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The importance of basic education as a factor in 
socioeconomic development is well established. 
Increased levels of education have been positively 
associated with higher individual incomes, better 
employment opportunities, increased agricultural 
production, improved health standards, lower 
fertility, and a greater sense of empowerment 
leading to participation in democratic processes. 
Basic education is also seen as contributing to 
adaptability to social and technological change. 
With the current expansion of access to knowl- 
edge and rapid technological advances, the role 
of education in creating a flexible, well-trained 
labor force becomes even more crucial. 

Recognizing the importance of basic education, 
the Education and Human Resources Division of 
the U.S. Agency for International Development's 
(A1.D.) Bureau for Latin America and the Carib- 
bean (LAC) c o m i o n e d  this review of AI.D.'s 
and other donor agencies' extensive history of 
project development and implementation in the 
area of basfc education in the LAC region. The 
review forms part of a set of four sepmte  
studies dealing with the topics of basic educa- 
tion. management education, vocational educa- 
tion. and participant training. This study 
summarizes the available literature and presents 
case studies of selected projects. Its objective is 
to provide a reference document for donor agency 
and host country managers in their efforts to 
design and implement relevant and efficient 
basic education programs. 

In recent years, the countries of Lath America 
and the Caribbean have been succ~&ul in 
expanding access to basic education to a majori- 
ty of their children. However, the heterogeneous 
nature of LAC countries, disparities in the 
distribution of economic resources. and the 
oilgoing pressure of debt servicing create a 
situation where resources are spread WE and all 
children do m t  have a fair chance of advanwqj 
from one grade to the next. The opportunities for 

learning the tasks required for grade promotion 
are further limited by poor teaching. lack of 
educational materials, and poor information 
about the process of education in the region's 
schools. Thus, a large number of students fail. 
especially those entering flrst grade, but because 
of the expectations of their families, they contin- 
ue to stay in school. repeating grades for a 
number of years. 

Improving the quality of instruct.3onal delivery, 
and thereby reducing wastage in time and 
resources resulting from repetition and dropout. 
requires multiple inputs to the basic education 
system. Wen-conceived strategies must be 
developed and implemented to Increase the 
allocation of resources for basic education, 
improve the logistical and administrative support 
for schools, promote instructional methods that 
involve students actively in the learning process. 
offer opportunities for the professicnal and 
personal development of teachers, and provide 
information for systematic evaluation and 
decision making. 

A1.D. Basic Education Strategy 
and Project Design 
A.I.D. has been working with public and private 
organfiations in Latin America to improve the 
quality of education for more than thirty years. 
In that time, A1.D. and other donors worklng in 
the region have contributed to the positive trends 
in access, coverage, and school attendance rates. 
In recognizing the tremendous costs resulting 
fram poor quality instruction, repetition, and 
dropouts. A1.D. bas turned Zts atttmtton to 
issues of quality and effkiency by supporting a 
number of broad goals for basic education in the 
region. These goals are to increase resources for 
primary education, increase equity of access, 
improve qirdity, improve &.c,iency, and improve 
+he admtnistration of education. In order to 
meet these goals, the LAC Bureau has developed 

Executive Summan, - ix e - - 



a regional strategy for investment in basic 
education The strategy document, which senres 
as guidance to field missions designing and 
implementing basic education programs, outlines 
two actMties in which mlssions should focus 
their efforts: policy dialogue and project imple- 
mentatton. 

Background studies provide a basis for policy 
dialogue both by presenting information needed 
for decision making and by creating a forum for 
collaborative interchange between USAID mis- 
sion and host country personnel. The most 
useful background studies art: those that involve 
local educators as team members and are 
focused on the basic education system, provide 
statistical (descriptive or analytical) summaries 
of the existing situation Ln the education sector, 
and ofTer options for interventions. 

Such studies also help determine the type of 
project to be developed. Several design modali- 
ties - such as pilot projects; large-scale. multi- 
faceted projects; targeted interventions; and 
sector loans - have been used for basic educa- 
tion intenrentions in the region. Pilot projects 
have generally been among A1.D.k most suc- 
cessful interventions. With a pilot project, a 
small investment can have relatively large effects 
if it builds on local efforts that are viewed as 
successful. The implementation of even highly 
successful pilot programs on a national level, 
however, will take a number of years and is likely 
to require continued internationat donor support. 

The complex@ and Interrelatedness of the 
problems facing basic education in the LAC 
region require a system-wide approach to im- 
proving the quality and efficiency of basic educa- 
tion. This has been recognized by h1.D.; it has 
moved away from project assistance toward 
program-level assistance. However, even with 
the enttre basic education system as the target of 
strategic objectives, the scarcity of resources to 
address the problems of quality and efficiency 
will require phased implementation over a 
relatively long period of time to fleet  change. 

Resource scarcity also makes collaboration 
among donors Imperative. A1.D.. with its 
extensive investment in basic education in the 
region, should take the lead in promoting collab- 
orative efforts among donors to address the 
needs of host countries in this area. 

Project Implementation 
The implementation of A1.D.-supported basic 
education projects and programs in Latin 
America has  traditionally involved a partnership 
among a USAID mission, one or more host 
counwy organizations. and an international 
technical assistance provider. Because A1.D. 
has generally focused on the public sector when 
supporting interventions for school-age children, 
the minfstry of education has been the usual 
implementing organization. Ministries of educa- 
tion, however, are often ineffective in rapidly 
implementing donor-assisted projects. The 
establishment of a special implementing unit has 
proven to be an effective means of overcoming 
the bureaucratic inertia of education ministries; 
such units, however. may become ineffective 
when resources from donor agencies are no 
longer available. A second implementatton 
strategy has been that of using multiple mple- 
mentire units. including the private sector. 
Such an approach requires careful study of the 
capability of the local implementing organiza- 
tions to ensure that their efforts will complement 
one another in a cost-effecwc manner and to 
assess their commitment to basic education and 
to working with the ministry. 

Regardless of the project implementation strate- 
gy, the presence of a local USAID mission is a 
positive feature in irnplementat.on that distin- 
guishes A1.D. from many other international 
donors. The availability of USAID managers to 
respond rapidly to project needs is seen by host 
country o£ficials as strengthening the implemen- 
tation process. 

Technical assistance forms the third element of 
project admfnlstration. Traditionally. technical 
assistance has been supplied by specialists from 
the United States who have been contracted 
indivldually or through institutions by a competi- 
tive bidding process. In recent years, with the 
increased educational opportunities for profes- 
sionals in the region, there has been greater use 
of host country specialists or specialists from 
other countries in the LAC region as part of a 
technical assistance effort. As there can be great 
cost savings in using I o d  professionals to carry 
out technical assistance acttvities, such re- 
sources should be sought whenever possible. 

There has  also been an increasing emphasis on 
short-term technical assistance in the region. 

- 
- 



This can lead to implementation diEiculties 
because of scheduling changes that result in 
availability problems for short-term consultants 
who have other occupations. In using interna- 
qonal technical assistance, a balance must be 
struck between the need for long-term consisten- 
cy and the fldbility of short-term technical 
assistance. - 
Bax 1 summarks the following dimssion of 
k1.D. '~  goals for assistance in basic education 
and the kfnds of intenrentions typ .caly em- 
plwed. 

Incnasing Resources 
A p r h m y  concem in implementing basic educa- 
tion intenrentions is increasing resources. 
Although primary educatton is considered to 
have the greatest social rate of return among 
education levels, it generally receives a Wpm- 
portfonately low percentage of the education 
budget. Thus, considerable attention has been 
paid during the 1980s to the possibility of 
reallocating resources from other sectors or from 
other education levels to basic education. There 
appears, however, to be little possibility of 
intersectoral reallocation because the chief 

BOX 1 
IL1.D. Goals for Basic Education in the tAC Region 

Increasing Resources for Primary Education 

ikallocating govenment budget 
Reallocating education budget 

r Obtaining resouras from priMte sector 

Increasing Equity of Access 

r Providing preschool educatlon for children of the poor 
r Providing instruction in indigenous languages 
r Addressing issues that constrain girls' attendance 

r Improving children's health and nutritional status 
r Renovating or constructing s'chool facilities 

Revising or reforming curricula 
r Developing instructional materials and technologies 

l b i n h g  and supervising teachers 
Developing achievement testing 

Increasing Emciency 

0 Improving management of educatlon systems 
r Enhancing quality of teaching and learning 
0 Reducing dropout and repetition rates 

Improving statvs of teachers 

Improving Adminfstration of Eduqation 

Strengthenfng Ministries of Education 
0 Supporting dmntrallzation of certain functions to regions 
r Creating supervision systems that support teachers 
0 Improving school organizatton arid capabilities 

of principals 
0 Building support for schools on part of parcnts and 

communities 

candidate for cuts is defense. 
Many of the region's countries are 
attempting to deal with insurgen- 
cy and/or drug trafncking. and 
they are unwilling to make cuts 
in this area. Tax reform and 
levies for education offer some 
possibility for increasing funds in 
countries where education is 
highly valued. 

The transfer of funds from higher 
to basic education is a commonly 
suggested reallocation strategy 
within the sector. This may ne- 
cessitate constituti onal modiflca- 
tion, engender student unrest, 
and endanger the quality of the 
threshold level of' higher educa- 
tion needed for development. 
Other strategies for intrasectoral 
reallocation such as cost contain- 
ment and cost recovery offer little 
possibility of success at present, 
for the former because the bulk of 
expenditures goes to salaries, and 
for the latter because of the large- 
scale poverty in the region. 
Experience using private sector 
organizations as basic education 
semce providers as a way to cut 
costs has been limited. While 
several innovative activities have 
bcen undertaken with the private 
sector in different parts of the 
LAC region, questions remain % 

about the commitment to basic 
education of profit-making private 
sector organizations and their - 
willingness to sustain educational 
endeavors. 



Increasing Equity of Access 
Although LAC countries have made great strides 
in the past twenty years in improving access to 
primary education. there are certain groups - 
such as the urban and rural poor, girls, and 
linguistic minorities - that may fall outside the 
coverage of the school system or, if enrolled in 
school, may not have an equal chance for 
success. Reaching these children has become an 
area of donor interest. 

Much of preschool education in the region has 
focused on middle- and. upper-class children, 
and the llmited programs for children of the poor 
have shown inconclusive results in terms of 
effects on academic achievement, repetition, or 
dropout. The negative effects of traditional 
primary education may offset the benefits of the 
preschool experience or programs may not be of 
sufZicient scale to demonstrate impact. 

Bilingual education provides c1;ildren from 
indigenous groups and linguistic minorities with 
the opportunity to acquire content in their own 
languages and thereby not fall hehind while 
learning the national or predominant language. 
Program effectiveness depends primarily on the 
availability of bilingml teachers. Once bilingual. 
teachers have been assigned to schools, improv- 
ing the quality of instruction requires dealing 
with many of the general problems of LAC basic 
education systems, including teacher-centered 
instruction. lack of learning materials. and poor 
classroom management. 

A positive relationship has been consistently 
shown between women's levels of basic education 
and indicators of econtmic development. Al- 
though women in Latb America are better 
educated than are women in other third world 
countries, this varies for certain population 
segments such as rural and indigenous females. 
Couching education for girls in terms of national 
economic development can be an effective 
strategy for winning high-level support to edu- 
cate women. Data to support the relationship 
within a given country will be needed to comrince 
decision makers of the importance of girls' 
education and to further polfcy dialogue. 

rnp-9-m 
The success that children have in taking advan- 
tage of improved educational delivery and 
content will depend a great deal on their health 

when entering school. Intenrentions in educa- 
tional quality should be combined with nutrition- 
al enhancement programs, where appropriate, to 
ensure that children can take full advantage of 
improved educational delivery. Shhrly, school 
maintenance and renovation are important. 
especially in poor countries, to ensure that a 
minimurn fnfrastructure exists so that students 
can take advantage of inputs related to educa- 
tional quality. A school renovatton effort can 
also s m  as a catalyst to increase community 
involvement with the local school. 

The teacher is a major factor in improving 
educational quality in Latin America. The poor 
quality and lack of relevance of teacher training 
institutes, combined with patronsge systems 
that may rule against new teachers finding jobs 
in education, suggest that emphasis should be 
placed on motivating teachers already in the 
work force to remain in the basic education 
system and on upgrading their skills. Teachers, 
at least in the cases studied, are not disinter- 
ested and unmotivated. Rather, they are 
frustrated and dkcouraged by a lack of 
infrastructure, few instructional aids. and low 
sahies. They can be motivated through the 
provision of training and instructional materials 
that lead to visible improvement in student 
outcomes. Teachers, however, tend to teach in 
the way that they were taught. As most rural 
educators have had little experience with 
textbooks or other instructionat materials, they 
are unlikely to use such items in innovative 
ways. Thus, teachers guides and student texts 
must, be made intuitive and easy to use in ways 
that encourage active child-centered instruction. 

While textbooks have been the principal instruc- 
tional intervention in the LAC region, innovative 
technology such as programmed learning, 
computer-aided instruction, and interactk~e radio 
instruction have been used at least on a pilot 
basis in a number of countries. Each has been 
relatively successful, but only programmed 
leanning has been carried out at a low cost. - 
Although radio has the potential to generate low 
per-student costs if used on a national basis, 
LAC countries that have used this technology - 
have faced serious problems in sustaining their 
P r o m -  - 

Achievement testing is a vital factor in monitor- 
ing the implementation of educational interven- m- 

tions aimed at improving instructional delivery. 



ti on approaches that p m d e  timely information 
for decision ma.Mng for each audience are 

I 
necessary. 

However, the development of a national testing 
system is extremely expensive and time- 
consuming, and no LAC country has as yet 
developed an adequate natjonal testing system. 
Because of the expense, testing systems must be 
developed in a phased manner, building on ef- 
forts to monitor the progress of donor-assisted 
intewentions. This requires long-term planning 
to bufld capa:ity in test development and diag- 
nosis at the local level and test analysis and 
feedback at the national level. 

Increasing EflBciency 
The principal output of an efficient basic educa- 
tion system is a PI-py school graduate who 
completes Ms or her schooling in the prescribed 
number of years. Improvement of efficiency will 
depend heavily on the quality of educational 
delivery at the classroom level. that is, the 
creation of learning situations that offer children 
a fair chance to make normal progress from 
grade to grade and to make use of their learning 
experiences in datly life. Improved qualily. in 
turn. requires an administrative infrastructure 
that can deliver and sustain relevant educational 
interventions and that can build on investments 
such as in-service teacher trainiilg by keeping 
trahed personnel in the basic education system. 

Improving Admfnistration 
The general lack of trained administrative 
personnel in the region suggests that the devel- 
opment of capable human resources to adminis- 
ter public-sector basic education programs a t  
national, regional, and local levels will require a 
relatively long time b m e  and successive inter- 
ventions. The development of human resources 
in administration needs to be made explicit 
objective of donor assistance efforts. Measurable 
criteria beyond numbers trained should be 
developed to ensure that administrative skills 
and decision-maldng capacity are improved. 

Project Evaluation 
Experience with the evaluation of development 
assistance efforts points out several issues to be 
considered in evaluating basic education inter- 
ventions in developing countries. One issue is 
that there are a number of audiences for evalua- 
tion results. Program managem in development 
agencies, host countxy policy makers, and local 
project  implement^^ all have information needs. 
Because these needs may differ, flexible evalua- 

A.I.D. =d other donor agencies. in their litera- 
t u ~ ,  are aware of the potential of multi-method 
evaluation approaches focused on managers' use 
of results and of 'the relevance of such ap- 
proaches for education in d;rveloping countries 
where progrzm strategies and implementation 
processes influence the effects on h~dividud 
children. To date. however, there has been little 
use of these approaches in actual evaluations of 
donor-assisted programs. 

In addition, the evaluation of development 
assistance tends to focus on quantitative outputs 
(e.g., numbei of teachers trained) rather than on 
the quality of the services (e.g., teaching behavior 
m the classroom). A1.D. evaluations remain tied 
to an inflexible schedule of a midterm and final 
evaluation focused on the output data needed to 
meet donor reporting requirements; these 
evaluations use key informants as the principal 
data source. New qualitative evaluation method- 
ologies offer the opportunity to examine the 
quality of education service delive~y to 
provide information for reEning intewentions 
during the implementation process. Similarly, 
new technology for quantitative monitoring and 
evaluation allows more precise estimates of 
program effects. 

Finally, there have been few attempts to design 
evaluations around the information needs of the 
host countxy implementing organizations or to 
bufld local capacity to cany out evaluation 
research. Recent basic education projects in 
Central America have begun to deal with these 
needs and the costs involved by building ongoing 
formative evaluation into the project design. 



Background 
The, importance of basic education as a factor in 
socioeconornic development is well established. 
Incmased lmds of educatton have been positively 
associated ~ i t h  higher individual incomes. better 
employment opporttmt'--ies, increased agricuitural 
pluductton, iLrpmved 'L. :dth standards. lower 
ferlillty. and a grei;+ef sense of empowerment 

besses. leading to partic& ation in democratic p w -  
Basic education is also seen as contributing to 
adaptability to social and te4mAogical change. 
As the world mwes %to the "Information Age," 
characterized by increasing access to knowledge 
and rapid technological advances, the mk of 
educatiori h creating a flexible, well-trained 
labor force becomes even nore crucial. 

The greater availabfflty cf new technologies, 
however, can be a double-edged sword. Access 
to new knowledge and the ability to adapt it to 
local needs imply greater investment in the 
educational system. In many developing coun- 
tries. the continuiq economic crisis has shrunk 
resources at a timi: when ministries of education 
are struggling to sene growing school popula- 
tions. Because resources are stretched thin, 
disparities in the educational services received by 
groups within a country and between countries 
have inc?-eased. As technological advancement 
continues to accelerate, poorly educated popda- 
tiom will be at an increasing disadvantage in 
their efforts to participate in social and economic 
development. 

In ~ddition to disparities in access, the quallty of 
educational services is in jeopardy. Although 
tremendous progress has been made in the last 
few decades in Increasing overall access to 
education, the economic adjustment faced by 
many developlcg countries has led to a ciccllne in 
services to the growing student population. In 
the poorest countries, per pupil expenditures 
have fallen from 20 percent of gross national 
product per capita to less than 12 percent. 

Existing resouxces are often used ineillciently: a 
disproportionate percentage of funds go to higher 
education, and high rates of repetition and 
dropout characterize prfmary education, In most 
of the poorer countries, only 40 to 60 percent of 
t)\e children who enter school complete the 
primary grades. compared to 80 percent in 
developed countries. Even those children who 
complete school often lack the basic literacy and 
numeracy skills needed to function effectively in 
their societies. 

Differences within a country exacerbate the 
situation as rural dwellers, ethnic minorities, 
and female pupils often have access to lower- 
quality educational services. tow completion 
rates among these groups contribute dispropor- 
tionately to high costs per graduated student. In 
addition. it is estimated that worldwide up to 
145 million schocl-age (6-1 1) children, who come 
mainly from these groups, have never attended 
school. 

The wlsting economk cr&is together with the 
current expansion of technological knowledge 
has placed a premium on the efficient manage- 
ment nf educational services and the quality of 
their delivery. Similarly, cost-effective means of 
reaching the out-of-school population, females, 
and minorities must be found. 

Purpose and Methodology 
The U.S. Agency for Ir~temational Development 
(A1.D.) and other dmcr agencies have an 
extensive history of projcct development and 
implementation in the area of basic education. 
This report calls on that experience in summa- 
rizing existing literature axid examining previolls 
and current projects to identify lessons that a ~ e  
applicable to the problems faced by managers of 
basic education projects in the Latin American 
and Caribbean (LAC) region. 

This review of basic education was designed as a 
study of the management of change in a dewb~p- 
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ment context. Its focus is on deriving lessons 
that can be applied to new interventions in basic 
education Lessons are presented that relate to 
project design. implementation, and evaluation. 

In the 1980s. A.I.D. and other donor agencies 
were much concerned with studying their 
experience in providing assistance to developing 
countries. A.I.D. contracted for a review of its 
assistance to education over a twenty-year period 
(Method and Shaw 198 1). examined the lessons 
learned from its contribution to education in the 
developing world (AID/PPC/CDIE/PPE 1984). 
and conducted a series of impact evaluations 
designed to determine whether certain interven- 
tions made a difference and what their replic- 
ability would be in other settings m i t e  1986). 

The World Bank regularly reviews its perfor- 
mance in the education sector and recently 
completed a "state ji.' the art" review of primary 
education and used this information to draw 
policy options for future Bank investment 
(Lockheed and Verspoor 1589). In addition, 
World Bank studies examine specific issues such 
as the effects of textbooks (Veqoor 1985) and 
improved teaching (Verspoor 1986) on studcxt 
performance. There has also been a concern in 
Bank literature for cross-cutting issues such as 
female educational attainment in different 
geographical regions (e.g.. Bustlllo :1989), decen- 
irakation of education (WinMer 1938). and 
prqlect management (Middleton et al. 19871 

The Canadian International Development Agency 
( C W  also undertook reviews of its experience 
and that of other. donors in human resource 
development (CIDA. 1985, 1986a). Otter organi- 
zations, such as the Organization for Economic 
Cooperation and Development. studied cross- 
cutting management issues including policy 
formulation and evaluation in developing coun- 
tries IOECD 1988). 

Not only have donor agencies been concerned 
with their experience, but private, nonprofit 
interest groups have also become interested in 
the results of donor assistance and have pro- 
duced reports on their findings (Lindblom 1990). 

These documents provide summary information 
on each organization's activities in. the education 
sector; they are discussed in detail in the appro- 
priate sections of this report. Review of these 
documents is complemented by review of rele- 

vant research stu&cs, project documents, and 
evaluation reports. 

In addition to the review of literature, case 
studies were conducted in the LAC rcgion of 
previous and current A1.D. projects. Each case 
study consisted of a review of project documents, 
interviews with key personnel, and observations 
in primary school classraoms. The classroom 
observations were conducted to take rapid 
soundings of the degree of implementation of 
project interventions. Focused observations were 
made of individual children, and teachers were 
interviewed about changes they felt had taken 
place during the project implementation period. 
Four pajects were chosen for in-depth examina- 
tion through site visits conducted in 1990: 

The Educational Technology Applied to Rural 
C a m r n m  Unltari Schools Project in Colom- 
bia ser zd as a pilot project for the highly 
successful Escuela Nueua rural multi-grade 
classroom program. 

Tttb Rural Primary Education Improvement 
F ;oJect in Guatemala was chosen for its 
I. s c c ~ s s  in providing educational services to 
minority populations. 

r The Primary Education E m n c y  Project in 
Honduras was chosen because of its national 
textbook effort and its multi-faceted design 
focused on increasing emciency 

The Primary Educafion Assistance Project in 
Jamaica was included because of the private 
sector's extensive participation in the produc- 
tion and distribution of textbooks and its 
innovative community involvement program. 

In addition. two projects were reviewed through 
the available literature and summarized as 
"shelf' cases. They were the Education Sector 
Loans in BmziZ, which provide an example of 
non-project funding, and the IrzceRtiues to 
Improve Basfc Education RqJect in Haiti, which 
illustratt:~ the use of private schools to prcrride 
education services. 

; w e d  assumptions were made in conducting 
this evaluation that should be explicit. First, it 
was assumed that the principal audience of the 
results would be project managers working in 
field situations. Thus, the discussion is a h e d  at 
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this group and attempts  ti^ provide lessons that 
are practical in nature rather than contribute to 
the theoretical literature on development. 
Second, in selecting a sample the assumption 
was made that the project mode of assistance 
shoubd be the focus. This decision was based on 
k1.D. '~ cment  emphasis on projects in the LAC 
region. The study, therefbre, deals only perlpher- 
ally with the issue of non-project assistance for 
basic education. 

These assumptions led to several limits in the 
design of this study. Flrst, the evaluation is 
limited largely to the development litemture in 
exanlining the issues related to project manage- 
ment. Research studies were used primarily in 
e x a . g  the effects of certain Interventions. 

Second, there is always the question of breadth 
versus depth in undertakhg a study of this 
scope. Given the wealth of summary information 
*fiat has been prodilced by the international 

mors themsebes, the author opted for closely 
raminfng the experiences of current A1.D. 
mjects in the LAC region that address issues of 
~ecial concern to the development community. 

-he study relies heavily on the compilati ons of 
A.I.D. and other donors to supply the brezdth of 
experience on a given issue. 

Finally, the school-level data were collected from 
a sample of opportunity and in no way should be 
considered generalizable. This information is 
used only for illustrative ptuposes until con- 
firmed by larger, more systematic studies of 
schools in the region. 

Conceptual Framework 
This review of basic education examines two 
distinct but interrelated questions: 

What are the management strategies of A1.D. 
and other donor agemies that contribute to a 
successful interyention in basic education? 

What are the factors within a coantry, sub- 
region, or region that facilitate (or constrain) 
interventions in basic education? 

The unit of analysis for the study was a basic 
education project, which was traced fi-om its 
inception through to the present. The simple 
flow model, which follows in Figure 1-1, illus- 
trates this approach. The model combines the 

A1.D. project cycle with the stages normally 
associated with the diffusion of an intervention 
in the literature on management of change. 

As can be seen from the model. project design is 
related to both the external environment (e.g., 
U.S. funding priorities and the politfcal climate 
in a countrgr) and host country hxtltutional 
capabilities. 

Project implementatdon includes three key 
dements: 

Disbursement of funds, commodities, and 
technical assistance on the part of the donor 
age~cies; 

Interaction and timeliness of these activities 
with host c o m e  education and general 
development strategies; and 

Capability of local institutions to develop and 
sustain interventions. 

These activities are also related to local re- 
sponses to the intemntiorl. This level includes 
the degree of "fit" that the intervention has with 
other components of the education system at the 
local level, the commitment ~..f local staff (usually 
a function of the support/technical assistancf: 
provided to assist in understanding and master- 
ing the intervention), and the extent to which 
local budgetary and legal support exists for the 
intervention. 

The third stage in the cycle are the project 
outcomes as measured and adjusted through 
evaluations. In the case of basic education, 
these outcomes include both the institutionallza- 
tion of the intervention - defined nationally as 
s~istainability and locally as routine use - as 
well as teacher/student outcomes. 

Ongvunizatiorn of the Report 
The chapters that follow discuss the results of 
the case studies and the literature review. The 
chapters are organized in accordance with the 
three principal phases in project management: 
design, implementation, and evaluation. Each 
chapter summarizes the fhdings and presents a 
series of lessons learned based on those results. 

The Appendix includes descriptions of each of 
the case studies conducted for this study. The 
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case studies are organized In the same manner 
as the general report in that they present find- 
ings related to project design, Implementation, 
and evaluation and include a serfes of specific 
lessons learned. Portraits of the projects selected 
for in-depth review are presented in Boxes I- 1 
through 1-6. Specific findings from the case 
studies arm: highlighted throughout the report. 

