment of student councils, and instructions on how to teach students using group work 
methods Dunng this training, teachers learn the Escuela Nueva approach, which IS to learn by doing rather 
than by listening to lectures In the first session they are also given traning in how to develop school-com- 
munity relationships The manual suggests ideas about how to organize a recreation program for the com- 
munity after school hours In the interval before the next training, supervisors visit teachers in their class- 
rooms to assist them in implementation and to support their requests for other lunds of training they feel 
they need 

After two or three months, teachers attend the second workshop, which consists of training in the apphca- 
tion of self-instructional student matenals and in the use of teachlng guides multigrade teachlng, and other 
mnovabve approaches to learning Much of thls traning involves supervised practice teaching Teachers 
are encouraged to report on their progress to date in the classroom and to describe any innovative ideas they 
have developed to support the approach The t k d  workshop covers the use of the school library, maps, 
posters, and flexible promotion, and reviews what has been learned about multi-grade instruction The 
workshop also covers evaluation and problem-solving At the end of each of these workshops, the teacher 
receives appropnate matenals-manuals, guides, library books, and other materials to implement what has 
been learned 

As a result of basic training, teachers are expected to change their roles from being the source of knowl- 
edge to being facilitators of knowledge and the managers of learning programs This means they should 
assume responsibility for maintaning the learning centers and school library, becoming leaders in their 
community, and organizing community learning programs Many of these pedagogical features draw on the 



ideas of the Unitary Schools the comprehensive one-classroom pnmary approach, individualized learning 
at a student's own pace, active learning, and matenals designed to let the teacher work with different groups 
at the same time (Torres 1993b 6) 

Follow-up traning occurs in microcenters near the teachers' homes--either m the same demonstrahon 
schools where the basic training occurred or in other rural schools or public libraries Eight to 12 teachers 
gather to share expenences and carry out projects to improve their schools or cornrnunlties These month- 
ly meetings provide an ongoing support group for teachers using the Escuela Nueva model 

Administration in Escuela Nueva is intended to give direction to the program rather than to control it This 
means that admnistrators need to become fully aware of the objectives and approaches Escuela Nueva is 
a decentralized program with three adminlstratlve levels the center, the department, and the school At the 
center is a coordinator with a small team responsible for coordination, the design of policles and strategies, 
and program evaluation At the department level there is a committee comprising a coordinator and a team 
of multipliers who act as extension agents to the field When Escuela Nueva was expanded in 1987 under 
the Plan for the Universalization of Rural Primary Education two new structures were added c o m t t e e s  
at national and department levels to carry out the un~versalization plans, and educational units to support 
the schools (Torres 1993b 4) 

In the schools themselves the administrative/management funchons are carrled out jointly by teachers and 
students since the schools are usually too small to have a full-time administrator The core concept is that 
teachers are the managers of classroom learning Students take over such administrative functions as self- 
monitoring of their own attendance If they are absent for several days the teacher visits their homes to find 
out why Students are also asked to submt suggestions for more effective ways to run the school, in a box 
provided for that purpose 

Teachers facilitate the establishment of a student government where students elect a president and vice- 
president of the school for two-month periods The student leaders create committees of students to accom- 
plish their campagn prormses If the teacher is absent the student leaders can run the school alone Through 
their involvement in student government children develop social slulls and democratic attitudes, and learn 
to take responsibility for their own behavior The student government is responsible for the cleaning and 
maintenance of school grounds, sports activities, library operations, recreational activities, school decora- 
tions, discipline, and teaching and tutonng assistance 

A supervisory system for Escuela Nueva schools works out of regional offices Supervisors frequently vlsit 
schools to provide technical assistance and support for teachers in the use of Escuela Nueva methodolo- 
gies At the department and school-cluster level (groups of Escuela Nueva schools in the same vicinity), 
workshops are held for administrators to learn about the schooling program and to encourage them to 
develop a collaborative relationship with teachers Adrmnistrators are taught to organize visits to demon- 
stration schools and to lead rouhne traning programs for teachers 

In summary, the Escuela Nueva management system consists of a national coordination level in the MOE, 
which deterrmnes policies and provides technical assistance In each reglonal department there is a paral- 
lel committee of the local Educanon Secretary, the Finance Secretary a Project Coordinator, and a team of 
"mulhpliers" or promoters of the Escuela Nuevd model 

D Results 

1 Commun~ty partlc~pat~on and the development of grassroots ~nst~tut~ons 

Cornmumty participation in Escuela Nueva schools is limited to the activities mentioned above, which 
depend to large extent on teachers' abilities and willingness to organize them The thrust of the school- 



community activities is exemplified by the student field trips that encourage appreciation for the culture of 
the local community and take advantage of local resources to make students' learning more relevant The 
expectation is that these activities heighten rural chldren's self-esteem in contrast with a conventional 
schooling program, which only emphasizes urban surroundings and values A second type of activity that 
bnngs the community to the school is a program of core slulls and training for community members that 
teachers are supposed to organize Rojas and Castillo 1988 (in McEwan N d 7, Torres 1993b 7) con- 
cluded that Escuela Nueva did have higher levels of community participation than conventional schools 
and that it there were likely to be more activities such as adult education, agricultural extension, athletic 
competitions, health campagns, and community celebrations McEwan also shows that Escuela Nueva 
schools are more likely to participate in and organize community events than conventional schools The 
events he describes include literacy courses, dressmalung, agricultural traning, sporting events, celebra- 
tions, and health programs 

After major expansion of the program brought schools to some geographic areas of armed conflict, school- 
community relations received a setback in some areas Some teacher-collected information about the 
community and wntings in children's journals were used by insurgent and government forces aganst their 
opponents in the local population It was difficult and even dangerous in these communities for teachers 
to assume community leadership roles (McGinn 1996 20) 

In 1974 just before Escuela Nueva was established, rural education lagged severely behind urban educa- 
tion in Colombia Table 7 1 shows the change in participation rates in the two decades after its inception, 
first as a modest pilot effort and eventually as a program adopted by more than half of rural schools In 
1974 only half of rural girls were enrolled in school, while by 1992 the ratio had nsen to over 80 percent 
for girls and 78 percent for boys in rural areas Escuela Nueva was not designed to address the problem of 
low enrollments directly, rather its objective was to develop cost-effective, quality education for rural 
areas It is therefore difficult to attribute major increases in enrollment to the Escuela Nueva program, even 
though it is likely that Escuela Nueva's more attractive program induectly may have brought more chil- 
dren into the school system 

Table 7 1 Colomb~an partlclpatlon rates (%) by Income qunt~le  and residence (1974,1992) 

Source Mohna Alviar and Polarua 1993 in McEwan N d Table 1 

Income 

Qumtile 

1 
(low) 

2 

3 

4 

5 
(high) 

Total 

The Escuela Nueva schools possibly, also as a result of the greater attractiveness of their programs, may 
have contnbuted to the narrowing of the gap between boys' and girls' enrollments Table 7 1 also shows 
these changes In 1975 there were no national breakdowns by gender available, but it is likely that girls 

1974 

National 

MaleIFemale 

54 1 

61 4 

66 3 

78 1 

86 3 

64 9 

1992 

Rural 

Malememale 

51 2 

44 5 

56 5 

56 2 

60 0 

51 9 

Urban 

Male 

78 4 

85 6 

89 1 

94 8 

95 4 

86 1 

Rural 

Female 

79 9 

86 4 

91 1 

95 7 

96 8 

87 2 

Male 

73 

80 2 

76 3 

81 6 

88 2 

78 2 

Female 

77 

80 0 

83 0 

84 0 

90 5 

80 9 



lagged well behind boys in enrollment, whereas by 1992 
girls were exceeding boys' enrollments by three percentage 
points in rural areas compared with 1 percentage point in 
urban areas 

Escuela Nueva schools have not, however, obliterated dif- 
ferences in enrollment based on socio-economic level, 
which are still significant in rural (as well as urban) areas 
Table 7 1 shows that 90 percent of glrls and 88 percent of 
boys from the most affluent rural groups are enrolled in 
school compared to 77 percent and 73 percent of the poor- 
est groups What is more a l a n n g ,  the gap has grown 
between the rural socio-economic groups since 1975, 
though both groups have considerably improved their edu- 
cational participation over time 

Small overall improvements have been made in dropout and 
promotion rates in Colombian schools between 1978 and 
1987, as shown in Table 7 2 Since this was a period of 
Escuela Nueva expansion, these slight improvements may 
also be a partla1 consequence of its programs Statistics 
show that with the exception of grades one and two, where 
rural rates of dropout have increased somewhat possibly 
due to a more diversified student population dropout rates 
have decreased slightly in all other grades so that by grade 
five the dropout rate is 12 percent (1 percent less than Escuela Nueva's curriculum stresses community- 
1975) Rural rates of dropout are still high however- based activities such as farming USAID photo 
almost double the urban rates Promotion rates were con- 
sistently higher in 1987 in both urban and rural groups of 
students than they were in 1978 Urban rates exceed rural rates, in some grades by as much as 14 percent- 
age points This fact, along with achievement data, suggests that poor educational quality remans a greater 
problem in rural compared with urban areas 

Table 7 2 Dropout and promot~on rates (%) m Colomb~an prlmary schools (1978,1987) 

Source Colombla Departamento Adnun~strahvo Naclonal de Estadishca 1993 In McEwan N d Table 2 

Grade 
Level 

1 

2 

3 

4 

5 

A study in 1987 (C Rojas and Z Castillo 1988 in McEwan N d ) showed that repetition rates and, with the 
exception of grade one, dropout rates were considerably lower in Escuela Nueva schools than in conven- 
tional schools Table 7 3 shows these compmsons The differences in dropout rates grow with each grade 
until there is a 14 percentage point spread between the two systems in grade five It is not clear, however, 
whether these are meaningful differences given the practice in Escuela Nueva schools of allowing children 

1978 1987 . 
Dropout 

Urban 

11 9 

8 9 

9 3 

8 3 

7 5 

Promobon Dropout 

Rural 

16 8 

14 2 

14 2 

14 1 

12 6 

Urban 

67 7 

75 4 

77 5 

80 4 

84 9 

Urban 

12 1 

8 5 

7 6 

7 1 

6 1 

Promot~on 

Rural 

55 6 

65 9 

71 2 

73 5 

78 6 

Rural 

18 9 

14 5 

13 6 

13 2 

11 6 

Urban 

73 8 

82 3 

83 4 

83 5 

87 9 

Rural 

59 2 

72 4 

76 4 

77 9 

83 4 



to leave and return to school without requiring them to repeat and without calling them dropouts Another 
problem with the data mght be that Escuela Nueva students progress at their own rates and not in yearly 
defined grade progressions, and therefore it is difficult to define a comparison group equivalent to the 
Escuela Nueva sample 

Table 7 3 Dropout and repetltlon (%) in Escuela Nueva and conventional schools (1987) 

Source Rojas and Castlllo 1988 page 76 ln Schlefelbein 1991 Table 4 

Indicators 

Dropouts by Grade Level 

1 

2 

3 

4 

5 

Repetibon ln Grades 1-5 

The effect of the Escuela Nueva program on participation rates 1.s at t h s  time speculative The studies that 
have been conducted of this program concentrate most of their assessment efforts on learning results rather 
than on participation rates 

Several evaluations have been conducted that together show modestly higher achievement results for 
Escuela Nueva over the conventional system The earliest evaluation in the late 1970s showed that Escuela 
Nueva students obtained higher overall scores in national tests than students in traditional schools This 
finding provided enough evidence of the effectiveness of the Escuela Nueva program to encourage donors 
to fund the first major expansion between 1979-1986, from 500 to 8,000 schools (Schiefelbein 1991 35) 

Escuela Nueva 

10 5 

5 1 

2 9 

0 7 

-3 0 

47 2 

A decade later in 1987, Psacharopoulos et a1 (1993), in a sample of Escuela Nueva schools that had been 
in existence for five years or more, found that Escuela Nueva students scored hlgher in third grade Spanish 
and math, and also in fifth grade Spanish (but not math) than students in the conventional system Table 
7 4 shows these results The Escuela Nueva students also scored higher on civic (democratic values) and 
self-esteem tests in both grades The fact that Escuela Nueva had been implemented first in the most dis- 
advantaged schools with fewer teachers tended to increase the significance of the results Evaluators con- 
cluded that it was a comparatively successful alternative over the convenhonal system 

Convent~onal 

8 6 

9 3 

7 8 

7 9 

11 1 

53 9 



Table 7 4 Comparison of Escuela Nueva and conventional school student scores (1987) 

a Stahshcally slgmficant at the 5% (or less) level 
Source Schiefelbein 1991 Table 5 

In a study (Loera and McGinn 1992, cited in McGinn 1996) of a national sample of 180 urban and rural 
schools, which included 54 Escuela Nueva schools, the results were less conclusive Urban students 
scored higher on achievement tests overall than rural students whether they came from Escuela Nueva or 
conventional schools In rural schools there were similar results in both types of schools for the first and 
thrd grades, but grade five students in the conventional system scored higher in math 
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Table 7 5 shows the results of achievement tests conducted in 1992 by McEwan (N d ) He found in a sam- 
ple of 52 schools, 24 of which were Escuela Nueva schools, that there were statistically sigmficant differ- 
ences in third grade math and Spanish in favor of the Escuela Nueva schools, while differences in fifth 
grade Spanish and math, which also favored Escuela Nueva, were not significantly different The lower 
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Academc 
self-concept 

Soclal self- 
concept 

SoclaYc~v~c 
attitudes 
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Mathemat~cs 

Spanlsh 

Mathemat~cs 
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Table 7 5 Achlevement scoresa m Escuela Nueva and conventional schools (1992) 

Convent~onal 
Grade 

All 

All 

1 

3 

3 

3 

5 

5 

a Achlevement test scales are 0 29 (Grade 3 Spanlsh) 0 31 (Grade 3 Mathemabcs) 0 18 (Grade 5 Spanlsh) and 0 25 (Grade 5 Mathematlcs) 
b N is equal to the total schools 
c Difference 1s stahshcally sigmficant at 1% 
d Difference 1s stahshcdly sigmficant at 5% 
Source McEwan N d Table 7 
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3 32 
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Escuela Nueva 

Mean 

14 81' 

12 92* 

4 77 
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fifth grade scores were explaned on the basis of the lower dropout rates in Escuela Nueva schools, which 
left a larger group of low ability students in that final year 

4 Program quality 

The Escuela Nueva Model specifically orients its program around what it considers quality achvihes and 
inputs Therefore, a well implemented Escuela Nueva program is, by its own definition, a quality program 
While many schools call themselves Escuela Nueva schools and carry out some of the elements of the 
design, probably only a few implement all of the elements (Rojas 1991 and Rojas and Castillo, 1988, cited 
in McGinn 1996) 

It is difficult to say which parts of the Escuela Nueva program are essential in producing what designers 
believe is a quality program McGinn asks, "Is it the self-instructional guides developed over 15 years of 
expenmentation, the learning comers, the school library, the student government, encouragement of free 
wnting by students, or training of teachers to experiment and share their expenences?" Perhaps it is dif- 
ferent things in d~fferent areas of Colombia or the different effective interactions between elements 
(McGinn 1996 28) 

McEwan (N d ) in 1992 studied the question of how faithfully the methodology was being implemented in 
24 schools that were classified as Escuela Nueva schools, comparing them with 28 rural schools not fol- 
lowing the system He concluded that although not all of the Escuela Nueva schools were resourced in the 
way expected, they usually had more resources and used more of the methodologies than conventional 
schools The Escuela Nueva schools for example had more textbooks and received double the number of 
supervisory visits per year (1 6 to 0 8) One discovery he made was that the inputs least commonly used 
were the community monograph, student journals, the agricultural calendar, student government, and, most 
surprising of all, the self-instructional guides, w l c h  are central to the system (in third grade 33 percent of 
students in Spanish, and 29 percent in mathematics, and in fifth grade 46 and 40 percent) Two of the least 
commonly used inputs are instruments-the agricultural calendar and the community monograph-that 
teachers are supposed to use to develop a relationship with the community 

Benveniste and McEwan report evidence of more achve learning and group work, a greater emphasis on 
student creativity and written and oral expression in the Escuela Nueva schools, and high levels of teacher 
saQsfaction with the Escuela Nueva methods, training, and self-instructional guides More recent data col- 
lected from a large national sample, however, show that only 64 percent of a sample of Escuela Nueva 
grade five math teachers had completed the three required in-service traning courses considered necessary 
to implement the program (1996 13) The conclusion drawn from the study was that teachers varied wide- 
ly In their use of the recommended techniques and that training, formal qualifications, and personal char- 
actenshcs explaned only a small portion of this vanation The authors note that even when the requisite 
program inputs are developed and capacity is provided, the core of educational practice may reman only 
slightly altered (Benveniste and McEwan 1996 18) 

The previously noted study (Loera and McGinn 1992, cited in McGinn 1996) of a national sample of 180 
urban and rural schools, including 54 Escuela Nueva schools, collected self-reports of teaching practices 
by first and third grade teachers and found no significant differences between Escuela Nueva and conven- 
tional teachers in terms of their reported classroom prachces or in the lunds of inputs they received 

The evidence on program quality is therefore mixed-varying from school to school depending on the 
extent to which the Escuela Nueva system has been implemented Much of the evidence suggests that 
schools may call themselves Escuela Nueva schools-may even go through the traning and receive the 
''kt," w~thout ever fully or even partially adophng the program Since supervisory visits are infrequent and 
of unknown quality in the expanded version of the program, it is unlikely anyone would notice how well 
or how poorly a program was being ~mplemented From some reports (see McGinn 1996), widespread 
expansion of the Escuela Nueva model has led to a deterioration in its quality and a loss of some teacher- 
generated aspects that were a key to its success 



5 Accountabll~ty to the clients 

The only activities that indirectly suggest accountability for program results are monthly meetings orga- 
nized by the student government where Escuela Nueva staff are present There students display their work, 
and parents have a chance to compare their chldren's efforts with those of others The intent of the meet- 
ings, however, is to engage parents' interest in their children's work and not to act as a forum where par- 
ents can a ~ -  their complants or ask for explanations about the program There is no mention in the litera- 
ture on Escuela Nueva that suggests the presence of PTAs or school management committees with man- 
dates to demand accountability 

6 Costs 

As one would expect, cost estimates of the Escuela Nueva program overall show the program to be more 
costly than the conventional system, since it is a "value-added" model McEwan (N d in McGinn 1996) 
estimated an annual, per-student cost of $120 for Escuela Nueva compared with $84 m the conventional 
system Higher learning outcomes and possibly lower dropout rates may make it more cost-effective 

Schiefelbein (1991), calculating on the basis of expansion to 20,000 schools, estimated the unit costs of 
Escuela Nueva to be only 5 to 10 percent higher than unit costs in conventional schools The higher amount 
was due to the extra costs of study guides ($15 for one book for each of four subjects per chld and use- 
able for four years, or $8 20 per chld total-reduced to $4 50 if government book costs are subtracted), 
libraries ($150-$225 per school/class), and additional teacher traning ($82 per teacher), whch are offset 
by the somewhat fewer numbers of teachers required for the prlmary cycle 

It has taken two decades to achleve large-scale replication of the Escuela Nueva model, with at least one 
additional decade in whlch experience was accumulated from the Unitary Model and from subsequent 
Escuela Nueva pilot expenments In its pilot phase in 1975-78 (following the Unitary phase), Escuela 
Nueva was implemented in 500 schools in three departments of the country wlth support from USAID 
Later, wlth funding from the InterAmerican Development Bank and the Federation of Coffee Growers, it 
was expanded to 3,000 schools By 1985 there were 8,000 Escuela Nueva schools across the country, and 
by the end of the 1980s, with a World Bank loan and assistance from UNICEF, the model was extended to 
all rural schools having one or two teachers By 1989 roughly 18,000 of Colombia's 24,000 public schools 
had adopted Escuela Nueva and by 1991, 20,000 of the 27,000 schools were using the program with an 
enrollment of one mllion children A plan existed to increase the number of schools to 41,000 by the mid- 
1990s In terms of numbers of schools calling themselves Escuela Nueva, the program appears highly suc- 
cessful Table 7 6 shows this pace of replication as it is reported in Psacharopoulos et al 1993 

According to Schiefelbeln (1991), designers had been concerned with the replicability of matenals and 
processes and wlth Escuela Nueva's economc feasibility from the very start of the project in 1975, and 
consequently the model's components were designed with these objectives in mind Escuela Nueva 
expanded slowly at first with little publicity in order to give it time to produce results The developers felt 
that because it was so different from conventional systems, it was important to show its supenority before 
attemptmg to convince a larger audience to adopt it During its first ten years, the system remaned in flux 
as teachers and developers shaped and improved its content and methods Formative evaluations were used 
to weed out unsuccessful materials and processes and to improve promising ones An external evaluation 
in 1982 lad  the groundwork for major expansion of the model from 2,000 schools in 11 states to 18,000 
schools and 800,000 students in most of the states (McGmn 1996 19) 



Table 7 6 Escuela Nueva schools In Colomb~a 

a Source Psacharopoulos et a1 1993 263 (Pupil enrollments were not avalable ) 
b Source UNESCO 1995a 

Year 

1978 

1980 

1982 

1985 

1986 

1989 

1990 

1991 

1992 

1993 

In preparing for expansion, developers found that some of the cntical elements of Escuela Nueva-the cre- 
atwe, generative training for teachers and frequent follow-up supervision-could not be supported in their 
onginal form wlth so many schools The tralning was therefore simplified and relied heavily on teachers 
role-playing the part of Escuela Nueva teachers Supervision was also simplified for budgetary reasons 
related to transport and other costs, so that much of the follow-up was c m e d  out, not through visits to 
schools, but in monthly meetings of teachers in centers near their homes Classroom matenals and other 
instructional ads, procedures, and methodologies were prepared as manuals and guldes in a Escuela Nueva 
lut that included everythng needed to implement the model As the number of demonstration schools 
increased it became more difficult to ensure their quality, and many were not the model examples they 
should have been (Torres 1993b 9) 

Overall, replication on a grand scale introduced new difficulties in the implementation of the Escuela Nueva 
Model, despite some strong supporters in the Ministry of Education and international organizations Most 
of these difficulties arose because lt was no longer possible to conduct the careful monitoring of a smaller- 
scale project Supporters womed whether quality could be mantamed given these problems with massive 
expansion The issue for replicahon became not so much the number of schools that adopted the model but 
how genuine the product was that was being produced This issue is discussed in more detal below 

Escuela Nueva 
schoolsa 
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2,000 

12,000 

17,948 

There has been enormous international attention given to Escuela Nueva, and its ideas have been translat- 
ed into education programs around the world It would be foolhardy, given these facts, to undervalue the 
importance of Escuela Nueva's influence in shaping significant numbers of education designs and school 
systems The question nevertheless remains whether the model overall has elements that will sustain it as 
the man school program in rural Colombia in the future The answer is not clear though, as is true for the 
discussion of the Escuela Nueva model itself, much has been sad  about issues that relate to its sustan- 
ability Some of these points are summarized below They are organized around the issues of whether the 
"essence" of the model can be transferred, whether there is significant resistance to the idea, where it will 
find sources of funding, and what lund of support it will receive from conventional education inshtutions 

McGinn (1996) has raised the issue of whether it is possible to transfer the essence of Escuela Nueva ideas 
during massificabon He believes that what happens in the classroom IS ultimately determined by the 
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actions of teachers and the support systems they receive-from below, and not from powerful patrons and 
sponsors Yet, he also states that one of the difficulties the Escuela Nueva model has faced has been the 
strong opposition of Ministries and universities in Colombia He points out that decentralization of prima- 
ry education increased the difficulty of ensuring consistency dmng replication, yet sees a contradiction in 
the fact that the generatlve process that helped establish its success with teachers initially takes time and 
slows development, while expansion brings in big funders wanting fast results, according to predetermined 
cntena He rejects the notion that the Escuela Nueva problem is one of incomplete implementation 
Instead he feels that the essential nature of the innovation was its organic, generative nature, which was lost 
in expansion He says 

The ultimate objective is not to get someone else to agree with and carry out "the reform," but 
rather to get others to have ideas of their own which produce outcomes that later can be seen to 
resolve the problem (McGinn 1996 4) 

"A mere 'delivery' of the pnnciples (that transcend specific methods)," says McGinn, "is not sufficient 
Externally imposed reforms necessarily must fail because they do not develop organically, that is, out of 
the lived experiences of the implementors " Designers and teachers developed Escuela Nueva organically, 
but when the model went to scale it froze the process, 'wrote the code', and delivered it to many teachers 
Resistance then developed among the teachers and university professors who were the standard-bearers of 
the conventional system (McGinn 1996) 

These arguments rase more questions than they answer How does one mass produce any innovative pro- 
gram that improves on the conventional system-or is Escuela Nueva's "essence" a special case that is too 
difficult to cultivate in mass replications? And how can one engage individual staff members, not all of 
whom want to be mnovators, in generating "a proper Escuela Nueva spirits" If the process was generated 
from teachers' expenences, why does it differ so considerably from the "core" practices they were previ- 
ously accustomed to using? Benveniste and McEwan suggest that the Escuela Nueva methodology may 
be quite different from the "core" sets of practices and relationships teachers normally utilize in rural 
~o lombia ,~  and that any recommendation to use the model implies the notion that the model can succeed 
in "altenng the core of educational practice" (1996 10) The authors note that even when the requisite pro- 
gram inputs are developed and capacity is provided, core educational prachce may remsun only slightly 
altered (Benveniste and McEwan 1996 18) Does thls not imply a difficulty in the methodologies that have 
been used? 

As McGinn's argument implies, teachers will innovate in practice no matter how structured the program 
If teacher innovation is a desired effect, then one cannot expect every result to be exactly consistent with 
expectation The challenge is in finding a model and a way to implement it, which more often than not pro- 
duces results that educationists can be satisfied with The evidence from the literature does not yet exclude 
Escuela Nueva from being that lund of model, and indeed evidence from studies on Escuela Nueva point 
to a likely failure of "complete" replication as much if not more than a failure to transfer its "organic 
essence" (see Rojas and Castillo 1988 m McGinn 1996) 

If failure to replicate fully has been a problem for Escuela Nueva then it is important to look at the diffi- 
culties of implementation reported in the literature The following five difficulties were among those 
mentioned 1) Escuela Nueva faced the resistance of traditional elements Psacharopoulos et a1 noted that 
it took 15 years for Escuela Nueva to be finally accepted as a nahonal program, and, even though offi- 
cially adopted, the support it received in each department depended on the personalities of local adrmn- 
istrators, and the legacy of tensions that existed between the state and the national government (see also 
Hanson 1983) 2) A number of the processes and procedures that had been established during the years 
of experimentation were implemented either partially or not at all, without regard to the consequences 
For example, teacher recruitment vaned between states, and conventional teacher trsuning institutions 

These core practices researchers tend to forget, are often denved from and buttressed by culture," which also is 
charactenzed by sets of expectations about teaching-learning relationships and valued behaviors 



often insisted upon providing teachers with formal types of training rather than the prescribed Escuela 
Nueva training 3) As one study (McEwan N d ) shows, even when a school called itself Escuela Nueva, 
it was not always fully equipped to implement the program or simply rmght not have been using compo- 
nents as key to the program as self-instructional guides 4) Resisters in the government made it difficult 
to implement Escuela Nueva by delaying publication and/or distribution of materials and other necessary 
inputs (McGinn 1996 27) 5 )  Newly involved states that had never used the program had no demonstra- 
tion schools to convince teachers that the new methods actually worked 6) In massification, implemen- 
tation "became the responsibility of persons who had received only brief training, who may not have been 
fully convinced of the concept, who lacked the tolerance for ambiguity of the program's parents" 
(McGinn 1996 27) 

Funding is also an essential factor in sustainability From the outset, the Colombian government has 
depended heavily on substantial private and internahonal funding to support Escuela Nueva and its repli- 
cation, first from USAID and then (between 1979 and 1986) from the Colombian Federation of Coffee 
Growers, the Foundation for Higher Education, and the InterAmerican Development Bank, and later (after 
1986) from the World Bank and UNICEF (in 1987) This substantial funding has allowed major expansion 
of Escuela Nueva but does not solve the problem of long-term recurrent costs to the government of spec~al 
training and instructional aids to maintain the program To cut these costs, as already noted, the training 
program was simplified, a manual was developed to replace the teacher-generated materials, supervisory 
visits were made more infrequently, and everything needed to implement the model was incorporated into 
("frozen" according to McGinn 1996 7) a Escuela Nueva kit Escuela Nueva per-pupil costs are consider- 
ably higher (if dropout and completion rates are not taken into consideration) than conventional systems, 
and there have not been overall significant gains (or drops) in achievement that have resulted from the high- 
er investment Two critical funding questions are, "Will foreign donors continue to provide resources for 
expansion and support indefinitely7" and "Have cost-cutting measures already undermined the ability to 
successfully replicate the model?" 

Sustainability also requires that education units such as training departments are willing, capable, and 
restructured appropnately to take over the job of reorienting teachers to Escuela Nueva methodology and 
other vital functions The only mention in documents of these units suggests that they have resisted inno- 
vative elements of the model Even more difficult for the program, mechanisms that tend to dnve educa- 
tion programs and motivate participants, such as internal assessments, supervision, data collections, and 
reflection on the process, appear to have been cut back rather than strengthened during expansion It is not 
surprising to find "incomplete replication" under these conditions where staff feel more comfortable with 
traditional methods and there are few compelling reasons for them to change then behavior 

Benveniste and McEwan argue that "the presence of suitable macro-level conditions is a necessary but not 
sufficient condition for a successful implementation, necessitating a careful consideration of issues like 
local capacity and will " The vanation in teaching practice they found in the Escuela Nueva schools could 
not be explained solely by local capacity (see Program Quality) As they note, "Implementing a program 
of multigrade schools represents a substantial alteration of core educational practices in rural areas of 
developing countries" (1996 28), and teachers frequently feel it is an inferior and more difficult form of 
education In Escuela Nueva, "will" was usually stronger in the first teachers who adopted Escuela Nueva 
because they were recruited on the basis of their support for the ideas They tended to be more receptive 
to the training and were more likely to put the new pedagogies into practice than teachers who came later 
and were simply provided with trainlng and materials without regard for their interest (1996 23) There 
is a similar question about parents' "will" to suffer the opportunity costs of sending their children to a 
multigraded school that they may view as inferior, even though there may be decided advantages such as 
the fact that the community schools are closer and the parent may have more contact with the teacher 
(1996 25-28) 

These factors, pro and con, in the willingness of teachers and parents to support Escuela Nueva make it dif- 
ficult to predict the outcomes of the program in each location Though Escuela Nueva is one of the most 
imitated models in the world, Benveniste and McEwan call "for a dose of caution in advocating the trans- 



fer of a successful program from one country or context to another" and a careful examination of local 
"will" to ensure the commitment of stakeholders before implementation (1996 29) 

Macro-level cond~tions in Colombia may not be conduc~ve to the "accurate" replication or sustainabil~ty of 
a model l ~ k e  EN that differs so completely from traditional "core" practice The lack of stable leadership, 
resistant technical departments, traditionally independent regional offices of the education bureaucracy, 
and a weakened system for supervision and follow-up all add up to conditions that rely heav~ly on the will 
of local officials and school staff to implement a system that causes them more work and requires conscious 
departure from patterns of behavior that are more comfortable to them Wh~le Benveniste and McEwan are 
nght m urging a more careful look at local will, it is also possible to create structures in the educahon deliv- 
ery system that do more to motivate local will Escuela Nueva's mechanisms to "involve" the community 
and mot~vate local staff have remained superficial when compared with a program like CSP, which address- 
es the questlon of "local will" more substant~ally 

Susta~nability for Escuela Nueva is very much as it was for IMPACT, a question of the sufficiency of fund- 
ing, the deternunation of government officials to support the effort, and the capacity of government insti- 
tutions to sustaln it The community in actual practice does not appear to have contributed much to sus- 
taming, managing, or otherwise malung significant decisions about the school, though it has enriched the 
school program and possibly gained some development benefits itself where teachers have been creative in 
promoting the relationship 

We have devoted a great deal of attention to the discuss~on of sustainab~lity In Escuela Nueva, partly 
because it and replication have become hotly debated issues recently There is almost universal acclam for 
the successes of the Escuela Nueva model, yet many are disappo~nted with the way it has been replicated 
in Colombia and abroad Many of the issues raised here may eventually be addressed by the Colombian 
government (though few critics offer suggestions about how this should be accomplished) Escuela Nueva 
as much as any of the cases studied here raises the question of "why commumty participation7" What is its 
purpose and what should it accomplish7 The answers to these questions are not clear in Escuela Nueva 

E Successes, Issues, and lessons learned 

1 Successes 

No one would deny that Escuela Nueva is an innovative idea that has brought improved learning to the 
schools of many countries Some of the reasons given for its successes are that it 

is a program suited to mult~graded learning, 
is a formal alternative within the public educahon system, 
1s a system of four interloclung components-cumculum, trailung, administration, and 
community-that are mutually reinforcing, 
is well-endowed and equipped with physical facilities, 
serves a linguist~cally homogeneous population, 
has teachers who mostly have a secondary or university education and reside on the school 
grounds 
has had 15 years in whch to mature 

This term taken by Benveniste and McEwan from Elmore 1996 sounds very much hke a definihon of culture 
Elmore defines "core as "how teachers understand the nature of knowledge and the student's role in lemng and 
how these ideas about knowledge and learning are manifested in teaching and classwork The 'core" also Includes 
structural arrangements of schools student grouping practices teachers' responsibilities , and relations among 
teachers as well as processes for assessing student lemng and communicahng it to students, parents adrmnis- 
trators and other interested parties (1996 9) The ' core is of course difficult to change since it is part of the con- 
sistent way of approaching the world that is common to a people The surpnse in reading these comments is that 
ways cannot be found for enhancing children s learning without forcing "inconsistencies ' in their cultural view 



• has had a unique combination of political, technical, and financial support, and 
has had a stable team of individuals wlth dnve, vlsion, leadership, charisma, perseverance, 
etc to guide it (Torres 1993b 10) 

These factors are mentioned in the literature as a warning to those who would irmtate the program, since 
this lund of hghly resourced context for a program is rare in the developing world 

Escuela Nueva's success also has been attributed to the deliberateness with which the model was refined 
and then expanded Torres notes three stages learnlng to be effective (1975-78), learning to be efficient 
(1979-86), and learning to expand (1987 to the present) Even then it was not ready to cope fully with such 
rapid expansion (Torres 1993b 11) 

2 Issues 

Some Issues that have been raised above concerning Escuela Nueva include 

its inconsistent replication with large-scale expansion, 
• resistance by traditional educators and administrators, 

the precariousness of sources of future fundlng support, 
a need to improve institutional support, and 
variability in the way commun~ty-school relationships are ~mplemented by teachers 

Torres notes that there is room for improvement in all the components of Escuela Nueva "The pro- 
gramme's coordnahng team itself IS not satisfied with the guides, the teacher training, the student govern- 
ment, and the student-community relabonship" (1993 7) She particularly notes the weakness in the way 
grade one is taught, the falure of teachers to draw a sa~sfactory balance between efforts expended on pro- 
gram quality and on community activities, the conflictual relationship with the Minlstry of Education, a 
weakening of experienhal learning of teachers during training, and the increasing apathy of teachers as the 
program expands (1993 9) 

3 Lessons learned 

Some lessons learned from the reports describing Escuela Nueva are the following 

1) If the community is expected to play a significant role ln education delivery, sufficient time, staff 
effort, and resources must be devoted to accomplishng that a m  As an add-on responsibility to 
teachers' duties, community partictpation can be a haphazard and unpredctable affm 

2) Innovative models for education delivery require time to refine before bnnglng to scale Even then, 
a model that works well in a limlted tnal may have problems with massification An expanded 
model may be qualitatively different from a pilot model 

3) In massification it is important to consider carefully what components to simplify or reduce 
Components like supervision, internal assessments, policy analysis, planning, and reflection that 
drive system correcbons should be strengthened rather than reduced 

4) The more the innovation deviates from "core" exisbng practices and attitudes of school staff and 
parents, the more difficult lt may be to consistently replicate the innovation A basic question thls 
raises is whether a model intended for massification should not build incrementally from a base of 
existlng practice rather than revolutionize a set of practices that may face resistance and take con- 
slderable effort to change The question is not one of nght or wrong but of conservation of ener- 
gies and resources Chldren can learn in a variety of ways and by a vanety of methods If the focus 
1s on learnlng and not the means of instruction, there may be easier ways to improve a program 



5 )  Escuela Nueva, as in the negahve example of IMPACT, shows that sustaning a model over the 
long-term requires, among other elements, continuity and stability of a supportive leadership, 
sources of suffic~ent funding, and an inshtutional commitment to change at all levels Others have 
added, in assessing Escuela Nueva, the importance of local will and capaclty (See McGinn 1996 
and Benveniste and McEwan 1996), which tends to suggest a close look at teacher and communi- 
ty roles 



Chapter 8 
Fe y Alegria (FYA) in Bolivia1 

Components of Fe y Alegria 1Wodd 

Education context low enrollments of poor, inability of government programs to serve all 
ch~ldren 

Program type formal pnmary, and other formal and non-formal courses 
Length of program vanes by school from grades 1-3, 1-5, 1-6, 7-12, some schools also have 

preschools 

Involvement strategy offenng education ophons and community programs that meet local 
needs, motrvate staff for community development 

Targets mostly semi-urban and some rural poor chldren 
Local ~nstitutions "centers" conslst~ng of schools and community programs 
Community contnbutrons to 

enrollment objechves construction and maintenance of center facihties, agreement to support 
school 

education dellvery (staff responsible far delrvery) 
quality (staff responsible for quality) 

Instructronal approach student-centered, act~vity-based, self-paced, older teach younger students 
Instruct~onal materials based on government objectives, and related to local areas, study guides 

orgamzed into units used for a while, learning comers, etc 

Teacher quahfications conventional, salary pad  by government 
Tra~ning m-service emphas~s on motrvating and inspiring teachers with a mission, 

course used by government 
Supervision relies on teachers' motivation to do good work and supports field as 

needed 

Managers three layers regional, national, mternational, loosely connected 
Management approach network wzth emphasrs on communication 
Major lssues fundmg, retammg quality with expansion 

A Background 

Bolivia, like many Latin American countries (LAC), suffers from poor education coverage and low quali- 
ty programs More than half the population is functionally illiterate, ~ncluding many who complete prima- 
ry and secondary stages The average attainment is four years of schooling, with only about 44 percent of 
the population completing the pnmary level The problem is especially acute for females where only about 
1 percent of the g~rls who enter pnmary complete the secondary level Another disadvantaged group is 
indigenous populations whose mother tongue is not Spanish If they gain access to schooling at all they 
tend to have low achievement and high rates of repetition and dropout The education system has been char- 
acter~zed as centralized and inefficient, teachers are poorly trained and badly paid, instructional matenals 
are insufficient for the number of children, and fac~lities are poor and in disrepar, with more than 70 per- 
cent of the infrastructure requinng replacement or renovation Although the World Bank and other donors 
are supporting reform of the formal system, the problems are significant enough to require the assistance 
of NGOs and others 

Boliv~a is the best documented of the FYA programs servlng the largest number of participants General sections 
describe FYA as it is ~ntended to be implemented overall In Lat~n Amenca Results sectlon for reasons of space, 
reports manly on Boliv~a and, where data are avalable on Venezuela which is the second largest program 



Another criticism leveled at government schools in Latin America, besides these questions of access, eqm- 
ty, and poor quality, is that education programs train children to accept authoritarian regimes passively 
rather than providing them with the cntical thinking slulls they need to support more democratic forms of 
government as well as social and economic reform (Reimers 1997a 35) 

Fe y Alegria (meaning faith and joy) is a pnvate NGO working in 12 countries of Latin Amenca to provide 
formal and non-formal educational programs for poor children It is sponsored by the Society of Jesus 
(Jesuits) of the Catholic Church Its motto, which expresses its philosophy, is "Where the asphalt ends, 
where there is no water, electncity, or services, there begins FYA " In analyzing the situation of the poor 
in Latin Amenca, EYA's leaders decided that the fundamental problem was a lack of educational opportu- 
nities for a large proportion of the populahon The establishment of FYA was the response to the needs of 
these marginalized groups m the society (Swope N d 1-2) 

The idea for FYA originated in 1955 when a priest, Fr Jose 
M Velaz, set up a school for 100 poor children in the home 
of a construction worker in Caracas, Venezuela In 1964 the 
program was adopted by other countries in the region, and 
by 1992 it was serving more than 500,000 students in over 
500 centers, with 17,000 teaching and administrative staff 
(Swope N d 1-1) Although part of the Catholic Church, 
FYA's philosophy is founded on the belief that its programs 
should have functional autonomy in the various countries, 
regions, and centers where it operates within the broad out- 
line of its general objectives and pnnciples (Reimers 
1997a 35) Only about 6 percent of its staff are actual 
members of a religious congregation, and a number of reli- 
gious organizations other than the Jesuits part~cipate in its 
programs (Reimers 1997a 36) FYA is a private not-for- 
profit organization that has formal agreements with the 
governments in countries where it works (Swope N d 1-1) 

Much of FYA's work is in the formal sector where it devel- 
ops partnerships among organizations governmental agen- 
cies, and communities to provide quality educat~on for 
poor children FYA's formal programs include day care, as 
well as preschool, primary, lower, and higher secondary 
education Primary programs constitute the largest share of 
the program (56 percent), and secondary the next highest 
(30 percent) Though FYA enrolls only about 003 percent Fe y Alegna targets children from the most 
of the children in the region (3 percent in Bolivia and 1 per- marginal populations USAID photo 
cent in Venezuela), it is considered a model for the deliv- 
ery of quality education to all segments of the population (Reimers 1997a 36) It considers its schools to 
be full-service community education institut~ons and thus calls them "centers ' to reflect this comprehen- 
sive approach (Swope N d 1-2) 

FYA provides a dose of social consciousness with its instruction It operates on the principle that education 
must prepare students for their future life by giving them a basic foundation for employment, malung them 
aware of their nghts so they can protect them, promoting cultural and ethnic identity, and providing a spin- 
tual dimension to motivate them through life (Reimers 1993) FYA's education vision and onenting beliefs 
permeate all of its activities and include "shared vision, team work, socialization of goals, (and) personal 
realizahon in a team It means direchon, shared trust, shared government, and closeness " FYA spends a 
great deal of time in promoting these shared expectations, with weekend reflection among teachers, training 
during summer holidays, and meetings among principals and their staff (Swope N d 5-1) 



Table 8 1 shows the date when country programs were established, and the number of centers and students 
In each country As the table shows, the program in Venezuela was the first to be established in 1955, and 
it was roughly a decade later before the program was extended to a new wave of countnes It was during 
thls first wave of expansions that FYA was established in Bolivia in 1966 at a time when more than two- 
thlrds of its school-age population were not enrolled m school and illiteracy rates stood at about 60 per- 
cent The program grew from seven centers in 1966 to 138 centers in 1992, serving 150,000 students in 
elght of the nine departments in that country Venezuela's program by 1992 had risen to 103 centers serv- 
ing more than 97,000 students 

One of the factors that helped FYA grow so quickly was the decision to operate within the public sector 
delivery system Its agreements with the governments where it operated allowed a great deal of autonomy, 
which in turn made it possible to initiate innovative activities and techniques that would not have been pos- 
sible within the conventional system (Swope N d 1-2) This autonomy was supported financially with the 
assistance of international donors Another factor in the rapid growth of FYA was a change in focus of the 
Catholic Church in Latin Amenca which, with encouragement from the Second Vatican, redirected its 
acavities to assisting the marginalized masses, thus providing a convenient institutional context for groups 
worlung to improve the condiaons of the poor FYA, in essence, became a meeting point for a multitude of 
organizations-community, state, and church-worlung on issues of community development (Swope 
N d  1-3) 

Table 8 1 Fe y Alegria students and centers (1992) 

Source Relmers 1997a Table 3 1 

Table 8 2 shows the main programs offered in the centers of each country FYA's main interest in Bolivia, 
as in Venezuela and other countnes where it operates, has been formal primary schooling for urban, pen- 
urban, and rural areas, wlth another important interest in lower secondary schooling Other programs have 
included preschool, hlgher secondary, technical stages, and non-formal programs which include radio 
learning, adult reading, small enterprise training, teacher traning, parent education community develop- 
ment, day care, health, and religious education It also offers youth programs and non-formal traning for 
street children T l s  chapter focuses primarily on the program in Bolivia but also provides information, 
where it exists, on Venezuela for purposes of compmson Bolivia and Venezuela programs together con- 
satute about half of the FYA centers and populations served in Latin America The m a n  sources used in 
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this study are several artlcles written by Fernando Reimers and a recent evaluation of FYA by John Swope 
( N d I 2  

Table 8 2 Enrollments In Fe y Alegria programs by country (1991) 

Source Reimers 1997a Table 3 2 

Though FYA's mode for involving the community may vary from country to country, most countries fol- 
low these steps 

Country 

Bol~v~a 

Braz~l 

Colomb~a 

Ecuador 

El Salvador 

Guatemala 

N~caragua 

Panama 

Peru 

Venezuela 

Total 

a commumty group invites FYA to start a school in its area, 
a school is opened immediately with the resources at hand, 
other local organizations are contacted to build broad support, 
community groups participate in the construcbon of the school to reduce labor and 
finishng costs, 
a parent association begins operation immediately and works closely with the pllncipal, 
FYA involves the parents in the~r children's education, and 
FYA works with the community to cieate a vanety of formal and informal educabon 
programs (Swope N d 7-16,17) 

H~gher 
secondary 

16,577 

0 

5,126 

310 
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0 

518 

0 

0 

1,260 

23,79 1 

FYA supports strong collaboratlon between school and community in support of education This relation- 
ship 1s fostered initially by explaining to parents what schooling will do to improve the lives of their chil- 
dren and aslung for the community's support to establish a school EYA staff assure the comrnunlty that 
they will support local activities, including those that advance the development objectives of the cornrnu- 
nity FYA does not ask commun~tles only for resources to build or repar schools but attempts to identify 
their broader development needs (Reimers 1997a 40-41) To become fully involved in the life of the area, 
members of the religious congregations who support the movement usually build a house on the school's 
land and llve full time in the commumty 