FIGURE 1-1 
Process Model of Basic Education Intervention 
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BOX 1-1 
COLOMBIA CASE STUDY: 

Educational Technology Applied to Rural Community Unitary Schools 

NQNonul context. Colombla is a country characterized by rugged terrain, poor infrastructure in the 
countryside. and low population density. Many of the elementary schools in the rural areas are multi-grade 
schools where the teacher may have responsil-: 9 for up to five grades. In the 1960s. only about 20 
percent of rural children completed primary sci.ool, compared to 80 percent in urban areas. 

With the assistance of Unesco, Colombla began to develop an entirely new form of school through the 
unftary school program to provide education to rural communities. In 1962, the flrst of the "new schools" 
was established. Escuela Nuet~lr encourages independent kamhg on the part of students, the creation of 
learning materhls by teachers, and the active involvement of parents and community membe~s in the 
schools. In 1968, the Government of Colombia decreed that the unitary school approach should be follovred 
in all rural schools with only one teacher. A teachers guide was developed. and more than 4.500 teachers 
received training in the unitary school appmch in 1968. By the early 1970s. several approaches to Ihe 
unitary school were under development in Colombia 

USAID support for basic educutioa k u g h  the 1960s and early 1370s. USAID education sector loans 
helped expand the cow .age of primary education through school construction in the rural areat;. In 
addition, USAID  help?.^ fund a h h h g  manual for teachers and instructional materials for the classroom. 
USAID designed the Educational Technology Project as part of a strategy to maximize small investments by 
building on existing local inteiventions and testing locally developed materials in a broader national 
context. Representatives of the national Ministry of Education, the state Secretariats of Education, and the 
EscueIa Nueua program participated in designing the project. 

USAID pmJecrt. Educational Technology Applied to Rural Community Unitary Schools 

Rmd£ng. $452,000 USAID grant 
$605,000 Government of Colombia 

Pn,&ct purpose and design The project was designed to consolidate investments in the rmitary school 
movement so as to promote its greater expansion throughout Colombia. 

RoMt components The project had activities irr 8ve areas: technical assistance, training, seminars and 
workshops, research studies, and demsnsA~tion materials. 

Implementing agcndes. Planning Offlce of the Minisby of Education: rural dMsions of Secretariats of 
Educatton in the three departments (states] where the pmject was to be Implemented. 

Technical assistance U.S. contractor 

Donor coordination None 

Eualucrtion activities. Evaluation committee meeting every six months to monitor project progress; survey 
to establish baseline data; midteqn and final evaluations of project 
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BOX 1-2 
GUATEMALA CASE STUDY: 

Rwal PPimary Education Improvement Pmject 

National - n e t  Almost half of G~tatemala's population is of indigenous Mayan descent. These people 
make up the bulk of the country's mral population, engaglng in subsistence agriculture. They speak 22 
different languages and tradltiorxdiy have been poorly sewed by the national educational system. National 
development policies have favored the Spanish-speaking population. and. a t  times, the indigen-51s groups 
have been the victims of violent repression. 

USAlD support for basic education. USAID has focused its assistance to the education system of 
Guatemala on the needs of the indigenous population. From 1980-1984, TJSAID conducted an 
experimental pflot project to test the effectiveness of bilingual education in assisting indlgenous children to 
make the transition from their mother languages to Spanish. The pilot project developed a curriculum and 
instructional materials in four of the Mayan languages for grades 1-4 and tested them in40 schools. 

-ie successful results of the pilot project led to the formal adoption of the program by the Government 
 atem ma la and the design of a USAID project to expand the bilingual education p r o w  from 40 to 400 
,Is. With the democratic election of a new government in 1985, there was a considerable decline in 
Uty toward the indigenous population and growing support for recognition of the Mayan culture. 
me of the positive political climate in 1985. the rnlsslon felt it vital to expand the scope of bilingual 
%tion rapidly and ensure a solid foundation for its future existence. Administrators and technical 
ts of the Ministry of Education were closely involved in conducting background studies and in 

,ning the project. 

U'SAIZ) pm&ct. Rural Prfalry Education Improvement Project 

Rudng.  $10.2 milllon USAID loan 
$3.3 million USAID grant 
$25 million Government of Guatemala 

Pn,&zctpurpose cmd design Multi-component project with activities in six areas deslgned to provide 
relevant bilingual education to the indigmous children of the Guatemalan Highlands and to create a 
permanent capability within the Ministry of Education to provide that education. The project incorporated 
a phased implementation plan for the design. production, and distribution of textbooks and the placement 
of bilingual teachers. 

ProMt components. The six components included administration and supervision. cuniculum dev4op- 
ment, textbook printing and provision of classroom equipment training, research and evaluation. and 
technical assistance. 

Implementing agenq/. National Bilingual Education Program (PRONEBI) within Ministry of Education. 

Technicctl assistance U.S. and local technical assistance 

Donor d i m t i o n ,  Activities were closely coordlna+d with those of the World Bank. The World Bank 
was to fund tke production of the textbooks and teachvs guic?.~ developed throuc\ the project. 

Evaluation actkdties. Midterm project evaluation (1987); p~eimaF9 education subsector assessment (1987- 
1988); project paper for continuation of activities: Basic Education Strengthening (1989). 
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BOX 1-3 
EONDURAS CASE STUD= 

Rimarg Education Efficiency Roject 

NdonaZ context. In the mid-1980s. Honduras was the poorest country in Central America. Unemploy- 
ment was high. large deficits existed in the balance of payments. and 27 percent of export earnings was 
used to service debt A weak human resource base contributed to the weakness of the national economy. 
Although 85 percent of school-age children had access to primary school, only 26 percent of those enrolled 
actually completed the sixth grade. On average, eleven years of schoohg were needed to produce one sixth 
grade graduate. Forty percent of the adult population was illiterate. and only 27 percent had completed the 
fourth gmde. 

USALD srpport for basic education. An early project, Rural Prhaxy Education (1980-1986). focused on 
incrwsi:~g access to primary ed-xation through constructtng, furnishing, and equipping c L w m m s  in 
rural axas: training rural teachers and supenisors: and beginning the development of an education 
rnSa ?dement information system. 

In 1985, as USAID considered the design of a new project, the mission focused on improving the quality 
and efficiency of basic education. Because this was a peiiod of polltical trar~sition in Honduras, the mission 
could not work dlrectly with senior administrators of the Ministry of Education. Instead USAID officials 
worked with leading Honduran educators cdsr the course of a year to conduct background studies and 
design the project The Honduran educators presented the project to the new government and helped gain 
support for USAID'S basic education activities. 

I USAID pro&& Primary Education Efficiency Project 

I Funding. $22 million USAID grant 
$5.5 million USAlD loan 

I ,-'ect purpose cuul design Multi-component project with activities in seven areas to e n h a c e  the 
Ity and increase the efilciency of basic education by reducing dropout and repetition wks and 
:asing completion rates. The profect incorporates a phased strategy for national implementation. For 
iple, textbooks would be developed for grades 1-6; the texts for one grade level would be produced each 
over the course of six years, with the full set to be available by 1991. Teacher hining would follow 
mxluctlon and distribution of the new texts, and interactive radio instruction would also be tied to the 
duction of tbe new texts. 

I 
Prr,$ect components. Textbooks. teacher training, evaluation. research, construction, education man- 
agement information system, and interactive radio instrucUon. 

Implementing agendes. :xlY?iatry of Education for all components except interactive radio instruction, 
which was handled by a local private voluntary organization, AVANCE. 

Technical assistance. One U.S. contractor for textbook teacher training, evaluation, and management 
information system components and another U.S. contractor for interactive radio instruction. 

I Eutzluatfon u c t t v i ~  Assessment of basic education subsector (1989): midterm project evaiuation (1991). 
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BGX I 4  
JAMAICA CASE STUDY: 

Primary Education Adstance Project 

N a # o d  antext. Looking to improve its economic performance in the mid-1980s. the Government of 
Jamaica was highly concerned with the poor qualily of its primmy schools, half of whose wduates  were 
considered functionally illiterate. Because of high unemployment among prlmary school graduates, the 
government was forced into assuming further costs for remedial educaff on and training. Schools were 
characterized by poor physical conditions, a high rate of mdallsrn, and a dearth of instructional materials. 

In 1984, the Ministry of Education. the private sector, and international donors began an innovative 
program to provide low-cost texts and teachers guides to Jamaica's 350,000 school children. Jamaica's 
leading newspaper produced the texts on newsprint, and a consortimi of donors covered the costs. In 
planning its basic educatfon project, the U S A D  mission chose to build on the textbook experience. 

USAZD suppcititfm bask educcrtion. USAlD had been one of the original donors irwobed in the textbook 
program. Tile mission used this experience as the foundat,on for plannlng a more comprehensive prolect to 
address some of the fundamental problems in Jamaica's primary education system. A basic education 
sunrey was conducted to provide background information. The mission's stntegy was to fund interventions 
that would show high impact in the short term and to increase local capacity to assume responsibility for 
the acWties. 

USAIP) pmJect. Primary Education Assistance Project 

huuling. $1 1.3 million USAlD grant 
$3.8 W o n  Government of Jamaica 

h*t purpose and design The project was designed to increase the quality and eflilciency of Jamaica's 
primary education system through targeted interventions that would produce a htgh impact and prepare 
Jamaicans to assume responsibility for local schools. 

Auject components. The project included lk compnents: an expansion of the original textbook 
program to provide instructional materials for all students and teachers, a construction component to 
rep& exlsting school faciuties, and a comrnunlty parUcQation component to effectively invohre parents and 
community members in the welfare of local schools. All components stressed working with the private 
sector in addition to the Ministry of Education. 

Implementing ugencies. Ministry of Education; local newspaper publisher; parent-teacher asssciations; 
local bullding contractors. 

Technical udstcurce. U.S. private contractor and university 

D m w  coodination. The World Bank and donors h m  the United States, Canada and Japan all 
cooperated closely on the implementation cf the textbook program. 

EwluclHon acttvittes. Monitoring of construction/renovation component; requirements for midterm and 
9nal project evaluations waived. 
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BOX 1-6 
BRAZa CASE STUDY: 

Education Sector Loans I and I1 

N ~ M Z  conkxL. In the 1960s. Brazil began an  education expansion and reform program that would lead 
to a restructuring of the educational system. Despite high economic growth mtes. poverty was widespread 
and wealth was concentrated in the hands of a very small percentage of the population. Even in the 
relatively afnuent Southeast, only 48 percent of the children under 18 years of age were adequately 
nourished. ?hfs figure dropped to 32 percent in the Northeast In both regions, the school-age population 
(7-14) had the highest preportion of inadequately nourished children. Only three children in every 1,000 in 
the Northeast a d  55 per 1.000 in the Southeast completed the fourth grade. 

USAD sapport for k d c  education Three projects set the stage for the sector loan program in BI-azil. - 
le Program of American Assistance in Elementaxy Education (1957-1964) created a pilot teacher training 
mgram for supenrisors. principals, teacher trainers. and curriculum s p e c U t s  from around the country; 
vised the elementary school currfculum; and prepared instructional materials. The Program to Improve 
lmwy Education in the Northeast (1963-1971) included school construction and renovation, the 
:velopment of secretariats of education. and the establishment of a network of supervisory centers to 
ach outlying areas. The Educational Pcdministration and Planning a t  the Primary Level Project (1965- 
3691 provided techntml ass!stance in planning a t  the nationa! and regional levels. 

The planning process for the education sector loans focused on mxLimizadg the impact of the loans. 
USAID worked with Brazilian managers to determine priorities and make joint decisions on how foreign 
assistance could contribute to meetlng such priorities. The strategy that was devised focused on low- 
income states with largely rural populations and addressed the access problem at the middle school (grades 
4-8) level. States were to be chosen based on their ability to submit viable plans for meeting loan 
requirements. thus building on capabilities developed under previous projects. 

USAID progrpm. Education Sector Loans (ESL) I and I1 

Funding. ESL I - $32 million USAID loan and $32 million Govemment of Brazil 
ESL I1 - $50 million USAID loan and $50 million Government of Brazil 

-nun purpose and drrign. Multi-component programs aimed at, assisting educational reform a t  the 
national level and acceleraung the reform process in participating states. Emphasis was placed on human 
resource development to strengthen the capacities of the educational system. Four-year education plans, a 
commitment b L-)crease educational resources, better employment condltions. and mwhankms for 
sqmvision, evaluation. and regular reporting were required h m  partlcipatlng states to ensure rZecUve 
irnplement-?.ilon and institutionalization. 

Pmgnun components. School construction and renovation, teacher training, central and regional 
management personnel upgrading, career and compensation impmvenient, curriculum impmvement, 
educational research, and instructional materials production. 

Implementing agedes. Ministry of Education and Culture's secondary education planning unit and 
state secretariats of education. , 

Technical assistource. U.S. university 

Dnnm coordi.nution. None 

Evaluation actirritk. Careful monitoring by U M D  of financial inputs and of progress in reaching targets 
as defined and tracked in each state secretariat's plan. 



BOX 1-43 
aAITI CAGE 8TUDY: 

Incentives ta Improve Basic Education Roject 

1 NclHonrrl w-t. The poorest country in the LAC region, Haiti has a long history of poverty and political 
instability. Its poverty is reflected in the low ducatitmil level of its population, which has an o v e d  

1 literacy rate of 20 percent its public school system has not been capable of meeting the demand for 
education, and many small private schools have opened. especially in the poorest and rural parts of the 
country. Over 60 percent of primary school enrollment is in private schools. which are sponsored by 
diverse organizations ranging h m  churches to communities. The schools in general are characterized by 
poorly paid and unquaMed teachers, a lack of instructional materials, and poor administrators. In 

1 addif ion. many children s d e r  from poor nutrition and ffl health. 

U S A D  support for basic educcltion USAID conducted an extensive sector assessment of basic education 
In Haiti in 1984. Because of the unique conditions in Haiti, USAID chose to focus its project efforts on 
private schools that serve the poor. Leaders drom both the Catholic and the h t e s t a n t  schools participated 

I in the design of the project. 

USAlD p m t t .  Incentives to Improve Basic Education Project 

huwling. $15 mUon USAID grant 
$3.8 millim Haitian in-kind contributicm 
$1.7 -on p t s  fhm other donors 

Pn,&?ct purpose and design The project alms to bring coherency to the private schools of Halti in order 
to improve the quality. efficiency, and equity of the education they offer. The project also focuses on 
institution bullding, so that a general system will be created to.guide private education. The project has 
supported establishment of an education foundation to provide overall @dance to the church- 
suppclrted private schools. 

Pn,ject components The project includes four components: support to individual private schools for 
instructional materials, school supplies, teacher training. improved administrative practices, and school 
repairs; support for the formation of education associations, representing Catholic and Protestant schools. 
and the establishme~lt of a private education foundation; research and development activities to test the 
ef3cacy of selected education interventions; and support to the Mlnistq of Education to strengthen its 
oversight of private schools in terms of accreditation and testing. The Anal component was dropped when 
political conditions made it impossible for U M D  to continue working with the Government of Haiti. 

Implementing agendes. Catholic and Protestant sector service centers; FONHEP (Fondation Haitienne de 
I'Enseignement Prid). 

Technical assistance. U.S. university 

Donor coordinalion. The project was planned in close coordlnatlon with the World Bank and the Inter- 
American Development Bank as well as French and Canadian donor organizations. 

Ewluation activities. ~xtenslve research plan as part of project; midterm project evaluation; 
s u m m a t h  evaluation. 
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Project context 

and ks.i;qn 

This chapter discusses the principal issues in 
b,asic education project design as defined by the 
literature and A1.D. experience in the LAC 
region The chapter begins by examining the 
status of basic education in the countries of the 
region and Institutional constraints that must be 
considered in project design. The A1.D. basic 
education strategy and project design options are 
then discussed within the framework of these 
constraints. Conclusions about project design 
and recommendations for future action conclude 
the chapter. 

Context 
LAC Region - Macro Issues 
In designing basic education intexventions, the 
context in which the project or program is to be 
implemented must be taken into account. The 
Latin American and Caribbean (LAC) region 
presents a wide range of economic, social, and 
ecological contexts. Except for geographical 
location, these countries have few characteristics 
in common. Even within sub-regions, such as 
the Caribbean Basin, Central America, or the 
Andes, there is wide variation in the cultural 
backgrotmds and the economic pursuits of the 
inhabitants. There are, however, similar macro- 
level conditions and institutional structures that 
influence all of the countries within the LAC 
region in terms of their ability to institute educa- 
tional change. 

Politically, almost all of the countries of the LAC 
region have had an ongoing struggle to establish 
democratic forms of government. Although 
revolution and independence movements swept 
the continent in the 1800s, mflitaq dictatorships 
have been common throughout the region since 
that period. Thus, even the more established 
democracies have only a thirty- to fifty-year 
history, and military influence remains strong in 
most countries. Several countries in the region 
are sW1 struggling for pok'cal determination. 

Nicaragua hias just emerged from years of civil 
confIict. and in El Salvador. civil war continued 
for eleven years until the recent peace negotia- 
tions. The Caribbean experience with self- 
government is also of short duration; many of 
these natiori broke with colonial rule in the 
1960s. 

Governments and commerce have been domi- 
nated by a small group of elites who have 
generally been trained in more developed 
countries. Large central bureaucracies 
predominate in the public sector, which has 
resulted In limited local participation in 
schooling, delayed delivery of educational 
materials to outlying areas. and urban-based 
ccunicula. 

Economically, the region has been characterized 
by specialization in the export of primary com- 
modities. The industrial sector tends to be 
relatively small and focuszd on advanced capital- 
intensive technologies supported by foreign 
investment. Wealth is concentrated in the hands 
of a few, and income distribution is hghly 
skewed. 

Presently, the LAC countries are attempting to 
dcal with a debt crlsis that came about as a 
result of generally sustained economic growth in 
the 1960s and early 1970s. This led to expan- 
sion of development programs as countries felt 
rhemsehres able to handle increased recurrent 
costs and to borrow based on perceived growth 
to finance development efforts. The severe reces- 
sions of the 1970s and 1980s have forced these 
countries into adjustment policies aimed at 
reducing inflation and domestic demand in order 
to meet the demands of debt servicing. This has 
reduced public expenditures, especially in those 
areas viewed as nonessential such as education, 
and particularly. primary education (Rehers 
1991). 

- 
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Socially, there are socioeconcinic, linguistic, and 
cultural differences w i t .  countries as  well as 
across the LAC region. Development polides 
favor urban areas and result in higher malnutri- 
tion, birth, and illiteracy rates among rural 
dwellers. The greater chance for health, educa- 
tion, and employment opportunities attracts 
people to large urban areas and creates squatter 
settlements throughout the region. Many 
countries are characterized by linguistic enclaves 
or by internal migration resulting fnnn economic 
need or the pressure of armed conflict. These 
factors complicate the delivery of educational 
services. 

The following tables highlight several trends that 
must be considered in the design of basic 
education projects in the LAC region. First, as 
shown in Table II-1. with the exception of Argen- 
tina, Chile, and several Caribbean islands, birth 
rates are high. This suggests that there will be 
continued, and in many countries increasing. 
demand for education services. Second, while 
the countries of Central America and much of 
the Caribbean remain largely rural, there is a 
growing trend of movement to cities throughout 
the region This puts demands on the school 
systems to provide increased services in marginal 
urban areas and to make schools relevant to the 
needs of the population represented by these 
changing demographics. Finally, Table 11-1 
indicates relatively low per capita income, by 
developing country standards, in most of the 
region Given the unequal distribution of income 
that characterizes the region, this suggests that 
large numbers of the populace are living in 
poverty. 

LAC Education Systems 
Educationally, the region has been successful in 
providing primary school access to its students, 
as shown in Table 11-2. Average completion rates 
are generally below the sixth grade level, howev- 
er, and repetition rates are high in much of the 
region. While prfmary education receives a 
relatively large percentage of the total education 
budget, the size of the primary education sys- 
tems make per-student expenditures relatively 
small. In addi?Aon, as mentioned previously, 
primary education has been a leading candidate 
for reductions during the current economic crisis 
bn the region. 

In addition to general political, ewnoxnic, and 
social conditions, certain institutional character- 

istics of the education sector are common to 
most of ff ie region. Because these characteris- 
tics can act as constraints to effective implemen- 
tation a? programs. they must be considered in 
the design of educational intementtons. SUCL 
constraints concern policy, managerial, and 
financial issues. 

Policy constraints. Educational policy in Latin 
Amdcan countries often lacks clear demograph- 
ic targets and well-defined  pieme men tat ion 
agendas. Policy mfght often be described as an 
indirect call for action, focused almost entirely 
on implementing vague goals such as "improving 
basic education" or "creating industrial employ- 
ment through the public sector." The la& of 
clear objectives makes it difffcult to develop 
models or indicators of the success of policy 
initiatives (Schiefelbein 1990). It leads to ad hoc 
solutions that may not promote efficiency and 
equity in the provision of basic education . 
The problems of decision making are exacerbated 
by the lack of infrastructure to provide timely 
data and technical support to ensure that policy 
discussions are based on sound analytic reason- 
ing. Although data are collected in most coun- 
tries, tabulations are often carried out ~~li~nually, 
which can result in long delays in providing 
information to policy makers. Even where data 
analysis is automated, the lack of strategies with - 
defined targets limits the degree to which infor- 
mation can be used for allocating resources to 
the systematic improvement of basic education. 

- - 

Private sector agencies have not generally been 
invited to participate in govenunent deliberations 
or to play an influential role in policy formula- 
tion. Within the private sector in the LAC region, 
policy formation and administration are general- 
ly uncoordinated, factionalized, and dominated 
by ad hoc responses to a wide array of economic 
and social problems. Poor data and the lack of 
sound analysis also tend to weaken the policy 
dialogue process in a number of areas where the 
public and private sectors might cooperate. 

Administrative and managerial constraints. 
A series of management and structural problems 
in both the public and private sectors in many 
Latin American and Caribbean countries can - 

prevent education programs from achieving their 
full edTectiveness. Efforts within ministries of 
education have been influenced by labor dis- 
putes, long delays in client processing, weak 
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TABLE II-1 
Country Characteristics 

Notes  809rCer: 
a. 1987 or 1988 data 1. Population Referma Burnu, Inc.. 1991 World PopuUon 
b. Carlbkan total and averyea arc for the entire rcgbn. not juat Dcrtcr Sheet. Was n D.C.: April 1991. 

the countrfes listed in tab e. 2. PC Globe. Lr.. PC% SOB- 1989. 

--- - -- 
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C E N T R A L  A M E R I C A \  - 
B c h  

Costa W c a  

El Salvador 

Guatcaala - 
H o d v a a s  - 
M ~ a ,  

Nlcalagua 

Panama 

C A R I B B E A N  

Barbados 

Cuba 

Dominica 

Dominican Republic 

Grenada 

Haiti 

Jamaica 

St Kttts-Nas 

St Luda 

St Vlncent 

'Mnidad and Tobago 

SOUTH A M E R I C A  

Argentina 

BoUvla 

B d  

Chile 

Colombia 

Ecuador 

Guyana 

Paraguay 

Pcu 

SlPfname 

Urnmay - 
Venezuela 

2.5 

3.3 

2.4 

2.8 

3.0 

3.1 

2.3 

3.4 

2.1 

1.8 

0.7 

1.1 

2.0 

2.3 

2.9 

2.9 

1.9 

1.1 

1.6 

1.6 

1.6 

1.9 

1.2 

2.6 

1.9 

1.8 

2.0 

2.4 

1.8 

2.8 

2.3 

2.0 

0.8 

2.3 

I 

1 16.OOO 

200 

3.100 

5.400 

9.500 

5.300 

85.700 

3.900 

2.500 

34.000 

300 

10.70C 

100 

7.W 

100 

6.300 

2.500 

40 

200 

100 

1 . m  

302.060 

32.700 

7.500 

153.300 

13.400 

33.600 

10.800 

800 

4.400 

22.000 

400 

3.100 

20.100 

64 

50 

45 

43 

39 

43 

7 1 

57 

52 

58 

32 

73 

- 
58 

- 
28 

5 1 

45 

46 

2 1 

64 

74 

86 

50 

75 

84 

68 

55 

35 

47 

69 

48 

89 

83 

1.760 

1.600 

1.790 

1.040 

920 

900 

1 . m  

w 
1.780 

- 
6.370 

- 
1.670' 

790 

1 .W 

400 

1.260 

2.860' 

1.810 

1.200' 

3.160 

2.080 

2.160 

600 

2.550 

1.770 

1.190 

1.040 

310 

1.030 

1.090 

3.020 

2,620 

2.450 

- 
20 

18 

14 

24 

22 

9 

21 

9 

- 
5 

17 

7 

17 

7 

21 

6 

4 

4 

4 

4 

- 
13 - 
24 

11 

9 

19 

16 

17 

27 

11 

17 

13 

6 



TABLE Ix-29 
Country Education Statistfca 

N o t m  
a Data are for the year 1988 
b. Data arc for the par 1987 
c. Data arc for the year 1986 
d. Data arc for the vcar 1985 
e. Data are for the jwu 1984 
f. Data arc for the year 1983 
E. Data are for the vear 1982 
h. Data are for the %a? ,1980 

(5arncc: 
Ufiq Nations. StcrtktW Yecutrodc 1990. Parls: UNESCO. 
1991. 

Cross Rimary Enrollment: Table 3.2. E m b e n t  Rattos for the 
First Second and Third Levels s f  Education 

Net h a z y  Enrollment: Table 3.2. Enrollment Ratios for the 
Flrst Second and Third Levels of EducaUon 

Cross Secondary Eruwllment: Table 3.2. Enrollment Rattos for 
the First, Second and Third Levcle of Education 

Gross Tcrllary Enrollment: Table 3.2. EnroUment Ratlos for the 
Flrst. Second and Third kvels of Education 

Rimary Repcatem Table 3.6. Education at the Flrst J.cve1: 
Percentage Repeaters by Grade 
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TABLR n-2b 
Country Education Statistics 

rpotrw: 
a Data arc for the year 1988 
b. Data are for the war 1987 
c. Data ere for the $%r I986 
d. Data are for the par 1985 
e. Data are for the year 1984 
f. Data arc for the year 19M 

Data are for the year 1982 k Data me for the year 1980 

solxca: 
United Nations Development Programme, M m  DeueZopment 

New York: Oxford UnivaJ! Press. 1991. = Rate: Indicators Table $ *Human Devcloovment 
Ind* 

Publllc s u r e  on Educatton as a Pcrrrn. c of Total 
public ditun: Indicators ~ a ~ e  n15. %catton 
Imbalands" 

Publlc Expenditure on Rimary Education as a Penxntage of 
AU Lewls: Indicators Table #15. 'Education Imbalances" 

Mean Years of Schoolinn: Indicators Table # 1. "Human 
Development Index" - 
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logistic systems, and inadequate or ineffective 
staff and program supervision, all of which affect 
the quality and range of program coverage. 