Day care 
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15,643 

Total 

88,892 

17,111 

49,486 

16,49 1 

7,006 

6,866 

8,991 

520 

44,759 

6 1,486 

301,608 

At the bme the present study went to press the Swope study was sbll in draft form and therefore ~ t s  data and con- 
clusions should be considered provisional Here for the most part the conclusions are reported in prose rather 
than statistical form to avoid too great a specificity whlle the report 1s under review 
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In the early days of FYA, parents' main contribution to the program was the donation of land, and the con- 
struction and maintenance of schools, but after 1968 they began participating more actively through barno 
associations in support of the schools themselves It is difficult to describe the character of the relationship 
with the community because it differs so considerably in the various centers In general the effort is to make 
the school a community center where local culture 1s celebrated through presentahons of area hstory and 
festivals of religious events, and where projects are undertaken to promote the development of the area For 
example, the schools cooperate in establishing community projects to improve health, potable water and 
sanitation, and employment One center helped establish a workshop for the production of protheses for the 
handicapped (Reimers 1997a 38-39) 

The Program for Parents and Children, begun in 1984 in Bolivia, is an example of an activity sponsored by 
FTA centers to address a community need It conslsts of a series of workshops using participatory 
approaches to address problems affecting the quality of family life communication, famly relations, alco- 
holism and drug abuse, the media, etc The a m  in developing the program was to assist the improvement 
of farmly life through education and counseling As with all programs that prove successful in a limted 
area, the idea was commumcated through the FYA network as an optional program for other centers By 
1991, the program was offered to 27 groups, reaching 945 parents and 3,780 children in three departments 
of the country (Reimers 1997a 39) 

In 1992, FYA established boarding schools (Houses of Knowledge), which rely heavily on community par- 
tlclpation Community members contribute food and supplies, and a local mother prepares the food and 
helps in organizing the program Students work in school gardens to raise frult and vegetables Each school 
has a student government that establishes the rules and a board to mantan discipline (Reimers 1997a 39) 

FTA school grounds also serve several purposes students use them on weekends to play sports and meet 
then fnends, and in most schools the students work on speclal projects such as holiday celebrations, field 
tnps, sports, and cultural events Alumni continue to have meaningful relations with the school and with 
each other-often forming associations that support the schools (Relmers 1997a 39) 

C School lnnovabons 

FYA is umque in the way it has developed an effective relationship among the key actors in education ser- 
vice ~ r o m  its inception in 
Bolivia for example the 
Ministry of Education (MOE) 
paid the salaries of teachers 
and principals in FYA schools, 
and though it agreed initially to 
FYA relecting teachers, that 
has not occurred in practice 
because of polltical pressures 
from the teachers' unions FYA 
does, however, select pnncipals 
based on their qualifications 
and commitment to the goals of 
the organization and has devel- 
oped its own training and 
supervision program for teach- 
ers Communities usually con- 
tribute to construction and 
mmntenance of school facili- 
ties, and parents pay a fee, Fe y Alegna's school grounds are used for school activities dunng the week 
comparable to the amount col- and social activities over the weekends Photo by Teresa Kavanaugh 
lected in conventional schools, 
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that covers the costs of instructional materials Internahonal agencies provide additional support for admin- 
istrative costs and experimental programs National chapters prepare proposals for funding from interna- 
tional agencies (Reimers 1997a 38,39) To optimize the use of resources and reduce the cost of salaries, 
EYA encourages large class size 

In other respects FYA also works closely with the government system, which provides it with training for 
teachers, materials, ideas, and networking FYA has experimented with a number of innovations the gov- 
ernment has adopted, such as a pilot project in radio learning with the support of USAID funding (Reimers 
1997a 39) 

1 Leadership 

FYA's long-term survival has been attributed in large part to slullful leadership, which has managed to 
negotiate a way through the sensitive polihcal scene of Bolivia Not only are the chief leaders dedicated 
educationists with a clear vision of what they want, but they are also slullful in negotiating the politics of 
the education system, the donor context, and the structures w i t h  FYA itself They have built support in 
the med~a and developed channels of communication throughout the project as well as in the society at 
large to ensure that there is a shared understanding of the spint of FYA innovations (Relrners 1997a 43) 

2 Curriculum 

In recent years FYA has developed an alternative curriculum to improve the quality of its program (see 
below under "Program 
Quality") In this cur- 
riculum it reinforces 
links between the 
school and the commu- 
nity by using themes 
from the daily lives of 
community members 
and promoting local 
history resources For 
example, 200 teachers 
produced 90 primary 
textbooks that reflect 
the cultural and ltn- 
guistic diversity of 
Bolivia the regional 
heritage, and the day- 
to-day realities of the 
children s lives (Rei- 
mers 1997a 39) In 
class, children relate Fe y Alegna s cumculum recognizes cultural and lingulstlc diversity Thls reading 
their own dally expen- poster teaches vowel sounds using words in Quechua an indigenous language Photo 
ences, and discuss by Teresa Kavanaugh 
events and issues of 
local concern 

Earlier, FYA's innovations in instruction included individual~zed self-study module units, and reading and 
science corners where children could progress at their own pace or with the help of other students This 
modular program was established starting in 1972 but later was stopped in 1976 because of lack of funds 
for teaching matenals and school hbrmes Teachers also resisted the extra work that was involved 



FYA produces pamphlets and other education materials summarizing its organizational philosophy These 
materials are produced at meetings of representatives of each country and then distributed through net- 
works of the organization to chapters In vanous countnes The national chapters distribute the materials 
locally to keep the communihes aware of the objectives of the movement It is FYA's mission that focuses 
the activities of the program overall more than the academic curriculum or other objectives This mission 
is also applied at the level of classroom learning 

3 Teachers and tra~nlng 

FYA identified inadequate training as a man constrant to the quality of education and in 1972 set up a pro- 
gram of inservice training to provide courses in pedagogical theory followed up by visits to classrooms 
The courses took place on weekends to avoid disturbing classroom learning, and occasionally traning was 
provided during intensive week-long courses The national chapters focused much of their attention on a 
field-based traning that improved the quality of instruction These courses were so successful that the gov- 
ernment asked FYA to open the training to government staff, and between 1972 and 1977 over a third of 
the trainers in the formal system were trained in this course Since that tlme, FYA decided that the effort 
put into the expansion of this activity was compromising the quality of its own programs and began again 
restricting training to FYA teachers, though it also started some pilot traning projects In 1982 ~t decided 
to give prlonty to qual~ty over expansion in its schools, and in 1992 training programs were redesigned to 
orient them toward improved teaching/learning 

In 1995, 60 percent of the teacher traning activity focused on reform of teachingllearning activities, with 
the rest concerned with FYA's vision and ident~ty (Swope N d 5-7) The program offenng for 1995 includ- 
ed, in the category of "identity and vision," 10 one-day obligatory regional workshops on "personal enrich- 
ment and the study of FYA ideology" and two days of voluntary regional meetings between veteran teach- 
ers and new teachers to share their vision of teaching In the category of "mission" there were four days of 
a voluntary colloquium on teaching according to FYA's mission In the category of "teaching-learning" 
there were 10 days of obligatory curriculum development at the school level in the three first-phase pilot 
reglons for the new program, three days of a voluntary "faith and life" workshop to develop approaches 
incorporahng the spiritual dimension into classroom teaching, and three days of a voluntary training work- 
shop for a massification of the new program Pnncipals were also offered five days of obligatory evalua- 
tion semnars in the implementation of the new curriculum (Swope N d 5-32) 

Throughout these programs FYA's training reinforces the importance of the school in the life of the com- 
munity Teachers are taught to use examples from daly life and to encourage children to tell stones about 
their experiences They are taught to let children use nonstandard forms of language in expressing them- 
selves creatively The a m  is for students and parents to feel that the school is educat~ng a child that still 
belongs to the community-one whose uniqueness is recognized (Reimers 1997a 41) 

Teachers are encouraged to create new programs that support FYA's mission of meeting community need 
and to become role models of active community participation (Reimers 1997a 41) As noted earlier, they 
often live on the school grounds and are usually committed on a personal level to community development 
Their training emphasizes motivational aspects of teaching, causing teachers to want to learn new shlls and 
to accomplish the organization's spiritual mission These aspects are encouraged through watching other 
teachers using active pedagogies and then practicing them in workshops (Reimers 1997a 43) In the class- 
room, teachers are assisted in their jobs of managing instruction by older students teaching younger stu- 
dents and by materials that are designed to be used m self-instruction T h s  has made it possible, during 
frequent teacher strikes for higher salanes, for students to take over FYA schools and keep them open 

Compared to other countnes, Bolivia offers a relatively low number of professional training days (6 6 per 
tea~her) ,~ at a cost of $1 16 per teacher Pnncipals are offered traning (4 days) at a cost of $45 per person 
(Swope N d 5-7,8) The traning costs come from the schools themselves or from internationally and 

For example, Guatemala offers 43 days per teacher with an investment of only $109 
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nationally donor-funded projects, which means that the extent of this investment depends on the amounts 
these agencies are funding at any given time Bolivia spends 5 percent of its budget on training while 
Guatemala spends 2 6 percent but offers many more days of traning 

As noted earlier, teacher salanes are paid by the government in each country where FYA operates, and 
therefore they are based on national scales of longevity in the system In Bolivia, the government contn- 
bution to FYA programs is almost exclusively confined to paying salaries In that country rural salaries are 
somewhat higher than urban salanes Even when teachers work two shifts with double the average salary, 
however, the income level is well below the poverty line (Swope N d 5-14) 

4 Management 

As noted earlier, FYA supports the autonomy of programs in the different countnes, regions, and local ten- 
ters where they are located This freedom to innovate is coupled with effective channels to communicate 
FYA's vision and information about successful expenments in its individual centers In countnes with a 
large number of centers this means three institutional levels 1) a general directorate, which sets the over- 
all objectives of the organization, raises funds, and communicates with the regional offices, 2) regional 
directorates, which help the schools prepare their plans and acquaint them with the general guidelines of 
the organization (each regional office handles a maximum of 45 to 50 centers or schools), and 3) individ- 
ual schools, which have the authonty to interpret the guidelines according to their own needs The schools 
make their own plans and manage their own budgets and staff (Reimers 1997a 36) 

Bolivia's 183 centers in 1995 were being managed by seven regional offices and a national office (Swope 
N d 1-4) The nahonal office manages agreements with the Ministry of Education and relations with 
national and international donor agencies The National Office also provides a number of services such as 
accounting, budgeting, personnel and development, finance, systems, and project development FYA's 
expenence indicates that once a national office is responsible for managing more than 40 schools, the ser- 
vice becomes increasingly formalized In Bolivia, the administrative staff consists of 60 individuals, 17 
worlung at the national level and two to five people worlung in the coordination offices in each of the 
departments Field coordinators visit schools frequently, and teachers from nearby schools meet together 
to plan their activities each month, thus providing opportunities for extensive coordination and networlung 
among school staff 

FYA's school-based management is key in its overall efforts to decentralize projects The main character- 
istics of this management include the centrality of the local school, the incorporation of the community in 
all aspects, from the maintenance of buildings and financing of small improvements to involvement in chil- 
dren's education, the initiation of school projects by community request, the school's role as encompass- 
ing more than just the management of instruction, collaboration with the national office in innovating new 
programs, and full-service schooling with a range of formal and non-formal education programs for the 
family and community (Swope N d 6-2) 

Ways in which FYA pnncipals in Bolivia perceive their role somewhat differently from those in conven- 
tional schools as seen in Swope s questionnaire data, include that they are considerably more involved in 
the selection of teachers and somewhat more involved in choosing textbooks, and that they participate more 
in inservice activities with teachers Conventional school pnncipals on the other hand see their role as 
being more involved in supervising teachers and observing them in classrooms In Venezuela, the compa- 
rable differences are essentially the same In both systems in both countries the principals feel about equal- 
ly that their role also involves evaluating teachers' performance, facilitating inservice activities, and evalu- 
ating school activities annually (Swope N d Appendix 6 1, Tables 2 and 3) 

FYA has a lirmted budget and therefore tnes to get as much as it can out of its resources Ths  is accom- 
plished through a lean and efficient management structure with few administrative layers and a small staff 
This approach results in a democratic, participatory style, leaving a great deal of the supervisory funcbon 
to the teachers themselves The difference compared with the conventional system is in the locus of the 



achon in FYA the school and the community are at the center of the action, with regional and national 
administration providing support and communication In the conventional system, the MOE is the center 
of action, with schools implementing decisions taken in the MOE, which in turn monitor to see that its 
directives are followed (Reimers 1997a 42) 

Because its earliest funding came from outside donors, FYA has had the freedom to innovate greater than if 
it had been funded entlrely through public support In Bolivia where the program has expanded most, there 
has been more international support than in countnes where the program is smaller (Reimers 1997a 42) 

It is a requirement in order to obtsun public financing of teacher salaries that FYA schools fulfill the same 
admnistrative requirements and the same fiscal regulation as conventional public schools In the Swope 
sample of 288 FYA centers in nine countnes, 92 percent were managed privately (although 41 percent were 
dependent on national public school administration) and 6 percent were administered through municipal 
admnistration Swope found that FYA centers considered themselves "private or relatively autonomous 
from the state " From interviews it appeared that Venezuela had the greatest autonomy from the state and 
Bolivia had the greatest integration of the program into the public system Any additional financial and 
human resources that FYA garners outside the government are not subject to public fiscal regulation 
(Swope N d 1-15) 

5 Expenmentat~on and reflecbon 

FYA's hlghly effective communication channels and its encouragement of staff experimentation with inno- 
vative programs at the grassroots level make it uniquely able to expand successful ideas FYA is an exam- 
ple of a project that leaves room and resources for trylng new ideas, whlch, as they prove successful, are 
avsulable to other centers if they suit thelr needs (Reimers 1997a 43) 

D Results 

The results sechon depends heavily on the Swope study (N d ), which is the first systematic comparison of 
FYA and conventional schools Swope studled 288 FYA centers with pnmary school programs in 9 of the 
12 countnes participating in FYA and compared them with 291 conventional schools in the same countnes 
The total sample of 579 schools covered 353,383 (0 7 percent) of the 50,856,722 FYA students (see Swope 
N d 1-9) in the nine countries of the study Again a caution must be noted that the study was in draft form 
when ths  manuscript went to press 

The section below, unless otherwise noted, reports the results of the study for the two largest programs, 
Bolivia and Venezuela In the Swope study, the informahon was more complete for Bolivia 

1 Community involvement and institutions of popular participation 

The stress FYA places on setting schools in the context of thelr communities encourages "local participa- 
tion to solve local problems (and provides) an alternative 'hidden cmculum' to children in schools, 
emphasizing local action and participation in development" (Reimers 1997a 41) The differences m imple- 
mentation of FYA programs in individual centers make it d~fficult to descnbe a consistent pattern for pop- 
ular participahon FYA's overall aim to encourage these lunds of institutional structures and participatory 
behaviors subsumes schooling under community development goals and expects it to contribute to them 
Anecdotal evidence and the pervasive visionary statements comng from FYA suggest strongly that in 
many FYA settings these desired behaviors do occur, but without further study it would be d~fficult to know 
precisely how widespread they are, how they are mamfest, and to what extent they generalize to other areas 
of social and economc development 

In terms of the Importance of community involvement in children's learning, there is some limted evidence 
available Swope asked principals to pnontize factors that might influence student learning in their 
schools Among these factors was the "participation of the f m l y  in the education process" In Bolivia 10 



percent of the pnncipals gave it a top prionty and in Venezuela 13 percent Adding together all the respons- 
es where it was considered a first, second, or third pnonty, only Ecuador, Guatemala, and Paraguay FYA 
pnncipals considered it more important than principals from the conventional system (Swope N d 7-21) 
Thus, though family participation may be given significant weight in the FYA philosophy, it does not 
appear to be as significant a prionty among FYA pnncipals, as one would expect, though this conclusion 
must be cons~dered In relation to the number of other factors that pnncipals were asked to consider 

Principals were also asked about thelr pnonty objectives In Bolivia more than 30 percent of the pnncipals 
in both FYA and the conventional system felt that involving parents in the education process was one of 
their top three pnonties (though usually not the top one) In Venezuela twice as many FYA pnncipals as 
conventional pnncipals found that to be true (Swope N d 7-22) Swope notes that there is a contradiction 
in FYA in terms of parent participation education failure is to a large extent attnbuted by pnncipals to per- 
sonal and family situations of students, but these issues are glven l~ttle hme in teacher meetings and pnn- 
cipals do not give them the hgh prioritization they deserve if they are so important (Swope N d 7-23) 

Swope notes that community involvement in FYA education generally takes two forms Flrst, because an 
important share of the costs of the FYA centers are school-generated and managed, community members 
have an important say in how resources will be spent Second, the involvement of parents in instructional 
programs, especially preschool ones, means that parents can play an important role in reducing repetition 
and dropout (Swope N d 7-26) Again there is not enough evidence in this study to come to a definitive 
conclusion about the extent of actual community participation 

2 Educational participation 

By 1995 at the start of the Swope study, Bolivia was operating 183 centers, 115 of which included pnma- 
ry programs teaching 78,576 students, and Venezuela was operating 169 centers, w~th pnmary programs 
reachmg 47,438 students Presumably most of these students constituted additional enrollments that m~ght 
not have occurred were ~t not for EYA programs This assumption is based on FYA's stated objective to 
establ~sh programs in areas where schooling is not readily available Swope does not comment on the 
increases in enrollments that have resulted from FYA's presence 

Two other sources prov~de some evidence of FYA's contnbut~on to educational participahon Accorhng 
to Reimers, in all the centers established by FYA, enrollments grew at a moderate rate of about 3 percent 
In pnmary, 2 7 percent in lower secondary, and 1 percent in higher secondary dunng a one-year penod 
between 1990 and 91 In the same penod, preschool expanded 46 percent to make it the fastest growing 
FYA program (1997a 36) Diaz found that 85 percent of FYA students in Guatemala who entered 
preschool completed the six years of pnmary by the end of seven years compared with 34 percent in the 
convent~onal system (1989 67 in Reimers 1997a 38) 

Swope does, however, compare the internal efficiency of FYA and the conventional system He looks at 
several indicators "the selectivity of each system" with regard to student ability: real (calculated over stu- 
dents in grade) and traditional (calculated over the 1991 cohort total) repetition rates, three dropout rates,5 

By this he means evidence that the system nds itself of poorly perfomng students He takes this to be the case 
when the final average of a class improves from year to year as the poorer students drop out 
The rates include raw (all Drop Outs) definite (school-related) and non-definite (external to the school such as 
transfers) Some would argue that these categories are ambiguous and overlapping defimte" Includes dropout for 
economc hardship, health problems frequent repetition and poor attendance, non-definite" includes famly 
moves changes of school, repeating a grade and disappearance from the register Swope says the reasons exter- 
nal to the school accounted for the largest proportion of principals' answers to why chldren dropped out Other 
research has shown that dropout reasons given by school staff and parents can be markedly different, with each 
b l m n g  the other for the phenomenon Thus it is not surprising to find reasons external to the school given more 
weight by pnncipals in Swope's study He himself notes the "considerable underestimation" that, for example, 
occurs in Venezuelan pnncipals' reports of multiple grade repetitions as a cause of dropout compared to the defin- 
ibve dropout causes related to this factor in the study (N d 7-7) 



and optimal progress rates After analyzing all these measures he reports that FYA in Bolivia and Venezuela 
moves children through the system at a more efficient rate than the conventional system-that is, with larg- 
er numbers completing the year-by-year progression in the optimal number of years with less repetition 
In both countries all his measures show FYA to have better rates than the conventional system 

An essential aspect of FYA is its commitment to helping socially disadvantaged groups obtan the slulls 
and attitudes they need to gain a sense of control over their environment According to FYA this is accom- 
plished by targeting communities where education services are limited, emphasizing local culture in the 
curriculum, reinforcing the students' self-esteem, and "providing spaces for participation" for students, 
teachers, and community members (Reimers 1997a 40) Though FYA ams to target disadvantaged groups, 
Swope's data show little evidence in the characteristics of FYA communities to suggest that targeted groups 
have been reached more often than in the conventional system In fact, pnncipals in Venezuela and Bolivia 
were somewhat more likely to cite economc reasons for dropout in conventional as opposed to FYA 
schools (though somewhat less likely to cite these reasons in failure and repetition) 

One of the man differences Swope did find between FYA centers and conventional schools was their loca- 
bon The FYA sample overall was more heavily weighted toward an "urban margin" location, which 
appears consistent with its philosophy of opening schools in areas where there is no public sector delivery 
Swope suggests that the marginality of the students in areas like these might lead to lower levels of inter- 
nal efficiency (N d 1-1 1) However, when he compares the characteristics of FYA and government school 
communities in his sample (in Chapter 3) by aslung pnncipals' opinions, he finds few significant differ- 
ences based on measures he considers valid for testing marginality These measures include distance from 
another pnmary school (the majority are at least 30 minutes away and Venezuelan FYA centers are signif- 
icantly farther away than conventional schools), class size, education level of parents, socio-economic level 
of neighborhood, and frequency of child labor 52 Therefore, from Swope's data, the FYA centers do not 
appear to provide services to groups different from those in the non-FYA schools other than this greater 
emphasis on urban-margin locahons and possible other "not apparent" or not measured factors that relate 
to this environment Swope does not provide any data on indigenous non-Spanish speahng groups or girls 
who might have benefitted from FYA schooling 

Swope looked at differences in course offerings that might make a difference in the participation of chtl- 
dren in the two systems The FYA centers as a whole offer more variety than convenhonal schools some 
have grades one to three, others one to five, or one to six, and sometimes also add seven to twelve or 
preschool In the nine-country sample, the main differences were that 38 percent of FYA and 15 percent of 
the convenbonal schools offered secondary education in the same location, and that 59 percent of FYA and 
39 percent of the conventional schools offered preschool education Swope notes that "preschool is a more 
direct 'student retenbon strategy' because it may increase the overall educability of children, while sec- 
ondary educaaon is less direct" because it encourages parents and students to extend the time spent in 
school (N d 1-12) Though he suggests that these differences may be associated with internal efficiency, 
he does not elaborate on this theme 

Swope identifies seven strategies found in the Latin American region as a whole that he says are respons- 
es to the problems of school falure They include 1) preventative programs, which involve the health and 
nutribonal status of children, 2) compensatory programs, which assist children with l e m n g  problems 
andlor adjust the school program and calendar to fit the schedules of children, 3) active cornmumty involve- 
ment in the instrucbonal process, especially at the preschool level, 4) multiple or flexible promotion to pro- 
vide more opportumties for promotion, 5) economc incentive programs to encourage parents to keep chil- 
dren in school through involvement in income-generating and other activities, 6) preschool programs, 
which give chlldren a head start and allow older children to go to school, and 7) "education with work" 
technical secondary education programs (Swope N d 7-2) 