Decentralization of decision making to the local 
level, which could possibly lessen the burden on 
central ministries of education, has been Umtted. 
With the exception of a few experfmental efforts, 
parents have little opportunity to participate in 
decisions about their children's schooling. 

For the purposes of basic education develop- 
ment, prfvate sector agencies can include almost 
anything that is not the ministry of education. 
Thus, the definition of a private sector agency 
includes everything from large profit-making 
corporations to Individual families. However, 
those actually involved in development issues 
have tended to be small, individual, fragmented 
organizations with specific objectives, such as 
church groups or private voluntary organizations 
(WOs). These groups tend to keep a low proflle 
in the face of .f in government policies and 
attitudes. Beyond the administration of a single 
school or program, many of these organizations 
are inexperiencecl in the delivery of education 
se~vices. 

Profit-making enterprises in the rcgion for the 
most part have taken little interest in basic 
education. There has not been a general recog- 
nition of the potential of a successful basic 
education system to reduce later private sector 
investment In retraining workers. 

Funding constraints. Domestic h c i a l  
support for educational development activiti es in 
both the public and private spheres is severely 
limited in Latin America. 4s Reimers (1991) 
points out, Latin America iq the most indebted 
region in the world. He reports that eleven of the 
seventeen most highly indebted nations in the 
world are in Latin America. Responses to the 
debt crisis in the region througjh structural 
adjustment programs have resulted in cuts in 
governments' expenditures on education. A 
majority of the countries in the legion hzve 
experienced a dec'ilne in the level of national 
education expendture as a percentage of gross 
national product, which has also declined. 
h.imary education has generally suffered dispro- 
portionately in these cuts. 

Withtn the education sector itself. most of a 
ministry's budget is devoted to salaries and fixed 

opemting costs, and almost all of the funds to 
finance public-sector programs are supplied by 
countries the needs of local private sec$or 
oxp,anizations are met by international cooperat- 
ing agencies since these organizations receive no 
financial support from the public sector and "a 
laws often do not reward contributions to pri- 
vate. nonprofit institutions. In addition. funding 
decisions by the international intermediary 
agencies have not always been coordinated to 
most effectively utilize the monies provided to 
pcblic and private sector programs. 

Donor Organizations 
Donor £moZvement. A number of multilateral 
and bilateral development organfiations provide 
assistance to LAC countries. Western European 
nations - such as Norway, the Netherlands, 
Denmark, Germany, Italy, IFPance, and Spain - 
and Japan carry out small bilateral programs. 
often focusing on the provision of computers and 
other educational technology. The European 
nations also provide support through multilater- 
al organizations such as Unesco. Canada is 
active in the region through participant training 
programs and the support of educational re- 
search. With basic educatton projects of over 
$10 million in Honduras, Guatemda, El Salva- 
dor. Haiti. and Costa Rica as well as smaller 
projects in the DomMcan Republic, Jamaica. 
and Bolivia. k1.D. is the leading bilateral donor 
in this sector in the region. A.I.D. is also plan- 
ning a basic education project in Nicaragua. 

The multinational development banks are also 
involved in the region. The World Bank has 
recently provided a large loan to Colombia to 
expand its innovative basic educatfon program. 
Escuela Nueua. The Bank also supports basic 
education projects in northeast Brazil and Is 
planning projects in El Salvador and Nicaragua. 
Traditionally, however, only a small percentage 
of the World Bank's loan portfolio has been 
ciirected toward education (Lindblom 1990) and 
the proportion of this amount that has gone to 
basic education has often been targeted for 
school construction. The Inter-American Devel- 
opment Bank (IDB) has also focused much of its 
portfolio on development support for sectors 
L l e r  than education. Its involvement in educa- 
tion bas dealt primarily with support for the 
preparation of technicians in the sciences. The 
United Nations Development Program (UNDP) 
primarily provides grant technical assistance to 
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Latin America. Only a small portion of these 
funds are devoted to basic education. 

Donor strategg. As a result of the World 
Conference on Education for All in Thailand, 
there has been an increased emphasis on basic 
education. The World Bank, for example, has 
pledged to double its worldwide basic education 
loan supp~rt  over three years (1990-1993j to 
$1.5 billion per year. The conference also served 
to summarfie recent movements by host coun- 
tries and donor agencies away fiom questions of 
access to focus more closely on the issues of the 
quaIity and efficiency of education p r o m .  
There is a growing concern with establishing 
planning mechanisms for dealing with these 
complex issues in often uncertain environments. 

In addition to its education sector policy state- 
ments, the World Bank has carried out a number 

9tudies of its education programs in an 
empt to overcome design difficulties. A u t h o ~  
ng m p l e s  such as a World Bank education 
dect in the Dominican Republic, in which 
~nomlc and political conditions led to four 

,,,s:de;;ts, six ebueation dii&iers, and eight 
---3ject directors in eight years (Middleton et al. 

36). have argued for simplicity of objectives, 
eful assessment of available human resources 
mplement a project, and the design of 
'ects that have flexible Implementation 
tegies in l@ht of the nature of the change 

process in individual countries [Verspoor 1985; 
Middleton et al. 1986). This has led to n, call for 
conttngency planning as an approach to 
designing education projects in developing 
countries (Rondinelli et al. 1989). 

In addition to its own policy statements (AID/ 
PPC 1982) and general sector strategy (A1.D. 
1983). A.I.B. has also commissioned studies to 
assist in the development of more speciflc 
strategic approaches. A twenty-year retrospec- 
tive study of A1.D. fmding in education argued 
that while A.I.D. in the 1970s remained a leader 
in some areas, including educational media and 
participation of women, it was not responding to 
the expressed needs cf recipients for institutional 
strengthening and basic formal education 
(Method and Shaw 1981). Method and Shaw 
suggest approaches similar to those argued for 
by World Bank authors. These include: 

0 Integration with education activities in other 
sectors: 

Higher resource levels for education and clear 
criteria for allocation of such resources 
among donors; 

More flexible program guidelines to respond 
to local needs; and 

A recognition of the centrality of education 
and human resources in ail development 
programs. 

In examining such trends in education assis- 
tance, A1.D. recognized that information on 
overall impact of past education interventions 
was needed to riake informed policy choices. 
Thus, the A.I.D. W c e  of Evaluation. Bureau for 
Program and Policy Coordination carried out a 
series of case studies of past A.I.D. education 
programs throughout the world. Specialists in 
development were brought together to discuss 
the results of the studies and to synthesize 
lessons learned from these findings and the& 
own experiences (AID/PPC/CDIE/PPE 1984). 
Because the structure of field missions in each 
country provides AID. with a greater ability to 
respond to uncertain conditions than many 
development agencies, planning for local man- 
agement contingencies was not stressed in the 
report. The document did, however. include 
several points relzted to project planning tbat 
could apply to other donor agendes. These 
included the fmportance of formulating goals and 
purposes that considzr the local culture, social 
setting, and economy; flexibility that would allow 
for overcoming constraints of this nature; the 
need for projects of sdlcient duration to show 
positive results; and the need for missions to 
formulate Long-term development strategies 
consistent with the development plan of the host 
counby. 

Donor collaboration Despite the similarity in 
strategic approaches to basic education, there 
has been little donor collaboration in the LPX 
region. Each A1.D. proj~ct paper discusses the 
actfvfsjes of other donors in the sector; however, 
there appears to be little direct collaboration 
between A1.D. and other international donor 
agencies in overall strategic planning or project 
design. Galerally, each agency will try to work 
in different areas within the sectcr or in efforts 
that are complementary to one another. Inter- 
viewees in USAID missions and at other donor 
agencies agreed that there is cooperation and 
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sharing of information among donors. The 
Werence in proJect cycles and implementation 
strategies together with the in-country, mission- 
level A.I.D. design process, however, was seen as 
limiting the Ukellhood of the direct participation 
of other donors in one another's activities. 

The commitment to basic education of the 
different donors and the slmllarity of important 
design issues would seem to build a basis for 
greater collaboration. As resources continue to 
become scarcer. greater collaboration to avoid 
overlap is likely. 

Donor agency constraints. Project design, 
especially in the case of bilateral donor agencies, 
is often mfluenced by political policy in the donor 
country. U.S. foreign policy considerations have 
had a significant innuence in shaping LAC 
education programs. For example, throughout 
the 1980s. in an attempt to strengthen democra- 
cy in an area tom by civil conflict, much of the 
U.S. educattonal portfolio in the region was 
devoted to the Central American Initiatives. This ---- focused on scholarships for youth and 

promote skills training and under- 
- , of democratic institutions. Although it 

-a& increased funding for education and 
esource development in the region, the 
dealt with basic education only periph- 
'ough the training of some educational 

_ -atom and teachers. 

A1.D). Basic Education Strategy 

A.I.D. has been working with public and private 
organfiations in Latin America to improve the 
quallty of educatfon for more than thirty years. 
In that time, A1.D. and other donors working in 
the region have contributed to positive trends in 
access, coverage, and school attendme rates. 
However, the cwent  high rates of dropout, 
repetiti on, and illiterac~j upon school completion 
show that serious problems of quality and 
efficiency exist in the region. In recognizing the 
tremendous costs resulting from wastage of time 
and resources, A1.D. supports a number of 
broad goals for basic education in the region. 

Increasing resources. Making basic education 
more equitable and more efficient will require 
increased national invustment. Ministries of 

education generally have little control over their 
resources, which are detennfned by policy 
makers and are allocated largely to personnel 
salaries and fixed operating costs. Thus, there is 
a need to identify altername sources of f?mcing 
through such mechanisms as intersectoral 
reallocation, increased government revenue 
generation targeted for education, or cost recov- 
ery that will give the ministry funds to direct to 
overcoming inefnciencies. 

Imeclsfng equity of access. Sparse and 
dispersed populations, which have made the 
construction of schook economically unfeasible, 
have been a factor in limiting access to schooling 
in many LAC countries. Other factors include 
cultural and linguistic constraints that have kept 
girls in the home and made schooling unintelligi- 
ble to young children, economic constrahts that 
have required children of both sexes to contrib- 
ute to the economic support of the f d y  at the 
expense of schooling. and migration or abandon- 
ment as a result of war or state policies. 

Improving quality. Educational quality wm- 
prises the material inputs and nonmaterial 
characteristics of schools that have been shown 
to improve learning. This relates to the physical 
condition of the classroom; to expendable 
supplies such as chalk, paper, pencils, and 
notebooks, as well as teaching materials such as 
textbooks, posters, and maps that are often in 
short supply or nonexistent; and to actual 
instructional procedures. It  can also relate to 
threshold levels of health and nutrition that will 
allow children to take advantage of educational 
inputs. 

Teacher characteristics are also an input related 
to quality. In many countries, teachers are 
poorly trained and there is little or no in-senrice 
training or administrative support available. 
Livlng conditions for teachers in rural areas are 
often harsh, and there is seldom actwe commu- 
nity support for the school. In inagenous areas, 
teachers may not speak the 1angu:ige of thejr 
students. All of these factors contribute to low 
teacher morale and commitment. 

Increasing emdency. Mnciency can be seen 
as the relationship between inputs and outputs, 
with a view to achieving the desired level of 
output at minimurn cost. The principal output 
of an efllcient basic education system is a 
primary sciiaol graduate who completes primary 

ProJect Context and Design - 18 



education in the prescribed number of years. 
Some causes of low efficiency are internal lrktors 
such as the poor quality of instruction and the 
lack of instructional aids discussed above. As a 
result.of poor instruction, children fafl repeatedly 
until their parents become discouraged and the 
rMdren drop out. External factors relate to the 
-mill economy, the community. the family, and 

thc individual. They include perceived opportu- 
city costs to hmilies for children In school, 
cultural characteristics that inhibit learning in 
the school setting, and a deficient nutritional and 
health environment in the home. which affects 
student performance. All of these factors are 
reflected in dropout and repetition Fates. 

Improtring administration of education. 
Ministries of education are responsible for 
providing many of the inputs to the basic educa- 
tion systm thus, they are key in deteImining 
eflldency. Minislrtfes ln most LAC countries are 
enormous bureaumcies carrying out adminis- 
trative actions such as procurement of commodi- 
ties, budget play-nlng. personnel management. 
contracting, s u ~ ~ e ~ i o n  of field activities, and 
publk; infomation in traditional, often inacient 
ways. As a result, projects and programs 
experience delays, and resources do not rea& 
the local level. Information is not araihble to 
inform decisians or to enable coordination of 
multiple intehnational donors. 

LAC Bureau Regional Strategy 
Within these broad goals, the LAC Bureau has 
developed a regional strategy foz investment in 
basic education (AID/LAC/DR/EHR 1989). The 
strategy document is bo+h a statement of the 
Bureau's commltrnent to support basic education 
activities and guidance to field missj~ns in 
designing and implementing basic education 
programs. The strategy outlines two activities in 
which missions should focus their  efforts: policy 
dialogue and project implementation. In In of 
these areas, AI.D.*s comparative advankyle is its 
ability to initiate improvements in the quality 
and efl8dency of basic educatfon through small- 
scale intenrentions that, when refined, will be 
taken over by recipients or other donors. The 
d0~ume0.t has three of mpha~ i s  - 
finance, instruction, and management - and is 
intended to be a broad flexible tool that should 
be tallored to individual mission strategies and 
the realities of the host countries. 

The strategy emphasizes a general approach that 
includes: 

Focus on high impact actMties such as text- 
books and radio; 

Tests of innovative instructional approaches 
or technologies; 

Mobilization of private sector resources to 
support educational services and products; 

Use of public informatfon activities to in- 
crease support for basic education; 

h-eation of linkages between basic education 
interve~lions and participant training activi- 
ties; and 

Coordination of activities with other key 
donors. 

Missions have found this document useful in 
their planning process. It has been used for 
gui-ce in Honduras for designing a subsector 
assessment and for making adjustments in the 
Prfmary Education Efficiency Project. Both 
USA1D/GuatemaIa and USAID/ Jamaica have 
used it as a starting point for the development of 
missdon strategy statements. USAID/Guatemala 
has developed an education strategy that focuses 
on quality and eilldency through improving 
primary education for the indigenous population, 
especially women; providing enrichment opportu- 
nities to classroom teachers; developing low-cost 
alternative delivery strategies; and upgrading 
educational administrative decision making 
(USAID/Guatemala 1989b). USAID/Jamaica 
has produced a human resource development 
strategy that "accords a high priority to assisting 
at the px%naqy level." This priority will be met by 
supporling community participation efforts in 
education and by focused interventions, such as 
mathematics education, aimed at increasing 
prhuuy students' success in the labor market 
(USAID/Jamaica 1989). 

The areas of emphasis in the regional basic 
education strategy document have also been 
reflected in the development of several recent 
basic education design efforts in the regton (e.g., 
Guatemala, Jamaica. El Sahador). The only 
negative aspect of the document is that it has 
not been produced in Spanish, so it cannot be 
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shred with local counterparts and technical 
wfstaqce providers. 

Policy Dialogue 
The LAC strategy states that policy dialogue will 
be cast in terms of public expenditure and 
budget issues as well as educational concerns. 
The document stresses, however, that the budget 
implications of improved quality and efficiency 
are extremely s w c a n t .  It is estimated that a 
reduction in repetition rates "could save 20% to 
30% of the education budget" [AID/LAC/DR/- 
EHR 1989.8). Thus. an emphasis on leveraging 
existing resources to influence policy reforms to 
improve the quality and efilciency of basic 
education is advocated. 

There was general agreement among those 
interviewed as part of this review that data on 
the basic education system are crucial to mean- 
ingful policy dizlogue. For A1.D.. one of the tools 
to assist the dialogue process and to serve as a 
precursor to project design has been the sector 
assessment. 

A.I.D. has contracted for a series of sector 
assessments in education through the Improving 
the Efficiency of Educational Systems (IEES) 
project. These assessments ?ze aimed at policy 
dialogue as an initial step in education planning 
and management. The assessments use a 
common framework and are completed in a 
relatively short time, about nine weeks (Pigozzi 
1990). Data collection is done in a policy frame- 
work that encourages dialogue with host country 
decision makers. The assessment team works in 
collaboration with local offickls to rank policy 
options and examine the rankings within the 
existing resource base (Pigozzi and Cieutat 
1988). To date, only one assessment. that of 
Haiti, has been undertaken by the IEES project 
in a LAC country. Others have been conducted 
recently in Botswana, Indonesia, Liberia, Nepal, 
Somalia, and Yemen. These studies have had 
generally favorable outcomes in terms of 
strengthening local ownexship of results, 
building local capacity, and creatlng a systems 
approach to planning. 

The assessments, however, have met some 
difficulti es in influencing finance ministries to 
collaborate with education ministries and in 
involving high-level national ofncials in the effort. 
In addition, the information is generally f a .  

beyond the needs of a given USAID field mWion 
for its own project development work However, 
the documents are seen as useful to other 
donors besides A1.D. as they do not take a 
project approach. 

The projects visited in the L a t h  American region 
as part of this evaluation have generally taken a 
project-specific approach to policy dialogue at 
the project planning and design stage. Ir, each 
case, discussions were carried on for relatively 
long periods of time and invoked working 
collaborattvely with host country ogicials. 

These cases point out two important consider- 
ations in project design. The first is the avall- 
ability of data on which policy options can be 
weighed. The second consideration are the 
individuals involved and the confidence they 
engendered in host country decision makers. In 
each of the four cases. local professionals 
working collaboratively with USAID personnel led 
the way in making presentations to host country 
officials or. in the case of Jannaica, to private 
sector representatives. 

As part of this collaboration, specfat studies were 
carried out by host country individuals or 
organizations in Guatemala, Honduras, and 
Colombia and by an international team in 
Jamaica prior to project design. These studies 
sewed as the basis for project design and also 
helped establish local ownership of the project in 
three cases. The intenriewees generally felt. 
however, that the studies would have been more 
useful if they had focused on key intemntions 
or questions. 

Greater focusing of basic education assessments 
has been the tendency in Central American 
USAID missions in recent project development. 
Missions have moved away from sector assess- 
ments to fund studies of the basic education 
subsector prior to designing a project. These 
studies have generally been designed to examine 
speciflc intewentions or areas of concern where 
A1.D. might wish to invest. The Guatemala 
subsector assessment provided irrvestment 
options in the areas of teacher training. bilingual 
education. interactive radio, management 
information systems. and achievement testing 
against a background of the cost of educatton, 
educational h c i n g  and the perceived value of 
education to parents (Seeley et al. 1988). 

- -- - 
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The Hfmduras assessment examined educational 
flnanchg and the costs of increasing access and 
effid:ncy. It also looked at the strengths and 
weaknesses of existing facilities. materials, and 
teacher training opportunities as well as multi- 
m d e  schools and local school administration. 
Because the document was to serve as a basis 
for dialogue with the Honduran government, 
options for A.I.D. investments were not included 
(USAID/Honduras 1989). El Sahrador's sub- 
sector assessment began with studies of the 
leal ,  financial, and socio-cultural fabric in 
which the educational system operated. Using 
these studies as background. specialists exam- 
ined the specific m a s  of achievement testing, 
teacher tratnhg, interactive radio, and manage- 
ment information systems (Schwab 1990). 

Thus, in each case, specific areas of intervention 
in basic education were examined and invest- 
ment options as well as potential constrafints 
presented. This approach accelerated policy 
dialogue and helped direct the project design 
process. 

Project Interventions 
With increasingly scare nzsources and a tremen- 
dous debt burden, host countries must work 
with donor agencies to design educational 
interventions that promote equitable education 
opportunities. Increasing access to education in 
the LAC region wtll require working with fewer 
resources per student even if funding remains 
constant, because available resources must be 
spread among more students. Thus, both 
additional funding and improved instructional 
delivery are needed if children are to take advan- 
tage of their learning experience and move 
successfully fiom grade to grade. 

In the area of resource allocation this means 
hcreasing the percentage of the education 
budget for primary educatton, which is generally 
considered to ;:we the greatest social rates of 
return among education levels. Cost contain- 
ment, h c e  decentralization, and cost recovery 
are other strategies that donors and host country 
governments can explore for reallocations within 
the education system. Intersectoral reallocation 
and increased government revenue through tax 
reform are also ways to increase funding for 
basic education. Finally, soliciting funds from 
the private sector or encouraging private sector 
management of basic education programs 

because of its emphasis on e f n c i e q  are poten- 
tial strategies for reaching the goal of increased 
resources for basic education. 

Donor assistance can help to increase equity of 
access through the design and implementation of 
innovative approaches to education or through 
new technologies that extend and support 
traditional formal school activities. These may 
include the piloting of bilingual education 
programs, developing programs that promote the 
education of girls as  a variable in economic 
development, creating early education opportuni- 
ties for poor children, or extending schooling 
opportunities through multi-grade classroom 
curricula that allow children in isolated areas to 
complete primary school. 

The objective of international development 
assistance in improving the quality of education 
is to ensure that all children have a fair chance 
to be promoted to the next grade and of using 
school learning In their future lives. Of primary 
tmportance is ensuring that children have the 
minimal health and nutritional requirements 
necessary to profit from their experience in the 
classroom. Similarly, school facilities must be 
maintained at a minimal level, perhaps through 
community involvement programs that include 
school renovation. to allow learning to take 
place. 

Other areas of donor concern in improving 
quality are designing and implementing activities 
to develop appropriate instructional materials 
such as low-cost interactive radio, providing 
low-cost professional enhancement opportunities 
such as distance education to teach,ers in the 
field, and creating measures to gauge student 
performance and teacher mastery in light of 
specific interventions aimed at improving quality. 

Internationd assistance can help to provide 
administrators with analytic tools to streamline 
administratfve functions. These tools include 
successful models for reconfiguring organization- 
al structure, computerized decision modeling to 
determine policy options, and computexized 
record filing and retrieval to allow rapid transac- 
tions and establish a database with which to 
make projections for long-term planning. A key 
element in many countries will be assistance in 
analyzing how administrative functions such as 
assignment of personnel, provision of materials, 
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planning, and budgeting can be increasingly 
moved away from the central bureaucracy to 
regio.i!al centers and eventually to communities, 
thus increasing local contml of education. 

It  is obvious that these intemntions are inter- 
related and must be integrated to some degree if 
the goal of increased efftciency is to be reached. 
Different combinations of interventions in 
vaxying magnitudes can help to reduce repetition 
and dropout rates. To successfully deal with a 
problem of such complexity, however, efforts 
must be coordinated and concentrated over a 
relatively long time frame. 

The packaging of basic educatim internentiom 
has taken several forms in the LAC region. 
Design modalities have included pilot projects. 
large multi-faceted projects, targeted internen- 
tions, and sector loans. 

Pilot projects. The LAC basic education strate- 
gy supports pilot projects in educational quality 
and efllciency as one focus for A1.D. investment 
in the region. A.I.D. has been very successful in 
developing small-scale innovations that are later 
institutionalized on a national lwd. The Escuela 
Nueva project in Colombia and the bilingual 
education project in Guatemala are examples of 
successful pilot projects that became institution- 
alized. 

In each case. ongoing activities in the country 
were incorporated into the designs. The Colom- 
bia project had a cadre of committed individuals 
and institutions with experience in the develop- 
ment of unitary school programs on which to 
call. The bilingual education project, on the 
other hand, had available individuals who had 
worked as bilingual preschool teachers and 
supe~visors but had little experience in the 
design of instructional materials at the primary 
level. Thus, the time frames for project execu- 
tion and the reltance on foreign technical assis- 
tance differed greatly in the designs. The Colom- 
bia design called for local implementing organi- 
zations to develop curriculum materials, whereas 
the Guatemala project brought in foreign experts 
in biltngual education to work with Mayan 
educators in developing prototype instructional 
materials. The Colombia project, therefore, was 
implemented over a two-year period, while the 
Guatemala project was a five-year eEort. 

"Pilot project" is perhaps a misnomer for projects 
of this type. They are really demonstratton 
projects that are intended to show a degree of 
success to justify their continued development or 
expansion by host country governments them- 
sehres or through the assistance of international 
donor agencies. With this purpose in mind, they 
are gene- designed to minlmlze implementa- 
tion constraints. However, this approach runs 
the risk that the results of the pilot studies will 
not be repltcable when the project is expanded. 
Therefore, the project design must include 
procedures for demonstrating the success of a 
pilot project and for determtning its replicability 
on a larger scale. Both the social soundness and 
the economic analysis of the project paper 
should address possible constraints to the 
expansion of pilot efforts. 

Each of the projects with pilot efforts gained 
support for expansion by presenting data dem- 
onstrating the success of the pilot internention 
A.I.D.'s collaboration in supporting the project to 
the Ministry of Education in the Guatemala case 
and to both the Mirnistry and other donors in the 
case of Colombia also aided the expansion effort. 
This argues for the importance of performance 
data as leverage for policy decisions and the 
allocation of resources. 

Even where there exists government commitment 
to a program and donor assistance. the imple- 
mentation of a pilot program on a national level 
may take a number of years. After fifteen ye-, 
the Escuela Nueva program has reached about 
one-third of the rural schools in Colombia and 
contfnues to rely on donor support. The Guate- 
mala bilingual education program has expanded 
to a 1,200-school service area, of which 400 are 
receiving the complete intervention. This is 
coverage for about one-fifah of the indigenous 
student population (Seeley et al. 1988). 

Latge, multt-fizceted prefects. Projects of this 
type, including the Honduras Primary Education 
Efnciency Project and the new Guatemala Basic 
Education Strengthening Project, often have 
several implementing agencies carrying out 
interventions semi-autonomously. The interven- 
tions may include pilot efforts such as an inter- 
active radio component in Honduras and both 
interactive radio and multi-grade classroom 
technology in Guatemala. The advantage to this 
design is twofold. First, it provides flexibility to 
move certain components foxward under uncer- 
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tain conditions. If one implementing organiza- 
tion is delayed for political or economic reasons. 
other aspects of the project will continue. 
Second, this design allows interventions of 
national scope where there is sufficient demand. 
as in the case of textbooks in Honduras. 

The diillculties in profects of this type are in the 
coordination of the components when there is a 
need for integration. If t&books are not deliv- 
ered on time, for example, scheduled teacher 
training activities on the use of the texts may 
have to be delayed or conducted without the 
boob. Designers must also be aware that 
because components may not develop equally. 
there is a danger that the effects of the key 
intervention may not be measured until later 
stages of the project. This can occur if the 
project has an evaluation component that lags 
behind other interventions, as in the case of 
Honduras. 

Targeted interventions. A third type of project 
design is that of a small-scale intervention that 
complements or reinforces critical areas of a 
basic education system. An example of this type 
of intervention is the strengthening of the 
mathematics curriculum to be carried out in 
Jamaica's second Primary Education Assistance 
Project. This type of intenrention differs from a 
pilot project in that it is designed not to  demon- 
strate the effectiveness of an entirely new tech- 
nology but rather to fit within ongoing efforts. It 
differs from large-scale projects mainly in its size 
and scope. 

Sector bans. A1.D. has had a successful 
hfstory of designing innovative projects that have 
contributed to strengthening basic education in 
Latin America and the Caribbean. The agency 
also has experience with non-project assistance 
in the region. Both Brazil and Colombia were the 
recipients of a series of sector loans in the late 
1960s and 1970s. Sector loans were chosen 
because they were felt to pexmit assistance to 
essential elements of the entire aka of concern. 
especially Improved policies, planning, and 
management rather than the more limited 
project focus. The ongoing review and negotia- 
tion required to refine assistance and strategles 
as problems arise make this option an effective 
approach in seeking overall improved system 
emciency. 

In each country at the time of the loans, there 
was a strong commitment to educational reform. 
In addition. a base of trained personnel to carry 
out planning functions had been created before 
the loans were made. Although infoxmation on 
the design process is sparse, it appears thal 
USAID worked closely with national planners to 
ensure that loan goals were consistent with 
overall country goals for the sector. The loans 
were found to be highly effective in improving 
regional and local management capability in 
both countries (Krueger 1980, 1982). 

Despite the success of the loans, several ques- 
tions about them were raised in Krueger's 
reviews. In Colombia. the degree to which funds 
reached regional and local implementing organi- 
zations in a timely fashion was questioned and 
the difficulty in monitoring results of the loans 
was raised. In Brazil, it was suggested that 
resources were distributed unequally as some 
states were better able to compete for the re- 
sources, although the author disputes this 
hding. 

Summary. Project modalities were discussed 
above as distinct in order to point out design 
considerations specific to each. Project designs 
may include a combination of modalities. as is 
the case in the projects in Jamaica, Guatemala, 
and Honduras reviewed in this study. Each of 
those projects included one or more pilot efforts 
within the larger project design. 

All of the design modalities also offer the possi- 
bility of private sector involvement either as a 
supplier of sewices or as an implementing 
organization for appropriate intenenti ons. Each 
of the cases invoked private sector organizations 
in actlvlties ranging from suppliers of training in 
Guatemala, instructional materials in Colombia, 
and school construction in Jamaica and Brazil, 
to the implementing organizations for textbook 
production and distribution in Jamaica, instruc- 
tional media in Honduras. and for a complete -- 

primary education service system in Haiti. 
- 

Objectives and Indicators - 

The A.I.D. logical framework - which establishes - 

goals and objectives, verifiable indicators of 
progress, means of verification of indicators or 
data sources, and assumptions that have been 
made in establishing objectives - is a key - 

element for measuring project progress. - 

- - 
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However, in this revlew of recent project design 
experiences with A1.D. personnel and other 
participants in the project design process, 
several suggestions were made for improving the 
u u t y  of the logical framework. Interviewees 
suggested that indicators, which are generally 
defined in terms of outputs (e.g., ten new 
textbooks produced and approved by the 
Ministxy of Education), should also be stated hi 
the fom of performance (e.g.. ten new textbooks 
being used regularly by 90 percent of primary 
classroom teachers). 

The assumptions made in the logical framework 
must also be carefully weighed in terms of the 
social and economic reality and should be 
examined throughout project implementation. 
For example, If an intervention is designed to 
complement efforts of another donor such as the 
World Bank or IDB, and the bank project is 
delayed or canceled. assumptions made about 
indicators of progress that might have been 
based on combined interventions will need to be 
reexamined. To increase the utility of the logical 
framework, it should be examhed as part of the 
technical analysis in the project design process 
to determine if the progress indicators are 
appropriate and measurable. 

Covenants and conditions precedent can be 
important management tools that should be 
carefully considered. They form. in a sense. an 
indicator of host country government perfor- 
mance and can be used, when appropriate, as 
leverage in project implementation. The appro- 
priateness of their use might be explored as part 
of the social soundness analysis of the project 
design. The social soundness analysis is also 
critical to determining constraints that may bear 
on project assumptions and inputs. Therefore, it 
should be carried out after the project activities 
are well dehed, so that each can be discussed 
in relation to the socio-cultural context. 

As will be drscussed fully in Chapter IV. there are 
multiple audiences for the indicah of perfor- 
mance and outcome, and these audiences have 
Merent information needs. The audiences 
include policy makers, who are concerned w?h 
national trend data; program managers, whose 
main interest is in inputloutput relationships at 
the project level; and implementors of interven- 
tions, who need program delivery information. 
During the last five years, the concerns of the 
first group have begun to be met through a 

computerized system for monltorlng educational 
efficiency. The model. which has been provided 
to Central American missions by the LAC Bu- 
reau's Education and Human Resources Divi- 
sion, is presently being expanded to South 
America and the Carlbbean It focuses on a few 
indicators from national data, such as student 
population, enrollment, repetition, and dropout, 
and makes projections based on trends over time 
and assumptions about future resource 
allocation. The model has also been used at the 
mission level for developing trend data and, in at 
least one case, for engaging decision makers in 
policy dialogue through modeling exercises. 

Evaluations have been the principal means of 
monitoring progress in greater depth. A1.D. has 
developed guidelines for creating a comprehen- 
sive evaluation design as part of the project 
design process (Norton and Benoliel 1987). The 
process includes determining the questions of 
managers, designing alternative methodologies to 
answer those questions, creating a data manage- 
ment system that will make the data generated 
retrievable. and budgeting for this evaluation 
and monitoring system. The authors suggest 
that a person with experience in these areas be 
assigned to the project design team or brought in 
from outside the mission when necessary. 

In conducting the basic education evaluation, 
discussions were held with several mission 
evaluation omcers. When the issues of design of 
multi-methodologfcal evaluations were rafsed, 
interviewees explained that often the evaluation 
ofncer is not a methodologist. In many cases, 
that individual is designated by the mission to 
hold the position and does not have a technical 
background in evaluation. Even when the 
evaluation omcer does have methodological 
expertise, it does not extend across all technical 
areas. Similarly, a given technical office is 
unlikely to have a specialist in evaluation on 
staff. This suggests that, as in the case of social 
soundness and economic analyses, individuals 
who can develop a detailed multi-method evalua- 
tion plan will generally be hired from outside the 
agency. 

Project Paper Preparation 
In addition to the strategy and design conceptu- 
alization issues, there is also the practical 
consideration of producing a project paper. 
A.I.D. project managers in technical offices 
agreed when interviewed that ideally a project 
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should be designed by personnel in their ofnces 
with support from backstopping ofRces such as 
the project development ofnce. Technical assis- 
tance was seen as most useful in supplying 
spedflc expertise in areas outside the technical 
background of mission personnel (e.g., distance 
courses for teachers or mathematics curriculum 
for grade school). 

It was recognized, however, that because of 
workload and time constraints, it may be unreal- 
istic for technical officers to take on most of the 
writing of a large, comglex project paper. In 
such cases, a team of spedallsts will be con- 
tracted to prepare the project paper. Lessons 
learned from recent contracted project paper 
design efforts suggest that the rale of the technf- 
cal omcer is sW vital and that this individual 
must work closely with the team to ensure that 
the product meets mission standards. This 
requires that the mission release the ofncer fkom 
d w  responsibilities for much of the design 
effort. 

The participation of host counby educators in 
the project design process is desirable (AID/ 
PPC/CDIE/PPE 1984). Local educators can 
assist in specifying target groups and beneficia- 
ries and in identifying potential cultural con- 
straints to project implementation. As the case 
studies carried out for this evaluation show, 
there are several strategies for involving host 
country personnel in project design. One is to 
include them as education specialists who gather 
data, review the design, and assist in the project 
negotiations with the host government; this was 
done in Honduras. A second strategy is to 
involve both administrators and technicians 
extensively in the project design as members of 
workgroups, as was done in Guatemala and to 
some degree in Colombia. A third strategy is to 
cany out discussions with ministry personnel 
until mutual agreement on project design is 
reached, as in the Jamaican case. Foreign 
servfce nationals (FSNI should also be involved in 
the project design, since these inavfduals 
generally play a key role in the day-to-day 
monitoring of project implementation. 

If consultants are contracted as team members. 
they should not be brought in until after the 
project implementation document has been 
approved or their work may be delayed. When 
turn-around time is short, deadlines must be 

negotiated and maintained for both contractors 
and USAID personnel reviewing the team's work. 
Teams must be supported logistically and need 
offlws that allow round-the-clock work when 
necessary. 

Project Complexity and 
Implementation Strategies 
Because of the inter-relatedness of components 
in basic education projects (e.g., textbooks 
should reflect national c ~ ~ c u l u m  objectives but 
may need regional adaptation; textbooks should 
be accompanied by teacher guides and training 
that maximke appropriate use of the texts), even 
projects with rather small investments, such as 
the Escuela Nuem project, have been highly 
complex. Such complexity can be accommo- 
dated through the creation of a special imple- 
mentlng unit and the provision of intensive 
training for the unit managers if a project is 
designed as a small-scale demonstration or pilot 
effort. Most countries in the LAC region, 
however, lack the organizational s truct~~re and 
trained human resources in the public sector to 
allow for the expansion of a pilot project to the 
national scale. Thus, many donor-funded 
projects m n  the danger of remaining what 
Verspoor (1987) called "permanent pilots" in that 
they cannot be expanded for lack of human and 
financial resources. 

With A1.D.k increased emphasis on influencing 
improvements in quality and efffciency at the 
sector level, ,greater attention must be paid in the 
design phase to the existing organizational and 
administrative infrastructure in the host country 
and its ability to implement a large-scale, com- 
plex education program. The donor agency may 
need to provide administrative and management 
training in the early phases of project implemen- 
tation to create the needed expertise within the 
mMstry to cany out a complex project. In 
addition, the donor agency may need to encour- 
age private sector involvemrnt in basic education 
or to promote greater community participation so 
that the ministry can decentralize certain func- 
tions and focus on others that it performs well. 
such as curriculum development. The approach 
chosen will depend on the human resource base 
and the absorptive capacity of a given education- 
al system in a given country. 

A.I.D. has generally employed the strategy of a 
phased approach to the implementation of 
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projects to  deal with the issue of complexity. The 
projects reviewed in this study fit what has been 
called an "incremental expansion" approach 
(Verspoor 1987) in which the innovation is 
started on a small scale (e.g., one grade level or 
one region of a country) and then expanded over 
time. Verspoor cautions that this strategy is best 
developed over a long time frame and reqrlires 
consistent government commitment A1.D. basic 
education projects, however. have often had time 
frames of fivc years or less - too short to allow 
for the national expansion of pilot innovations. 

There has been a growing recognition in A1.D. 
(AID/PPC/CDIE/PPE 1984) and elsewhere 
(Lindblom 1990) that projects need longer time 
frames if they are to have a sector- country- 
level impact. This is especially true when the 
project involves multiple innovations. Thus, 
there appears to be a move toward basic educa- 
tion projects of more than four or five years in 
length. The projects in Honduras and in Guate- 
mala, both of which are highly complex, are 
designed as eight- and ten-year interventions, 
respectively. 

Program and Non-Project Assistance 
In discussions with ALD. personnel in the LAC 
Bureau and with contractors assisting the 
Bureau, it became clear that although the terms 
program assistance and non-project assistance 
are often used interchangeably within A1.D.. 
they are not synonymous. 

19ogram assistance is an integrated management 
approach comprised of strongly W e d  program 
goals, strategic objecttves, program outputs, and 
project activities. A program assistance strategy 
is one that helps mission directors to more fully 
rationalize their existing and future portfolios by 
linking project activities and program outputs to 
the attainment of well-developed strategic 
objectfves and program goals. The strategic 
objectives should be consistent with the develop- 
ment objectives of the individual developing 
country and in line with A1.D. rigional objec- 
tives. Ideally, program assistance should cause 
mission management to focus its finite resources 
on objectives of national kmportance that can be 
influenced by the mission's activities. That is, 
strategic objectives should be of a high enough 
level to have a national impact, but must be 
susceptible to Muence by the intementions of 
the USAID mission. In countries where A1.D. is 
a relattvely small donor, collaboration with other 

donors may be required to a reach a strategic 
objective of national importance. 

The movement toward program assistance is the 
result of increasing interest by both Congress 
and A1.D. itself to demonstrate the impact of 
development assistance. I t  is no longer seen as 
suillcient to say that one thousand young adults 
from Guatemala have been trained. Rather, 
Congress wishes to know how that training has 
contributed to achieving an objective such as 
increasing nontraditional exports. In addition, 
by focusing on objectives of national impact. 
A.I.D. hopes to promote strategies that will 
mardmize the use of scare resources and provide 
measures for tracking the success of the broad 
development strategies adopted by the missions. 

The LAC Bureau has contracted with Manage- 
ment Systems International (MSI) to help with 
the development of both bureau-level and 
mission-level program assistance strategies. 
These strategies are to be incorporated into the 
FY 92 Mission Action Plans. In working to 
develop program assis'sance strategies, several 
potential constraints have been identitled. First, 
there may be resistance from certain technical 
offices that experience reductions in funding as a 
result of shifting mission priorities to meet 
national program objectives. Second, congres- 
sional earmarking of funds reduces the ability of 
missions to operate freely under a program 
assistance strategy. Mission activittes will be 
driven not only by program goals and strategic 
objectives but also by congressi~nal priorities in 
a country. Third, external factors beyond 
mission control. such as natural disasters, 
counterproductive government policies, or 
injurious budget decisions, can influence ability 
to reach strategic objectives. Finally, the ability 
to develop measures of progress in attafning 
strategic objectives is fundamental to a program 
assistance strategy. While some broad measures 
will be collected as part of normal host govern- 
ment reporting, missions may be required to 
invest in a data collection system to adequately 
measure progress at  the program level. 

Non-project assistance differs from program 
assistance in that it is a form of development 
assistance involving cash transfers to govem- 
ments by donors. These transfers may be of 
several types: those that are conditioned on the 
recipient implementing a number of agreed-upon 
policy reforms: those designed to compensate a 
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government for lost revenue (e.g., compensation 
to bureaucrats laid off during ministry reform); 
payments for improving information for policy 
decisions; support for progressive move- 
ments/forces; and direct assistance in imple- 
menting policy. Non-project assistance is often 
one of seveml inputs (others being project 
activities) used by a mission to achieve its 
strategic objectives under a program assistance 
strategy. 

Non-project assistance can play a very significant 
role in designing successful education interven- 
tions. This is especially true for areas such as 
school repair that do not necessarily require any 
technical assfstance, are quite well defined, and 
thus are easily visible. 

If non-project assistance is used, conditionalfty 
in the sense of cash transfer for policy refonn 
may present problems. While in most Latin 
American countries there are a number of 
policies that require reform, they are often not 
sUmciently well defined. measurable, or readily 
implementable to merit tying desperately needed 
aid to their achievement. International donor 
experience seems to have led to decreasing 
emphasis on conditionality in all sectom, given 
the problems encountered by developing coun- 
tries in meeting any set of conditions and the 
strong developmental and polltical imperatfves to 
disburse the aid. However, conditionality as 
simply targeting cash transfers to a certain end 
has been used effectively in development pro- 
grams. 

Conclusions and Recommendations 
Context 
Conclusions. Countries of Latin America and 
the Caribbean have been successful in expand- 
ing access to basic education to a majority of 
their children. However, the heterogeneous 
nature of LAC countries, disparities in the 
distribution of economic resources, and the 
ongoing presswe of debt sewicing create a 
situation where resources are spkad thin and all 
children do not have a fair chance of advancing 
from one grade to the next. The opportunities for 
learning the tasks required for grade promotion 
are further limited by poor teaching, lack of 
educational materials, and poor information 
about the process of education in the region's 
schools. Thus, a large number of students fall, 
especially those entering flrst grade, but because 

of the expectations held by f a d e s  for schooling, 
they continue to stay in school. repeating grades 
for a number of years. 

Improving the quality of instructional delivery, 
and thereby reducing the wastage in time and 
resources that results from repetition and 
dropout, requires multiple inputs to the basic 
education system. Well-conceived strategies 
must be developed and implemented to increase 
the allocation of resources to basic education, 
improve the logistical and administratfve support 
for schools. promote instructional methods that 
involve stud& actively in the learning process, 
offer opportunities for the professional and 
personal development of teachers, and provide 
infomation for systematic evaluation and 
decision maldng. 

There is a general recognition of and agreement 
on the problems of quality and efficiency in basic 
education within the region and among the 
donor community. However, there has tradition- 
ally been little collaboration among donors in 
mounting combined interventions to deal with 
these problems. 

Recommendations. The scarcity of resources 
and the complexity of addressing problems of 
quality and efilciency in basic education make 
collaboratton among donors imperative. A1.D.. 
with its extensive investment in basic education 
in the region, should take the lead in promoting 
collaborative efforts among donors to address the 
needs of host countries in this area. 

The complexity and interrelatedness of the 
problems facing basic education in the LAC 
region require a system-wide approach to im- 
proving the quality and efficiency of basic educa- 
tion. Although phased implementation over a 
relatively long period of time may be needed to 
effect change, strategic objectives should target 
the entire education system. 

A.I.D. Basic Education Strategy 
ConcZusions. A1.D. and other donors working 
in the region have contributed to positive trends 
in access, coverage, and school attendance rates. 
However, A1.D. has recognized that serious 
problems of quality and efliciency exist in the 
region, and it developed a series of goals that 
address these issues. These goals are to in- 
crease resources for primary education; increase 
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equity of access; improve quaU@ increase 
elllciency; and improve the administration of 
education In order to meet these goals, the LAC 
Bureau has developed a regional strategy for 
investment in basic education. The strategy 
document, which serves as guidance to field 
missions in designing and implementing basic 
educaticsl programs, outlines two actMtles in 
which *missions should focus their efforts: policy 
dialogue and project implementation. 

This regior-d strategy statement has been a 
useful tml to misston managers for both strate- 
gic and project planning. In the LAC region, the 
Bureau's strategy statement has been used as a 
starting point by mlssions for the development of 
country education and human resource strate- 
gies and as guidance for canrying out back- 
ground studies for project design. 

Background studies provide a basis for policy 
dialogue both by presenting information needed 
for decision making and by creating a forum for 
collaborattve interchange between USAID mis- 
sion and host country personnel. The most 
useful background studies are those that are 
focused on the basic education system and 
provide statistical (descniptive or analytical) 
summaries of the existing situation in the 
education sector and offer options for interven- 
tions. 

Policy discussions on project design can require 
a fairly long time frame to reach hition. While 
the results of policy-oriented research are 
important in such discussions, the wnildence 
and trust established among the negotiating 
parties is also critical to decision making. 

Recommendations. Regional strategy state- 
ments should be updated as appropriate to 
provide mission personnel with general guide- 
lines to assist in their strategy formulation and 
design efforts. Feedback on mission efforts 
should be incorporated into the updating and 
refhement of the LAC strategy documents. 

Background documents for policy dialogue and 
project planning should be developed in the form 
of options for Merent levels of investment in 
basic education. Such options should include 
justlflcatfon for the suggested size of the invest- 
ment, an implementation plan, and discussion of 
the potential impact of the intervention. This 
allows A1.D. and host country project managers 

to cho~se among potential interventions to 
maxiurn scarce resources. 

Rojcct Intmtmtions and 
Design Modalities 
Conclusions. A1.D. education technical ofllcers 
are the most appropriate individuals to coordi- 
nate project paper development. They are 
famlIia.r with AI.1D. procedures and are involved 
in the day-to-day educational reality of a coun- 
try. Specialists may need to be called in for 
technical input related to speeclfic areas of 
expertise (social soundness, economics. evalua- 
tion) or technical areas to be included in the 
project. 

The Involvement of host country educators both 
in background studies to support a basic educa- 
tion project and a s  members of the design team 
is critical to project success. If these individuals 
are well-known technicians, their participation 
will add credibility to the project in the eyes of 
the government. Such involvement will also give 
the educators a slake in the project that can lead 
them to provide both formal and informal expla- 
nations of the project to new government officials 
during periods of transition. 

A number of project modalities have been 
designed and implemented in basic education. 
These include pilot projects, large-scale multi- 
faceted projects, tu-geted interventions, and 
sector loans. Thqv are not, however, necessrily 
distinct, and designs may include a combination 
of modalities. All cd the design modallties also 
offer the possibility of private sector involvement 
either as a supplier of services or as an imple- 
menting organization for appropriate intewen- 
tions. 

Pilot projects have generally been among AI.D.'s 
most successful interventions. With a pilot 
project, a small investment can have relatively 
large effects if it builds on local efforts that are 
viewed as successflul. This is especially true if 
the project is consistent with stated guvetnment 
policy. The imple~nentation of even highly 
successful pilot programs on a national level will 
take a number of years and is likely to require 
continued internaldona1 donor support. After 
fifteen years, EscueIa N u e v a  has reached about 
one-third of Colombia's rural schools and contin- 
ues to rely heavily on donor support. 
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R e c o ~ o t l o n s .  Although technical officers 
in USAID missions often s t r u a e  with large 
workloads, they must be given time away from 
other duties to devote to project design. Their 
knowledge of the host country education envi- 
ronment and of the operations of the mission will 
greatly facilitate the developmen : of a basic 
education project. 

Project design teams should include host country 
educators whose technical skills are recognized 
in host country educational circles. These 
individuals' familiarity wlth and support for a 
project will help it continue in time of political 
change. 

Local inxiovations that have the potential for 
improving educational quality should be identi- 
fled through background studies and other 
project design data collection activities. Where 
appropriate, these innovations should be buillt 
into basic education efforts as pilot projects. 

Longer time frames must be built into projects so 
a that the strategy of time phasing, in which an 

innovation has its coverage expanded over time. 
can be employed where appropriate. A relatively 
long time frame also helps to develop the consis- 
tent support of host country officials. 

The g r o w  importance of the private sector in 
basic education projects suggests that a discus- 
sion of private sector involvement in a project 
should be part of all project papers. The mission 
should explain why the private sector is to be 
involved, and how such involvement will talre 
place. If there is to be no private sector involve- 
ment, the reasons for not including this sector in 
the project design should be made explicit. 

Objectives and Indicators 
Conclusions. The A1.D. logical framework is a 
key element for measuring project progress. 
Indicators, however, have generally been defined 
in t e r n  of outputs and have ignored measuring 
performance. Evaluations are often the vehicle 
for examining the indicators and measuring 
progress. To be a useful management tool, 
evaluatfons must respond to the needs of multi- 
ple audiences. The provision of a detailed 
evaluation plan in the project paper will facilitate 
project monitoring and decision making. Howev- 
er, mission personnel are generally not trahed in 
evaluation methodology; thus, the assistance of a 

specialist in evaluation will be needed during the 
project design process. 

Recommendations. Performance indicators 
should be included as part of the verifiable 
indicators in the logical frameworik The logical 
framework should be examined a s  part of the 
technical analysis of the project paper to deter- 
mine whether the indicators identbned are 
appropriate and measurable. 

Evaluation is a specialized discipline. Thus, 
when information is needed to meet the needs of 
multiple audiences, technical assist2mce from an 
evaluation specialist should be sought to develop 
the project evaluation plan. 

Program and Non-Project Assistance 
Conclusions. There is a movement within A.I.D. 
away from project assistance toward program- 
level assistance in the LAC region. It is believed 
that this integrated management approach, 
comprised of strongly linked program gIOi.ils, 
strategic objectives, program outputs. anld 
project activities. wfll help mission directcm 
more fully rationalize their investments. Al- 
though no existing basic education programs 
take a program assistance approach, several in 
the region are large enough to influence the 
entire basic education system. 

Non-project assistance is not synonymous vdth 
program assistance; rather it is a foxm of devel- 
opment assistance involving cash transfers to 
governments by donors. The transfers may htaw 
conditions for policy reform included as part of 
the negotiation. 

Recommendations. Current large-scale basic 
education projects should be monitored carefully 
for their impact on meeting broader goals related 
to the basic education system. Such information 
can be useful in determining what configuration 
program assistance might take. 

Care should be taken in ascribing conditions to 
cash M e r s  in the education sector; poorly 
defhed policies and the current economic 
situation may preclude national governments 
from meeting any set of conditions. 
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Project 

Implementation 

This chapter presents flndings related to project ventions as implemented in the LAC region. 
implementation. It focuses on the five general These go& are to increase resources for priHlary 
goals that A1.D. has for basic educationi inter- education. increase equity of access, improve 

quality, increase efficiency. and 

Box 111-1 
A1.D. Coals for Basic FAncation in the LAC Region 

Increasing Resources for Primary Education 

Reallocating government budget 
Reallocating education budget 
Obtaining resources from private sector 

Increasing Equity of Access 

Providing preschool education for children of the poor 
o Provfding instruction in indigenous languages 
a Addresshg issues that conshin girls' attendance 

Impraving children's health and nutritional status 
a Renovating o r  constructing school facilities 

Revising or reforming clllrricula 
a Developing instructional materials and technologies 

l h h h g  and supervising teachers 
Developing achievement testing 

Increasing Emciency 

a Improving management of education systems 
a Enhancing quality of teaching and I d g  
a Reducing dropout and repetition rates 

Improving status of teachers 

Improving Administratton of Eduption 

Strengthening Ministries of Education 
a Supporting decentrallzatlon of certain functions to reglons 
0 Creating supervision syst.c~s that support teachers 
a Impmving school organlzatlon and capabilities 

of principals 
a Building support for schools on part of parents and 

c o ~ ~ u n f t l e s  

improve administration of educa- 
tion. Each of the speciflc objec- 
tives related to these goals is 
treated separately in the discus- 
sion, as shown in Box 111-1. A 
summary of conclusions and 
recommendations is presented at 
the end of the discussion of each 
goal and its related objectives and 
interventi ons. 

A discussion of the administrative 
relationships commonly estab- 
lished to coordinate the imple- 
mentation of interventions opens 
the chapter, and a discussion of 
the sustatnability of project inter- 
ventions closes the chapter. 
Throughout the chapter, the case 
studies are used to illustrate the 
findings and conclusions about 
the major goals, objectives, and 
interventions. 