- - 

In the conclusion however, he contradicts this statement by claiming that public schools have a sigruficantly high- 
er rate of child labor This point if true, suggests a lower socio economc level for public school chlldren 



In Bolivia as 
noted commu- 
nity involve- 
ment was the 
most common 
strategy used to 
retain students 
according to 
p r i n c i p a l  
reports The 
strategy consist- 
ed of "con- 
sciousness ras- 
ing" concerning 
the importance 
of education, 
psychological 
counseling for 
parents and vis- 
its of school 
staff and social 
workers to the 
homes of stu- 
dents Bolivia 
also implement- 
ed economic A lundergarten class m rural Bolivia sings a nursery song Photo by Teresa Kavanaugh 

incentive strate- 
gies with lower registration and school supply costs, and preventive strategies through medical care (doc- 
tors' and nurses' visits), free breakfasts, and free lunches (Swope N d 7-3,6) Bolivia has the largest stu- 
dent transportation system of all the FYA countries, but its own program is slightly smaller (a little more 
than half the schools compared with two-thirds in the conventional system (Swope N d 7-32) Another 
incentive used to keep rural students in schools is boarding facilities Bolivia FYA has these facilihes at 20 
percent of its centers compared with 35 percent in convenhonal schools (Swope N d 7-32) Bolivia and 
Venezuela also have small, state-financed programs for easing the costs of instructional matenals to par- 
ents, but these have low coverage Most FYA principals find ways to meet their students' needs through 
bulk purchasing of commodities and donations 

By compmson, in Venezuela, a third of the principals report that they use community involvement as the 
man strategy for retaning students, with another important strategy being compensatory activities, where 
centers try to create a warm, inviting atmosphere as well as technical help with learning problems 
Venezuela has a small lunch and breakfast program and doctor and nurse visits Only 8 percent of the cen- 
ters have a transport system (Swope N d 7-5, 32,36,38) 

Before the Swope study examined this question systematically, anecdotal information suggested that grad- 
uates of FYA programs had better mastery of slulls in readmg, wnting, and math than the conventional sys- 
tem and that they were provided more opportunities for social and emotional growth Teachers in FYA 
schools make a polnt of emphasizing self-esteem and values traning-honesty, solidmty, etc (Reimers 
1997a 39) 



The Swope study did not test for the value impacts of learning but it did compare math and Spanish slull 
levels by loolung at the grades teachers give to students In both Bolivia and Venezuela there do not appear 
to be significant differences between FYA and conventional schools for math or Spanish grades 

A positive conclusion that mlght be drawn from this data is that, since FYA has lower dropout and rep- 
etition rates and more students progressing at optimal rates, in effect, it does a better job of providing 
students with a wider range of abilities-skills at least equal to those in the government system with 
greater efficiency 

4 School program quallty 

Several times since the establishment of FYA centers there have been efforts to improve the quality of the 
education program The early efforts centered on the qual~ty of teacher trainlng Budget allocations sug- 
gest that quality improvement still focuses on teacher training rather than ~nstructional materials or equip- 
ment Overall the proportional budget categones in 1995 included, in percent of total value construction 
(36 percent), durable equipment (27), instructional equipment (O), and traning (37) Sirmlarly, Swope 
asked principals to prioritize the six factors that influence student achievement The single most important 
influence from their perspective was teaching practice Less than 40 percent in Bolivia and less than 20 per- 
cent in Venezuela felt that the availability of educational matenals and textbooks was among the top three 
priontles in influencing achievement 

In 1992, however, it was decided to redesign training courses to onent them more to a "learning and qual- 
ity-enhancing organization," with a greater impact on teachng practice The basis for the program was a 
new cumculum, designed to incorporate the FYA philosophy into several components that would be 
offered in each center To develop the new program, selected teachers were brought together once a month 
There were several components An Alternative Popular Cumculum-a preschool through eighth grade 
program of study, A Parent-Child Program, sirmlar to the "Head Start" program (in the Un~ted States) for 
poor parents to learn how to support their children's schooling, Women's Organizational Training, to help 
slngle mothers develop slulls to give them stable earning capacity, and Fsuth and Light, to inculcate 
Christian values into curriculum and training (Swope N d 5-6,7) 

The alternative study plans for preschool through grade three were presented for approval to the Min~stry 
of Education In 1996, and the first phase implementation was started in three regions-La Paz, 
Cochabamba, and Santa Cruz-w~th teachers who had been involved in the reform In the next phase 
(1996-1998) the new curriculum will be expanded to the four remaining regions in the FYA program, 
involving altogether 2,769 teachers who represent 90 percent of the total teachers 

If variety in program offenng can be considered enhancement of quality because it better fits local needs, 
Swope's sample shows the substant~al range of options that have been offered in FYA centers even before 
the new program For example, while almost all public schools offered a fsurly standard program of grades 
one to five compared with FYA (74 percent), FYA offers in addition almost double the rate of preschool 
programs compared with the conventional systems and double the rate of secondary programs in the same 
location (Swope N d 1-38) 

Although it is possible that program quality may be impacted by FYA's continuing emphasis on teacher 
trsuning, no direct studies of the consequences of that training are available, and since achievement scores 
are essentially the same in both systems, there is no clear evidence of these or other related improvements 

5 Accountability to the community 

The Swope study provides some evidence of FYA's accountability to its clients in the local community As 
in other of the case models, however, FYA only indu-ectly thinks of parents as ~ t s  customers though it nor- 

These grades were compared within rather than across countries 



mally set up channels such as parent associations where accountability activities could occur From pnn- 
cipal reports, for example, parent meetings in Venezuela, Ecuador, and Paraguay occur with greater regu- 
lmty in FYA centers than in the conventional system, while in the rest of the countnes, including Bolivia, 
they occur about as frequently In both Bolivia and Venezuela these formal meetings occur about once a 
semester Swope says these meehngs are formal and ritualized, and that important messages are more like- 
ly to be passed dunng informal contacts between parents and teachers, which occur casually in passage- 
ways or on school grounds when parents may be present to take part in other activities the FYA centers 
offer (Swope N d 7-23) 

The hmng of parents' meetings may be important in how well they are attended and who from the farm- 
ly attends In Bolivia the meetings are held most often after the school day in the evening or on Saturday 
(73 percent) while the conventional system follows these timings somewhat less often (63 percent) and car- 
nes out more of its meetings dunng the school day (37 percent to 25 percent in FYA) (Swope N d 7-25) 
Presumably, worlung parents would find it more convenient to come at night, while mothers mght find it 
more convenient to come during the day 

There IS no information on the topics discussed at the parents' meetings 

6 Costs 

There is little information on the comparative annual costs per student in FYA and the conventional sys- 
tem However, a study conducted in Venezuela showed that per-pupil costs were 30 percent higher in con- 
venhonal schools than in FYA schools (Navarro 1994 in Reimers 1997a 38) 

Swope has l ad  out overall FYA costs in nine expenditure categones Expenditures for Bolivia are listed 
in Table 8 3 

Table 8 3 FYA - Boliv~a overall costs (%) by category 

Source Swope N d 5 21 22 

Expenditure Category 

Nahonal/regional offices 

Adrmnistrahon of centers 

Teachers' salaries 

Training 

Education matenals 

Infrastructure 

Extracumcular 

Other labor 

Other 

There are no comparable official data on national budgets in Bolivia avalable Swope was only able to 
calculate per-student cost compmsons in Guatemala and Paraguay In Guatemala the annual investment in 
a FYA student was $171 compared with $136 in the conventional system and ln Paraguay $168 for FYA 
compared with $133 in the conventional system (Swope N d 5-25,26,27) FYA thus costs more overall per 
student in these countnes 

Percent (%) 

5 4 

3 7 

21 0 

5 7 

5 2 

50 5 

2 4 

4 8 

1 7  

Swope also breaks down costs by fundlng source The figures for Bolivia (Table 8 4) are stated as propor- 
tlons of the total contributions from the source 



Table 8 4 FYA - Bohv~a overall contnbubons (%) by funding source 

a Donatlons are provided by natlonal and internahonal agencies state contnbutlons by the government and school contnbutlons from 
income generated through parent associahon dues fund riusing actlvihes pnvate donahons and overseas pnvate donahons (Swope 

N d 5 21) One surprising amount 1s that p a d  by the local parents associatlon for teachers salanes which In effect is a payment to teach 
ers not to stnke dunng Bolivia s annual Apnl shutdown for hgher pay (Swope N d 5 23) 

Source Swope N d 5 21 22 

Category 

Nationallregional offices 

Adrmnistration of centers 

Teachers' salaries 

Traimng 

Education materials 

Infrastructure 

Extracumcular 

Other labor 

Other 

From this information one can estimate how the costs of FYA and the conventional system compare 
from the perspective of the pmcipants The government pays less (mainly the costs of teachers' 
salanes) for FYA schools because many of the costs are assumed by other parties construction and 
mantenance by the community and through international and national donations, a fee for matenals by 
the parents, innovahve activities funded by donors, and other costs by religious sources With the excep- 
tion of the voluntary time and material contnbution they may make, parents pay fees equal to those in 
the conventional system (which FYA puts into instructional matenals) and if the program IS better qual- 
ity as people believe, they receive an added value over the conventional system Overall the government 
pays less, the parents pay the same (or possibly less if other incidentals are included), and development 
and administrative costs are borne by international and national donors If FYA operates in areas where 
children are dsadvantaged (which Swope has not proven in terms of their background characteristics 
or local neighborhood services) and provides a better quality education, the additional costs provided 
by donors may prove to be, in effect, a subsidization of education for the poor 

A World Bank "Poverty Report" estimated demand to be so great in Bolivia that schools managed by 
the Catholic Church would double if the government approved all cornrnunlty requests for schools 
(World Bank 1990 86 in Reimers 1997a 38) That report suggests that funding is a major constraint on 
continued expansion of the FYA program Several times promising programs such as training for gov- 
ernment teachers and self-instructional modules had to be abandoned, partly as a result of limited funds 
but also, in the case of traning, because FYA found massification to threaten the quality of its programs 

Donationsa 

7 0 

- 

- 

7 7 

7 0 

78 2 
- 

- 

- 

Table 8 5 shows the rate of replication of FYA centers in all the parbcipating countries Bolivia and 
Venezuela follow the pattern of most countnes with long-term FYA programs These countries have the 
highest growth rate in the 1970s, a slowing in the 1980s, and then a spurt in the 1990s In the 1960s, 
Bolivia opened 15 centers, followed by 49 in the 1970s, 32 in the 1980s and 19 in the first half of the 
1990s Venezuela opened 24 centers in the 1950s and 1960s, followed by 71 in the 1970s, 11 m the 
1980s and 63 in the first half of the 1990s Although FYA schools service only a small portion of the 
school population in the two countnes, the impact has been much greater in terms of the innovative 
ideas and training it has provided the conventional system 

State 

14 2 

- 

85 8 
- 

- 

- 

- 

- 

- 

School 
- 

11 0 

35 7 

2 4 

4 0 

20 4 

7 3 

14 2 

5 0 



Table 8 5 Fe y Alegria prrmary educatron centers by establrshment date 

a Brazil s man focus is Informal lntervenhon programs wlth h~ghly marginalized youth 
b Informahon about El Salvador and the Dormrucan Repubhc is not included in this table 
c FYA expanded beyond Venezuela slowly In the first penod 1950 to 1969 FYA had not yet expanded to many countnes 
d D u n g  the 1970s FYA was Introduced Into many countnes md tIus may account for the great Increase In the number of educahon centers 
Source Swope N d Table 1 2 

Country 
(Foundatron 

year) 

Peru 
(1966) 

Bolivia 
(1966) 

Venezuela 
(1955) 

Guatemala 
(1976) 

Ecuador 
(1964) 

Nicaragua 
(1974) 

Colombia 
(1972) 

I Paraguay 
(1991) 

Brazlla 
(1980) 

~ o t a l ~  

8 Sustarnabrlity 

Swope measured sustainability in terms of the closures of FYA schools between 1989-1995 He calculat- 
ed that 98 percent of the centers built during that period in the eight countries where he estimated these 
effects were sustained Bolivia had a slightly lower level of sustainability at 96 percent and Venezuela a 
perfect 100 percent of centers sustsuned Swope was unable to find a consistent pattern in the reasons for 
closures, which tended to be unique in each case 

E Successes and lessons learned 

Total 

41 

115 

169 

33 

48 

11 

54 

43 

1 

515 

Educatron centers founded (n) 

Reimers (1997a) believes FYA has been successful because it 

has a strong sense of mssion, which works as a force to make cons~stent sense of its 
activities, helping prncipants focus their efforts productively and feel committed to 
FYA's mms, 
stresses the role and objechves of the community, 
relies on democratic leadership, 
depends on stnct, lean management with cost-consc~ous, efficient use of its funds, 

1990-95 

7 

19 

63 

14 

13 

2 

8 

43 

1 

170 

1950-69' 

8 

15 

24 

5 

- 

52 

1970-79d 

12 

49 

7 1 

4 

19 

5 

20 

180 

1980-89 

14 

32 

11 

15 

11 

4 

26 

- 

113 



was inihated with donor resources independent of public funds, which gave it more 
leeway to innovate, 
is staffed with dehcated educators who are slulled in negohation and promotion and able 
to handle the politics involved in worlung with the government and expanding to scale, 
provides an environment conducive to expenmentation and communicates lessons learned 
through its networks, and 
mohvates teachers through traning to want to learn new slulls and innovate (Reimers 
1997a 40-43) 

1 Issues 

Some issues raised by Swope include the need for 

more flexible promohon strategies in FYA to discourage the dropout of children, and 
more appropriate responses to the real reasons for dropout and repetition (Swope feels that 
some of the efforts to solve these problems have missed the point because existing data 
have not been used effectively and pnncipals have misidentified the real reasons or have 
responded inappropriately ) 

As with several of the other models, EYA has a certain vulnerability because of its long-term need for exter- 
nal funding and its dependence on an NGO for facilitation and development of programs 

2 Lessons learned 

FYA is the oldest project of the cases in this study, with the most elaborated relationship between local 
communities and the public institutions responsible for financing and implementing formal education pro- 
grams This length of time and an urgent need to stretch its limited budget have encouraged it to develop a 
cost-effective program actively supported by local communities The importance of creating capacity to 
continuously refine programs is perhaps the first important lesson FYA teaches Other lessons include 

1) A grassroots approach that focuses on schools and communities is feasible when staff and com- 
munity members are motivated and are given the space to shape programs and approaches to fit 
therr own needs Their independent initiatives provide a variety of tested options that other centers 
can draw on as needed An essential ingredient is an effective communication network to relay 
inhvidual successes to others 

2) An emphasis on motivating participants to accomplish the organization's vision pays off in terms 
of greater staff responsibility and inihative This p e m t s  a reduction in supervisory and manage- 
ment oversight of the program, and activihes tend to have a more consistent relahonship to the 
overall goals 

3) An effechve relationship can be developed between international donors, government institutions, 
teachers, and communities when capable leaders work to produce a productive coordination of 
effort "FYA is an example of a privately-managed (public) education-delivery system with mixed 
funhng" (Swope N d 1-3) 

4) Crucial elements in program quality are believed by FYA managers to include the selection of 
qualified, competent staff and control over inservice traning that improves their capabilities 

5 )  The crehbility of projects with community participants is developed through "effechve leadership 
and good management of available public and pnvate financial resources" (Swope N d 1-4) 



6 )  Full-service educatron, where the school-center offers a range of formal and non-formal programs 
relevant to the needs of community members, provides a base for comprehensive social and eco- 
nomic development and a motivating factor in community support 



PART THREE 

CONCLUSIONS 



Chapter 9 
The Practlce of Community Partlclpatlon 

Advocating enrollment and educat~on benefits 
Ensunng regular student attendance and compiehon 
Constructing, repamng, and improving facilities 
Contrrbutmg in-hnd labor, materials, land, and funds 
Identifying and supporting locaI teacher candidates 
M&ng decisions about school locwons and schedules 
Monitoring and following up teacher and student attendance 
Monitoring teacher performance 
F o m g  v~llage education committees to manage schools 
Attendmg school meetmgs to know about children's work 
Providing slull instruction/local culture informat~on 
HeIpmg children with studying 
Garnering more resources fiom and solving problems through the educaQon 
bureaucracy 

This chapter reviews the six case studies with respect to the light they shed on the practice of community 
participation, while the next chapter draws more general conclusions about community participation and 
the delivery of educahon services 

In the present chapter, the introducbon reviews a framework for analyzing the cases with a worhng defin- 
ibon of community participation The following sections analyze the cases by 1) reviewing the circum- 
stances that led to the use of community participation as a strategy, 2) detailing the process for involving 
the communities, 3) describing the contnbutions communities made to the realization of the models, 4) 
identifying the vanous actors involved in implementing the models, and 5) comparing the "impacts" of the 
innovative programs with conventional systems on standard outcome dimensions 

2 Framework for the analyses of the cases 

This chapter defines community participation in terms of its practice,' that is, as descnption of what it is 
and does The descnption is organized around the following questions 

Why was community participation needed? 
How were communities involved? 
What contributions did communities make? 
Who was involved in implementing the innovative models? 
What was the impact of the models? 
Which impacts were enhanced by community contributions? 

There are three difficult aspects to analyzing community parmipation The first has to do with the mean- 
ing of "community involvement" Involvement occurs at many levels, not all of whch might be consid- 

Based on the defi~uhon for the USAID-funded Cornell studles in the 1970s and reported in Nagle 1992 



ered "active partlclpation " Barnett 1995 simplifies the task somewhat by suggesting common modes that 
project initiators use to involve communities 

the "tell" mode gives informat~on or direction, 
the "sell" mode glves informabon and expects agreement, 
the "test" mode knows the nght d~rection but wants to see if anything is missing, 

a the "consult" mode IS not sure and wants ideas about the solubon, and 
the ')om" mode delegates tasks or forges partnerships to solve problems 

There are at least two additional modes needed to cover the range of involvement strategies found in the 
present cases, they can be descnbed by the words "empower" or "enable," depending on the shade of mean- 
ing deslred, and "embolden" The first terms Imply that the communltles are given the slulls and the per- 
mission to support the innovation, while the second implies that the commun~ty IS encouraged to take ~ t s  
own initiatives in support of the program All these modes are essentially "suppl~ed" by the initiators None 
constitutes a real "demand" mode that is different enough to warrant its own separate descript~on in the 
next chapter 

The second dfficult element has to do with "benefits" and can be stated simply as, "Whose notion of ben- 
efit?"-the individual's, the community's, the state's, the outsider funder's, or others? The perceptions of 
all these stakeholders may differ so that a resultant program does not necessmly sat~sfy everyone's idea of 
benefit In these cases it is too simple, in other words, to judge a project successful when it satisfies one 
stakeholder's needs at the expense of others There are times when these needs diverge or even contradict 
one another 

The final difficulty has to do with how to incorporate the dual meanings of community part~cipatlon as both 
end and means While many developers talk about commun~ty participabon as though it were mainly an 
end (or a good) in itself, they often design programs as though it were mainly a means toward educabon 
ends If community participat~on IS an end In Itself, does that then relieve it of responsibil~ty for also being 
a means to either educabon delivery or the practice of c~vil society? 

B The practice of community participation 

It should be remembered that the six case studies were not intended as a representative sample of commu- 
nity participabon By ~ntent, they are "best case" examples where the designers were known to have incor- 
porated "community part~cipation" because they bel~eved it would contribute to the success of the program 
Despite this skewing of examples, the cases prove to be very useful in illustrating the varlety In partlcipa- 
tory approaches The section below summmzes the specific findings about community partmpation as 
practiced in these cases 

1 Why was community partlclpation needed? 

The precipitating reasons for cornrnunlty participation were farly similar In all the cases Initlators of the 
projects were concerned w~th low enrollments, especially in rural areas, and sometimes w~th a focus on 
girls and the poor They felt parents needed to be involved to ensure higher levels of participation A sec- 
ond concern was the quality of the education program, which was often poor in these hard-to-reach areas 
Governments did not have adequate resources to improve the qual~ty and quant~ty of education opportuni- 
bes to the degree deemed necessary for the nat~onal good Communities, it was felt, could join govern- 
ment In contnbuting their share of resources to increasing and improving programs 

The models were also cost-conscious, stnving to cut costs below those of conventional systems in order to 
reach more students without compromising quality Poor qual~ty programs and a lack of perceived bene- 
fit of educabon, program designers felt, made school~ng unappealing to these mostly rural children and 
their parents Even when enrolled, the~r attendance was poor and they dropped out early, often because of 



"push" factors, but also because there were more useful activities they could perform at home Most mod- 
els attempted to make education programs more attractive to children by supporting interactive and stu- 
dent-centered teaching methods, relating learning to daily life, drawing on local examples and shll 
resources, and developing opportunities for parents to become more involved in the school 

The Harambee model was the single exception to these circumstances It grew out of the frustrahon of rural 
communities with the lack of services provided to them and the strong feeling that the man vehcle of 
social mob~lity was through what was believed to be the meritocratlc education system The problem was 
a combination of long-term colonial neglect of rural populations and a newly independent but impovenshed 
government spending the larger share of its education resources on primary schools and a hm~ted number 
of well-resourced secondary schools The pressure caused by large numbers of primary graduates encour- 
aged communities to focus their self-help efforts at the secondary level where they hoped to attract scarce 
government resources by constructing and equipping their own schools 

In each of the cases the government institutions then responsible for del~venng education gave up some of 
their autonomy by agreeing to the implementation of the innovative initiatives Why were they willing to 
do this? At the time most of them were beginning to recognize their own limitations in providing educa- 
tion services, influencing community deciuons about educating children, and controlling school level 
inputs such as teacher and student attendance, timely distnbution of matenals, teaching quality, and other 
educational components The only feasible way to correct these deficiencies, they believed, was through 
engaging the resources and efforts of people in communities where schools either were or could be locat- 
ed 

2 How were the comrnun~tles mnvolved9 

a Involvement mode 

Documents that mention community participation sometimes give the impression that through a participa- 
tory process the community will enter into an equal partnership with government to make crucial decisions 
about program delivery and design Once involved, according to this view, communities will suddenly 
assume an independent and active role in supporting local schools simply because they see it in their best 
interest to do so 

There is little evidence that th~s  happened in the current cases More often than not, project initiators 
"involved" the community in a much narrower way according to their own methods and designs 
"1nvolved'~s an appropnate term because it connotes doing something to another person in a way that is 
controlled by the doer, the person who initiates the activity The doer, in effect, gives community members 
permission for the lund of involvement they are allowed to do Usually in the case examples, the initiators 
"sold" thelr ideas, and then "told community members what they expected them to do Often they creat- 
ed structures such as PTAs or management committees to mobilize the commumty and channel thelr sup- 
port for the initiatives, but they also set clear limitations, in fact or by example, on what community mem- 
bers could do One problem that arose, after the initial excitement of establishmg the new program wore 
off, was that parents lost interest in the project or even resisted it IMPACT parents, for example, became 
less interested in building learning luosks and sometimes transferred their children out of project schools 
Escuela Nueva parents often didn t take advantage of the Learning Centers that were supposed to motivate 
their involvement Attendance at BRAC monthly meetings was made compulsory to ensure that parents 
would come 