Project Administration 
The implementation of A1.D.- 
supported basic education 
projects and programs in Latin 
America has traditionally involved 
a partnership among one or more 
host country organizations, the 
USAID mission, and an interna- 
tional technical assistance provid- 
er. Because A.I.D. has generally 
focused on the public sector when 
supporting interventions for 
school-age children, the ministry 
of education has been the usual 
implementing organization. Min- 
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istries of education, however, are constrained by 
financial considerations, which generally include 
allocation of over 90 percent 2 expenditures to 
personnel; lack of analytic input to decision 
making regarding resource allocation and 
finance; indcient  procedures for channeling re- 
sources to state and local institutions; and 
political intenrentions that may replace senior 
education ofncids and often alter poky. Thus. 
A1.D. has also employed other approaches to 
implementation that are discussed belau. 

Host Country Institutions 
Project designs have developed a number of 
strategies to overcome constraints to imple- 
mentation faced by most mMstries of education 
in Latin America. These strategies include the 
establishment of special implementing units 
within the ministry; the strengthening of existing 
capacity within regular ministry operational 
units; and recently, the implementation of 
programs aimed at the public sector through 
private sector entities. 

Special implementing units have the advantage 
of bypassing many of the bureaucratic proce- 
dures and inhstructural deficiencies that tend 

to bottleneck senrice delivery in the public 
sector. Special untts do not face the competition 
for resources common among ministry opera- 
tional units, and they generally develop their 
own channels of communication for service 
delivery at the regional and local levels. They are 
especially important in establishing new services 
not previously provlded through a ministry of 
education. The case of bilingual education in 
Guatemala illustrates this use of a special 
implementing unit (see Box 111-2). 

With the completion of projects, if further inter- 
national support is not forthcoming, ministries 
often lack the resources to support the unit. 
Thus, a special implementing unit may continue 
to exist, staffed by a few professionals who are 
regular employees of the ministry, but without 
the resources or personnel to continue the unit's 
operations. 

Special implementing units are also subject to 
personnel changes as a result of political ap- 
pointments, as are other ministry divisions. 
They may face jealousy from other units within 
the ministry because they are relatively well 
endowed with resources, at least during the Me 
of projects. 

BOX m-2 
Establishment of a Special Impltmenting Unit in Guatemala 

Chdlenge. Most of Guatemala's rival children are members of 
Mayan indigenous groups and speak a language other than 
Spanish. Because teachers generally did not speak the language of 
the ctiildren, the ability to transfer information was limited. and 
children were ill-served by the school system. Few individuals 
within the Ministry. of Education, however, had experience in the 
provision of dual-kulguage instruction. 

I Lmcch. As neither the inhastructure nor the human resources 
ted within the Ministry to implement bilingual education, 
,ID funded the creation of a new unit that was attached to the 
d education division of the Ministry. This unit. PRONEBI, 
:loped billngual/bicultural currfcula, trained teachers, and 
blished a supervisory system and a distnbution system for 
icing, tlrst, 40 pilot schools and then 400 schools in the four 
dpal M a p  language groups. The success of the pro-gram led 

I b its institutionalization by national decree. 

Zmplemeintatio~. Despite its success, PRONEBI continues to face 
a problem common to special implementing units - a reliance on 
external funding. After ten years, USAID still funds much of the 
unit's operating costs. Such funding continues under the new 
Basic Educatfon Strengthening Project. 

A second strategy to overcome 
implementaCon constraints is to 
identify existing units within the 
ministry of education with the 
appropriate expertise or autono- 
my to implement project acW- 
ties. This may be a special office 
in a ministry, such as the plan- 
ning office that housed the 
Escuela Nueua program in 
Colombia during its project stage, 
or units that have built up 
experience through previous 
international assistance efforts. 
Additional examples are the 
teacher training unit in Honduras 
and the national planning unit for 
secondary education in Brazil. 

In Honduras, the teacher training 
unit that developed a system for 
national in-sewice training under 
a previous USAID-funded project 
was able to use the same proce- 
dures in training teachers to use 
textbooks developed under the 
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Primary Education Emciency Project. In Brazil, 
a series ~f projects had prepared teachers and 
administrators in school management and 
created central-level p l a n .  teams to assist 
states in educational planning. These teams 
were Institutionallzed as the national, planning 
unit under the education sector loans. This unit 
then saved as the implementing mechanism for 
the loans. 

Multi-component projects, while coordinated 
through the ministry of education, often have a 
number of implementing organizations. including 
the private sector. Again, the normal approach 
has been to take advantage of existing resources. 
For example. in the Jamaican Primary Education 
Assistance Project, the Ministry monitors con- 
struction and community action components, 
while the country's principal newspaper pro- 
duces and distributes textbooks to the nation's 
public schools. In Honduras, activities related to 
textbooks. teacher training. testing, research, the 
management information system, and school 
renovation are implemented 
through the Ministry; a private 
voluntary oganization was re- 
sponsible for developing an inter- 
active radio program for public 
schools. Even in a relatively 

nall intervention, such as the 
SAID-funded Escuela Nueua 
roject in Colombia, universities 
~d pedagogical institutes were 
mtracted to develop curriculum 
aterials an-d t r a a  packages. 

The Incentives to Improve Basic 
Education Project in Haiti has 
taken a new approach to the 
delivery of basic education ser- 
vices in the LAC region. This 
project is attempting to overcome 
the instability of the local political 
situation and reach rural and 
urban low-income children by 
improving the delivery of services 
in private primary schools. The 
USAXD mission has contracted 
wlth a U.S. university to admlnls- 
ter the project while building the 
capability of local religious school 
organizations to implement edu- 
cational interventions in a cohort 
of religious schools (see Box 111-3). 

The c L n b i t i o n  of technical assistance wlth 
project ~anagement is being approached in a 
slightly different way in the Guatemala Basic 
Educatim Strengthening Project (BEST). In this 
case, an intehnatiord institutional contractor is 
entering into subcontract agreements with host 
country universities and private voluntary 
organizations (FVOs) to implement several 
components of the project, while supplying 
technical assistance to other project activities. 
The entire project, however, is aimed at strength- 
ening p u b k  sector primary education. 

The A.I.D. technical omce personnel interviewed 
for this study see their role largely as ozie of 
monitoring. This includes financial monitoring 
to check on the disbursement of funds by 
implementing organizations and technical 
monitoring of both the implementing organiza- 
tions and technical assistmce providers. Project 
monitoring takes place tlirough regularly sched- 
uled meetAgs of the USAID mission, the imple- 

BOX m-3 
Private Sector Participation in Haitian Education 

Chcrllengc Although Haiti has a long history of formal schooling, 
all levels of the education system have been characterized by 
insdc ien t  facilities, inefEciency, and poor quality. Public primary 
education, which is concentrated in urban areas, is relatively 
stagnant owing to economic conditions and political instability. 
M a t e  primary schools, generally supported by religious groups, 
have grown rapidly and account for a majority of primary school 
enrollments in g e n e d  and the vast majority of such enrollments 
in rural areas. There is, however, little coordination among private 
school systems, and the schools are poorly equipped and rely on 
untrained, poorly paid teachers. 

Appmach. The project has blended institution-building with in- 
structional improvement by asskting the privat~ sector to organlze 
itself coherently and by providing pedagogical and material 
resources to private schools in targeted areas. In addition, support 
was provided for research and development activities to test low- 
cost edccational technologies and pre-primary school approaches. 

Implementation The pmject was implemented through a grant to 
an international technical assistance contractor. This contractor 
then entered into contracts with Catholic and Rotestant coalitions 
that developed service centers, which, in turn, entered into pcrfor- 
m a c e  contracts with local schools. Midway through the six-year 
project the private sector organizations formed an umbrella group 
and had developed sufficient organizational capacity that USAID 
restructured the project to provide grant funds directly to the 
private sector umb~eIla organization. 
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menting organization, and the technical assis- 
tance proxtder. Ofncial and informal discussions 
are held as needed to resolve problems. In some 
projects, annual or semi-annual planning and 
revfew seminars have been established by the 
implementing organization. and these are 
attended by USAID and technical assistance 
representatives. 

Foreign service nationals (FSNs) in the USAID 
education or human resource development 
offices play an important role in monitoring 
project implementation. They are often responsi- 
ble for monitoring the progress of individual 
components of a project. They also provide 
continuity in project wersight functions when 
there is changeover in USAID direct-hire project 
monitors during the Me of the project. In some 
cases, for example Honduras, they may also 
fulfill an informal technical role, offering advice 
or participating in the development of instruc- 
tional delivery in areas where they have special 
expertise. 

The prescnce of a USAID field mission was 
gene- seen by implementing organization 
personnel as a positive factor in program imple- 
mentation. The ability to meet quickly with 
USAID personnel to resolve day-to-day problems 
can be extremely important in time of crisis. as it 
was in Guatemala, where the presence of a 
USAID ofncial showing concern was 11elpful in 
gaining military cooperation for the implementa- 
tion of the biUngual education program in a 
period of extreme rural violence. 

Host country officials. however, did identifl the 
difference between their own flscal schedules and 
that of k1.D. as causing occasional problems by 
increasing workloads. There is a general feeling 
that greater flexibility in terms of the timing of 
funding and of evaluation would aid project 
implementation. 

An additional dililculty identified was the A1.D. 
policy of rotating its U.S. technid ofncers. This 
policy at times results in the loss of a close 
working relationship in the middle of project 
implementation. Although an equally competent 
technical officer may replace the individual who 
leaves, time is needed to establish personal 
bonds. 

Technical Assistance 
Technical assistance forms the third element of 
project administration. Traditionally. technical 
assistance has been supplied by specialists from 
the United States who have been contracted 
individually or through institutions by a competi- 
tive bidding process. In recent years, however, 
there has been an increasing emphasis on using 
host country professionals or specialists &om 
other countrdes in the LAC region as part of a 
technical assistance effort. Local professionals 
m y  be included as team members in the bid 
made by a US.-based university or consulting 
fhm, as in the case of Honduras. In this case, 
part of the contract agreement was that a 
Honduran would assume the chief-of-party role 
for the technical assistance team as the project 
was implemented. The host country specialists 
may also be contracted apart from international 
technical assistance teams, as was the case in 
the Guatemala Improving Rural Education 
Project. 

In each of these projects. as in the Colombia, 
Jamaica. and Brazil cases, too. technical assis- 
tance was a component in project design. 
Technical assistance providers worked wit 
colleagues in implementing organizations, but 
because these organizations were in the public 
sector, no contractual agreement was signed 
between the implementing organizations and the 
technical assistance providers. The Haiti case. 
as mentioned previously, uses a dEerent ar- 
rangement; the implementing private sector 
organizations have entered into a contractual 
relationship with the institution providing 
technical assistance. Similarly, in the Guatema- 
la BEST project, the international technical 
assistance provider has entered into subcon- 
tracts with private sector organfiations to 
implement certain components of the project. 
Thus, not only are individual host country 
professionals forming part of technical assis- 
tance efforts but technical assistance providers 
are, in some cases, fonning institutional ties 
with local organizations for project implementa- 
tion. 

Because the competitive bidding process can be 
time-consuming, technical assistance may not 
begin at the same time as project implementa- 
tion. To avoid delays. a mission may contract 
directly with certain professionals on a short- 
term basis. as was done in Honduras with a 
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textbook production specialist. This strategy 
allows the project to continue implementatton 
while the bid&% process is underway. 

There is an increasing emphasis on short-term 
technical assistance provision in A.I.D. basic 
-"-xation projects. With the development of 

al expertise that has occurred throughout the 
;ion, host countqj professionals can often 
-ry out the work with occasional collaboration 
m international specialists. The difficulty with 
s apqmach is that it. assumes that the same 

consultant wlll be available to make repeated 
-its- When scheduling conflicts occur. other 

r--sionals in the same fleld who offer different 
ms may be b~:ought in, as was the case in 
mas. This may lead to confusion on the 

-f the local professionals implementing the 
un and cause delays. Thus, a balance 
m long-term and short-term technical 
me must be struck, and the scheduling of 
1 visits by the same short-term consultants 
be m - e d  with care. 

Ihe most successful method of providing techni- 
cal assistance has been that of long-term experts 
working side-by-side with colleagues in the 

:meriting agencies' omces. Host country 
riewees felt that working together to resolve 
[ems was the most dective way to learn 
the technical assistance providers. This 
111el" teclmid assistance was viewed by 

mentors as contributing directly to 
e international consultants have of 

=- ---- -s. 
In cases where consultants were not paired with 
local counterparts, as in the Guatemala Improv- 
ing Rural Education Profect, such training did 
not occur. The lack of counterparts tended to 
result in direct participation in program activities 
by long-term national consultants and isolation 
of international personnel, which in tum re- 
sulted in an emphasis on products at the ex- 
pense of local capacity-builc mg. 

Conclusions and Recommendations 
. Conclusions. Ministries of education are often 
ineffective in rapidly implementing donor- 
assisted projects. The establishment of special 
implementing units has proven to be an effective 
means of overcoming the bureaucratic inertia of 
education ministries during project implementa- 
tion. Such units may become ineffective when 

resources fiom donor agencies are no longer 
available, however. They may also face jealousy 
and lack of cooperation fiom other minisby 
divisions if these divisions perceive that re- 
sources are not adequately shared. It may take 
sorne time, or a series of projects, to fully 
integrate such a unit into the larger imple- 
menting organfiati on of ti-. I: minisby of 
education 

The use of multiple implementing units in both 
the public and the private sectors, coordinated 
by the ministry if necessary with technical 
assistance. can be an effective project adminis- 
tration strategy. Such an approach. hotvever, 
requires careful study of the capability of the 
local implementing organizations to ensure that 
their efforts wi l l  complement one another in a 
cost-effective manner and to assess their com- 
mitment to basic education and to worklng with 
the minisby. 

Increasing the capacity of human resources 
within the ministry of education and at the 
regional level is likely to require an extended 
time period. Projects that make use of personnel 
with permanent positions who have been trained 
prior to project initiation stand a good chance of 
successful implementati on. This approach. 
however, impltes the extstence of a series of 
projects that have created and built on trained 
human resources. 

The presence of a local USAID mission is a 
positive feature of A.I.D. that distinguishes the 
agency from most other international donors. 
The availability of USAID project managers, 
which allows the mission to respond rapidly to 
project needs, facilitates the implementation 
process. 

Recent basic education projects in the region 
have emphasized greater integration of local 
expertise into technical assistance efforts by 
incorporating local individuals or organizations 
into international consortia. This has the 
advantage of creating a technical assistance 
team with knowledge of local problems. Where 
subcontracting arrangements are needed, 
however, it may result In delays while local 
subcontractors adapt to the prime contractor's 
organizational procedures and M.D. require- 
ments. 

"Bridge" technical assistance through personal 
service contracting or a buy-in mechanism can 
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be an effective way of providing expertise in 
specialized areas. This approach avoids the 
delays in implementation that often accompany 
the solicitation of competitive bids for technical 
assistance by allowing experts in key areas to 
work with host country technicians while the 
request for bids is being prepared. 

Emphasis on short-term technical assistance can 
lead to fmplementatfon difRculties because of 
scheduling problems for short-term consultants 
who have other professional responsibilities. If 
different short-term consultants work with the 
same activity, the orientation of the work may 
change and local irnplementors may become 
confused as to the deanition of hcks. 

Recommendations. In implementing a project, 
care should be taken to distribute resources 
(e.g., bicycles or motorcycles for supervisors) 
throughout the system, even if they are concen- 
trated in one unit, to avoid perceptions of favorit- 
ism and negatfve attitudes toward the special 
unit. 

Where special implementing units are appro- 
priate, they should be established with a view to 
their ongoing role in the ministry of education. 
This requires discussion and planning with the 
ministry to define a role for the unit beyond the 
administration of donor funds and to allocate the 
resources necessary for the unit to fulfill that 
role after donor assistance ceases. 

Careful study should be made of potential local 
technical assistance service providers during the 
institutional analysis of the project paper. 
Commitment to basic education and ability to 
work within A1.D. regulations, as well as techni- 
cal capability, should be emphasized in the 
assessment. 

In designing requests for proposals, A.I.D. must 
weigh the advantages and disadvantages of 
short-term technical assistance. To ensure 
consistency.in short-term persorinel. A.I.D. could 
require that bidders present a plan addressing 
the consistency issue or provide technicians from 
their core staffs to sewe as short-term consul- 
tants. 

In using international technical assistance, a 
balance must be struck between the production 
of instructional materials, such as textbooks. 
and building the capacity of a host country to 

carry out the activity. Training plans and 
measurable training objectives should be built 
into the terms of reference for both long- and 
short-term consultants. 

Expert human resources to carry out project 
actMties are often available in developing 
countries. especially in Latin America. Because 
there can be great cost savings in using local 
professionals, such individuals should be sought 
whenever possible. 

Increasing Resources for 
Primary Education 
Education, especially basic education, is general- 
ly considered a socially and economically pro- 
ductive investment. In many Latin American 
countries, it is financed predominantly by the 
govenment. The expansion of basic educatfon, 
therefore, depends on the availability of in- 
creased fiscal resources. Sirice the early 1970s, 
however, most Latin American governments have 
not been able to continue expanding their 
support for education. Much of the problem 
relates to the debt crisis and to the impact of the 
two major world recessions of 1974-1 975 and 
1980-1983. There are also internal factors that 
influence the finance of education in Latin 
America. These factors include underinvestment 
in education as a whole; misallocation of re- 
sources among schooling levels; the inefficient 
use of resources within the education system; 
and inequity in the distributfon of educational 
costs and benefits among vantous income groups 
(Psacharopoulos et al. 1986). 

On average, public expenditures on education, 
expressed as a percentage of GNP, are lower in 
lower-income countries than in countries with 
higher incomes. Thus. developing countries are 
not providing as much for education as are more 
developed countries, even though the proportion 
of their population that is of school age is 75 
percent higher (Lockheed and Verspoor 1989). 
This general trend in public expenditures has 
been exacerbated in Latin America by the debt 
crisis and chronic recession. The budget share 
of public education declined between 1970 and 
1980 from 18.7 to 15.3 percent in Latin Ameri- 
can and Caribbean countries (Psacharopoulos et 
al. 1986). and this share continued to drop 
throughout the 1980s. Reversing these trends 
will require recognition of the importance of 
investment in basic education by policy makers 
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(Reimers 199 1). allocation of additional resources 
to basic education, and reallocation of existing 
resources to activities that promote quality and 
equity. 

Reallocating Government Budget 
I t  has been suggested that the present priority of 
Latin American governments should be to use 
resources in such a way as to maximize the 
quality of education achieved by students and to 
improve the flciency of operating the primary 
education system. This change in focus would 
require additional investment (3 to 5 percent in 
real terms) to ensure that increased mciency 
does take place (Schiefelbein 1988). 

Several strategies are possible to increase overall 
government financing for education in general 
and basic education in particular. First, there is 
the possibility of intersectoral reallocations 
within the government budget. In most Latin 
American countries receiving donor assistance. 
the chief candidate for cuts would be defense, as 
the military and police together receive a dispro- 
portionate amount of the government budget. 
However, these funds have often been allocated 
to deal with insurgency or to baffle drug pro- 
duction. And even if success were achieved in 
these efforts. much of the funding would likely be 
used to support demilitarization and reintegra- 
tion efforts, at least in the short run. 

A second strategy is for the government to raise 
addittonal revenue. This can come about 
through tax reform or through increased taxa- 
tion. The general disarray and retrogressive 
nature of tax systems in Latin America may 
require extensive donor assistance in tax reform 
in order to increase tax revenues, even in an 
improving economy. 

There is  some evidence that where value is 
placed on education in Latin America. raising 
taxes for school quality improvements may be 
supported by taxpayers. For example. in Brazil, 
a 2.5 percent salary tax is levied on the wages of 
private sector employees and earmarked specifl- 
cally for primqf education. The federal gwern- 
ment collects the tax. but two-thirds of the 
proceeds goes to the states (Lockheed and 
Verspoor 1989) ., 

Reallocating Education Budget 
Although primary education is considered to 
have the greatest social rate of return among 
education levels, it generally receives a dispro- 
portionately low percentage of the education 
budget. Thus, there has been considerable 
attention paid during the 1980s to the possiblliiy 
of reallocating resources between education 
levels. In particular. it is argued that, in the 
absence of other sources of revenue, public 
expenditures on higher education should be cut 
back and those resources used to invest more in 
primary education. The justification for this 
reallocation is made on two main grounds: first, 
the higher return on investment in primary 
education, in terms of its effect on future salaries 
relative to its costs, makes more efficient use of 
scarce funds; seconci, since higher education is 
largely restricted to a small elite. it is in the 
interest of greater social equity to transfer money 
from higher to primary education. 

Several problems exist in carrying out such 
reallocation among education levels. First, as a 
result of the historic autonomy of Latin American 
universities, many countries in the region 
guarantee a fixed proportion of government 
budget for higher education. Thus, reallocations 
may require constitutional amendment and 
could incur the political cost of university 
student unrest. Second, despite the inefficiency 
and poor quality normally attrfbuted to higher 
education in most Latin American countries, it is 
generally agreed that there is an economic payoff 
to some level of university training in all devel- 
oping countries. Thus, the amount of funding 
must be examined in relation to that which is 
required to operate a quality higher education 
system as well as in terms of the comparative 
differences between levels in per-student costs. 

Cost containment, f iance decentralization, and 
cost recovery are other strategies for realloca- 
tions within the education system. In most of 
Latin America, there is little possibility for cost 
containment in primary education. Basically, 
the only resource provided to students is a 
poorly paid teacher, and teachers' salaries 
account for up to 95 percent of some budgets. 
Thus, not only must teachers' salaries rise to 
attract and retain qualified teachers, but addi- 
tional resources must be found for school 
maintenance. instructional materials production 
and replacement, and staff development. 
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Finance decentralization is seen as a way to 
achieve greater efficiency in the allocation of 
educational resources. Most public school 
systems collect and distribute revenue in a 
highly centralized manner. The consumer - 
that is, the student and his or  her family - has 
little to say about how the resources ought to be 
allocated. Administrators are accountable not to 
the community, but to the centralized ministry of 
education. 

Inequality is exacerbated when children from the 
higher-income groups are overrepresented in the 
educational system and receive relatively more of 
the public expenditure than lower-income 
students. In Latin America. students from white 
collar families accumulate five times as much 
public education expenditure as do the children 
of rural workers (Psacharopoulos et al. 1986). 

In Brazil and Mexko, the responsibility for 
financing pxima.ry and most secondary education 
has already been delegated to state and local 
governm,ents, although major reforms are needed 
to gfve the lower tiers of government fiscal 
authority commensurate with their responsibflity 
(Mahar and Dillinger 1983). In Chile, as of the 
mid-1970s. the administration and control of 
almost all the primary schools outside Santiago 
were transferred to local municipalities. The 
central government pays the municipality a sum 
(calculated to cover personnel and running costs) 
for each regularly attending student. The 
poorest regions receive almost twice as much as 
the richest. A similar strategy is in place in 
some regions of Brazil, where subsidies are 
distributed according to the economic need.of 
localities or neighborhood groups. 

Several Central American countries, including 
Guatemala and El Salvador, are attempting to 
decentralize admtnistrative functions, and 
Nicaragua has already done so to some extent. 
One of the difficulties, however, is that financial 
issues are dealt with by hance ministries. which 
have control over the education budgets. Tl~us, 
without a structural change of financial control, 
regional or local education offices will have, at 
best, discretion solely in the use of funds bud- 
geted from higher levels of the ministry of educa- 
Pion. 

Colombia has been successful with a school 
improvement fund. The central ministry or state 
education ofnce establishes a ffnancing program 

for school improvement, delegating authority to 
the intermediate level to make grants within 
guidelines in response to proposals from individ- 
ual schools. These funds supplement the 
regular budgetary support for the school (Lock- 
heed and Verspoor 1989). 

During the past decade. Mexico has used "Com- 
munity Instructors" to solve the problem of 
attracting, teachers to the rural areas (Schlefel- 
bein 1988). Rather than enter into conflict with 
powerful teachers' associations, the National 
Educational Development Council (CONAFE) 
transfers funds to local commissions or commit- 
tees that hire and pay the community instruc- 
tors, who live in the community and are likely to 
want to stay there. While this strategy has lower 
unit costs than those of the traditional school. it 
entails increasing the total budget in the corre- 
sponding amount needed to hire and trah the 
community instructors and provide students 
with texts. 

Decentralizing finance by encouraging cornrnuni- 
ty contributions is hindered in Latin America by 
widespread poverty. For s f m t l r  reasons, cost 
recovery from individual farnii~es through a user 
fee is difficult. What appears tu be possible. 
however, is supplying funds or materials to local 
communfties, which in turn supply the labor for 
school construction. In the Philippines. it was 
found that schools that rely on local funding are 
genedly more cost-effective than those more 
dependent on central fundirq (Jimenez et al. 
1988). This is consistent wit5 the Jamaica case 
study where local communities receiving USAID 
grant funds were able to accomplish more in 
terms of lrenovation than the Ministry of Educa- 
tion. 

Obtaining Resources from Private Sector 
There is an. assumption in the development 
literature that using private sector organhtions 
as implementing agencies is a viable approach to 
reducing costs and increasing sustainability. 
These organkations are perceived to be sensitfve 
to consumer demand because of their inherent 
proflt motive, and less cost and risk are attrib- 
uted to using an existing delivexy system than 
creating a new one. Most of the evidence of 
success in self-sufficiency comes from sectors 
with specific sellable services or products such 
as agriculture or health. The experience with 
provision of basic education senrices through 
private sector entities has been limited. 
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The Haiti case study is the best example of 
success. It required, however, building an 
administrative structure for coherent action in 
the private sector. Also. most of the success of 
the program to date has been with religious 
private schools, whtch were founded with altruis- 
tic motives rather than for profit. Participation of 
schools whose motive is primari3y profit-maldng 
remains limited. Expectations of self-sufficiency 
for a private sector implementing organization 
may also be unrealistic if experience with educa- 
tional endeavors and possibly a commitment to 
basic education are lacking, as with interactive 
radio instruction in Honduras. 

In cases where the services supported by donor 
agencies were complementary to the ongoing 
activities of local private sector organizations, 
such as textbook production through the local 
Jamaican newspaper, the implementing organi- 
zation was relatively successful in sustaining the 
intervention. Even in this case, however, ques- 
tions about cost-efflcfency were raised. 

Government intenrention - through vouchers or. 
as  in Colombia, through pressure on private 
schools to provide free schooling for a limited 
number of low-income students - is another 
strategy for private sector involvement. While 
the quality of private versus public schools varies 
from site to site, research in Colombia, Chile, 
Bolivia and Paraguay indicates that students in 
private schools achieve higher levels of perfor- 
mance than their counterparts in public schools, 
even though private enrollees cost less per 
student to educate (Schiefelbein 1985; Jimenez 
1986). 

Conclusions and Recommendations 
Conclusions. There appears to be little possibili- 
ty of intersectoral reallocation to increase govern- 
ment financing of basic education. The chief 
candidate for cuts is defense, and since many of 
the region's counlries are attempting to deal with 
insurgency and/or drug trafficldng, such reallo- 
cation is unlikely. Tax reform and levies for 
education offer some possibility for increasing 
funds in countries where education is highly 
valued. 