Table 9 1 gives a rough idea of the modes employed to involve the communities in support of the schools 
Most of the model? do not fall neatly into one of Barnett's involvement categones For example, the BRAC 
NFPE program started out as a project initiated by villagers (demand) However, when donors supported 
BRAC to bring the program to scale, specifying a large number of new schools that had to be established, 
BRAC turned to a "sell" mode to recruit the new communities Once the communities were sold, they were 
"told" what they would do Harambee communities were first "emboldened" by Kenyatta and then 



"joined" with churches, politicians, etc to "demand" that the government assist them in providing sec- 
ondary educahon 

In its pilot phase, Escuela Nueva sold the idea to teachers, leaving them with the option not to buy, but later 
as the model was brought to scale in 18,000 schools, teachers were simply "told" that the Idea would be 
adopted Early in the program they were "consulted" in the design of materials and methods, while later 
these inputs were scnpted The teachers in essence were the "communities" for whom and by whom the 
innovahons were designed Teachers later were "told," through the Escuela Nueva manual, how to use the 
community as a resource for the school FYA responded to community demand, then "empowered and 
"emboldened" local staff to "Join" with the community in furthenng their goals 

IMPACT and CSP used structured means of involving communities In CSP, each step was mapped out, 
showing what responsibilities the community must fulfill before the government would provide its inputs 
Both projects "sold" their ideas and then "told" communiOes what they were expected to do CSP com- 
munities, however, went beyond this lund of limited involvement to join forces with the government, 
through the facilitators, and make a substantial contr~bution to their schools 

Table 9 1 Modes of community involvement in education delivery 

( ) A mode that was used only part of the tlme 

Mode 

Sell 

Tell 

Test 

Consult 

Join 

Empower 

Embolden 

Demand 

Two elements may lead facilitators/inihators to use directive approaches The first is cultural Several of 
the cultures (Philippines, Bangladesh, and Pak~stan) where the programs were established can be charac- 
terized as "rule-dnven," where it is common to lay down rules and procedures to avoid misunderstanding 
and abuse CSP used this device to create transparency and thereby trust among villagers In such a con- 
text, these structures often create the necessary stability for participation to flounsh The traditional, com- 
paratively isolated CSP communities developed a strong sense of ownership in their schools, which led 
them to take independent achons to improve conditions after their establishment 

The second point relates to control Project implementors at the local level on the whole felt 
accountable to supervisors in the facilitating organization-BRAC, CSP, Escuela Nueva, 
IMPACT-who in turn had to meet the timetables of funders and managers Relinquishing control 
to local communities in most cases meant activities would take more time, effort, and money There 
is evidence that the designs did not factor in these costs more than nominally and that project 
implementors counted on communities increasing rather than decreasing resources once they were 
mobilized BRAC, for example, planned to use parents in tutoring children but found this activity 
took more staff time than the results warranted and abandoned the idea Escuela Nueva teachers 
often neglected community activities because they became burdensome after a long day at work In 
effect, though activities to mobilize communities were funded during start-up, there were few 
resources available later on as the novelty wore off for both sides As time went by, community 
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involvement became a nuisance for many implementors, who measured their success by how well 
they satisfied superiors 

b The process of involvement 

All the models initiated their activities with a period for mobil~zing the commumty The processes were 
smlungly sirmlar 

initial meehngs with the community to develop trustjrase issues/divulge plans, 
surveying local human and/or matenal resources to see what support the school might 
receive/request , 
defining a role for and/or empowenng the community, 
creating a mechanism, such as a c o m t t e e  or orgamzation, to consolidate community 
efforts, 
formal or informal induction into the support role, and 
motivational activities to keep the community interested 

The three elements common to most cases were a series of discussions with the community, a survey, and 
the selection of a local educahon committee Motivational activities were also usually present 

Dzscusszons wzth the communzty The series of discussions conducted by the initiators usually had 
specific objectives In BRAC they were to assess the level of interest, to identify a teacher, to find a suit- 
able room to rent, and to elicit state- 
ments of commtment from the par- 
ents IMPACT used the discussions 
to inform parents about the new pro- 
gram so they would not feel their 
children were disadvantaged by the 
new methods, and to assign the con- 
tnbutions parents would be asked to 
make In CSP, the meetings were 
used to develop trust and a transpar- 
ent system for choosing teachers and 
students, and to obtain commitment 
for contributions the community 
would provide to augment the gov- 
ernment's share 

The elements in Escuela Nueva and 
FYA that made the community's role 
dfferent from the tradtional system 
involved explaning to parents what Public discussions such as this one in Bangladesh are an important part 
the innovation (was) trying to do for of involving communities m development activit~es World Bank photo 
their children, requesting support by Kevrn Babrzskr 
from parents, and ensunng that the 
school in turn would support com- 
munity activities or cornmumty development (Reimers 1993 26) It is interesting that the locally initiated 
Harambee projects also followed the same pattern of start~ng w~th a series of discussions where the need 
for a project emerged, roles were assigned, and fundraising plans were developed 

Suwey Most models made provision for a survey of the community with specific objectives in 
mnd IMPACT surveyed the community for material and slull resources (for building kiosks and teaching 
practical slulls to children), at the same time talung the opportunity of the door-to-door visits to explain 
the initiative to individual householders BRAC surveyed households to locate targeted poor children, 



especially girls CSP visited households to ensure that sufficient girls were available to warrant a school 
in the community and to make sure that farmlies from different family or tnbal backgrounds would be suf- 
ficiently satisfied with the transparent process to agree on a site and a teacher The Escuela Nueva teach- 
ers surveyed the community to identify human resources they could draw on to emch children's learning 
and, from the information they acquired, prepared a monograph describing the village life and people 
Based on the survey information, teachers sent children on field trips to collect data about their commu- 
nities and organized other activities such as the wall map to create links between the school and the com- 
munity EYA contacted as many local organizations as possible to build wide support for its centers 
Harambee's survey was informal and more modest, consisting of an assessment of how much each group 
in the community could contlrbute to the school project 

Selectzon of vzllage educatzon commzttees Most models incorporated a process for identifying 
and appointing a committee to facilitate the affairs of the school IMPACT appointed a steenng group of 
influent~al, regional officials whose job it was to answer questions about the project BRAC established a 
small community-run school management committee consisting of three parents, one community leader, 
and the teacher CSP developed detailed specifications to make membership in their VEC transparent and 
fair The c o m t t e e s  should consist of five to seven men (later a parallel women's group was established), 
each elected by 75 percent of the parents Members must be parents, no two of whom could be related to 
one another, or to the teacher 

Escuela Nueva had no village committee FYA established a parents' association to work closely with the 
pnncipal on all matters related to the school Harambee projects depended on traditional means for orga- 
nizing village projects The leadership usually appointed a committee from the community to coordinate 
matters (usually financial) related to the schools Material and m-hnd support was provided by tradihonal 
work groups consisting of their regular members and elected leaders By law Harambee schools also had 
to have a recognized management group-often a church-to run the schools Since the costs of estab- 
lishng the schools fell entlrely on the shoulders of the community, the burden was lightened somewhat by 
spreading it across as many individuals and existing groups as possible 

Motzvatzonal actzvztzes Most models included motivational activities intended to make commu- 
nity members want to become actively involved in the schools IMPACT renamed its schools "Learning 
Centers" and equipped them with books that were designed for community adults as well as older students 
IMPACT also expected adults to use its self-study modules to improve their literacy shlls Both of these 
achvihes received a disappointing response BRAC required parents to attend monthly meetlngs where 
social and health issues were discussed along w~th  admonishments about students' attendance and cleanli- 
ness Escuela Nueva provided their "Learning Centers" with libraries and vocational courses, which, sim- 
ilar to IMPACT'S experience, did not evoke as much interest from the community as expected since, as one 
evaluator noted, the courses often were not ones the community wanted CSP mohvated local committee 
members by scheduling frequent monitonng v~sits by teacher trainers and NGO staff to assess progress 
since previous meetings Some communihes were also visited by interested foreigners, which gave the 
community a sense that its efforts were appreciated FYA was perhaps the most successful of all the mod- 
els in motivating local staff "to the spiritual sum" of community development, whch meant that reg~onal 
or naoonal managers concentrated on suppomng rather than supervising field centers FYA's motivational 
activmes take place dmng traimngs and retreats, and then are maintained through communication net- 
works and "mission" matenals Flexible programs that meet the real needs of community members 
encourage them to stay actively involved 

c Examples of ~nvolvement 

Expectahons that communities would provide active, sustained support for schools were disappointed in 
most of the cases Part of the problem lay in the way designers viewed the community's role, plunmly as 
a resource rather than a full-fledged partner in establishing a program This view did little to reverse the 
traditionally passive role communities had assumed in relation to government services Now cornmumties 
not only had little to say in shaping education delivery but they also had to pay for it, if not in money, at 



least in time and effort It was only a matter of time in most cases until the resource role became burden- 
some, especially when the conventional schools did not require equivalent contributions IMPACT was a 
good example of this phenomenon, as noted already, when parents in some communities became less will- 
ing to build luosks and pay for modules, and transferred their children to conventional schools 

The models that elaborated the involvement process the most were BRAC and CSP Both controlled the 
process from inception to implementation and maintenance through a sequence of tasks that were a pre- 
requisite for establishing the schools CSP, somewhat more than BRAC, adjusted its tasks sensit~vely to 
the community's need for transparency and falrness and, from reports, seems to have developed a more 
equal partnership with community members For whatever reasons, CSP parents evidenced strong interest 
in supporting the school and were quick to take initiatwes beyond what was reasonably requlred of them 
In some BRAC villages, parents also took special initiatives, but Program Officers on their frequent super- 
visory visits often "did activities for them," i e , organized and spoke at parents' meetings and routinely 
took an actwe part in SMC meetings BRAC reports that it has not been satisfied with the way it has 
involved communities and, to its credit, has recently conducted several studies to determne how it can 
involve them more effectively 

Harambee is a unique model of community participation among the six examples-the one true case of 
grassroots init~ation and implementation of schools Its contribution to designs for effective models of 
community participation-ones that correspond more closely with World Bank and USAID definitions of 
the concept (see the next chapter), could be considerable Its example, however, is likely to be overlooked 
because of its often poor quality programs and precarious financial situation The Harambee example is 
especially important if community participation is seen as a worthy vehicle for the practice of civil society 

Harambee suggests that 
for a community to 
assume an independent 
role of self-sustained sup- 
port, it needs more than 
just the pemssion of pro- 
ject Initiators to become 
involved Its members 
need to make "real" deci- 
sions about the hnds of 
innovations that address 
its own felt needs The 
implications for develop- 
ment are profound, since it 
means that developers 
would have to change 
from being mainly suppli- 
er-initiators of programs 
to being responders to 
demand for programs It 
means offering cholces 
and be~ng willlng to Parents at the Lwanda Secondary School ~n Kakamega Kenya scrutlmze the 
accommodate the conse- school s finances as the headmaster presents the budget during a PTA meeung 
quences The Harambee Photo by Chrzstopher Galaty 
programs did not fall 
because people lacked 

It 1s not clear exactly what precipitated these transfers but ~t is likely that parents were unwilling to provlde the 
extra resources as well as that they remaned unconvinced that the new methods gave their chldren a better edu- 
cation 



understanding of their own needs but rather because the appropriate packages that would have comple- 
mented their efforts were not available 

The bottom line for a locally sustained involvement, from the example of Harambee, is one where local 
people make their own decisions Words like "enabled," "empowered," and "emboldened though some- 
times a necessary requirement of sustanability, are still forms of permission The power to make decisions, 
in other words, must be real The question is how to nurture "demand initiatives" with~n the structure of 
llmitatlons that almost always accompany modern education service systems Thls Issue will be taken up 
in the next chapter 

3 What contributions do communlt~es make? 

Designers tended to expect communities to play a larger supportive role than they often did in reality Table 
9 2 shows the contnbutlons that were emphasized in each of the projects 

Table 9 2 Commun~ty contr~but~ons to educat~on dellvery 

( ) Provlde temporarily or when needed 
a In land or effort costs rather than actual money costs 

Student attendancea 

F~nd teachersa 

Pay salar~es 

G~rls' advocacya 

Scheduhnga 

Mon~tor teachinga 

Managementa 

Teach slullsa 

Tutor1nga 

Provlde 
lnformatlona 

Instructional materials 

The communities' contnbutlons can be roughly dlvided Into two categories support that relates to the 
objective of increasing educational participation (e g , labor, construction, funds), and support that relates 
to program quality (e g , monitoring, management, and shl l  training) The two are not always mutually 
exclusive-for example, IMPACT parents provide funds, labor, and luosk buildings to enhance the learn- 
mg environment and not to increase the space avalable to students Overall IMPACT and Escuela Nueva 
stressed program quality in community contributions, Harambee and CSP stressed student participation, 
and BRAC and FYA ~nvolved both elements Harambee and CSP asked the most from communities In 
terms of contnbutlons, and IMPACT and Escuela Nueva requested the least, with FYA in the middle range 
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Designers sometimes expected community contnbutions that did not materialize Parents in both IMPACT 
and BRAC did not do as much tutoring as envisaged, and though BRAC parents had been expected to pay 
more of the schooling costs, facilitators found they were unable to do so because of their poverty When it 
came to sustaning the innovative program, IMPACT parents were called upon to buy additional sets of 
modules as they wore out or were insufficient for the numbers of students, but were not always willing to 
bear this cost when conventional schools provided materials free 

Costs to the cornmumty can also be separated into material ones requiring outlays of cash or goods (such 
as construction matenals or funds) and those requiring outlays of effort, both of which may be difficult for 
poor families to afford Harambee and CSP required the greatest outlays of matenal support, while Escuela 
Nueva and BRAC had few financial costs connected with their involvement FYA required fees equal to 
those of the conventional system to pay for instructional matenals, as well as voluntary donations and 
effort IMPACT required both matenal and in-lund support 

In relation to the total costleffort needed to launch and sustaln the innovative programs, community con- 
tributions, except in the case of Harambee, were relatively modest If Harambee is taken as a measure 
of what rural parents might be willing to pay, then one wonders what it was in the other environments, 
which limited the amount and the scope of the contributions parents ultimately made Three possibili- 
ties exist that there was something in the context itself, something in the way initiators viewed the activ- 
ity, or something in the motivation level of community members It is likely all three influenced the level 
of contribution 

For example, there were several possible effects of context The first is whether the model was mihated in 
an existing school or was intended to establish a new school in a community where there had been no pre- 
vious opportunity to learn IMPACT and Escuela Nueva were established in existing schools with already 
established ways of teaching and involving parents It is more difficult to Initiate new patterns under these 
conditions, especially when they require outlays of money or effort CSP, Harambee, FYA, and BRAC 
started new schools Communities tend to be more enthusiastic about contributing to new schools, espe- 
cially when contnbutions are viewed as a requirement for locating a school in a local area This is what 
happened in CSP and Harambee communities, while FYA and BRAC targeted poor communities that could 
only afford modest support 

A second issue of context concerns bureaucratic environments and the way communities relate to public 
services Most of the countries where the models were implemented have autocratic systems of governance 
where powerful people determine the details of what will happen but often lack accurate knowledge of the 
local context Community members may conceal their financial capacities to avoid paying for what 
"should be a free service " The self-initiated Harambee projects demonstrate the major contribuaons com- 
munity members may make when requests come from local initiators for what are perceived locally as 
needed projects Initiators who come from outside the community not only may not have an accurate 
knowledge of local capacities, but they also usually do not possess the local networks to extract even mod- 
est contnbutions BRAC, for example, believed parents were too poor to pay for NFPE schooling yet were 
surprised when some parents of NFPE graduates entering government schools paid considerable sums to 
support their children's schooling 

There are geographic reasons why facilitators may rely more heavily on certain kinds of support 
Balochistan is one such context where if remote communities do not take a strong role in managing schools 
and supporting under-qualified teachers, programs are difficult to sustan Was it an accident of geography 
that made CSP facilitators "embolden" communihes and give them space to act on their own, or was it 
effechve design? Whichever it was, CSP makes a visible difference both in participahon rates and the seri- 
ousness with which learning is approached 

Implementors may draw back from "extracting" a maximum amount from communities because they are 
subject to time and resource pressures that may make them impatient with the "inefficiencies" of local par- 
ticipation CSP, with its lengthy process for establishing trust, is a good example of the effort it takes to 



establish the trust and organizational capacities that elicit useful amounts of communlty support After 
establishing the community's confidence that the government will provide its agreed share, CSP staff 
details the support needed to provide a temporary school, leaving ~t to the community to decide how to 
apportion cost shares among ~ t s  members This is an effective approach because it establishes a clear objec- 
tive but leaves costs, facllity standards, and decisions about ~mplementation to communitles By not com- 
plying, the community automatically tnggers its own sanction of forfeiting the government's share 

Realistically, there are limits to the lunds of contributions communitles can make IMPACT, for example, 
hscovered that most villagers do not have the skills (including literacy) to help children in thelr academ~c 
programs The nature of the centralized education system that exists in most countries limits "program 
ennchments" communities can make (such as introducing local shll  traning) without reducing the time 
spent on "important" course work that leads to coveted diplomas Also, community members often have 
difficulty accessing government institutions to solve local school problems because of status differences 
between educated bureaucrats and illiterate villagers 

Finally, there may be many reasons community members themselves resist malung contnbutlons to pro- 
jects They may be poor, as in BRAC's targeted communities They may not perceive any benefit in estab- 
lishing a school, especially when it is a girls' school, as in some CSP communities They m~ght be unwill- 
ing to cooperate in a project that also serves tr~bal groups to whom they are opposed They may not feel a 
costly program (like IMPACT) IS any better than the conventional system They may feel that the school 
serves urban as opposed to rural needs or that there are no opportunities for their children to contlnue on 
to hlgher education levels, or to find employment after they graduate They may not feel, as in Harambee, 
a sense of community attachment to others in large catchment areas 

Overall there may be few incentives, other than ideological ones such as FYA encourages, for project 
implementors to stress community participat~on in support of schools Time constrants, project deadlines, 
prescribed uses for project money, scaling up problems, a need for expert~se that limits " u n ~ n f o m e d  par- 
tlclpatlon, and issues of control are just some of the factors discouraging implementors of projects from 
placing too much emphas~s on communlty partlclpation 

In summary, with the exception of Harambee, community contributions have been modest and more in- 
lund than material Overall, communities have contributed resources, schedulmg, advice, some types of 
tutonng assistance, and management help to ensure the attendance of children and teachers and resolve 
day-to-day admin~strative problems In no case has a community been asked to make significant decisions 
about the educat~on program itself It is generally understood that academic matters should be left to 
experts who know what chlldren need to learn to succeed on exams 

4 Who needs to be involved? 

Community contnbutlons may or may not be crucial to the successful implementation of an education 
model, depenhng on local circumstances, but the cases show that the presence or absence of certan play- 
ers in the process can be cruc~al The players represented In the cases included funders, providers of exper- 
tlse, field init~ators/facilitators, managers, follow-up monitors, and reflectors on the process Even when the 
package emphasizes only one aspect of delivery---quantity or quahty-the model may not be successful if 
essential "special~sts" are not involved 

Table 9 3 shows who performed vanous functions in the six cases The term "stakeholder7' is often used 
in projects to refer to persons who have an Interest in the outcomes of an initiative Stakeholders are some- 
times identified a pnori under the assumption that their interest can be determined by the position they 
occupy The table shows, however, that there is a great deal of variety in who performs each function in 

Documents from a now defunct project in Egypt show how early on community participation was considered a 
key element, but as deadlines made it difficult to afford the time to bnng communities fully into the process, the 
term is seen less and less untll it disappears entirely from project reports 



the cases It raises an interesting question When a project individual or group takes on a functlon that is 
officially the responsibility of another group, can the program ultimately be sustained without returning it 
to the group who "owns" it9 For example, if outsiders take on the role of funding, what are the prospects 
that funding will be taken over by local supporters, assuming that outsiders were involved in the first place 
because of local inability to fund7 

For developers (whether outsiders or insiders), a key strategy may be not how to bypass those with respon- 
sibilities for producing certan results but how to ensure that those with vested responsibilities can effec- 
tively carry them out A major requirement of any initiative may therefore be to identify disjunctions in 
responsibilities and successfully remove them This is particularly important in community participation 
where members must join others in covering the full range of functions necessary to achieve their objec- 
tives In all the cases there were examples where facilitators either bypassed responsible agencies or took 
over functions that were not being performed adequately Whlle these actions usually produced greater effi- 
ciency and/or effectiveness in the short term, it left all of the projects vulnerable in the long term 

Table 9 3 Who IS Involved in delivering the education program? 

( ) Indicates that an existing package or program was used 
a Harambee projects were Intended to follow the government deslgn 

The sections that follow describe the various players who performed essential functions in implementing 
the models The players included donors, departments of ministries, NGOs, school staff, and communihes 
While the models involved most key players to some extent, none effectively involved them all, and some 
faled to engage critical players, which ultimately led to flawed results 

Function 

Funders 

Experts 

In~tiators 

Implementors 

Managers 

Mon~tors 

Reflectors 

a Funders 

Funding for a formal public system of education is normally expected to come from state budgets, but as 
noted earller in all of these cases, officials of the countries believed there were insufficient funds to pro- 
vide opportunities for all chldren needing education Directly, by expanding school opportunities, or indi- 
rectly through cost reductions, each of the models attempted to address this problem Practically spealung, 
the shortfall in resources could be solved in any of three ways by generating more resources at the nation- 
al level, by asking communities to share more of the burden, or by soliciting funding from internahonal 
donors In five of the six cases, a substantial part of the funding came from international donors Only 
Harambee generated major funding from its communities, and even then, some communities were able to 
tap international sources of church funding 
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NGO 

FYA 

donor 
church 
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Funding was directed at three main activities support for governmental organizahons or NGOs that initi- 
ated andlor facilitated implementation of the projects, the development of innovative designs and, in some 
cases, the creahon and teshng of critical components, and in a later stage, bringing successful models to 
scale The funders for different types of support could and often did differ For example, SEAMEO, the 
organization that initiated the idea of IMPACT, had been established with assistance from USAID, while 
the development and trial of the IMPACT model was funded by CIDA One of the reasons IMPACT may 
not have been brought to scale was the belief of Filipino educators that expansion required additional out- 
side support for converting schools and providing the extras the schools required, while CIDA believed the 
tested project should be taken over by government agencies 

BRAC, in its early stage of NFPE development, was funded by Interpares in Canada, which was joined in 
subsequent years with support from NORAD, SIDA, and UNICEF (for its older children's program), while 
its large-scale expansion phase was funded by a consortium of seven major donors BRAC has not 
addressed the question of support for its future programs, which are now dependent for most of their fund- 
ing on outside sources BRAC's own production facilities only support about a third of its program costs 

CSP and the Society that implements it also receive foreign support Once established, however, CSP 
schools become government schools that are funded to the same degree as other government schools The 
issue is one that concerns the GOB, for the expansion of schools, w l l e  a necessary expenditure, also puts 
a strain on government budgets as new schools are absorbed into the conventional system Escuela Nueva 
is similarly implemented through government support Originally based on the UNESCO Unitary Schools 
project, Escuela Nueva's initial development costs were supported by USAID in 1975 They expanded 
modestly with the help of the InterAmerican Development Bank, and were brought to scale through sup- 
port from UNICEF and the World Bank The extra costs for its quality-focused program are for value-added 
inputs, which will ultimately be adopted by the Government of Colombia if Escuela Nueva is to continue 

The problems with outside funding from the perspective of local implementors are obvious there are time 
and funding limts and funders have their own expectabons about how money should be spent Often when 
it comes time to expand the model, the donor that paid for development may not be willing to assume the 
expense of bringing it to scale, or conversely, in bringing it to scale, as McGinn believes happened in 
Escuela Nueva, may not provide time enough for the modifications that preserve the essence of what made 
the model effective Local governments are ulhmately left with the responsibility of supporting the extra 
costs generated by the innovative project if they cannot find alternative sources of fund~ng 

If one assumes the traditional model of a schooling program as "a teacher teaching students a set cumcu- 
lum," then at least four hnds of experts are needed to realize the delivery of a comprehensive program 
experts who understand local community needs, experts who detemne the content of curricula, design and 
test appropriate materials, and plan training and supervisory support, experts who determine how to man- 
age inputs, credential the results, and create the policy environment where productive results can be real- 
ized, and experts who know how to build the systems and institutional arrangements for continuous pro- 
gram improvement In the real world, these types of expertise rarely come together in as effective a man- 
ner as one would hope The community experts may not be recognized as such, the program development 
experts may not be sufficiently slulled, the managers may not work in effective concert with the field, and 
instituhonal structures to routinize the reflection process are disregarded or poorly understood 

Table 9 3 above shows how the models dealt with "gaps" in expertise IMPACT charged INNOTECH, a 
separate unit within the SEAMEO regional network, with designing the program's components, including 
the community's role, the development of the instructional program, the training of teachers, etc In effect, 
IMPACT designers removed these components from the ministry departments traditionally providing them 
to a unit In INNOTECH Ultimately, this removal from existing "experts" meant IMPACT components 
were no longer owned by the units that would have to sustain them over the long term 



Escuela Nueva followed a similar pattern and, like IMPACT, found that what was won in internal consis- 
tency of design by bringing the components together was lost in the resistance of those whose traditional 
authorities had been challenged The opposite was true in Harambee and CSP, where it was recognized 
that the community's role was complementary and limted, and relied heavily on traditional government 
experts for the content of its education program Both projects, however, were disappointed in the quality 
of education that resulted BRAC, as a non-formal program, had fewer constrants It could prov~de virtu- 
ally all its own experts for every aspect of the program, even though it was still constrained by a need to 
prepare its graduates for the formal system The disadvantage was that as a self-contamed entity, BRAC's 
demlse would also mean the demise of its program FYA, through its outside funding, also had consider- 
able latitude to innovate with professional traning and instructional materials even though it remained 
ostensibly within the public government system 

The use of experts raises an issue about the lund of role communities can realistically be asked to play Can 
one, for example, ask communities to decide on technical issues of program quality? IMPACT parents 
resisted the idea of students teaching students, but implementors ignored their complants as "uninformed " 
BRAC parents wanted annual exams and physical punishment to be established in BRAC schools "to make 
them more like the government schools " BRAC responded by instituting exams but continued to ban 
physical punishment To what extent should parents decide these and other issues? How does one deal 
with different expectations for education-what is desirable at the national level, or for NGO implemen- 
tors, may not be the same as what is desirable for parents and children The NGO may care about learn- 
ing that achieves development objectives, while families may be more interested in diplomas that lead to 
jobs Who should make these lunds of decisions, and realistically how much choice do parents have in mat- 
ters of national curricula? 

Mobilizing a community for effective action requires people who can provide leadership as well as assis- 
tance in establishing communication channels to authonties, resource management, and troubleshooting 

The models were initiated as a response either to the perceived falure or expectation of future failure of 
the government to provide adequately for the delivery of education services The players who 
initiatedtimplemented the models included government orgamzations (IMPACT, Escuela Nueva), indepen- 
dent NGOs (BRAC and FYA), community leaders (Harambee), or a combination of government, commu- 
nity, and NGO facilitators (CSP) 

Out of six cases, five were initiated and facilitated by persons from outside the community, though in all 
cases, by nationals of the same country Only Harambee was organized mostly by community members, 
although often these members included persons with connections into highel levels of government There 
are four advantages to havlng outside intermediaries initiate or facilitate the programs to bnng resources 
to the communities (all cases), to negotiate responsibil~ties between stakeholders (CSP, IMPACT, BRAC, 
FYA), to communicate with various levels of the exlsting education system (all cases), and to coordinate 
the resources and activities provided by a number of key players in a way that most communities are not 
able to do successfully by themselves (all cases) 

Several other reasons why in~tiators/facilitators tended to be non-community members held true for all but 
Harambee communihes had become passive recipients of government services when they were available 
and did not conceive of a role for themselves in bnnging more or better education services to their com- 
munities, the benefits of education to individuals and to the state were usually more obvious to members 
of a national organization than to rural community members, and the urgency to universalize educational 
opportunities motivated natlonal organizations to create shortcuts to these objectives when it was clear that 
the government couldn't provide them alone Harambee communities again are the intereshng exception 
they recognized the importance of education and their own potential role in filling the gap, and then 
launched an initiative to supplement the government's efforts 



With only modest technical assistance from outsiders, all the models were designed and/or implemented 
by cultural insiders, though not necessarily community members Does this mean projects implemented by 
insiders are more inclined to be successful? To what extent are cultural insiders still outsiders when there 
is a major gulf in economc and educational status between them and the members of the community? How 
legihmate are interests of outsiders (such as pushing the girls' agenda) when promoting participatory 
involvement? Is funding of only some options a limitation on participation? 

d Management, supervslon, and monltor~ng 

The management function (including supervision and monitonng) was carried out in a vmety of ways by 
the projects Responsibility for management at the school level was carried out by special managerslpnn- 
cipals or teachers (IMPACT, Harambee, Escuela Nueva, and FYA), at the community level through over- 
sight committees (Harambee, BRAC, CSP, and FYA), and at the level of the NGO main office (CSP and 
BRAC) or regional government offices (Escuela Nueva and FYA) 

Since each case represents a different combination of management functions, it is necessary to descnbe 
each briefly IMPACT invested its man  management function in teachers who were given the new role of 
"managing instruchon," which meant organizing learning groups, distributing educational materials, and 
assessing student progress The larger schools also had pnncipals who managed their programs in the tra- 
ditional sense The managing role in Harambee schools was vested in the headmaster, with oversight by a 
school management committee registered with the government The community normally had a commit- 
tee to resolve problems of financing and other problems the community could solve 

BRAC schools were managed at the community level with a village education committee, and serviced, 
through program officers, by a complex but efficient management structure responsible for all aspects of 
the program countrywide CSP, by nature of their distant schools, relied heavily on the day-to-day man- 
agement of community school management committees CSP staff and teacher trainers monitored the 
progress of the schools in a bifurcated system that emphasized both quality (instruction) and quantity (par- 
ticipation and inputs) Escuela Nueva schools were usually small and multigraded The teacher was respon- 
sible for managing the day-to-day activities of the school and the community Monthly meetings in the 
regional offices gave officials who didn't have the funds or time to visit schools a chance to receive feed- 
back from teachers FYA relied on pnncipals to manage daily activities in the school and community, and 
coordinated communication between centers through regional and national offices 

The management examples that received the most positive attention from program evaluators were those 
of BRAC and CSP BRAC's successes in large part were attnbuted to its comprehensive and efficient man- 
agement system, which is capable of responding quickly to the needs of schools and, in record time, has 
met replication targets It incorporates capacities to initiate new schools, tram staff, monitor progress, feed- 
back information, solve problems, develop and test new programs, and study weaknesses that become 
apparent in the program CSP has impressed evaluators with the culturally sensitive way it manages the 
community mobilization procesr, using techniques that respond to the local need for transparency and trust 
CSP's efforts to create a partnership relationshp of shared commitment to project purposes emboldens 
cornrnunlties to take over the day-to-day management of schools 

The management system that most exemplifies a decentralization model is FYA, which is designed to put 
the local school/center at the core and build support structures around it Thls model provides the most flex- 
ibllity to innovate programs that meet the specific needs of local communities 

e Reflect~on on the process 

A final funchon, which is missing from some of the models but adds importantly to them where it exists, 
is a "reflective" process This function incorporates such activities as collecting information to improve the 
model, developing channels to communicate information to those who can use it, and talung thoughtful 
actions to improve results BRAC is the best example of this function Its programs have an openness to 



inspection and cnticism by outsiders as well as its own staff that does not occur to the same extent in other 
models BRAC management encourages supervisory staff to feedback information on problems in schools 
and communities that can be addressed with policy changes and improvement CSP and IMPACT are open 
to the scrutiny of their own staffs and showed evidence that, internally at least, they continued to improve 
procedures in those aspects of the program with which they were most concerned-community mobiliza- 
t~on  for CSP and program effectiveness and efficiency for IMPACT FYA also possesses an effechve sys- 
tem for collecting information on and communicating successful expenments to its networks of centers 
Because of its cost-consciousness, FYA staff are careful to ensure efficiencies in its procedures and pro- 
grams It does not, however, appear to have procedures that systematically link these efficiencies with pro- 
gram effectiveness 

5 What IS the Impact of models lncorporatlng community partlclpatlon9 

In the introduction it was noted that models incorporating community participation are often expected to 
produce better results than conventional models that do not include thls component It is d~fficult to prove 
that this IS indeed an outcome of community participation The special attention given to schools and com- 
munlties using lnnovatlve models may in itself account for any posihve effects produced Given this nec- 
essary caution, how have vanous projects compared with the conventional system? Has it proven true that 
these particular delivery models, incorporating community participabon, have produced better results than 
the convent~onal system, and can any of the positive results be directly linked to community parhcipation? 

Table 9 4 shows the impacts of the innovative models in relation to conventional systems on five dimen- 
sions 

Table 9 4 Model Impacts m relatlon to the convent~onal system 

+ lncrease = same as less than 7 no data aviulable 1 + reflects vanatlon In these categones 
a The rahng reflects a number of lndlcators mclu&ng enrollment reduced dropout complehon and attendance 
b The rahng reflects costs to the state and parents 

a Educatlonal partlclpation 
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Do the models increase part~cipation in education? Do they produce higher enrollments, better attendance, 
less dropout and higher completion ~ates  than the conventional system? Do they make education more 
access~ble-to girls and others who tend to reman outside the system? The answer to the second queshon 
of higher enrollments is generally yes, where data are avalable simply because many of the models are 
introduced into situations where services were not accessible before (BRAC, Harambee, CSP, and FYA) 
The answer to the third question of providing more access to disadvantaged groups is "yes" in three cases 
(BRAC, CSP, and FYA), and mxed in two cases (Harambee and Escuela Nueva) IMPACT'S results are 
unclear but probably mxed 
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No precise data on participation rates dre available for IMPACT, though anecdotal evidence suggests lower 
dropout and better attendance rates than conventional schools, and perhaps more enrollments early in the 
project Later, for vanous reasons, some parents withdrew students from IMPACT schools and sent them 
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to conventional schools, causing overall enrollment to drop in IMPACT schools, though not necessmly in 
the geographic area as a whole 

BRAC participation rates were unequivocally positive There was better attendance, less dropout, and bet- 
ter completion rates than the conventional system, and every enrolled BRAC child was theoretically an 
addition to the overall pool of chldren receiving an education BRAC also had a better record on educat- 
ing the poor and glrls CSP had a better record than the conventional system with dropout rates (no data 
were avalable yet on completion rates), and most of the students-except the few enrolled in boys' schools 
who transferred to the CSP school-were additions to the pool of girls who would not otherwise have 
enrolled Girls' enrollments have more than doubled in Balochistan since CSP began Attendance rates 
according to Thomas were the same as the conventional system despite heavy parental monitoring 

Escuela Nueva concentrated its reforms on program quality, and consequently there is little specific infor- 
mation on participation rates The fact, however, that rural enrollments increased by over 30 percent dur- 
ing the period of the project and that over half of rural schools were using the Escuela Nueva model sug- 
gests possible increases In one sample, repetition and dropout were significantly lower in Escuela Nueva 
schools than in the conventional system Overall the enrollment of girls is higher than boys in rural areas 
but considerable socio-economic differences still influence schooling in rural Colombla 

Harambee increased overall enrollments by roughly the number of its students and increased the propor- 
tion of enrolled female students over the conventional system However, it exacerbated regional and socio- 
economic inequities Other data are not available on attendance and dropout in Harambee schools 

Do the innovative programs increase achievement results over the conventional system? The general 
answer is that, with the exception of Harambee and possibly CSP, they produce achievement levels equal 
to or slightly higher than conventional systems but not significantly higher except on isolated subjects 
Some would call this a positlve sign since the "expenmental" students tended to come from more disad- 

vantaged backgrounds, 
and fewer of the "poorer 
ability ' students dropped 
out Again, there are van- 
atlons by project, but gen- 
erally the answer is no 

BRAC students scored 
about the same as conven- 
tlonal students on nation- 
al tests and twice as high 
on tests of haw educa- 
tion attainment though 
on the latter, they 
achieved only about half 
the standard set by the 
test developers Again, 
evaludtors have pointed 
out that BRAC students 
are from the most dlsad- 
vantaged groups, whlch 

BRAC s students by des~gn, come from disadvantaged groups that do not otherw~se might be expected to do 
attend school Though not expected to do as well as more advantaged groups less well 
assessments show they have done as well or better Photo bv A T Sweetser 



A sample of CSP schools showed mixed results The CSP student scores were hlgher than those of girls in 
boys' and girls' convenhonal schools but lower than boys in boys' conventional schools These results are 
not promising given the intense preparation of CSP teachers and the fact that CSP students had roughly 
double the number of days of schooling as students in conventional schools dunng the trial penod 

Escuela Nueva scores were modestly higher and In a few subjects significantly higher than the conventional 
system FYA students were graded about the same as conventional students, occasionally one or the other 
scored significantly higher but not consistently in favor of one group over the other dmng the four years 
when records were kept Harambee schools vaned considerably in test scores A few schools produced 
results that matched the better conventional schools, but on average their results were much lower than the 
conventional system, as evidenced also by their generally lower eligib~lity for hlgher stages of education 

Do the innovative models improve the quality of teaching/learning over the conventional system? The con- 
ventional systems in all the countries used rote-memorization methods of instruction Ev~dence of 
improved quality in this study was taken to mean the successful implementation of elements in the innov- 
ative program, which were intended to improve methods of instruchon and/or the learning environment 

As measured aganst their designers' expectations, considerable progress was made in improving the qual- 
ity of the program in IMPACT, BRAC, CSP, and Escuela Nueva schools The positive results in Escuela 
Nueva schools dunng their pilot phase, however, were not consistently replicated during large-scale expan- 
sion Teachers reported no difference in their teaching practices compared with those of teachers in the con- 
ventional system, and less than half used self-instructional guides, which were the man innovahon around 
which instruction in Escuela Nueva schools was organized In Harambee's case, where communities 
lacked the expertise to Improve quality, most obseivers would agree that overall program quality was poor- 
er in compmson to the convenhonal system FYA started a pilot project in 1996 to improve the quallty of 
instruction, presumably because it was not satisfied with previous attempts at quality improvement It is 
too early to assess whether this new project will be successful 

A special note needs to be made of BRAC's efforts to improve quality It conhnually reviewed and evalu- 
ated its program to improve the quality of instruction, and finally in late 1996, it also entered a penod of 
"consolidation" to focus more of its energies on this issue 

d Accountab~lity of school personnel to parents 

Do the innovahve models increase accountabil~ty of school personnel to parents over the convenhonal system? 
Or have parents been emboldened to demand accountabhty for educahon services then- chlldren receive? It has 
not been a prachce in areas where the models were implemented to view parents as customers who need to be 
satisfied with the educahon services they receive There are two contnbuting factors one is the percepbon of staff 
that the community is not interested, can't understand, or should not be concerned with program results The sec- 
ond 1s that herarchlcal systems of reporting tend to direct school or NGO staff attenhon toward pleasing super- 
visors Staff tend to feel they should be accountable to cornrnunlty clients only when the commumty holds some 
power over them-when they elther come from the same vlllage and have soclal hes (CSP and BRAC) then 
conhnued employment or salanes depend on comrnunlty satlsfachon (as m unassisted Harambee and CSP 
schools), or somehmes when community educahon commttees exlst to manage the schools and members are 
empowered to exert then- influence (BRAC, Harambee, and CSP) FYA staff, because of then- mohvahonal com- 
mtment to cornmurnty development and the less herarchcal nature of then- insbtuhonal structure, may also feel 
a closeness to commumty members that serves this purpose d u n g  then- frequent informal contacts 

Another means of providing accountability is through routine parents' meehngs and reporting systems on 
student progress Even though some models provide these systems (BRAC, Escuela Nueva, FYA, and 
IMPACT), it is not clear that staff view themselves as accounting for their professional actions to parents 
in the process Documentation is also limited on the extent to which community members believe it is thelr 



nght to demand accountability from teaching personnel (probably few do) or are listened to when they 
do--one expects, with the exception occasionally of CSP and Harambee, and possibly BRAC, that it is 
unusual for thelr complaints on performance to be heard In other words, there is little hard evidence that 
the implementation of community "involvement" models in this study led to significantly greater account- 
ability of school personnel to their community clients than is found in the conventional system 

The area of staff accountability to parents was largely overlooked in all of the designs, and indeed it is a 
difficult issue because of the often unclear line between what it is appropriate for parents to "demand" and 
what it is expected "experts" will decide 

e Costs of education 

Are the innovafive models cost-effective compared with the conventional system? That is, do they produce 
the same or better learning results at the same or lower cost? Since all the models show roughly the same 
learning results as conventional models, except Harambee, learning does not appear to have been compro- 
rmsed by the innovation However, some models cost more and some cost less than the conventional system 

There are three types of cost-savings annual per-pupil costs, costs to parents, and costs to the state Annual 
per-pupil costs were lower than in the conventional system in IMPACT (by one-half, mainly because of 
more efficient use of teachers), Harambee (estimated), and BRAC (by one-third if the higher dropout in the 
government system is averaged into the estimate, otherwise it is the same) CSP and Escuela Nueva per- 
pupil costs were higher since they were both essentially government programs with additional "enhance- 
ments" FYA per-pupil cost comparisons are not known fully in the two countnes studied, but in other 
countnes where Swope calculated the costs FYA is roughly 20 percent more than the conventional system 

Costs to parents were higher in Harambee, IMPACT, CSP, Escuela Nueva, and FYA because of the mate- 
rial and in-hnd contnbutions they were asked to make to the programs In BRAC alone parents' costs were 
less than in the conventional system Costs to state budgets were also less in BRAC, which was funded 
directly through donors outside the formal system, and theoretically (though never realized) in IMPACT 
through per-pupil savings FYA cost the government mainly for teachers' salanes, and was therefore a cost- 
saving for the State budget CSP and Escuela Nueva cost their governments more, assuming donor support 
as part of what otherwise would have been resources available for education budgets At first glance 
Harambee costs would appear to be a savings for the government, but instead the unplanned and often irra- 
tional expansion of assisted Harambee schools consumed education budgets that rmght have been put to 
better use in providing quality improvements in more efficiently consolidated schools 

f Other ind~cators of Impact 

The models can be measured on other dimensions that suggest important aspects of their performance 
Table 9 5 shows these additional impacts 

Table 9 5 Additional outcomes of the case models 

Znstztutzons that advance the objectzves of cavzl soczety Does local participation in the "expen- 
mental" cornmumties help to establish the grassroots institubons and participatory behaviors believed to 
enhance civil society and long-term local development? 