The transfer of funds from higher to basic 
education is a commonly suggested reallocation 
strategy within the sector. This, however, may 
necessitate constitutional modification, engender 

student unrest, and endanger the quality of the 
threshold level of higher education needed for 
development. Other strategies for intrasectoral 
reallocation, such as cost containment and cost 
recovery, offer little possibility of success be- 
cause of the inelasticity of the prfmary education 
budget in the first case and the large-scale 
poverty of the region in the second. Finance 
decentralization offers the possibility of making 
more efndent use of available resources. This 
strategy, however, is constrained by the control 
exerted aver the education budget by the minis- 
try of finance in most LAC countries. 

To date, experience using private sector organi- 
zations as basic education service providers has 
been M t e d .  While several innovatfve activities 
have been undertaken with the private sector in 
Werent parts of the LAC region, questions 
remain about the commitment to basic educa- 
tion of profit-making private sector organizations 
and their willingness to sustain educational 
endeavors. 

Recommendations. Discussions of tax reform 
and raising additional taxes to support basic 
education should be included in donor programs 
that support improvement in the quality and 
efficiency of basic education. 

Careful review must be made of the conditions of 
higher education in a country before a strategy 
of reallocatfon of funds to basic education is 
proposed. This review should examine the 
political and social ramifications of implementing 
such a strategy as well as the economic conse- 
quences. 

Decentralizing the finance of basic education 
requires cooperation between ministries of 
finance and ministries of education. Both policy 
dialogue and attempts to improve educational 
administration must take into account this 
relationship, and the degree to which A1.D.k 
investments in basic education are sufficient to 
provide leverage for policy change must be 
weighed. 

Philanthropic investment by the private sector 
should be monitored carefully to ensure cost- 
effective implementation. Competitive bidding is 
a means of ensuring cost-effectiveness. If the 
competition is international, all associated costs, 
such as warehousing and distribution, should be 
included in the bid specifications. 



Increasing Equity of Access 
Latin Amerfcan countries have made great 
strides in the past twenty years in improving 
access to PI-y education. Gross enrollment 
rates show that most countries are now provid- 
ing access to at least 90 percent of each new 
cohort of students reaching school age. Howev- 
er, there are certain groups - such as children 
of the urban and rural poor, girls, and linguistic 
minorities - that may fall outside the coverage 
of the school system or, if enrolled in school, may 
not have an equal chance for success. Reaching 
these children has become an area of donor 
interest. 

Providing Preschool Education for 
Children of the Poor 
Of the cases studied, only the bilingual educa- 
tion program in Guatemala and the Haiti project 
deal with preschool education. The former 
provides instruction in Mayan and teaches 
school-readiness skills to indigenous preschool- 
ers. Moveover, project in-sewice training has 
upgraded the skills of bilingual aides working 
with preschoolers throughout the county. The 
latter fs developing innovative preschool ap- 
proaches. 

In each country visited for this study. school 
personnel emphasized the importance of pre- 
school education, and some individual schools 
were starting preschool programs. A1.D. funded 
a number of preschool pilot programs in Latin 
America in the 1970s (e.g., AID/LAC/DR/EHR 
1976). However, despite the emphasis on child 
survival in other A1.D. sectors such as health, 
preschool education has not been a priority area 
in the education sector in recent years. 

During the past twenty years, governments 
thmughout Latin America have shown increasing 
concern with child survival in terms of cognitive 
development, nutrition. and physical health 
(Smilansky 1979; Halpern 1980; Myers 1983). 
Government attention has turned to this issue 
largely because of population and economic 
pressures. By the year 2000, the number of poor 
children in Latin Amexlca is expected to increase 
to 60 million (Myers 1983). Poor women are 
joining the labor force in unprecedented nurn- 
bers. The demographic and economic pressures 
in Latin America, coupled with the results of 
longitudinal research in the United States 
documenting positive effects from early childhood 

education on educational achievement and 
employment, have resulted in policy pronounce- 
ments. laws, and government-supported experi- 
ments related to child care and child survival. 

Preschool enrollments in Latin America have 
doubled or even tripled in some countries during 
recent years. For example. in Brazil, the cover- 
age for child care programs has increased from 
one to three million chtldren (UNICEF/Brazll 
1984). In Peru, the coverage by the formal and 
nonformal programs of "Initial Education" 
increased from 140,000 in 1974 to over 500.000 
in 1984 Fugimoto and Villanueva 1984). In 
Mexico, the number of preschools rose from 
3,237 to 13,021 between 1970 and 1980 and 
doubled to 26,000 by 1982. The nnmber of 
students enrolted in Mexican preschool programs 
increased from 422,682 in 1970 to 1,898,303 in 
1982 (Gonnan et al. 1988). While these figures 
are encouraging. it must be noted that preschool 
programs throughout Latin America reach less 
than 10 percent of the population and most of 
the children reached are from the middle class 
(Halpern and Fisk 1978). 

Although interest has grown and experimental 
programs have increased, few systematic evalua- 
tions of these programs exist. There is little 
documentation of what works for whom and 
how. There is even less information regarding 
the long-term impacts of these interventions. 
The infomation that is available from Lath 
America comes from nutrition-based preschool 
studies and preschool intervention studies. 

The effects of nutrition-related programs may 
vary according to the degree to which the pro- 
gram emphasizes nutritional supplements. 
parent tiitoring, and health surveillance. The 
Cali (Colombia) project worked with extremely 
poor children during the preschool years, provid- 
ing them with six hours daily of center-based 
preschool education, nutritional supplement, 
and health surveillance. as well as nutrition and 
health education for their parents. While treat- 
ment children showed significantly greater 
growth than control children in general cognitive 
activity during and immediately after the treat- 
ment periods. long-term effects as measured by 
academic achievement were very modest. This 
led some researchers to conclude that even with 
prolonged multiple interventions, the poor are 
not likely to close the gap between themselves 
and upper-class children (McKay and MclCay 
1983). 

-- -- 
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In Bogot& malnourished pregnant women 
received different quantities of nutritional 
supplements, maternal tutoring, and early 
stimulation of children from birth to three years 
of age. Researchers concluded that by age 
seven, nutritional supplementation had more 
general long-term effects on children, while 
maternal tutoring and early stimulation had 
more selective effects, such as children's "famil- 
iarity with a schaol-like learning paradigm of 
interaction with adults." The largest effects in 
both domafns appeared among the most disad- 
vantaged children (Herrera and Super 1983). 

With respect to preschool intervention studies, 
Merences across countries appeared to be 
highly related to the socioeconomic status of the 
different countries (Argentina, Bolivia, Chile, and 
Colombia) and to the different curricula. Positive 
effects, however, were generally reported for 
enrollment and promotion within different social 
classes, with primary benefits for families of low 
socioeconomic status (Halpern and Myers 1985). 
An evaluation of 2,000 Peruvian P m g m  No 
formal de Educwibn Inicial (PRONOEI) Centers in 
1984 found a modest but significant impact on 
the cognitive, social, and motor development in 
some, but not all, communities studied. Primary 
school repetition rates remained high, despite 
the children's participation in PRONOEI. These 
high repetition rates may be structural and 
inherent in local school situations. Findings 
such as these illustrate the importance of a 
concentrated, coordinated effort that focuses on 
both early childhood intervention and primary 
education. 

In Chile, the Prugruma Padres Hyos Parents and 
Children Program) used locally chosen volunteer 
facilitators to brLng parents together to discuss 
childrearing issues of common interest. Primary 
school children who participated in this program 
received higher ratings from their teachers on 
their reading skills than did children who did not 
participate in the program. In Haiti. the Com- 
munity Integrated Nutrition and Education 
Centers (CINEC) reported that 86 percent of 
program participants completed the fourth year 
of primary school, compared with 30 percent 
"general" completion (Halpern and Myers 1985). 

Nicaragua, under the Sandinista National 
Liberation Front (FSLN), began a national 
preschool program focused on rural children. 
The program increased access to preschool from 

about 3 percent of the eligible population in the 
late 1970s to about 20 percent by the middle of 
the 1980s. War and the declining economic 
situation reduced current enrollment to about 17 
percent of the eligible population. Despite such 
a tremendous increase, preschool education had 
little or no impact on system efnciency; first to 
second grade completion rates did not improve in 
relation to increased gross preschool enrollment, 
even when variables such as pupil-teacher ratio 
and percentage of certified teachers were con- 
trolled for in the analysis. Authors suggested 
that a threshold percentage of sass preschool 
enrollment higher than 20 percent may be 
needed for preschool experience to make an 
impact on national statistics (Chesterfield et al. 
1991). 

These studies point out the difficulty in docu- 
menting that participation in preschool is related 
to long-term educational or professional achieve- 
ment. One explanation is that early childhood 
education has not been well established in Latin 
America for sufficient time to conduct longitudi- 
nal studies. A second explanation is that pro- 
grams have not been of sufficient scale to dem- 
onstrate impact. A third reason may be that the 
negative &ects of the primary school system - 
including poor teacher attitudes, low quality - 

education. lack of resources, and school policies - 

on promotion - may erase any possible benefits 
acquired in the preschool years. In addition, as 
has been noted, differences in curricula, level of 
parent involvement and socioeconomic status, 
and other school quality indicators have resulted 
in differing outcomes for recipients of early 
childhood interventions. 

Providing Instruction in Indigenous 
~ u a g e s  
Language of instruction is a dimcult equity 
question to resolve. Although it is generally 
accepted that monolingual language minority 
students will learn better In a language they 
understand, the long-term effects of such in- 
struction on achievement are debated. Although 
thcre is substantial evidence that children's 
achievement is not held back in the classroam 
by beginning instruction in the native language, 
arguments exist for total immersion in the - 

second language. In situations where children - 

are not monolingual but have some ability in the 
second language. the question of choice of 
language of instruction becomes even more 
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difficult. The political and economic wnsider- present ~ c u l t i e s .  As the case of PRONEBI in 
ations of the appropriateness of dual-language Guatemala points out. a bilingual program 
instruction and its role (eg., maintenance versus cannot be implemented without bilingual teach- 
transitton) also come into play in language ers. Government bureaucracy may be such that 
planning (Dutcher 1982). The Guatemala bilingual teachers are not assigned to  schools 
bilingual education program has elements of participating in the bilingual program. 
both a maintenance and transition modei: it 

I 
provides basic literacy in the native language The development of bilingual texts will require 
while improving students' proficiency in Spanish individuals who are literate in their flrst lan- 
(see Box III-4). guage, but such individuals may be difncult to 

flnd if the first language has  never been taught 
Even when commitment is made to a dual- in schools. Likewise, teachers may be bilingual 
language program, its implementation may but not biliterate. Further, a successful pilot 

BOX m4  
Dual-Language Education in Guatemala 

Challenge. Most of Guatemala's rural  population is made up of Mayan 
indfgenous people who speak 22 different languages and are engaged in 
subsistence agriculture pursuits. They have traditionally been ill-served by 
the educational system in which few teachers speak the native languages 
or are familiar with local customs and learning materials are in Spanish. 
Because instruction was given in a language students did not understand, 
up to half of them dropped out by the end of h t  grade. 

Appmach. A bilingual education program (PRONEBI) was created with 
USAID support to develop a linguistically and cultudly relevant 
curriculum in which the language of instruction was gradually shifted from 
the indigenous language to Spanish over the first four grades. The 
program included the development of texts and teachers guides, a training 
system to prepare teachers in their use, a supenrision system made up of 
bilingual supervisors. and an evaluauon unit to monitor program impact. 
The Ministry of Education agreed to supply bilingual teachers to the pro- 
gram's schools. 

Impternentadon Indigenous cunlculum specialists, hguists, writers, 
and fflushtors were htred to develop texts in four Mayan languages that 
reflect Mayan culture and images and are consistent with the Guatemalan 
national curriculum in obJectives and content m e  implementation 
strategy was to develop texts for one grade level at a time in each of the 
four languages. Bilingual teachers, however, have not been assigned to 
many of the classes where the program is being implemented. Many of the 
billngual teachers are not bfflkrate because their own schooling experience 
did not teach them to read their native language. This has resulted in the 
need for additional tratning. In addition, the texts reflect many of the 
problems of the national curriculum in that they are teacher-centexd, do 
not promote active learning, and assume literacy. 

Outoomes. Parents were generally favorable toward children learning two 
languages, although they feel that Mayan could be learned zt home. Even 
though teachers expressed some difllculty with the bilingual program 
because they lacked literacy skills in their native language, more M a p  
was spoken to children in PRONEBI schools than in the comparison 
schools serving indigenous children. There was also a greater adherence to 
a planned schedule, and children spent more time on task in program 
schools. 

program with bilingual 
teachers working with 
largely monolingual stu- 
dents may require adapta- 
tion of instructional ap- 
proaches and materials in 
communities with varying 
degrees of bilingualism. 

Individuals who are biltn- 
gual will be constrained 
not only by lack of literacy 
in their native language 
bu t  also by their previolis 
educational experlcnce. 
Thus. currjculurn develop- 
ers who have been trained 
in a teacher-centered 
model of instructional 
delivery are likely to repli- 
cate that model in their 
own work, as was the case 
with PRONEBI. 

Addressing Issues That 
Constrain GirW 
School Attendance 
The importance of formal 
education in women's lives 
is not recognized in all 
communities of the world. 
However, education does 
assist women to achieve 
equity, to fulfill their indi- 
vidual and collective po- 
tential, and to increase 
their lifelong earnings. 
Women who are educated 
play a stronger role in 
their families and have 
more power in decision 
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making. Current research (Cochrane 1979; 
Levine 1983; Klng 1990) indicates that girls who 
have been to school think and act in ways that 
influence their marital and maternal behavior, 
particularly with respect to enhanced child 
suNival and lower fertility. 

In comparison to women in other developing 
countries, more women in most countries of 
Latin America receive some level of formal 
education. In general. the educational attain- 
ment of females reflects a country's level of 
income and the characterfstics of its educational 
system (Bustillo 1989). In the early school years, 
gtrls may participate at  the same rate as boys. 
However. many girls who start primary education 
fail to contlnue beyond the fourth year. Chang 
and Ducci (1977) estimate that the average 
educational attainment of all children in South 
America is about five years of schooling. Kom- 
enan (1987) found the following percentages of 
female cohorts reaching fifth grade: %Ma, 45 
percent; Colombia. 43 percent; El Salvador. 36 
percent; Guatemala, 28 percent; and Honduras, 
37 percent. As with males, years completed in 
school correlates highly with socioeconomic 
status. Furthermore. females show attainment 
levels consistently lower than males. particularly 
in countries like Bolivia and Peru where ratios 
demonstrate a wide gap between males and 
females in both enrollment and literacy [Chaney 
1984). 

Obstacles to female education can be attributed 
to a number of factors, including uneven distri- 
bution of primary schools; shortage of female 
teachers and a general reluctance among certi- 
fied female teachers to work in isolated rural 
areas or in urban slums; perceived irrelevance of 
primary school curricula to women's employment 
possibilities; demand for girls' household labor; 
late entry of girls complicated by early withdraw- 
al owing to increased likelihood of pregnancy 
and/or marriage; and increased restrictions 
placed on physical mobility of older girls (Chamie 
1983). 

Girls may also face discrimination stemming 
from teachers' beliefs about female incompeten- 
cy. Annitage and colleagues (1986) found that 
Brazilian teachers (predominately female) be- 
lieved that girls were less capable in mathemat- 
ics and consequently used teaching techniques 
that did not foster achievement in that area. 

There is evidence that textbooks in the LAC 
region reinforce the negative stereotypes of 
females in society. For example, a comparison of 
Costa Rican primary school textbooks used in 
1975 and 1985 reveals that a gender bias 
persists. Sexist images were as prevalent in the 
1985 commercial textbooks as in the 1975 
commercial textbooks. In both samples, 75 
percent of the figures were male, and they were 
portrayed as historical figures or as engaged in 
intellectual. agricuftural, or ranching pursuits. 
The figures that were female did domestic tasks. 
took care of children. or were students 
(Gonzalez-Suarez 1987). Although there is no 
demonstrable evidence of the impact of gender 
stereotype on girls' participation or scholastic 
achievement in elementary schools, such biases 
presumably affect girls' aspirations and 
expectations for the future. 

With respect to female literacy in Latin America, 
there are wide differences between rural and 
urban populations, with the largest gaps found 
in Bolivia, Guatemala, Peru, and Haiti. For 
example. in Guatemala, the problems of low 
enrollment, attrition. poor attendance. and high 
repetition are particularly severe for females. In 
the poorest villages, girls rarely begin school 
before age eight, ,md the majority leave by age 
thirteen (Richards 1987). 

Females may stay out of school, drop out, or 
repeat grades for the same reasons as boys. In 
addition, indigenous females are constrained by 
other cultural and economic values that prevent 
their receiving folmal education. Prescriptive 
cultural norms dictate that women are limited in 
their social movements. There is, for example, 
considerable social pressure among rural par- 
ents to have adolescent daughters out of school 
- that is, off village paths and away from 
same-age males -- by age fourteen (Richards 
1987). 

In addition, indigenous females have a heavier 
workload than da same-age males (Minge- 
Kalman 1980). l'his is especially true in 
societies based on production of cereal crops, 
such as the highland Maya (Paul and Paul 1952; 
Balderston et al. 198 1; Rogoff 198 1 ; Ember 
1983; Loucky 1988). This is a result of the 
additional domestic work associated with 
processing food and providing fuel and water for 
the longer cookirlg of cereals such as corn, which 
is stored dry and hard. Women will have more 
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- 
work, too, due to increased child care if fertility 
is higher because of the perceived value of child 
labor (Lou* 1988). 

In addition to  cultural constraints. educating 
women, especially indigenous women, may be 
seen as a threat to  the existing power structure. 
The Basic Mucation Strengthening Project in 
Guatemala has attempted to overcome possible 
resistance by casting the education of girls in 

terms of its importance to economic development 
(see Box 111-5). 

The educational opportunities for all Latin 
American females are generally better than in 
many other parts of the developing world. For 
example, in Chile, 32 percent of women are 
employed in semiprofessional and higher-level 
occupations (Schiefelbein and Farrell 1982). 
Argentina. Chile. Costa Rica. and Uruguay all 
have illiteracy rates close to or below 10 ~ e r c e n t  

BOX m-6 
Education of Girla in Gaatcemnln 

Chdlenge In Guatemala, problems of low school enrollments, poor atten- 
dance, high repetition, and attrition for females are among the most seve1-e 
in the LAC region. These problems are especially acute in the rural areas, 
where the majority of the country's indigenous population resides. A 
variety of economic and cultural factors have resulted in a situation in 
which less than one-third of indigenous girls complete one year of school- 
ing, and rural women make up a t  least 48 percent of the illiterate popu- 
lation. 

Approach USAID/Guatemala undertook a "development-from-the-top" 
strategy to alert policy makers to the implications for economic develop- 
ment of failing to provide basic education for girls. The strategy was aimed 
at reaching policy makers by using national data to show the relationship 
between girls' primary schooling and development indicators such as child 
survhral, mortallty/morbidity, fertility, and agricultural production. This 
focus on broad policy related to economic development allayed the gender 
and ethnic threats to the status quo that might normally have been 
perceived by the largely male. nonindigenous policy makers. 

Implementation. Consensus was built through individual and small 
group meetings with decision makers, in which the Guatemalan director of 
the Women in Development (WID) activity of the new USAID-funded basic 
education project took a leading role. The outcome of these efforts was a 
national conference of leading Guatemalans entitled "Educando a la nlna: 
logmremos el desan-ouo de Guoltemala" (Through educating girls, we will 
achieve Guatemalan development). At this conference, participants formed 
a commission to draft a national emergency plan for addressing the 
primary education of glrls. The WID component of the Basic Education 
Strengthening Project (BE- was redesigned to focus more directly on the 
issues of girls' education by canying out national and regional seminars; 
implementing small group meetings with policy makers; preparing 
publications and manuals on girls' education in Guatcmala' and 
monitoring the impact of interventions canied out under the BEST project 
on glrls' education. 

Outcomes. Although the effort was in its initial stages at the time of this 
review, the commission was d d l h g  the national emergency plan and had 
met with the President of Guatemala and received assurances of his ad- 
ministration's support for glrls' education. Manuals for teachers, parqicipa- 
tory seminars. publicity campaigns. and the like were all in the process of 
being planned. 

and relatively h i g i  in- 
come. The difference 
between male and female 
illiteracy rates is less than 
1 percent (Bustillo 1989). 
A s  shown by the case 
studies. enrollment rates 
are similar for both sexes, 
and there seems to be 
little intentional teachei. 
bias in classroom interac- 
tions. However, in the one 
atudv for which evaluation 
datc 1 ,as available, boys 
in Escueh Nueva schools 
signiticantly outperformed 
girls in mathematics. 
Girls in +he Escuela Nueva 
program. however, ap- 
peared to do better than 
their male counterparts in 
traditional schools. 

Conclusions and 
Recommendations 
Conclusions. Many of the 
preschool education ef- 
forts in Latin America 
have been focused on 
middle- and upper-class 
children. Programs for 
children of the poor have 
generally been limited in 
scope and have shown 
inconclusive results in 
terms of effects on aca- 
demic achievement, repeti- 
tion. or dropout rates. 
The negative effects of 
traditional primaxy educa- 
tion may offset the bene- 
fits of the preschool expe- 
rience, or programs may 
not be of sufficient scale to 
demonstrate impact. 
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Nutrition-based studies have clearly documented 
that preschool intervention can have a positive 
effect. Even severely mahourished chlldren have 
demonstrated impressive physical and mental 
recuperation upon early intervention (Monte- 
negro et al. 1977). However, the interventions 
must be continuous for the positive eiTect.5 to 
continue. 

Bilingual education provides children from 
indigenous groups with the opportunity to 
acquire content in their own language and 
thereby not fall behind while learning a national 
or predominant language. Program efTectiveness 
depends primarily on the availability of bilingual 
teachers. Once bilingual teachers have been 
assigned to a program, improving the quality of 
instruction calls for dealing with many of the 
general problems of LAC basic education system 
such as teacher-centered instruction, lack of 
learning materials, and poor classroom manage- 
ment. 

The process of recruiting and training bilingual 
teachers, developing instructional materials, and 
adapting methods and materials to mering 
linguistic environments will take a number of 
years and requires a time frame that is beyond 
that of the usual donor-assisted basic education 
project in the LAC region. 

A positive relationship has been consistently 
shown betwzen women's levels of basic education 
and indicators of economic development. Women 
in Latin America are better educated than are 
women in other third world countries. However, 
this varies f ~ r  certain population segments, such 
as rural and indigenous females. In addition, 
even in urban areas, both boys and girls tend to 
lag far behind developed countries in educational 
attainment. 

Among the explanations for the poor academic 
performance of females are the following: girls 
have low status; girls must protect their honor 
by being modest; girls mamy at a young age; 
teachers reinforce the low status of girls; teach- 
ers socfallze students in the cultural norms of 
the society. Yet, little research exists to confirm 
these hypotheses. 

ship within a glven country wW be needed to 
convince decision makt:rs of the importance of 
girls' education and to further policy dialogue. 

RecomdaticJns. Investment in preschool 
education should be coordinated with improve- 
ments in educational quality in the early primary 
grades. In addition, any interventions should be 
carefully monitored to address the complex 
issues s u m u n ~  classroom interaction, 
classroom characteristics, and teacher and 
school organizational variables that affect 
preschool effecffveness. 

Health, nutrition, and stimulation interact and 
are all important in preschool education. 
Interventions must address all three domains. 
Thus, interventions could best be implemented 
through the combined efforts of several A1.D. 
technical offices. 

In designing bilingual education interventions. 
designers need not be overly concerned about a 
philosophical description of the bilingual educa- 
tion program. Rather, the emphasis should be 
on those aspects that contribute to increased 
eauity of opportunity. These include developing 
reading materials in native languages so that 
future generations of bilingual teachers will be 
truly biliterate. and making curriculum materials 
more flexible so that they can be used with chil- 
dren of different levels of k t  and second lan- 
guage proficiency. 

The development of textual materials for young 
children in dual-language envlmnments requires 
more than expertise ln the cultural and linguistic 
nuances of the population to be served. Exper- 
tise in curriculum development, child develop- 
ment, and textbook design should be included in 
bilingual education cui~iculum development 
efforts to ensure appropriate level and sequenc- 
ing. 

As women are relatively better-educated in the 
LAC region than in m y  areas of the developing 
world, donor agencies must take care to examine 
within-country differences and the absolute 
levels of education of the school-age population. 
Research must also be undertaken on a country- 
by-country basis to show the relattonship 
between girls' education ,and economic develop- 
ment, so that the resultant data can be used as 
a management tool. 

Couching education for girls in terms of national 
economic development can be an effective 
sbrategy for winning high-hrel support for 
educating women. Data to support the relation- 
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If investment is to be increased in basic educa- 
tion for girls, it is important to understand the 
extemd factors aEecting efilciency as well as 
classroom interactions that affect qudty  and to 
incorporate these factors into project design. 
This mlght best be accomplished by systematic 
research and monitoring of current basic educa- 
tion profects in the region. 

Improving Quality 
Despite gains made in providing untversal access 
and increasing coverage in the LAC region, 
may students are unable to take advantage of 
the minimal levels of schooling now available to 
them. Repetition and fallure rates remain high, 
suggesting serious problems of educational 
quw' .  

Improving Childfen's Health and 
Nutritional Status 
The success that children have in taking advan- 
tage of improved educational delivery and 
content depends t~ a great extent on their health 
when entering school. There is a high correla- 
tion between nutritional status and academic 
achievement (Lockheed and Verspoor 1989). 
With the general economic decline experienced in 
the LAC region, it is likely that the caloric and 
protein intake of the region's population has 
decked substantially in the last decade. 

If protein and calorie deficiencies ate increasing 
in the general population, then a s!gnlficant 
portion is probably suffering from some degree of 
malnutrition or is at risk of becoming malnour- 
ished. The groups most likely to suffer severe 
effects are children and pregnant or lactating 
women, who have higher nutritional require- 
ments. The higher nutritional needs of children 
together with the growing levels of poverty in LAC 
countries suggest that many children in the 
region who are attending school have insufiicient 
diets. 

The seriousness of the problem &ay not be 
readily apparent to teachers and school person- 
nel, as the effects of malnutrition may manifest 
themselves as stunting rather than wcssting. 
Recent data fiom Nicaragua illustrate this point. 
In 1989, the Ministry of H d t h  undertook a 
nationwide study of 7,905 randomly selected 
schoolchildren aged slx to fourteen, using the 
standard anthropometric measures of height for 

age, weight for age, and the ratlo of weight to 
hefght, as  shown in Table 111- 1. 