Measure 

Community 
~nst~tut~ons 

Rephcat~on 

Sustanabl~ty 

IMPACT 

low 

low 

low 

Harambee 

high 

b h  

med 

BRAC 

low 

high 

low 

CSP 

medkigh 

high 

med 

EN 

low 

high 

med 

FYA 
- 

high 
- 

high 

high 



Three of the models appear to promote these civil society outcomes (Harambee, CSP, and FYA) whle m 
the three others, it is not clear that these outcomes have been achieved at a level that rmght significantly 
impact community development For example, IMPACT involves the community according to its own 
designs and does not encourage self-standing ullage management committees to form (though it does use 
PTAs to inform parents and receive feedback about student progress) BRAC creates and supports a village 
educahon comrmttee to discuss school problems but relies on its own program officers to control informa- 
tion flow back to headquarters and to resolve local problems When school communities are part of 
BRAC's rural development program, there may be greater exercise of self-help participatory behaviors m 
rural development councils Escuela Nueva uses the community as a resource but does not support the 
establishment of local inshtutions for long-term development 

On the other hand, CSP facilitators go further in this respect than the convenhonal system or other models 
by creating a representative body of parents to manage the school and then relinquishing control so the 
comrmttees can take thew own initiatives in establishing schools Anecdotal evidence suggests that many 
communihes become quite active in supporhng the schools Although this does not guarantee that behav- 
iors learned through CSP--elechons, transparency, cross-cutting membershps, and civic responsibility- 
wlll be used to address other development problems, many of these aspects of their development as com- 
munity organizahons are unique in rural Balochistan 

EYA informally encourages the expression of local needs and pamipatory behav~ors needed to support the 
development of civil society Some of its most effective modes of organization appear to be ad hoc com- 
rmttees and informal groupings for single purpose activities that supplement the more formal associations of 
parents and community members with conhnuing respons~bilities for the mamtenance of center programs 

Harambee shows both the positive and negative aspects of a delivery of education that is almost com- 
pletely community-initi- 
ated The local agencies 
that Implement Haram- 
bee projects depend on 
existing communlty 
structures, wh~ch means 
In effect that they are 
only as rep~esentative 
and democratic as their 
evolution has allowed 
them to become Recent 
competition for develop- 
ment resources has sub- 
jected some of these 
organizations to political 
and authoritarian con- 
trols more intense than 
they have experienced 
before The objectives of 
civil soclety tend not to 
be advanced in such 
cases, even though com- Fe y Alegna s curriculum informally encourages students such as these glrls to value 
munity organizations as civll society lmtlatlves Photo by Teresa Kavanaugh 
such are given a thor- 
ough workout in support- 
ing Hararnbee activihes 

Replzcatzon Were the innovative models replicated on a large scale? This measure indcates 
whether the models were deemed successful enough to irmtate and whether their designs were conducive 



to widespread dissemination It also shows that enough of the essential actors and departments of govern- 
ment supported expansion to make it feasible 

All of the models were expanded significantly except IMPACT though not always without difficulty 
Harambee met official resistance in the form of difficult registration requirements and the government's 
reneging for a time on financial support BRAC ran into fundamentalist religious opposition m communi- 
ties where it had not established previous relationships CSP exceeded its NGO staff capacities and donor 
support and was forced to slow its progress until more money becdme available and new NGOs were con- 
tracted to serve hard-to-reach distncts Escuela Nueva met resistance from traditionalist elements, and con- 
sequently the program was not fully replicated in many schools 

Despite these difficulties, FYA, Escuela Nueva, CSP, BRAC, and Harambee were all replicated widely 
IMPACT is the negative example that proves the point Its facilitators never sufficiently engaged govern- 
ment leaders in restructuring key departments to replicate the program widely, and it has consequently 
never been ~mplemented in more than a few schools in the Philippines although it has been replicated wide- 
ly in other countnes 

Sustaznabzbty Is it likely that the innovative models will be sustained in the future? To be sus- 
tained, a model must be affordable, and personnel who implement it must have the skills and willingness 
to continue implementing it Several cases (Harambee, IMPACT, and CSP) show that another crucial ele- 
ment required is to maintain productive links with government institutions that are a source of material and 
technical support BRAC's program in some respects was dnven by the standards of the government's pro- 
gram, and Escuela Nueva all along was a part of the formal system FYA seems to have negotiated itself 
the most favorable relationship with a government that pays its teachers' salanes and grants it s~gnificant 
autonomy to create its own innovat~ve programs 

It is not clear that any of the project models can guarantee future sustainability if all the conditions above 
must be met However, it is important to separate the issue of sustanability of an initiating party (e g , the 
Society, BRAC, and FYA) from the question of sustainability of programs (e g , CSP, NFPE, and FYA ten- 
ters) In some of the cases the sustainability of programs is "guaranteed" through their incorporation into 
the government schooling system (CSP, Escuela Nueva, IMPACT Harambee, and FYA) When thir hap- 
pens the program may continue more or less according to its innovative design, depending on the extent 
to which government officials possess relevant slulls, knowledge, and motivation to mantain its original 
character IMPACT was intended to reach this stage but faled to win the acceptance of the bodies that 
would have to replicate and sustain it, Escuela Nueva met similar resistance, and, though replicated on a 
major scale, it has not been able to sustain many of its innovative features CSP has concerns that struc- 
tural problems in government ~nstitutions that contributed to low quality programs and poor field support 
even before the project have not been resolved and may affect CSP schools as they come fully under gov- 
ernment control Harambee supporters believe its programs will be better resourced and produce consis- 
tently better education results under government care However, the sheer number of Harambee schools 
dilutes the resources and capacities of government to produce these quality results Of these cases, BRAC 
alone designed its program to be finite until a time (unlikely to be soon) when the government is able to 
serve all chldren 

The major problem of sustanability for all the programs is the continuing availability of funds, and in this 
respect the init~ating parties are the most vulnerable Most of them would probably not survive without 
their present rources of support from the community (Harambee) or through donors (CSP, BRAC, Escuela 
Nueva, and FYA) IMPACT has already virtually disappeared from the Philippines because of lack of fund- 
ing support for up-front school conversion and instructional matenals support-its considerable cost sav- 
ings never incorporated into government budgets in a way that would realize economies for the state, the 
schools, and the parents 

Support is a sensitive issue On the one hand, in an example like Harambee, it is clear that communities 
can add substantial resources andlor cost savings to the total support available for education delivery 



However, ~f resources become a requirement for individuals or comrnunlties to participate in school~ng pro- 
grams, then the ability of targeted groups to participate may be limited (BRAC and Harambee) If the com- 
munlty pays the bulk of dellvery support (also as in Harambee), then the long-term sustainability of pro- 
jects may be in doubt (especially if other uses emerge for the same resources), the quallty and quantity of 
the inputs may be variable, and the output of the program may suffer 

C Summary 

T h ~ s  chapter demonstrates the considerable variation in "commun~ty particlpation as practice" in SIX coun- 
tries The vanation extends all the way from how community participation was incorporated into an inno- 
vatlve model to how much impact it may have had on the delivery and ~mplementation of educat~on pro- 
grams The innovative models also differed in focus, from emphasizing expanded education opportunities 
m some, to focusing on the quality of the program in others, to developing a comprehensive package of 
both m yet others The des~gners of all the models clearly believed community particlpation would con- 
tr~bute positively to project outcomes, even though they were vague in how that would happen, and often 
felt dissatisfied with the results 

It is dificult to assess the success of the models independent of spec~fic measures like those used in the 
descriptions Each was successful in certain ways and faded in others A proponent of any of the innova- 
t ~ v e  designs m~ght argue that it is unfair to judge them at this time, since none except perhaps FYA was 
implemented to its full potential Hararnbee was not joined effectively by the government, IMPACT was 
never brought to scale for lack of government support, BRAC remained outside the formal system, effec- 
hvely leaving no permanent delivery system in place, Escuela Nueva met the resistance of education~sts 
who only partially implemented the program, and CSP was occas~onally compromised by conflicting gov- 
ernment programs and policies 



Chapter 10 
Commun~ty Part~c~pat~on and the Dellvery of Educat~on Programs 

Best Pract~ces 

Btulding trust m the commumty BRAC, CSP, FYA 
Strong management structure BMC,  FYA 
MohvaQondhnspirattonal trmmg for staff FYA 
Fxeld support, communicahon channels BRAC, N A ,  CSP 
Strong monztorzng, evaluation BRAC 
Responsiveness to comumty concerns BRAC, CSP, M A  
Improving quahty IMPACT, Escuela Nueva, and BRAC 
Empowering local people to act Hambee,  CSP, N A  
Clearly deftrung roles and responsibdmes of partoers CSP, BRAC 
Earnessiag trbrad~&onttI. modes of organizaQon Ektrmbee 
Gmenng bcal resources CSP, Harambee 
Innovattag mstruchonal materials BRAC, &PACT, Escuela Nueva, FYA 
Devdoplng productrve links to education authomties CSP, EYA 
Encouraging norms of educational pmicip&ion Harambee, BRAC, CSP, FYA 
Forrmng and utdizing grassroots mstitutrons to solve lacal educabon problems 

Harmbee, BMC, CSP, PYA 
Creatny: school management c o m t t e e s  BRAC, CSP, W A C T  
C u l W l y  sensitrve approach to commwties CSP, W A  
Cuttmg the costs of education w~thout decreasing student achevement or quality of 

the leafiling program IMPACT 
Effective system for repllcatmg BRAC 
System for sefLe&on and correction BRAC, N A  

The previous chapter reviewed the case studies for evidence of community participation as practice This 
chapter makes observations of a more general nature about community participation in education delivery 
In adhtion to the overview, this chapter includes seven secbons expectations for community participation, 
definitions of community participation, the reahty of community participation, general conclus~ons, spe- 
cific lessons learned, three "Models of Community Pmcipation," and a final word 

B Expectations for community partlc~patlon 

It has become almost axiomatic for donor-funded initiatives to require "community participation" in pro- 
jects Even when donors define community participation theoretically, however, it is usually not clear what 
is meant or how this component should be implemented in practice Cntics queshon whether community 
participation is necessary at all in the delivery of education, which often requires technical expertise more 
than local support From their perspective, resources should be directed at increasing the capacity of state 
orgamzations to deliver quality educahon efficiently and effectively Mobilizing communities to take over 
state functions only postpones the time when the state's institutrons must inevitably be reformed In the 
meantime programs may be inequitably and inconsistently implemented, depending on the availability of 
local resources and communihes' percepbons of thelr needs 

The counter argument is, of course, that governments may never have sufficient resources to provide edu- 
cational opportunities for all chldren and that community support is crucial in supplementing state efforts 
In c e m n  difficult-to-reach or resistant populahons, worlung through parents may be the only way to attract 



enrollments and ensure the provision of a quality program These proponents argue that parhcipation, in 
any case, is not just about acheving education services but IS a good idea in itself that people have a nght 
to participate in decisions about their own welfare, that participation develops the s l l l s  necessary to sup- 
port civil society and democratic values, that practically spealung if people participate they are more like- 
ly to take ownership of ideas and accept responsibility for carrying them out, that parhcipation and self- 
help are integral aspects of development and the sustainability of initiatives 

To these proponents, participation is also a logical extension of education-that is, it provides children with 
opportunities to expenence in practice what they learn in school Community participation exercises val- 
ues such as transparency, equity, mentocracy, and representation, which may not be practiced in the soci- 
ety but whch may be necessary to set the groundwork for solid development Without community partic- 
ipation, this view concludes, education may become an alienating expenence that prevents what is learned 
from emching the local experience 

School can be a useful arena in which to practice the values and behaviors supporting civil society Parents 
who participate in meetings where community issues are discussed, where everyone's opinion is heard, and 
where consensus of the commumty is sought on solving local problems are practicing the values of civil 
society Electing representatives to school management committees and becoming active contributors in the 
development process creates a sense of civic responsibility To make the most of these opportunities in a 
project requlres considerable thought about the behaviors that will be encouraged to bnng about results 
Being recipients of someone else's decisions, for example, or talung part in required meetings to hear lec- 
tures on the vlrtues of attendance may not be appropnate ways to learn these values 

The contradictory expectations for community participation suggest a number of questions-not all of 
which can be answered by this study Is community pmclpation even necessary in the delivery of quality 
education programs? What can community participation be expected to accomplish? Do the cases suggest 
effective community participation strategies? Did the cases meet any of the general expectations for the 
implementation of community participation? 

C Defin~tions of community part~cipat~on 

Designers of the case models seemed to have agreed that community parhcipation was a useful strategy in 
accomplishing education objectives However, it was not always clear how community parhcipation was 
supposed to accomplish those ends The lack of clarity meant there was no satisfactory standard agalnst 
which to measure whether 'adequate" or even "charactenstic" community participation was going on in 
the projects 

International agreement on the meaning of community participation is also laclung, even though most 
major international funders have defined what they mean by the term "participation " The World Bank, for 
example, defines participation as "a process through which stakeholders influence and share control over 
development initiatives and the decisions and resources that affect them" (World Bank 1996b) In an ear- 
lier document, it was also noted that "Participation means influence on development decisions, not simply 
involvement in the implementation of benefits of a development activity" (Bratnager and Williams 1992 in 
Nagle 1993 17) Some World Bank staff prefer to approach participation as a means for accomplishing 
development ends, and not an end m itself whlch may be construed as advancing political rather than 
development goals (Bratnager and Wilhams 1992 in Nagle 1993 24) 

The Admnistrator of USAID, Brian Atwood, in 1993, issued a "Statement of Pnnciples on Participatory 
Development," which summanzed USAID's concept of parhcipatory initiatives and the relation of donors 
to that process He made several man points 

decisions about development pnonties and policies should be reached in the host country 
by those who must sustan them, 



USAID assistance complements the "social energies" and commitments 5hown by the 
recipient society, 
USAID projects and programs are accountable to the end user or customer, and 
USAID programs aim to strengthen the capacity of the host-country society-particular- 
ly the poor-to take the next steps in improving conditions and opportunihes in a 
sustainable way 

He says that "Partmpahon is both the end and the means both the results we seek and the way that we, as 
providers of development and humanitanan assistance, must nurture those results " 

Both definitions focus on decision malung by all stakeholders interested in development schemes 
However, USAID is more specific about the consequences of participatory development, describing the 
direct and indirect beneficimes in local and national "communities" who should influence decisions about 
development as well as constitute the customers to whom developers are accountable A11 must be empow- 
ered through participation to contlnue their own development The USAID definition sees participation to 
be cultivated not just for its instrumental value in producing development benefits but because of its poten- 
hal to widen those benefits 

D The reahty of commun~ty participat~on 

Do the cases fit either of the definitions above? To answer this question, the term "community partlcipa- 
tion7' has to be exarmned from the perspective of the participants The term "community" in the cases had 
the very limted meaning of "people in a circurnscnbed area who benefit directly or indirectly from the pres- 
ence of quality education" The term implies a common purpose or anticipated benefit that is either direct 
to children and thelr parents or Indirect to other community members In reviewing the cases, it IS usually 
possible to identify a "community of clients" who were resident in a specific geographical location, but 
sometimes it is more difficult to detemne who these clients are For example, in Harambee, initiators of 
the projects had to define potential catchment areas for their secondary schools and then create a common 
interest among the clients so that they would support the schools The nature of these communities, with 
few other interests in common, required special fundraising techniques and special leaders such as politi- 
cians, whose networks spanned larger geographic areas In CSP, on the other hand, before school commu- 
nities could be mob~lized, facilitators had to reconcile contending groups within a village or settlement area 
so they could focus their energies in supporting the initiative The term "community" in the cases seems to 
fit the narrower World Bank meaning of "direct beneficianes,'' though at the same time most of the case 
projects also involved "the national communities of stakeholders" implied by the USAID definihon 

"Participahon" is the second part of the question Both definitions stressed decision malung among the 
beneficianes or clients of development initiatives As was shown in the previous chapter, participation in 
four of the six cases stressed "tell" and "sell" approaches, and whatever decision malung went on at the 
local level was narrowly circumscribed to such issues as school scheduling and school locations Important 
decisions about the selection of a community for project benefits or about the kind of program to be imple- 
mented were usually made by persons outside the community At best, a community might be asked for 
pemssion to lodge a project in its environs and, even then, as in IMPACT, the project might be carried out 
over the objections of parents Certain important decisions about project interventions were made by 
national officials and NGO managers, and therefore sahsfy at least part of the broader definition of p m c -  
ipation by country members that USAID recommends 

In short, community participation in the case examples, with the partial exception of Harambee and possi- 
bly CSP, fall considerably short of the expectations for community participation articulated in donor defi- 
nihons Community members made few decisions about education delivery for their children (though 
sometimes in FTA, they made decisions about other community programs) Similarly, few implementors 
envisaged the community as the client to which they were answerable, even though they may have worked 
conscienhously toward goals that would benefit the community It was also rare for implementors to know- 



ingly create the conditions where the practice of civil society rmght flounsh Indeed, in the most extreme 
case, the insensitive behavior of implementors in "infomng" the community and "assigning them respon- 
sibilities" contributed to the community's resistance to the project 

From their rhetoric, most of the project designers also seemed to have believed in community partlclpation 
as a good in itself But their filure to specify how that good mght be realized, coupled with a tendency to 
mobilize communities mainly in terms of program delivery, meant that those beneficial aspects went unre- 
alized Of all the cases, CSP devoted the most attention to establishing a participatory process that mod- 
elled the behaviors of civll society The time, effort, and resources CSP spent in promoting these objectives 
suggest that these practices do not materialize on thelr own, especially in circumstances where they are not 
normally found There is of course a potential trade-off in the loss of support for other project objectives 
when resources are devoted to community participation Some would argue that the long-term benefits in 
ownership and sustainabillty more than make up for the expenses incurred, while others feel the commu- 
nity's contribution never fully makes up for losses to other components of the project 

Ag in  we are left with questions What hnds of decisions can appropnately and practically be made at the 
community level given the centralized nature of modem-day education systems? Is it too much to expect 
of facilitators to see community members as customers, when it is usually the state's objectives that are 
being c m e d  out? How can communities be involved in education delivery in ways that reinforce the prac- 
tice of civil society? 

E General findings 

The evidence from the cases leads to some tentative conclusions about community participation 

1)  Models for improving the quality and delivery of educahon programs that incorporate a commu- 
nlty participation component can produce results that are equivalent to or greater than those pro- 
duced by conventional systems They can produce these results even among groups that, because 
of their characteristics, would be expected to show poorer results It is not possible to say, howev- 
er, that community participation is responsible in whole or in part for these effects since there are 
so many confounding factors One can only say that community participahon does not prevent the 
positive effects from occumng 

2) Models incorporahng community parbcipation can help to increase the educational participation 
of disadvantaged groups such as the poor, the rural, and glrls as long as there is a way of ensunng 
thelr inclus~on in the groups served by the project Community involvement in decisions about 
scheduling, school conditions, and iacihty location seems to encourage the partlclpatlon of these 
groups 

3) Community participation alone, without a productive link to technical experts who produce, deliv- 
er, supervise, manage, and reflect on the inputs of education, is not enough to guarantee the deliv- 
ery of a quality educahon 

4) Community participation is more llkely to contribute importantly to the delivery of education pro- 
grams where demand for educatlon exlsts but circumstances are such that governments have filed 
to provide an adequate supply of conventional schooling opportunities 

5 )  Communlhes can be drawn into the process of delivering educatlon in ways that contnbute to the 
formahon of institutions of civll society and the practice of democratic values Dolng so may add 
value to the results, which IS in addltion to any results community participation may produce as an 
instrumental strategy in education delivery 

These conclusions have to be phrased as potentialities rather than foregone conclusions since each requlres 
an effort of deslgn or implementation to make it true Community participabon, like any other component, 



has a cost in money, hme, and effort that projects tend to overlook Beyond these matenal considerations, 
it requires trust and a space to act before communities can be counted on to take independent initiatives in 
support of educahon delivery 

If it is disappoinhng to find the conclusions expressed so tentatively, the implications are nonetheless clear 
Project designs need to recognize that 

community participation can be both valued end and useful means, but to be either, careful 
thought must go into how to involve communities and to what purposes, 
community participat~on may be more appropriate in some contexts and for some 
purposes than others, and consequently it must be clear why it is used and how to obtain 
the results desired, and 
community parhcipation has a cost, which must be weighed aganst trade-offs in lost 
support for other project components 

F Spec~fic lessons learned 

The cases provide some specific lessons on community parhcipation 

1 Clarfiymg the purposes of community part~cipat~on 

Sometimes the case designers seemed to view community parhcipation as a panacea for whatever was 
going wrong or was rmssing in educational delivery, and frequently they were disappointed to find it did 
not accomplish all that was expected They did little in advance, however, to clarify what they hoped to 
accomplish and in most cases did not assess or make rmd-course corrections to improve its impact when 
things were not going well 

Because it is costly to a project in time and money, it is surprising to see community parhcipation strate- 
gies applied automabcally without knowing what they might accompl~sh and whether they are likely to be 
cost-effective Is community participation used in a project as a strategy to augment resources, to encour- 
age the enrollment of hard-to-reach groups, to extend the government's oversight over schools, or to pro- 
mote the practice of civil society? Each of these purposes requires a different kind of design If expecta- 
tions are clear from the start, it is apparent when progress is being made or when corrective actions need 
to be taken 

The purposes for involving the community in the cases usually have to be inferred They range from win- 
ning community acceptance of an innovative program and providing material and in-lund support 
(IMPACT) to garnering significant resources (Hararnbee), solvlng minor problems and ensuring regular 
attendance (BRAC), supplemenhng the capacities of government (CSP), and malung schooling more rele- 
vant to the local environment (Escuela Nueva and FYA) The disappointment some implementors expressed 
in the outcomes wggests they had higher expectations for community participation than actually material- 
ized BRAC and IMPACT drew back from community involvement In BRAC's case it was not cost-effec- 
tive in terms of staff time and student achevement to organize parents to tutor children, and if they wanted 
to target the poor, they could not expect material support Only CSP and FYA seemed conscious of involv- 
ing the cornmunlty in ways that reinforced the values of civil society They explicitly reflected on the con- 
sequences of acbons like transparency, responsiveness to local needs, representativeness, and the provision 
of space for local initiatives Similar results in other projects, if they happened at all, seemed to happen 
incidently as a by-product of the community's role in accomplishing education objectives 

2 The role of in~tiators 

The role of inihators IS a sensitive one, especially when the initiator is an outsider to the village and even 
more so when the outsider is a foreigner Some of the issues in this relahonship include local people's sus- 



picions of outsiders, village sensitivity to being asked to contribute resources, a need for clmty in defin- 
ing the separate responsibilities of the interacting parties, and an unbalanced power relationship, which puts 
outsiders in a position of being gatekeepers to grant permission and space for the community to act Often 
a person from the local or national culture has a better chance of understanding how to approach these 
lssues sensitively unless, as in the case of IMPACT, they assume an autocratic stance towards the local pop- 
ulation and then undo any previous willingness to cooperate All the project models used inihators who 
were nationals, though many came from communities different enough from the local community to make 
them "cultural outsiders" At the national level all but Harambee were also affected by foreign funding, 
whch in several cases deterrmned whether the project existed at all 

CSP implementors demonstrated the most sensitive model for worlung with communities They set clear 
objechves for their common actlvlties, negotiated separate responsibilities for the various parties in achlev- 
ing those objectives, and were conscious of the importance of building community ~nstltutlons and sup- 
portmg the practice of democratic behaviors as a base for broader long-term social benefits CSP facrlita- 
tors also demonstrated the useful role outsiders can play in connecting relatively powerless community 
members with authonties in national mnistries Outside funding contnbuted significantly to obtanlng gov- 
ernment support and winning policy concessions m several projects 

With the excephon of Harambee and FYA, the case models of community participation were all weighted 
in favor of supply-side determinants It was suppliers of education servlces who decided who would ben- 
efit, how the program would be carned out, and what role the community would play Harambee alone of 
the models came closest to expressing the felt needs of the community At the same time it showed the neg- 
ahve side of "unregulated" community participation, wlth its poor quality programs and haphazard, uneco- 
nomc, and poorly-planned growth 

3 The role of context and focus 

The extent to which community participation contributes to education objectives may be affected by a pro- 
gram's focus and the circumstances in which it is implemented For example, community parhcipatlon may 
have little znstrumental value in programs that emphasize technical aspects of education quallty, where 
public delivery of education is reasonably effechve and efficient and demand for education 1s well estab- 
lished Models such as IMPACT and Escuela Nueva that focus on program quality find they requlre the 
technical contnbuhons of experts more urgently and consequently leave little of the necessary "space" for 
autonomous community actions In these circumstances, education may be viewed as a service, llke bank- 
ing or health, which requires sllled technicians more immediately than community involvement By con- 
trast, models llke Harambee and CSP that focus on expanding opportunities in places where no schools 
existed before exert more of their effort In winning over and mobilizing communities In these projects 
there is more room for local initiative 

4 The trade-offs in costs 

There are two main issues related to resources the expectation that communities can be counted on to con- 
tribute significant resources of time effort, and money to the support of education dehvery, and the ques- 
tlon of how much of a project's resources needs to be devoted to mobilizing and sustaning the interest of 
communities Often the two are considered interrelated when they may not be Mobillzing community 
mterest, for example, may not necessmly lead to significant community support as was demonstrated m 
IMPACT, BRAC, and Escuela Nueva 

Community participation can be costly in terms of resources Overall the projects tended to "front-end 
load" their investments in community participation with discussion meetings, surveys, and initiation activ- 
itles to establish schools/programs and then drew back expecting communities to take over and maintan 
thelr share of continuing support In several of the programs (IMPACT, Harambee, Escuela Nueva, and 
BRAC) the level and quality of the participation quickly diminished, at least partly because they were not 
given the essential space to act nor a sense of the responsib~lities they might assume In IMPACT some par- 



ents, tiring of the financial burdens of a program they believed was not equivalent in quality to the con- 
ventional program, transferred their chldren to tradihonal schools In CSP schools, which eventually are 
expected to revert to the government system, it is still too early to know whether communities will contin- 
ue their support when NGO oversight is withdrawn ' Escuela Nueva invested early in community activi- 
ties but then relied on teachers worlung unpaid overtime to maintain the relations with communities, which 
often appears to lead to their neglect 

When cornmunity participation itself becomes a valued end in the delivery of education, the resource ques- 
tion becomes even more crucial The cost to a project of establishing mechanisms that support the prachce 
of democratic values can be considerably higher than when a project only views community participation 
as an instrument of education dellvery The queshon then becomes, "Can such activities be ~ncorporated 
into the design of projects without compromising other components or without adding an insupportable 
burden to the costs?" In CSP, which is the best example of this h n d  of model, the support costs to estab- 
lish these mechanisms were those incurred by the NGO that facilitated the activities FYA reduces such 
costs by promoting the practice of civil society mainly through motivational training for teachers, which 
accompanies its regular inservice courses and then providing reyources and space for local initiatives The 
resources FYA provides are ongoing, showing one example of a model that "end-loads" its investments in 
the community 

There is another issue of cost A proliferahon of community initiative schools may increase government 
costs rather than reduce them In Harambee's case, the MOE felt compelled to rescue the poor quality sec- 
ondary schools that were spnnging up everywhere, and in doing so was unable to provide the equitable dis- 
tribution of opportunities for less advantaged populations Harambee also shows that holdmg the purse 
stnngs does not necessarily give the community control over the quality of the program or provide local 
students with appropriate, relevant education 

Community parhcipation involves costs Is it worth it? Policy makers should be asking themselves 1) 
Does community participation enhance the delivery of education programs enough to compensate for the 
resources diverted from other education components? or 2) Is community parhcipation important enough 
in itself to warrant the resources diverted to promote it? The cases give some evidence that an education 
delivery model can include a community participation component without costing more or sacrificing 
learning when compared with the conventional system In the models where this is true, another question 
rmght be asked is community participation also satisfying all the purposes for which it was designed, or 
are some of these purposes being short-changed? 

5 Fitting the culture 

One of the intereshng aspects of several models was the extent to which the innovations required partici- 
pants to modify their behaviors in ways directly in conflict with local cultural traditions Examples are 
found in IMPACT'S student teachers and BRAC's efforts to introduce student-centered learning This is 
important for two reasons First, it means project designers were assuming that only some practices are 
effechve in the delivery of educahon programs, ones they believed were not present in the then-existing 
delivery system It is doubtful that this assumption was tested in any of the project contexts The fact that 
some of the innovahve practices vaned so considerably from local practice also suggests an outsider influ- 
ence on design, which indeed was the situation in most of the cases The assumption that only certain learn- 
ing approaches are effective is questionable since it is clear that children learn by a vast array of methods, 
and even very rigid rote memory systems can be modified to create more productive types of learning 

The strength of the community institutions developed under CSP will be challenged when the schools revert to the 
full control of the government by such negative factors as infrequent supervisory visits, a basically unreformed 
government system with conditions similar to those that caused some of the original problems and the commu 
mty's difficulty in accessing government authorities on their own 



The second point is that it is far more costly to change 
behavior drastically all at once than to let behavior 
evolve slowly over time whle building the necessary 
structures to support the changes In the first case, 
resistance is almost guaranteed and nothing in the sur- 
rounding culture is ready to support the change Indeed 
practices of any lund, whether schooling or any other 
generated out of an indigenous source, will inevitably 
conform to core cultural pnnciples, and through the 
consistency in their implementation will protect what 
is vital in the culture Even a method as international- 
ly criticized as rote memorization protects something 
that is valued locally and can only be replaced suc- 
cessfully with something that participants see as hav- 
ing similar or greater value 

BRAC students are introduced to student-centered 
IMPACT is an example of how a schooling model (no learmng BRACphoto 
matter how cost-effective) that violates local ideas of 
what education should be is bound to meet resistance, 
in this case from both parents and education authonties Escuela Nueva was smlarly resisted by tradition- 
alist elements in the society and the education hierarchy who eventually undermined ~ t s  replication efforts 
BRAC, despite many modifications of its instnxchonal matenals and training, was unable to change the 
teachng methods employed in its schools to its sahsfaction All three could probably have produced better 
results if elements in thelr design had been generated more dlrectly out of the local schooling context 

CSP was the project most cognizant of the cultural factor, even while helping the local population move 
gradually away from practices that depnved some groups of their nght to be heard Dr Bakhtean noted as 
an example that CSP accommodated local custom by appointing an all-male VEC instead of forcing adop- 
hon of a mixed sex VEC, in order to make other revolutionary changes like community partnerships with 
government possible After a time when they had developed trust, CSP helped establish women's VECs to 
involve the mothers in their daughters' education 

Being aware of the cultural principle means more than organizing achvities around traditional practices 
Harambee, as a community-initiated activity, was wholly organized around these practices To the extent 
that local institutions represented the best interests of communities, the establishment of schools reinforced 
participatory behaviors In many villages, however, these institutions were exploitative of local residents, 
and as pressures grew to support a variety of Hararnbee projects, instigators tended to become more coer- 
cive in the methods they used to extract funds and labor from local people There were no checks on local 
officials other than their own consciences and any pressures the local society could apply 

In retrospect (and from afar), it is possible to see weaknesses in the way projects involved communities and 
delivered education programs For example all the models except FYA were heavily weighted toward start- 
up activities clearly defined first steps to initiate the program and involve the community, but very little 
in the way of follow-through activities to determne if the program was producing results or where it might 
be weak and need strengthening As a substitute for these activities, most of the projects depended on 
external evaluation teams several years after the start of activities to detemne how they compared with the 
convenhonal system (which most had previously considered inadequate) While external evaluation is an 
essential step, it does not subshtute for routine monitoring of progress and subsequent corrective measures 
throughout the durabon of the project Only one,2 BRAC, has created a comprehensive process for reflec- 

It 1s possible that other projects had a similar process for reflection but the fact that these processes were not 
reported m project descnphons suggests that they were either taken for granted or did not feature importantly m 
project design 



tion that allows it routinely to assess how its components are working FYA also reflects seriously on its 
results, partly because its staff is very cost-conscious, and tries to eliminate inefficiencies and unproduc- 
hve activlhes 

BRAC's system for reflection is a good starting point for other models The system is described in detail 
elsewhere, but the m a n  elements include 1) setting clear objectives for program activities, 2) identifying 
appropriate indicators/measures of program impact, 3) gathering field data routinely on these and other 
aspects of the program, 4) conducting special data collections to clanfy problem issues and to identify 
appropnate solutions, and 5 )  commtting resources based on the results to improve p r o g r a m n g  Negative 
assessments often cause BRAC to launch pilot studies of options to correct the problem Recently it has 
been studying the question of how to make the involvement of communities more productive 

BRAC's change of mind about exams is also instructive At first, it refused to conduct annual exams in the 
NFPE program because it feared they might create an "exam mentality" However, when an early assess- 
ment team showed that BRAC students performed poorly on tests compared to the public system BRAC 
revised its course to bnng it more in line with the formal system Then when it expanded its program to 
urban areas, more sophisticated urban parents insisted on exams to convince them that BRAC schools pro- 
vided an educabon at least equivalent to the government schools Later, after many attempts to reform the 
instructional program, BRAC realized that field reports of the new materials were not adequate to show 
learning improvements without an annual assessment of achievement progress BRAC also realized that 
using exams prepared in the formal system did not adequately measure the basic skills NFPE was trylng to 
build and requested a national testing organization to develop tests of basic competencies BRAC's system 
for reflection allows it to make these lunds of md-course corrections as the need arises 

A system for reflection is key, but even with a good one installed in a project it may be difficult to con- 
vince authorities to act on the bas~s of results Education bureaucracies are often not geared to results-based 
planrung, and evidence of positive impact does not necessarily lead to the adoption of good innovations 
(IMPACT and Escuela Nueva) Perhaps this attitude can be changed if projects direct more of their focus 
and investment to roubnely "back-end loading" their designs with more follow-through activities, and fun- 
ders connect more of their resources to the production of results In the study cases, one feels that if imple- 
mentors had reflected in this same systematic way on the impact of community involvement, some might 
have seen better results emanabng from t h s  strategy 

7 Pllotlng and brmgng to scale 

In differing ways, all the implementors discovered that it was one thing to develop and p~lot  an innova- 
tive model and another to bring it to scale Often strategies crucial to the innovation were no longer fea- 
sible dunng massification Expansion brought a whole new set of issues that had not been present in the 
pilot phase 

Models take time to refine and test before they are ready for large-scale expansion as most of the projects 
discovered The models that included a quality component took the longest time to develop For example, 
BRAC refined its model for a decade in a few schools, while Escuela Nueva took more than a decade before 
its program was accepted as a national program IMPACT worked on its program for five years before it 
was ready to go to scale 

Even when expansion was carried out with relative efficiency, the implementors found it necessary to 
make adjustments in elements developed dunng the pilot phase For example, BRAC met resistance when 
it began imtiating its program in villages where it did not have long-standing relationships and used less 
qualified program assistants to supervise fieldwork At this scale, the program became more vulnerable to 
the continued willingness of donors to support initiatives After expanding to 30,000 schools, BRAC 
became concerned that the quality of the program had not been well enough established to expand so 
quickly, and in 1996 it decided to make adjustments in the instructional program before expanding fur- 
ther Escuela Nueva had to reduce its programs to manuals and "scripts" and move away from teacher 



generated approaches and materials It also reduced supervisory visits and changed its methods of select- 
ing teachers In the end its expanded program suffered from "an inconsistent replication," partly as a result 
of these modifications but also because of resistance from traditional elements of the bureaucracy 
IMPACT, as we know, never expanded within country because of lack of government support and gener- 
al lack of parental enthusiasm 

Harambee, CSP, and FYA were all models with an emphasis on access to education opportunities For 
both Harambee and CSP the object was to develop a means of mobilizing the community as quickly as 
possible to support the establishment of additional schools Harambee's difficulties dunng expansion 
came in trying to procure the government resources required to produce better quality programs, and 
locally from the intensifying compehtion with other self-help projects CSP cut corners with its 14-step 
process, using teachers rather than NGO promoters to mobilize the community It is too early to know 
whether teachers can produce the same results Also as CSP's transparent system for teacher selection and 
school establishment became more widespread, politicians saw an important source of influence denied 
them and began overriding the process Though donor pressure put the system back on track, a question 
remains about the future 

FYA had the least trouble with expansion possibly because its communities were more politically aware of 
what they were mssing or because FYA's flexible process allowed programs to be more closely shaped to 
the immediate needs of local communities FYA was particularly adept at doing several things eliciting 
support from the main stakeholders (government, church, and community), controlling critical elements 
like the selection of center directors, giving local staff the freedom to take initiatives, and investing in good 
communication systems to solve problems and spread the word about successful innovations FYA's model 
mght not satisfy the need in some countries for more direction and structure, but it does demonstrate how 
a loosely connected decentralized system of relatively autonomous schools can work effechvely The FYA 
model in short seems most geared to an expansion that replicates the onginal design 

8 The elus~veness of quality 

One final, rather startling lesson learned was how elusive a commodity quality was in the educahon pro- 
grams established by the case models Despite considerable effort focused on improving the quality of pro- 
grams, there was neither a significant difference in the achevement level3 of children in the experimental 
and conventional systems, nor in most cases was there an appreciable change in the methods of teach- 
ingllearning While there may be many explanations for this phenomenon-poor tests, aclevement as an 
inadequate measure of quality, more disadvantaged children in the expenmental programs, etc , it is 
instructive that four programs (BRAC, CSP, FYA, and Harambee) redirected thelr focus from quanhty to 
quality concerns over the course of thelr projects because they were not satisfied with the results The final 
two (IMPACT and Escuela Nueva) started with a main focus on quality but were also unable to demon- 
strate that they had achieved their objective The implication is that "quality" is a component that needs 
work, and to the extent that this requires technical expertise that communities do not have, the ball may be 
mainly in the court of the specialists This does not mean, however, that communities cannot play a sup- 
portive role in the implementation of quality but rather that their role should be defined, clarified, and uh- 
lized along with other supports to achieve t h s  purpose 

G Three "Models of Community Participat~on" 

The reason for initiating most of the study models was a need to expand effective education opportunihes 
and a realization that governments could not satisfy that need with existing capacities and resources The 
problem is one that is likely to intensify in the future Were this not the case, it would be easy to dismiss 
the community's role in education delivery as peripheral from the evidence of most of these cases It is 
becomng inevitable, however, that communities will have to shoulder more of the burden for education in 
the future and that the present situation of virtually free education will have to change Part of the prob- 
lem is, of course, the present, almost universal expectation that a complete educahon "package" must 
include high-cost buildings and furnishings, expensively qualified teachers, and resource intensive support 



BRAC students assist one another with homework after 
school Photo by A T Sweetser 

structures The study models have shown that 
this does not need to be true Children can 
learn on their own, helping one another in sim- 
ple kiosk-learning environments or with para- 
professional teachers, with parents monitonng 
attendance and instruction These projects are 
some of the first serious attempts to find 
answers to the problem of limited resources 
and expanding needs If they have one lesson 
to teach, it is that learning can take place in 
more cost-effective ways than most conven- 
tional systems offer 

No single one of the models addresses the 
entire vmety of circumstances in schooling 
communities For example, the models ranged 
from "supply-dnven" (outsider-initiated) to 
"demand-driven" (community-initiated) mod- 
els, and of the supply-dnven models there were 
low community involvement (BRAC, 
IMPACT, and Escuela Nueva) and high com- 
munity involvement models (CSP) A supply- 
driven model satisfies the school support needs 
idenhfied by a supplier of education services 

a government agency, donor, or NGO Ths  suppl~er works within nahonal time, effort, and resource con- 
straints By contrast, a demand-dnven model (such as Harambee) satisfies the consumers of education 
products and is constramed mainly by community resource limitabons and capacities An outside initiator 
may still be requlred in demand-driven models, but this person's role is one of negohating the "rules of 
engagement" rather than directly specifying community needs or what the community must do to become 
engaged A demand-dnven approach is unusual enough to require developers to reorganize thelr thinlung 
about community prncipation and its relation to education delivery Ironically it fits donor definitions call- 
ing for local decision-makmg which, as the case5 have shown, are rarely put into practice 

Three hypothetical approaches denved from the successes and failures in the case models are descnbed 
below Their purpose is to suggest some implications for the future mobilization of communities In real 
life, of course, a designer would combine those elements that address specific problems and local charac- 
teristics into a unique model that produces the project's desired educational objectives 

1 An Accountab~lity Model Issue-focused commu~llty partlc~pation 

In settings where education services are easlly delivered and supported and parents are already convinced 
of the benefits of schooling, one might reasonably ask why resources should be hverted from other crucial 
educabon elements in order to mobilize community support Organizations, like PTAs, for linhng school 
and community may already exist to mobvate parental support and may not, in any case, be appropnate 
candidates for strengthening to solve other development problems Why should education services in cir- 
cumstances like these be especially burdened with the job of developing institutions of civil society when 
health, banlung, public works, and others are not asked to serve that purpose? 

Envlronments such as these suggest the need if any for a focused involvement of communities To take an 
area of weakness in the models, parents rmght be "emboldened" to exert their rights as clients and demand 
accountability from responsible educabon authorities Facilitators would work with both groups to devel- 
op institutional channels and mechanisms of accountability, assessment, and feedback (meetings, student 
reports, etc ), and assist parents' organizations to define thelr role in demanding quality schooling for thelr 
children Critics of this approach might complan that parents are uninformed, lack the expertise, or are 



illiterate and therefore should not be the arbiters of quality The answer is that experts would set the stan- 
dards, and officials would account for their ability or inability to meet the standards, explaining to parents 
how they would plan to correct problems The role of the facilitators would be to negotiate the contnbu- 
tions to quality of both parties of parents ensunng children's schooling attendance and seelung academic 
help for students having kfficulty, etc , and of school authorities for quality inputs, standards, collection of 
assessment data, and parent reporting The PTA could be strengthened to serve as the institutional venue 
for these activities linlung parents and responsible officials 

The cases hint that a focus on accountability might be a good way for communities to exert a positive influ- 
ence on education delivery whatever thelr situation Staff accountability to parents was only marginally 
better in the innovative programs than in conventional systems, and then only because there were some- 
times opportunities for parents to air their complaints in open meetings and not because officials felt espe- 
cially accountable to parents for program results Sometimes communities controlled a crucial aspect by 
which they could influence better performance, such as teacher salanes or appointments, but they were not 
aware enough of the possibilities to exert their influence 

Though achievement tests were sometimes used to evaluate program quality, the results were not explicit- 
ly used to acquaint parents with how well or how poorly their children were doing The one exception was 
the case where urban parents insisted that BRAC conduct exams to ensure that NFPE schools performed 
as well as the government schools BRAC has since recognized that assessment tests are essential to mea- 
sure program quality, but until now it has not taken the step of connecting parents into the feedback link 
routinely as customers of their programs If parents and students are the customers of education initiatives, 
as the USAID definition of participation suggests, then mechanisms of thls hnd  need to be established to 
allow them to exert their nght to hold educahon staff accountable If there is one activity of community 
involvement that could be crucial, this is the one-and it needs strengthening in all of the models 

2 A Partnersh~p Model High comrnunlty involvement 

A high involvement model, somewhat like that of CSP, may be called for in environments where children 
do not participate sufficiently in schooling programs or where there are major deficiencies in the govern- 
ment's ability to provide education services In this model, the involvement of parents in decisions about 
school locations and daly scheduling make them more comfortable about sending their children to school 
They may need rules, impersonally applied, to make them aware of the importance of regular attendance 
and other important aspects of home support that give children the necessary time and environment in 
which to learn 

Parents in this context can make significant contributions by filling the gaps left by the inadequacies of gov- 
ernment They can contribute materially and in-kind to the inputs of learning, extend the oversight of gov- 
ernment by monitoring teacher and student attendance and performance, and provide solutions to minor 
problems between visits of responsible officials In this model, the facilitator role is to empower commu- 
nities to take their own independent initiatives to solve problems and then to see that they are given suffi- 
cient space to act They also need to pay attention to accountability issues so parents will feel the nsks they 
have taken in supporting the school have been worthwhile 

The high involvement model which is a likely option for remote communities where literacy is low and 
institut~ons for community participation are weak or nonexistent, provides an ideal opportunity to build the 
structures of representative governance and the practice of civic responsibility The inshtutions thus estab- 
lished to support education delivery may ultimately become the channels for solving development prob- 
lems in other social sectors 

3 A Demand Model Cornmunlties request appropriate education services 

As it becomes increasingly difficult for governments to support the costs of universal education, models of 
education delivery may emerge where comrnunihes assume a larger role in "ordering" the specific services 



they need and paying a larger share of their costs Government agencies may, in this scenario, take respon- 
sibility for developing and testlng packaged options, providing training or already qualified personnel to 
implement selected packages, and credentializlng students as they complete various options To cut costs 
education could become a transportable commodity housed in any convenient location, and consisting of 
the basics of an instruchonal manager, learners, and matenals Where possible, expensive components 
such as permanent facilities and unneeded support systems could be shed 

Packaged options might include a formal primary course reduced to a three- to five-year duration, a three- 
hour-a-day core cumculum, a three-year, complete primary cumculum for older children, a two-year 
supervised course, rounded out with self-paced, self-instructional modules to complete the prmary stage, 
or a course composed of any combination of lengths of hme, student ages, and deslred learning objectlves 
Hypothetical as these suggestions may seem, it is interesting that the case studies provide tested examples 
of almost all these options The only difference is that they are not presented as an array of options from 
which a community mght choose The options need not stop with packages for formal learning, and indeed 
they might include training/leamng of a variety of lunds literacy, pre-vocational, vocational, life slulls, 
continuing education, etc 

The facilitator's role In this model is to assist communities in choosing appropnate options and in sup- 
porting and paying for them A process might be adopted whereby the community forms a representative 
committee, elicits the education pnonties of varlous groups withn the society, and decides what its long- 
term goals for education services are Its decisions might be based on the costs of vmous programs, which 
may vary based on whether instruction is conducted by a teacher or is based on self-learning modules that 
require fewer personnel The government mght base costs on a scale of subsidies that reflect national pri- 
orihes for an educated citizenry Cornrnunihes might also be offered a variety of cost-cutting options of 
payment they might find a local volunteer who could be trsuned to manage the course, or they mght reduce 
training and material costs by b'recycling" the program a number of times The government would offer 
subs~dies for poorer communities or rewards for communities that include hard-to-reach groups Part of the 
cornrnun~ty's long-term education plan would be an analysis of how the program might be financed and, 
possibly with technical help, how it will take advantage of the Incentives and cost savlngs offered by the 
government 

How would the cornrnunlty ensure quality programs in this instance? The programs would each set out 
clear objectives and standards for each of the options, and implementing manuals would demonstrate for 
trsuners how they would achieve the objectives The credentlalizlng branches of the government's educa- 
tion mnistries would be charged with detemning whether the program objechves were being met and 
reporhng the findings back to the community with recommendations about how the program mght be 
improved through the use of more course manager tranmg, supplementary instructional materials, changes 
in local policies and procedures, or in some cases the adoption of another more suitable education pack- 
age The staff's performance would be continually under the scrutiny of the community, and with the con- 
tractual basis of their employment, they would feel accountable to the community Dissatisfied communi- 
ties could move on to other programs or staff 

Ths  model could be elaborated further, but the point is sufficiently made Critics may say this is a com- 
mercialization of education services, but in effect, as Escuela Nueva particularly demonstrates, resources 
are scarce and most governments cannot afford the luxury of scaling up models to let teachers "generate 
thelr own individual ideas about instruction" before a basic mnimum standard of learning is achieved 

Ths  illustration shows what would be necessary if we take to heart the World Bank's and USAID's defim- 
tions of community participation as local decision malung Involving communities in planning for their long- 
term education needs IS more "authenhc" decislon malung than the "pemtted" decision malung that takes 
place in most of the case examples An advantage of th~s approach is that ~t requlres the development of insti- 
tutions and practices of civil society that realize the value-added potential of community partlclpabon If 
facilitators are mndful of this objective when they work out the processes of this model, they can promote 
both goals of community participation, as an "end In itself' and as "instrumental means to education ends" 



Harambee and FYA models alert us to what demand models mght be EYA offers program ophons that suit 
the needs of individual communities Harambee shows the considerable energies that can be harnessed 
when communities decide they will organize their own services Harambee also shows the crucial need for 
a servicing agency to provide quality components beyond the technical capacities of communities To ser- 
vice such a need, government agencies would need to restructure themselves to become service-onented 
organizations, which is an innovation the other models (IMPACT, BRAC, and Escuela Nueva) show us they 
would find hard to do As long as mnisttles of education insist on implementing conventional schooling 
packages in their present costly form, the delivery of education will remain a top-down phenomenon rather 
than a matter of community choice and decision m&ng 

H A Final Word 

As the cases show, community participahon as an instrumental means was neither a necessary nor a suffi- 
cient element in the dehvery of quality education Except in the harsh environment of Balochistan or in 
Harambee's context of depnvation, community participation alone was neither responsible for nor proba- 
bly even a major factor in any measurable advantages of these innovative school delivery models over the 
conventional systems The cases do show overall, however, specific community contnbutions that may 
have added incrementally to each of the Qmensions and might have offered more if they had been designed 
and funded differently It is undeniable that participahon added a nchness to some of the education pro- 
grams that they might not otherwise have had and, in some cases, even conttlbuted modestly to the prac- 
hce of civil society As an instrumental means, however, community participation was only one element in 
a multi-faceted model whose contnbutions have to be considered as a whole 
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