A s  shown by the ratio of weight to height, severe 
malnutrition or wasting is not a major problem 
in the school-age population, although almost 
one-quarter of the of the six- to nine-year-olds 
are at risk. The rate of low weight for age is 
under 20 percent for all three age groups, except 
thirteen- to fourteen-year-old males, where it 
reachts almost one-third of the sample. By far 
the most severe nutritional problem among 
Nicaraguan schoolchildren is stunting, as 
indicated by the large percentage of children who 
are short for their age, indicating deficient skele- 
tal development. When those at risk of becoming 
stunted are added to the percent of stunted 
children, the percentages are alarmingly high: al l  
are at least 50 percent, with those for the oldest 
age cohort at or very close to 75 percent. 

The percentage of children who are underweight 
or suffering from physical wasting as a conse- 
quence of malnutrition is not particularly high. 
A s  a result. the vast majority of Nicaraguan 
children do not appear malnourished, and it is 
only when height for age is measured that the 
extremely high rates of stunting become appar- 
ent. 

The educational consequences of stunted growth 
in school-age children include poor cognitive 
abilities, decreased aerobic activities, and 
signincant reduction in alertness. Important 
health effects are increased morbidity and 
mortality rates, a 30 percent increase in time 
needed to recuperate fiom frequent -heal 
episodes, and increased chances that acute 
respiratory infections turn into pneumonia. All 
of these consequences have m e d i a t e  bearing 
on learning ability, school achievement, grade 
repetition rates, an3 school desertion. 

rhis problem CWi be largely overcome through 
the intake of protein in dairy products. While 
school lunch programs may involve distribution 
and other logistical problems, they do offer an 
opportu~nity for raising children's nutritional 
status and allowing them to take greater advan- 
tage of their schooling experience. Lockheed and 
Verspoor (1989) cite a number of studies that 
suggest that investment in vitamin supplements, 
snacks, and parasite treatment can substantially 
impme children's ability to learn at a relatively 
low cost. 
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Renovating or Comstnrcting School 
Facilities 
In Latin America and the Caribbean, the high 
capital and recurrent costs of building and 
operathg traditional formal school .systems, 
combined with enrollment rates sf almost 100 
percent, have led most donor agencies to de- 
crease financing for the expansion of physical 
school fnfrastructure. This investment strategy 
extends beyond Latin America, because enroll- 
ment rates for primary school-age children have 
increased worldwide in the last twenty years - 
from 57.7 to 83.5 percent in Latin America and 
the Caribbean. 32.7 to 65.9 percent in Afiica. 
and 54.4 to 73.6 percent in Asia (Hunger Project 
1986 in Anderson 1988). It has been argued 
that even when investment in school construc- 
tion was at its height, it was directed toward 
higher levels of education and regional centers 
where the products of investment would have 
greater visibility than would individual primary 
schools (Lockheed and Verspoor 1989). These 

authors suggest that while some low-income 
countries wiil continue to require donor assis-' 
tame to expand access, there should be a shift 
away from buildings and furniture to critical 
pedagogical materials. 

School maintenance and renovation are impor- 
tant, however, especially in poorer countries, to 
ensure that minimum conditions are present in 
a school so that children are able to take advan- 
tage of material inputs related to quality. A 
school renovation actbity can also serve as a 
catdyst to increase community invohrement with 
the school. 

Care must be taken that a minimum standard of 
school facilities exists, or it is possible that the 
potentfa1 benefits fmm material i q u t s  may be 
seriously impaired. The following example 
illustrates this point. 

TARLB m-1 
adrnlnntritiova in Rlicaragum Schoolchildren, Ages 6-14 

Age Groups 

6-9 10-12 13-14 

I Malts Fernales Males Females Males Females 

Nuhltlonal Ckssiflcatlon Hcight for Age (prrrrnt) 

Normal 45.5 47.9 33.6 35.8 23.7 26.3 

At Risk 36.1 37.6 33.5 32.8 38.9 

Wsk +Malnourished 1 54.5 52.1 66.4 64.2 76.7, 73.6 

At Risk 1 37.9 42.9 48.6 45.5 42.0 38.7 

Weight for Age (percent) 

Wsk +Malnoutlshed. 53.3 53.8 66.1 62.7 73.7 53.7 

Normal 

Wdght/Helght ~pemnt) 

I J m a l  I 73.8 76.3 86.2 100 99.1 100 

At Risk 22.5 19.5 12.1 0 0.9 0 

Malnourished 3.7 4.2 1.7 0 0 0 

46.7 46.2 33.9 37.3 26.3 46.3 

Risk +Mahourished 1 26.2 23.7 13.8 0 0.9 0 

Soume: SVEN October-November 1996 iln Chestdeld et al. 1991) 
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TLoeniy-three cl-en are squeezed together 
simng on the e a r t h e n j h r  or on smaU stones 
in the made-over chicken coop of appm- 
irnaiely l o x  12 feet. It is chizlhg and a 
wld wind whips through the cracks in the 
slats as the chikhm cough and shiuer. l k  
teacher p& forward a small, b~d ly  jlaked 
blackboard The children squint through the 
dimmomfrrglighttryingtomcLk8out~ 
numbers as the teacher writes them. 

(Standing in the rear ofthe sird building, I 
have d@lcdty making out the numbers.) 

(Fleldnotes, Guatemala, February 1987) 

Thus, while this is a situation where. as Fuller 
(1986) points out. even material inputs such as 
writing pads or  pencils could enhance achieve- 
ment in some sense, improved facilities are 
required for meaningful imprwement. 

BOX m-6 
Community Partidpation in Jamaican Schoob 

ChcrSIem~e. Jamaica has made tremendous strides in providing access 
to primary education, with 96 percent of the school-age population 
enrolled. The education system, however, is of poor quality; approx- 
imately half of the primaxy school graduates are considered illiterate. 
This causes a substantial economic drain on the nation because of the 
need to provide remedial education or training at higher levels of the 
education system or in the labor market. Among the constraints 
contributing to poor quality of the primary school system are over- 
crowding in bt111dings that were deteriomting and suffered h m  the 
effects of vandalism, lack of school furniture and sanitary facilities, 
and little in the way of basic equipment 

Appmuch. School principals. teachers, and local community leaders 
were trained in community organization techteques to deal with 
vandalism in their schools. Partkipants spent three weeks in the 
United States, where they visited communities that had experienced 
vandalism and discussed strategies for involving the community to 
combat the problem. 

.---.-- --4 ntion. Teacher-parent organizations were provided with 
ategles that included starting clubs for out-of-school youth, 
I among chases within a school to maintain the school's 
:, and soliciting Bnancial support h m  local businesses 
iopt-a-School" programs. An additional aspect of the 

was a pilot effort designed by USAID and the Ministry of 
In which grants of $10,000 were given to ten school- 
' organizations that had participated in the training program 
t their own school renovatton projects. Bemuse the partlc- 
le training program had been given bookkeeping tmining, 
ble to keep thorough records of payments. They worked 
and the Mlnistry of Education to develop a blddlng process 

2 local contractors =d s p c M  procedures for contracting 
the work. 

Qutcomes. All of the schools in the program reported a reduction in 
vandalism, and. aver 90 percent of the teachers thought that both they 
and the schools had benefited from participation. Renovation activities 
were completed somewhat faster in SCOPE than in the overall pro- 
gram. The communities were also able to use the grants as leverage to 
encourage community members to assist with the renovations. SCOPE 
has  been incorporated into the Ministry of Education and operates on 
a regional basis throughout the country. 

Investment in classroom 
refurbishing can also help 
overcome local conditions 
such as vandaltsm, build 
support for an intenrention 
among local communities, 
encourage community 
participation, and help create 
a new structure for classroom 
learning environments. In 
each of the cases where furni- 
ture was provided as part of 
the project, this aspect of the 
program was viewed positively 
by teachers and parents. In 
one case, however, delay in 
receipt of furniture created 
negative itttitudes toward the 
entire program, which then 
had to be overcome once the 
furniture was delivered. In 
the case of Colombia, EscueLa 
Nueua calls for special fumi- 
ture or  special arrangement of 
tables by grade level. In addi- 
tion to supplying new furni- 
ture, this arrangement break 
down the traditional teacher- 
centered environment of the 
classroom. 

The School Community Out- 
reach Programme (SCOPE), a 
component of the Jamaica 
basic education project. pro- 
vides an example of the use of 
participant training to build 
community support for school 
renovation (see Box III-6). 
The Honduras project has 
also tied school renovation to 
communities* efforts at self- 
help, and the USAID basic 
education project in El Salva- 
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dor furnished repair kits to communities to 
assist with school maintenance. 

While investment in renovation may sewe as a 
catalyst for community participation, it must 
also be monitored carefw.  The opportunities 
for financial gain by unscrupulous construction 
contractors is a reality in devsloping countries. 
Thus, specialists such as engineers may be 
required to monitor both the contracting and the 
conduct of the work. Quallfled individuals. 
however, may be unavailable at the salaries p a d  
in the public sector, as was the case in Jamalca. 
This may result in construction irregularities or 
lack of completion. 

Revising or Reforming Curricula 
In most cases, the content of a public school 
program in Latin America is determined in broad 
terms by governmental decree. This theoretically 
limits to some extent the changes that can be 
made in the content of the national curriculum. 
In actuality, however. much "refining' of a 
curriculum can take place within the basic 
parameters set forth by a country's governing 
body. The Honduras textbook intervention 
provides an example of making curriculum 
adjustments while staying within a mandated 
framework. It is ~ f t e n  possible to make adjust- 
ments without national curricular reform in 
instructional materials that portray subgroups 
such as females or minorities in negative ways or 
do not reflect a given cultural reality. as with *the 
Mayans in Guatemala prior to the bilingual 
education progmm. 

It is also possible to increase the relevancy of 
materials by adjusting them to the local environ- 
ment, as was done through the use of local 
materials ,and regional variations of the E s m l a  
Nueua student guides In the Merent regions of 
Colombia. Mahing such adjustments. however, 
requires careful study of the instructional 
materials and of teacher-student interactions in 
the classroom. 

National currfculum reform, because of the 
political issues of uational culture and values, is 
likely to involve donor agencies only at  a program 
level, as was the case ixi Brazil. The general 
goals of e:quity, quality, and efficiency, however, 
are ongoing areas of policy dialogue. 

Developing InstrucMonal Materials 
and Technologies 
Interventions related to the delivery of instruc- 
tion in basic education have generally been of 
four types: physical improvements in the school 
environment through school construction. 
renovation, or equipment provision, as men- 
tioned above; development or provision of in- 
structional materials such as textbooks, teachers 
guides. and supplementary materials; introduc- 
tion of innwative technologies such as interac- 
tive radio or programmed learning; prepara- 
tion of personnel to use new materials and tech- 
niques. 

In much of Latin America, instructional quality 
in public pISmary schools is poor. This is 
especially true in rural and low socioeconomic 
urban areas where there may be a single text- 
book for an entire classroom. Chalk. pencils. 
and notebooks are in short supply, and supple- 
mentary teaching materials are scarce. Teachers 
are often ill-trained to face the variety of situa- 
tions they encounter in their teaching assign- 
ments, such as the scarcity ofmziterfals. large 
classes or multi-grade classes, or poor physical 
facilities. Teachers receive little in-senl5ce 
support, because principals are also poorly 
trained and supervisors are unable to visit mral 
areas frequently due to the dlfflculty of travel. 
In-service training. when provided, is usually in 
the form of special workshops that are not 
directly related to the reality of the classroom. 
Teacher morale, therefore, is often low, and 
teachers may not h o w  how to use interventions 
to promote positive learning outcomes in stus; 
dents. 

Implementation of an instructtonal intervention 
will require the development or adaptation of the 
material, its production and distribution to 
schools, preparation of teachers in its use. and 
assessment of its effectiveness. Recause re- 
search has demonstrated the positive effects of 
textbooks on student achievement, donor agen- 
cies have tended to focus on texts in the last 
decade. But the recurrent costs for texts are 
relatively high. especially if children are permit- 
ted to take books home, and technologies that 
provide alternative instructional modes have also 
been sought. Those that are relatively easy for 
teachers to employ and have a high impact on 
student achievement at  a relatively low cost, 
such as programmed learning or interactive 
radio instruction, have the most promise. 
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Instructional Materials 

Textbooks. There is a strong commitment to the 
pmvision of textbooks for primary schools in 
donor-assisted prof ects in Latin America. Each 
of the cases reviewed included an activity related 
to textbook provision. In Honduras. the princi- 
pal component of the Primary Education Effi- 
ciency Project was the development of a national 
textbook series. Jamaica also made texts 
available nationally through using a newspaper 
company to produce misting texts cheaply on 
newsprint. Colombia and Guatemala each 
developed texts for schools dealing with particu- 
lar seqments of the student population, rural 
childnn in multi-grade classrooms and bilingual 
children in particular. The Brazil education 
sector loans contributed to curriculum reform 
and the prcduction of texts, while the Hatti 
project is providing texts as part of its options 
package to participating schools. 

Worldwide, textbooks have been one of the major 
educational interventions by donor agencies to 
improve educational quality in developing 
countries. Forty-eight textbook development 
projects in developing countries have been 
suphorted by the World Bank in the last two 
detxides. Between 1979 and 1983, twenty-nine 
World Bank projects had textbook components 
(Searle 198513; Farrell and Heyneman 1988). In 
the last decade, A1.D. has supported a t  least 
four mafor textbook development projects. and 
texts have been a component of a number of 
others (Anzalone 1988). 

It is easy to understand this investment in 
textbooks. Research flndings tend to support the 
relationship between textbooks and increased 
academic achievement. In recent years, re- 
searchers have documented the positive effects of 
textbooks in a range of developing countrfes. 
including several in Latin America (Heyneman et 
al. 198 1; Heyneman and Loxley 1983). These 
effects are generally of a greater magnitude than 
those of other interventions such as teacher 
training or change in class size (Fuller 1986). 

The relative success of texts in the classroom, 
however, will depend on a number of factors 
related to implementation. First, as Lockheed 
and Verspoor (1989, 31) point out, 'Textbooks 
are the major - if not om - definition of 
cunlculum in most developing countries." Thus, 
the development of textbooks has political 

ramifications as, to a degree, the texts will 
embody the political philosophy of a country. 

Second, the quality of texts in terms of pedagogi- 
cal issues - such as focusing instruction, 
activating prior knowledge, previewing concepts, 
engaging students in the learning activity, and 
demonstrating comprehension and extending 
knowledge - as well as in terns  of structural 
issues, such as visual organization and style. 
will influence the usefulness of the texts. The 
texts must be relatively intuittve if teachers are 
to use them effectively. This requires that text 
development personnel have an  understanding of 
subject matter and textbook layout. 

Third, as  Searle (1988) has shown in a review of 
nine majar textbook projects throughout the 
world, production and distribution may be major 
stumbling blocks to the provision of texts. The 
inabiltty to produce or distribute books on time 
will result in teachers beginning the school year 
without materials or teacher traMng activities 
that are out of phase with the availability of 
books in the classrooms. 

The national textbook development effort in 
Honduras illustrates how one project dealt with 
these concerns (see Box In-7). This example 
shows that it is possible to maintain rigid design 
and production schedules. Doing so. however, 
may require the use of international experts and 
thus result in some loss of local capacity- 
building. This example also points out that 
modem computer technology is required if 
reasonable progress is to be made in developing 
textbooks for publication. 

The case shows that textbooks also serve as a 
valuable tool for teachers and will be used 
extensively. Texts can be used to encourage 
actfve learning but may also substitute for the 
blackboard for copying and memorization activi- 
ties if teachers have not received s a c i e n t  
training or the texts are not sufficiently intuitive. 

The other cases used other approaches for 
meeting production demands. Jamaica used 
existing books produced cheaply through the 
private sector. while Colombia and Guatemala 
developed local expertise in textbook design. In 
all of the cases except Jamaica, teacher training 
systems for preparing teachers in use of the 
texts were developed. 
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Responsibility for the texts has been addressed 
by each program. In Jamaica, texts are given to 
each child. In the other countries, the texts 
rernain in the school in an attempt to lower 
costs. Escuela Nueua, however, allows children 
and community members to borrow books from 
the 100-book libmy that Is part of each school 
in the program. 

In order to be an effective tool. guides. Ilke texts, 
should be straightforward and intuitive. It is 
also important that the guides be made a part of 
in-service training activities so that teachers 
learn how to use them in conjunction with the 
texts, as discussed in the Colombia case. In 
Colombia, the developers of the guides also 
created the training package. This did not occur 
in Guatemala or Honduras. where the trainers 

Searle (1985b) has suggested that the most did not stress the use of the guides. Thus, 
serious impediment to textbook programs is the teachers seldom use the guides in these coun- 
failure to establish institutions to provide text- tries. In Jamaica, teacher tra.ining was not 
books after project completion. Although the included as part of the text production package. 
production of texls has been 
incorporated into the Ministry 
of Education in Colombia. 
Escuela N u .  continues to 
rely on donor funding for 
much of the cost of revisions. 
In the other programs, 
response to date has also 
been to seek continued donor 
funding. 

Lockheed and Verspoor (1989) 
argue that where the text- 
books are produced is of little 
importance as long as the 
production can be done cost- 
effectively. Honduras con- 
tracted with a Costa Rican 
firm to produce its texts. 
Countries must be careful to 
include distribution costs in 
soliciting for international 
bids and to consider the ef- 
fects of foreign purchases on 
the politically sensitive issue 
of balance of payments. 

Teachers guides. Teachers 
guides are relatively common 
in L a t h  America and were 
produced in ccnjunction with 
texts in each of the cases 
studied. Guides can assist 
teachers in tlleir presentation 
-'kxtual materials as well as 

dasroorn management 
1 monitoring of student 
ming. The a~ailabiuty of 
chers guides in most devel- 
ng countries 8. however, 
ited (Lackheed and Ver- 

spoor 1989). 

BOX m-7 
Textbook Development in Honduras 

Chdlenge. Honduras, the poorest country in Central America, faced 
an inefficient primary education system in which only 28 percent of the 
children entering school were able to complete sixth grade. Lack of 
textbooks was seen as contributing to poor quality of instruction as 
only 23 percent of rural classmms had any textbooks at all in 1985. 
The books that did exisC had been in use since 1965 and were viewed 
by teachers as pedagogically obsolete, dimcult to use, unattractive, and 
lacking in Honduran content and images. 

Appmach. Textbook development was made a priority component of 
the Primary Education Efficiency ProJect funded by USAID in 1986. 
The books and accompanying tecchers guides were to be developed in 
phases: each year a series of texts for a grade level was to be developed 
and distributed nationally. The textbooks were to be supported by a 
teacher training component in which the Ministry of Education's teach- 
er training unit would organize a national training system utilizing 
supervisors and school principals to train teachers in the use of the 
texts and guides. 

Implementation. In order to avoid the issue of curricular reform that 
would have required governmental involvement and possible delays, 
the process of textbook writing was considered an enhancement of 
existing curricula. The production target of developing a text series for 
a grade each year was considered unrealistic by textbook experts. The 
production schedule was met, however, by using international 
consultants for long-term technical assistance in textbook production 
to support the Honduran writers and illustrators and by supplying 
computers with word processing and desktop publishing capability 
early in the project. In addition, a Costa FUcan printing company that 
could handle the volume of books within the restricted time fiame was 
selected through competitive bidding. 

Outcomes. Textbooks have been distributed and were observed in use 
in classrooms. Teachers were favorable toward the texts because they 
motivated the children and relieved the parents of a flnancial burden 
because the texts were supplied free of charge. Teachem used the 
texts most effectively in large-pup, teacher-directed activities. In 
seatwork activities, however, the teachers used the texts as a 
substitute for the blackboard and had children copy material verbatim. 



Othcr instructional rnaterfatf. With the 
exception of pencils and notebooks supplied by 
parents and blackboards, instructional materials 
are generally lacldng in primary school class- 
rooms in Latin America and other developing 
countries. As with texts, however, such materi- 
als can provide resources for student practice. 
Teachers' investment in the rural newspaper El 
Agrlcultor in Honduras to obtain additional 
reading materials for children and the center- 
piece poster demonstrates teachers' enthusiasm 
for instructional aids. The small library and 
learning centers developed from materials in the 
local environment, which are key features of the 
Escuela Nueva program in Colombia, are other 
examples of relatively low-cost instructional 
materials that have been used effectively in Latin 
America. 

It has also been suggested that instructional 
games can be a highly motivating, self-contained, 
small-group instructional material (Thiagarajan 
and Pasigna 1988). They are seen as a cost- 
effective mearms for students to master basic 
skills, especially at higher primary grade levels. 
With the exception of Belize, however, there is 
little research on the use and effects of games in 
p1-ST school classrooms of the developing 
world. 

Instnrctional Technologies 

Interest in the field of instructional technology in 
Latin America has been growing. The use of 
innovative instructional technologies stems from 
the concerns of decision makers who want to 
know how to determine and how to achieve the 
best outcomes from instruction, how to deal with 
large classes (typically 40-60 students), how to 
resoh  issues of high recurrent costs. and how 
to adapt approaches to widely differing popula- 
tions (Chadwick 1986). Common areas of the 
field of educational technology include pro- 
grammed instruction. microcomputers, distance 
education, interactive radio, and instructional 
development and design; these twhnologies are 
discussed below. 

Rqgrcunmed instruction. Programmed instruc- 
tion (PI) is defined by the following features: it 
can be mediated and replicated; it is self- 
adminlistrable and self-paced; it includes 
frequent overt response categories; it allows for 
immediate feedback; and it consists of highly 
struciured sequences (Boileau 1983). The 
promuns will vary greatly depending upon the 

method and the topic area. Many techniques 
embody either the constructed-response 
programming of B.F. Skinner or the multiple- 
choice programming of N.A. Crowder. 

Programmed teaching/learning systems, based 
on PI principles, demonstrate a high degree of 
correlation between materials and means of 
delivery and a high degree of attention to the 
systematic application of various principles of 
instructional development and design. In 
general, they include both step-by-step scripts 
for teachers' presentation of a session and 
instructional materials for children to use 
individually or in groups (Anzalone 1988). 
Programmed instruction is particularly appropri- 
ate for multi-grade classrooms as it allows 
children to work on their own, at their own pace, 
while the teacher is involved with other grades. 

One example of an education system in which 
programmed teaching/learning is integral to 
curriculum design is Colombia's Escuela Nueva 
(see Box III-8). Another application of pro- 
grammed teaching/learning is found in Project 
PRIMER in Jamaica (Cummings 1986). 

Computers. Programmed learning principles are 
commonly being used in Computer-Assisted 
Instruction (CAI). Although implemented largely 
on an experimental basis, the use of computers 
for classroom instruction is increasing. Mexico. 
Costa FUca, Chile, Peru. Argentina, Colombia, 
Trinidad and Tobago, Belize, and Brazil are 
experimenting with computer-assisted instruc- 
tion (Anzalone 1988). Costa Rica has mounted a 
major Mtiative for using computers in primary 
and secondq education. In Mexican primary 
schools. the focus is on computer literacy, and in 
Brazil and Argentina. educators use computers 
to "open up" the instructional process to foster 
critical thinking, creativity. or problem solving 
(Lockheed and Verspoor 1989). 

Information on the costs associated with com- 
puter education in developing countries is rare. 
However, where data are available. the costs are 
found to be quite high. In Belize, for example, 
the per-student costs for a single computer 
education course were found to range from 59 to 
149 percent of total per-student public expendi- 
ture in secondary education (A.I.D. Learning 
Technologies Project, preliminary data). 

Four sources of high costs include hardware. 
software, infrastructure, and teacher training 
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-one 1988). Both hardware and software 
have to be imported. Moreover, the software may 
not fultlll the particular needs of a speciflc 
country. Problems relating to electrical current, 
weather, dust, and access to replacement parts 
also increase the costs of adoption. The costs for 
retraining teachers increase the expense of 
computer use as well. 

Distance education Distance education covers 
methods ranging from educational television and 
radio programming to correspondence courses. 
It has commonly been used for teacher trainbg. 
For example, "Logos II" in Brazil is a self-paced 
learning program that combines subject matter 
and pedagogy. All students are unquamed 
primary school teachers. The 
curriculum contains a number of 
"modules" (short courses printed 
in separate pamphlets). Students 
study the pamphlets at home and 
then return to learning centers to 
be tested on the modules. Other 
activities offered by the learning 
centers include micro-teaching 
sessions, tutoring, professional 
socializing, and study groups. 
The entire Logos 11 program is 
expected to take from thirty to 
fifty weeks to complete. after 
which students take a certi- 
fication examination (Lockheed 
and Verspoor 1989). Distance in- 
service teacher trafning has also 
been implemented in Chile (Chad- 
wick 1986). 

Interactiue radio. A1.D. has 
provided support for interactive 
radio instruction ("IN) in a num- 
ber of Latin American countries, 
including Nicaragua, the Domini- 
can Republic, Honduras, Bolivia, 
Costa Rica, Belize, and Guatema- 
la. IRI activities have also been 
financed in other areas of the 
world such as Thailand, Kenya, ' 
Nepal, Papua New Guinea, and 
Swaziland. IRI is generally 
viewed as a supplementary tech- 
nique to be used where teachers 
lack sufncient knowledge of the 
subject matter to successfully 
carry out instructton. English in 
the Kenya English-as-a-Second- 
Language program is an example 

of this use of interactive radio instruction. In 
addition to this supplementary role, IRI has been 
used to prwide the entire primary schoo! 
currfculum in the Doxninican Republic. 

As the name implies, this technology uses a 
structured technique based on "action." The 
emphasls is on frequent student responses to 
the radio lesson, which in turn provides immedi- 
ate feedback and reinforcement. A series of 
related segments provide practice with certain 
concepts over the course of a lesson (generally 
half an hour long). This practice may be spoken, 
sung. written. or acted out. with accompanying 
printed materials. 

BOX III-8 
Programmed Instruction in Escuela Nuev<r 

Challenge. The rugged terrain and low population density in 
much of rural Colombia created a situation of small dispersed 
schools with only one teacher in each. Thus. if children were to 
remain in school to complete primary education, teachers had to 
be able to work with up to five grades simultaneously. Teachers 
had to travel from urban centers, often in inclement weather. 
which resulted in delays or absences and led to children being dls- 
missed without class. 

Appmach. P r o g m e d  learning was adopted as a means to 
enable students to work in small groups independently of the 
teacher as much as possible. A curriculum with programmed 
student guides, organized to allow flexible promotion, was 
developed. It is simple and sequential with an emphasis on 
problem-solving skills. 

ImpLenrentatton Student guides and teacher manuals were 
developed through local Colombian institutions that had experi- 
ence w o r h g  with multi-grade schools. In the initial stage, guides 
were distributed to project schools in mimeographed form, so that 
they would be available in the schools when teacher training took 
place. In addition to the guides, a 100-book library was assembled 
for each school. 'Ibis was accomplished through donations and 
special rates negotiated with Colombian publishing houses. 

CMcomes A national evaluation of Escuela N w  found that 
children in the program, when compared to students in traditional 
rural schools, generally performed better in Spanish and mathe- 
matics and had higher self-concept, Classroom observation 
conlirmed the emphasis on small-group work: children were 
engaged in this type of activity in 72 percent of the observations, 
compared to traditional schools where children were engaged in 
large-group, teacher-centered activities in 73 percent of the 
observations. When a teacher was absent, children continued to 
work in the EscueIa Nuevcr schools, whereas children were 
generally sent home in the traditional schools. 
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The results of evaluations of IRI in those coun- 
tries where sufficient development of the program 
had been completed for evaluation to occur show 
consistent achievement gains over children in 
traditional programs. Significant ga5ns have 
been made in mathematics, language, reading, 
and writing [Radio Leaming Project 1990). 

The complexity of the technology has generally 
required international technical assistance in the 
development phase. In addition, although IFU 
has been shown to have relatively low per- 
student costs, start-up expenses are relatively 
high. This factor. combined with the potential 
political uses of the technology, 
may make decision makers hesi- 
tant to invest in the program or to 
develop it outside of the public 
school system. However, the 
success of implementation 
through the private sector may 
also be problematic, as illustrated 
by the Honduras case discussed 
fn BOX III-9. 

In addition to the need for techni- 
cal and financial support. IRI 
faces problems in regard to the 
distribution and maintenance of 
radios and the recurrent costs of 
batteries fn areas where electrici- 
ty is not available. IRI also re- 
quires scriptwriters who are cul- 
turally attuned to the envlron- 
ment In which the target children 
live. The interactive nature of the 
curriculum makes it ideal for the 
lower grades; it has yet to be 
tested systematically at higher 
primary grade levels. And, as 
shown above, in Latin America 
where multi-grade classrooms are 
common, there must be adapta- 
tions in IWs generally grade- 
specitlc appmach to make this 
technology u A u l  in those set- ' 

tiags. 

Care must also be taken that the 
IRI p r o m  is consistent with 
other ministry of education pro- 
grams but not duplicative. The 
Honduras illustration shows that 
the original mathematics program 
had to be redefined as mental 

mathematics in order to complement the 
mathematics texts being developed under the 

' 

same USAID project. 

The IN developers suggest a number of ways to 
help keep the recurrent costs of the program 
manageable. These include distributing expens- 
es among various ministries. charging users for 
some of the costs. and encouraging international 
donor and private sector support. The Honduras 
project's success in selling the radio mathemat- 
ics program to Costa Rica suggests another 
possibility: using the U.S. public broadcasting 
model and building programming through 

BOX ID-9 
Interactive Radio Instruction in Honduras 

Challenge. The Honduran population is dispersed throughout 
thousands of communities, many of which are tiny and remote. 
Schools in such communities are cramped, crowded environments 
staffed by ill-trained teachers. EVP:: with textbooks, providing 
active, lively, and pedagogically n.7 -rem instruction is beyond the 
capability of most teachers. 

Apprroach. Math and language programs for delivery through 
interactive radio instruction were to be developed to complement 
and reinforce material presented by teachers. The programs would 
provide drill and practice for students and enrich the school envi- 
ronment through songs, stories. and learning activities designed to 
encourage student partfcipation. The program was to be 
implemented through a private voluntary organization (PVO) to 
permit the flexibility needed for effective. creative mass media 
activities. 

Implemenktion. The W O  developed a mental mathematics 
program with technical assistance from a centrally funded A.I.D. 
contract to support IRI. The mental mathematics p r o w  was 
developed because the math p r o w  originally envisioned was not 
consistent with the new textbooks. The program used ministry 
supervisors as sales agents for the radios, which were sold directly 
to teachers. The WO was to support the interactive radio ]program 
through the purchase of a rotary press; &er complaints h m  the 
Honduran printlng industry of unfair competition. howevcr; this 
plan was dropped. 

Outcomes. The mental math program was highly successful and 
was used in more than half the country's schools. Children ushg  
the program performed significantly better on mathematics tests 
than children not in the program. Observations showed dhildren 
actively involved in the radio dies. Because of interference 
from other classes, however, hie program was less effective In 
multi-grade classrooms. The mental math program was sold to 
Costa Rka Because the WO was not able to make sutncient 
progress toward self-financing, however, USAID halted thl: 
interactive radio program. 
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grants, product spin-offs such as 'Family of 
Numbers" dolls, and sales of international 
broadcast rights including technical assistance. 

Instnrctional development and design 
Several systems approaches to instructional 
delivery (i.e., the production of materials and 
'methods) have been tested in developing nations 
outside of the LAC region. The process generally 
consists of analysis. design, implementation, 
evaluation, and revision. The approach is 
designed to identiij learner characteristics and 
resources, and then produce specinc materials 
and training to meet existing needs. The result- 
ing learning package is subjected to formative 
evaluation and revised to improve eEiciency 
Phiagarajan and Pasigna 1988). 

Instructional development projects have been 
conducted in a number of developing countries, 
primarily in Asia and Africa. They are generally 
attributed with producing low-cost materials that 
contribute to student academic gain [Cummings 
1986). The lack of trained locd personnel and 
the heavy reliance on multidisciplinary teams 
that are generally not available even in developed 
countries have combined with high initial costs 
to knit the wide-scale use of the approach in 
developing nations. 

The principles of this approach as applied on a 
micro-scale can be seen most notably in the 
Guatemalan case study. PRONEBI conducts 
ongoing formative evaluations of its bilingual 
curriculum materials and reviews the text of 
each grade level with teachers prior to produc- 
tion. 

Training and Supenrising Teachers 
Teachers have ultimate responsibility for chang- 
ing students' behavior in the classroom to 
promote positive iearnlng gains. The previous 
training and attitudes of teachers influence the 
way in which they use textbooks and other 
technologies. In-service training.and support 
given by supenrisors -a contribute to the 
effectiveness of the fmplementatfon of innova- 
tions in the classroom. 

The depiction of teachers as  uninterested in their 
work and profession is generally contradicted by 
the case studies. The examples of Escuela 
Nueua, where teachers gave up their time to 
attend microcenters in Colombia. and Honduras, 

where teachers purchased radios with their own 
funds, suggest that teachers are interested in 
acquiring new tools to assist them in their work. 

Teachers in Latin America and the Caribbean do. 
however, face low salaries, poor working condi- 
tiom, and few opportunities for professional 
advancement - circumstances that characterize 
much of the developing world (Lockheed and 
Verspoor 1989). Such conditions account for a 
lack of motivation that contributes to poor 
performance. 

The inadequacies in teacher preparation in Latin 
America are highlighted in a series of classroom 
ethnographies funded by the International 
Development Research Center (IGRC) of Canada 
(Avalos 1986). The research found the class- 
rooms to be drab. authoritarian environments 
which made children "sad." 

R e m i c e  teucher training. In Latin America, 
primary teachers are generally prepared for 
teaching in secondary institutes that specialize 
in traintng teachers. Much of this "normal" 
school tmining focuses on preparing good 
professionals. In Latin America, this training 
may include judgment, ethics, good mental 
health. creativity, and the like. ?%us, courses in 
philosophy and psychology are often emphasized 
together with pedagogy. 

Donor agencies have made extensive investments 
in normal schools in the past, through the 
construction of schools and curriculum reform 
aimed at increasing emphasis on subject matter 
and modemizing pedagogical approaches. Such 
efforts have generally not been tied to other 
interventions in the primary system, nor have 
other primary education programs sought out 
normal school Involvement. In Guatemala. for 
example, the normal schools training bilinflual 
teachers do not use the national bilinguai 
education program's texts in their pedagogy 
classes. nor do students undertake their practice 
teaching assignments in the bilfryilal education 
program's schools. 

Normal school training does not prepare gradu- 
ates for the Werent environments in which they 
will be teaching. Urban, rural, and multi-grade 
schools require different teaching methodologies, 
but the normal school curricula seldom deal with 
these variations. Little preparation is given in the - 
development of instructional materials or in - 

- 
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classroom management when dealing with large 
classes or multi-grade situations. Practice 
teaching, if given at all, often consists of observa- 
tions in demonstration schools. Preparation in 
content to overcome the paucity of instructional 
materials that teachers face is also lacking. 

Lockheed and Verspoor (1989) suggest improving 
pre-sewice trainhg by shifting the general 
education component of teacher training to 
general secondary schools and focusing teacher 
training institutes on pedagogical sldlls that 
include practice classroom teaching. There 
should also be an effort made to tie pre-service 
training, especially when funded by donor 
agencies, to other interventions being funded by 
the same agency. 

There is also the problem of the external emcien- 
cy of normal school systems in Latin America. 
Normal schools graduate more potential teachers 
than can be absorbed into the primary school 
system. In Honduras. for example, there were 
18.817 normal school graduates between 1983 
and 1988, but only 9,900 available teaching 
positions (USAID/Honduras 1989). In Guatema- 
la. 25,000 normal school graduates have not 
found teaching positions. 

An omcial competitive process exists for acquir- 
ing a teaching position in most LAC countries. It 
is, however, often influenced by political consid- 
erations or financial pay-offs to retiring teachers 
that have little to do with candidate quality. 
Thus, primary schools may be staffed with 
unqumed  or underquallffed teachers, while 
superior candidates are unemployed or enter 
other occupations. 

In-senrice teacher support and training. For 
teachers already in the work force. adequate 
salaries, opportunities for professional advance- 
ment, performance incentives, as well as im- 
proved working conditions through instructional 
aids and strengthened supewision and support 
have been identined as necesar j  steps for 
upgrading the teaching force (Lockheed and 
Verspoor 1989). The authors recognize, however, 
that ndth the expansion of the teaching force in 
the last two decades in developing countries 
together with the percentage of gov enunent 
recurrent expenditures in primary education 
already allotted to teachers' salaries (generally 
above 90 percent in poor countries), there is little 
margin for monetary improvement. This is 

especially true given international donor agen- 
cies' reluctance to support salary expenditures. 
The one example among the case studies of an 
attempt to provide bonuses for perfonmance is 
that of Haiti. This effort was quickly seen as a 
salary supplement and thus was distributed to 
all teachers (Tietjen 199Q). 

In-service teacher training is used as a means to 
overcome the defects of pre-service training and 
to build mastery of new interventions. Often, in- 
service training is supplied through a trickle- 
down strategy in which central-level trainers 
provide workshops to regional personnel such as 
supervisors who return to their regions and train 
school principals or master teachers. These 
individuals. in turn, train their colleagues in the 
schools. Difllculties with this approach include 
a lack of direct contact with the realities of the 
schools on the part of the training developers; 
concentration on the transfer of knowledge and 
skills that ignores training the regional and local 
trainers in training techniques; and a lack of 
follow-up on the training to make local adapta- 
tions. 

A second approach is that of a series of training 
sessions conducted as short-term residency 
programs. In Colombia, the removal of teachers 
from their local environments for training was 
seen as a motivating factor in showing rural 
teachers that they are valued by the Ministry of 
Education and thereby in winning their collabo- 
ration in creating a "New School." Creating 
incentives was also one of the goals of the Haiti 
project's teacher training program. As Box 111-10 
illustrates, the teacher training program also had 
the objectives of overcoming pre-service deficien- 
cies and lessening teacher isolation. 

With the exception of the Haiti project, newslet- 
ters, distance education. and in-service pro- 
grams were not part of the project design of any 
of the cases under study. Many Escuela Nuem 
teachers, however, take university courses 

- 

through correspondence in Colombia. Distance 
education is  seen as a cost-effective approach to 
upgrading teaching sMUs and will form a part of 
the new USAID/Guatemala Basic Education 
Strengthening Project. - 
Enhancing teachers' instructional approaches is, 
of course, fundamental to improved student 
learning. Lockheed and Verspoor (1989) have 
argued convincingly from research in developing 
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BOX m-10 
XnService Training in Haiti 

ChdYange. Haitian primary school teachers in 
the private sector are poorly trained and Pack basic 
competencies In both academlc subject content 
and pedagogy. work in isolated schools with 
few material resources and have little opportunity 
for interaction with other teachers. Low literacy 
levels make printed support materials alone 
problematic. 

Appmcrch. The project developed annual work- 
shops geared to applied leaming and skills that 
are easily replicable in the classroom. The work- 
shops incorporate team-building into tratning to 
strengthen local contacts. Supplemenhy materi- 
als are provided to build on the materials and 
concepts presented in the workshops. 

Implementation. Wning Ls highly interactive 
and participatory using group-learning and 
team-building techniques. Classroom situations 
are simulated using local children. Teachers 
receive newsletters, and project field monitors visit 
the schools monthly to walk the teachers through 
the use of materials presented in the newsletters. 

Outcomes. The project reports a 30 percent 
increase in the number of teachers achieving mini- 
mum competency in mathematics, and students 
achieved signfacant gains in French and Creole. 
Teachers not in the project are requesting access 
to the training program. and teachers who have 
been trained are receiving offers of higher-paying 
jobs. 

countries that time to practice with subject 
matter is highly related to achievement gains, as 
is active student participation in the classroom. 
Thus, the organization of leaming experiences to 
encourage such opportunities, through teacher 
training or the provision of materials that devel- 
op alternate methodologies to the teacher- 
centered lecture format prevalent in Latin 
America, is an important intervention. 

Several methodologies that have been employed 
in developing countries to assist teachers in 
moving away from a focus on students' memori- 
zation of factual material include programmed 
teaching, small-group interaction, and individu- 
alized instruction (Thiagarajan and Pasigna 
1988). Because these are intemntions that 
might be presented in conjunction with either 

content or delivery in an in-senrice training 
program. they are reviewed here. 

Programmed teaching is a variation of pro- 
grammed instruction discussed earlier. It 
employs simple. straightforward teaching mod- 
ules that lead the teacher through lesson con- 
tent, student response elicitation, and correction 
or feedback. The method has been used suc- 
cessfully in several primary school settings in 
Asia (Pasigna 1979: Claveria 1982; Dilts and 
Mudjiman 1984). 

Peer-teaching or tutoring, in which upper-grade 
children inst~uct younger ones, has been used 
to provide greater individual practice to children 
in developing countries. Peer-teaching has been 
employed in the Philippines (Curnmings 1986) 
and forms part of the approach used in the 
Escuela Nueua program. In Escuela Nueua, the 
tutor is not necessarily an upper-grade child but 
may be a reading or math group leader from the 
same class or grade level. 

Small-group learning activities, in which stu- 
dents work cooperatively on a task with pro- 
grammed learning materials, games. or some 
other learning aid, are also seen as effective in 
maintaining motivation and achieving high 
levels of instsuctional efficiency (Thiagarajan 
and Pasigna 1988). This technique is the basis 
for many of the leanning activities of Escuela 
Nueva. Children work together by subject 
matter at a table assigned to a certain grade 
level. Different. children may be involved in a 
given activity as the program allows students to 
move through subject matter at their own pace. 
Thus, a third grader in most subjects may work 
at the f o l d  grade table during small-group 
mathematics activities. 

Individualized instructional methods provide 
comprehensive leaming systems in which 
students sdect materials appropriate to their 
own abilities and lexperience. Although this 
methodology is seen as highly efficient in terms 
of providing practice for individual learners, its 
cost makes it impractical for developing nations 
still attempting to provide access to large per- 
centages of their school-age populations. 

An additional approach that is not instructional 
in nature but which aids teachers in providing 
greater t ime on task to students and gives 
students practice in problem resolution is a 
student government program. Teachers view 



this aspect of Escuela Nueva as uric of the 
principal reasons for the program's success 
(Rojas, C. 1990). All of the students in each 
class are elected to committees that are respon- 
sible for school maintenance. distribution of 
materials. and the like. as well as for decisions 
about school functioning. Teachers see the ac- 
complishment of the committees' tasks as 
creating a sense of responsibility in students and 
making classroom management more efficient, 
thereby increasing ttme spent on subject matter. 

Developing Achievement Testing 
Testing is important for tlie monitoring of stu- 
dent achievement. Achievement testing can 
impme classroom pedagogy, provide standard- 
ized criteria for choosing those who qualify for 
further training, produce tangible criteria to be 
used to hold a system accountable, a -~d  aid in 
monitoring the impact of particular interventions 
(Lockheed and Verspoor 1989). 

Lockheed and Verspoor argue that a central 
testing agency. sufficiently staffed to provide 
testing extension services to schools and school 
districts, can provide important support for 
school improvement programs. Experience with 
testing, however, has suggested that developing a 
national system is expensive and time- 
consuming. Refining instruments that will be 
standardized reflections of national, curriculum 
objectives requires a major investment. There 
are additional expenses of administration and of 
making the instruments "teacher proof' since 
teachem will tend to teach for the tests or assist 
children in the test environment. In addition, 
teachers must be trained to use tats as a 
diagnostic tool. 

It is vital, however, to have measures of student 
performance if the questions of quality and 
efficiency of programs are to be answered. 
Although no country in Latin America has yet 
created a rmtional testing agency. all are involved 
in test development. Prominent educators met in 
Santo D-0 in 1988 to discuss issues in 
educational evaluation and called for national 
educational evaluation systems to be created in 
each participating country (Memoria del Segundo 
Congreso 1988). 

In order to reduce the costs of test development, 
the existing work of these groups can be used to 
monitor donor-assisted educational interven- 

tions. Part of the monitoring effort can help to 
refine the instruments while addressing ques- 
tions of quality and efficiency for specific inter- 
ventions. 

Related to testing is the question of applied 
research. Many of the issues of quality, such as 
the classroom experiences of girls. the availabili- 
ty and use of inshctiond materials, or ways of 
increasing teacher motivation, must be studied 
through specialized research. While it may be 
dffncult to build the capability for this type of 
research in a ministry of education, as suggested 
by the Honduras case, each of the case studies 
shows that capable specialized institutions such 
as unfversities or consulting and research firms 
exist throughout the region. These organizations 
can carry out comrissioned research for the 
ministry. 

Conclusions and Recommendations 
Conclusions - Health and Nutrition Health 
and nutrition must be considered in attempting 
to improve educational quality. Poor nutrition 
will contribute to poor cognitive development, 
decreased attention, and lower aerobic ability. 
Thus, a minimum level of health and nutrition 
must be reached if children are Po take full 
advantage of such interventions as active child- 
centered learning that promote educational 
quaty. 

Malnutrition among schoolchildren may be 
underestimated if both stunting and wasting are 
not considered. Similarly. the at-risk population 
is likely to become malnourished in a declining 
economic environment such as that which has 
characterized much of the LAC region in recent 
years. 

Recommendations. Interventions in educa- 
tional quality should be combined with nutrition- 
al enhancement such as school lunch programs, 
where appropriate. to ensure that children can 
take full advantage of improved educational 
delivery. The school offers an environment 
where nutrition &or& can be maximized; 
therefore, greater integration of donor-assisted 
child survival efforts with programs in basic 
education is needed. In addition, teachers 
should play a role in the detection of nutritional 
deficiencies through training in taking height- 
and weight-by-age measurements. 
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Conclusions - School Renu~otlon and Main- 
tenance. School maintenance and renovation 
are important, especially in poor countries. to 
ensure that minimum conditions to take advan- 
tage of material inputs related to quality are 
present in a school. A school renovation compo- 
nent can also serve as a catalyst to increase 
community imrolvement with a school. 

Involvement of local communities can be an 
effectfve means of implementing school construc- 
tion and maintenance activities. Grants directly 
to the schools can stimulate community involve- 
ment. Such decentralization also supports 
k1.D.'~ development goals: it is democratic in 
that more people become involved in the deci- 
sion-making process, and, to the extent that the 
community members identlfy the school as their 
own, it enhances the resource base through 
monetary or in-kind contributions. 

Recommendations. School physical conditions 
must be assessed to ensure that minimum 
conditions erdst to implement interventions to 
improve educational quality in the classroom. 
Where appropriate, interventions should include 
efforts to stimulate community involvement in 
the effort. 

Conclusions - Instructional Materials and 
Technologies. The provision of textbooks has 
been the most common approach to improving 
educational quality in the LAC region. There has 
generally been a correlation between the provi- 
sion of texts and student leaming gains. It is 
unclear, however, what factors are related to 
such gains. Increased learning may be a result 
of providing any kind of instructional input 
beyond the teacher and a blackboard. Texts may 
provide additional models for studcnts even 
when they use traditional teacher-centered 
approaches and are employed as a substitute for 
the blackboard. 

Textbook design and production have presented 
difnculties because of the lack of experience of 
personnel in text design and ~ . e  lack of modem 
production technology. Delays may cause 
textbooks not to be ready at the beginning of a 
school year or not allow for teachers to be 
trained in the use of the books. Logistical 
problems in distribution can add to delays. 

Teachers will make an effort to obtain and use 
instructional rnaterlals that they think will help 

them in the classroom. However. they will tend 
to teach in the way that they have been taught. 
Since most rural educators have had little 
experience with textbooks or other instructional 
materials, they are unlikely to use such items in 
innovative ways. Thus, teachers guides and 
student texts must be made intuitive to encour- 
age their use. 

Innovative technologies such as programmed 
learning, computer-aided instruction, and 
interactive radio instruction have been used at 
least on a pilot basis in the region. While each 
has been relatively successful, only programmed 
learning has been carried out at a low cost. 
Although radio has the potential to generate low 
per-student costs if used on a national basis, 
LAC countries that to date have used this 
technology have faced sustainability problems. 
In addition, radio programs have not always 
been designed to complement other internen- 
tions. 

Recommendations. Personal computers with 
word processing and desktop publishing software 
will greatly enhance the efficiency of activities 
that require extensive editing such as textbook 
production or radio script development. In the 
design of a project including these activities, 
procedures should be specifled for obtaining 
required softv~are and hardware and for provid- 
ing training in their use early in project imple- 
mentation. 

Where 30th textbooks and interactive radio 
intenrentions are being implemented, it is 
important that the two complement each other. 
This type of integration is likely to require a 
greater investment than adaptation of existing 
materials and wlll also require close coordination 
among implementing organizations. 

Teachers are willing to purchase instructional 
aids such as newspapers and radios when they 
feel these aids will help them in the classroom. 
In order to encourage this practice, some of the 
costs of such materials can be subsidized by 
private sector firms through advertising in the 
printed materials or during airtime. 

Conclusions - Teacher Training. The teacher 
is a major factor in improving educational 
quality in Latin America. The poor quality and 
lack of relevance of teacher training institutes, 
combined with patronage systems that may rule 
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agatnst new teachers findingjobs in. education, 
suggest that emphasis be placed on motivating 
teachers already in the work force to remain in 
the basic education system and on upgrading 
their skills. 

Teachers, at l a s t  in the cases studied re not 
disinterested and ununotivatcd. Rathe,, uley are 
frustrated and discouraged by a lack of infra- ' 
structure, few instructional aids, and low &- 
ries. They can be motivated through the prwi- 
sion of traWng and instructional materials that 
lead to visible Improvement in student outcomes. 
Initial increased motivation through the provi- 
don of relevant in-service tmining and Instruc- 
tional materials can be =tained through the 
implementation of support systems that allow 
teachers to periodically exchange ideas and 
experiences. 

The emphasis on children taking charge of their 
learning through student government and 
Individual or group programmed learning activi- 
ties can promote active learning and democratic 
practices as well as improve the morale of 
teachers. Students take responsibility for their 
lea,riling and view the school as their own. Thus, 
t h q  can carry out learning activities even in the 
absence of a teacher. 

A s  an education program expands in a develop- 
ing counby, support personnel are likely to be 
spread thin in order to keep down recurrent 
costs. Schools that have been in the program 
longer may receive less support once they are 
perceived as successfully implementing the 
Pwram. 

Recommendations. Given the need to motivate 
teachem and the lag time inherent in the devel- 
opmect. and px-oduction of texts, the activities of 
a teacher training unlt must be broader than 
simply training teachers in the use of the text- 
books and teachers guides. These activities 
could include motivating teachers through 
national competitions and the dklopment of 
supplementary instructional materials. In 
addition, schools sh~uld be studied to develop 
training sessions on appropriate classroom 
management techniques to complement the 
training given in using the texts. 

Efforts at school improvement should include the 
involvement of students in classroom adminis- 
tration to assist the teacher and provide studelits 

with experience in democrattc processes and 
decision making. 

Conclusion -Achievement Testing. Achieve- 
ment testing is a W,tal factor in monitoring the 
implementation of educational intexventions 
aimed at hmproving insh.uctional delivery. On a 
national level, however, the development of a 
natlonal testing system is extremely expensive 
and time-consu~nbg and no LAC country has as 
yet developed an adequate national testing 
system. 

Reccbmmendotion. TL;ting systems must be 
developed in a phased manner, building on the 
dor ts  to monitor the progress of donor-assisteu 
Interventions. This requires long-term planning 
to build capacity in test development and &ag- 
nosis at the local level and test analysis and 
feedback at the national level. 

Jncreasing Efficiency 
A s  has been discussed, efficiency is the relation- 
ship between inputs and outputs that will 
achieve the desired objectives ac a minimum 
cost. The principal olitput of an efficient basic 
education system is a primary school graduate 
who completes his or her schooling in the 
prescribed number of years. Improvement of 
efficiency depends on the ability of children to 
take advantage of educational opportunities and 
the value placed on education by the children's 
families, as well as on the creation of learning 
situations that offer children a falr chance to 
make normal progress from grade to grade and 
to make use of their learning mcpcriences in their 
daily "Me. It requires, in addition, an administra- 
ttve anfrastrwture that can deliver and sustain 
relevant educational interventions and that can 
build on investments such as in-service teacher 
training by keeping trained personnel in the 
basic education system. 

Improving the Management sf Education 
system 
Improvement in quality and ultimately in effi- 
ciency at the classroom level is dependent on 
sound management structures that ensure 
logistical support. If minisufes and regional 
offices do not have the capability to supply 
human and physlcal resources to schools, or to 
assist communities in supporting educational 
reform, it is unlikely that classroom intcxven- 

- ---- 
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tions to improve qualily and thereby lower 
repetition and dropout rates will be effective. 

As will be discussed in greater detail in the 
following section on administration of education, 
education managers in LAC ministries are 
generally unprepared to manage the innovations 
that foxm projects. Objectives for pmject inter- 
ventions are not set, nor are personnel manage- 
ment goals. Since these two processes are 
closely related, if measurable objectives are not 
set for projects, it is likely that they will not be 
set for employees. Without such objectives, 
performance cannot be evaluated 03 either an 
individual or a project basis. 

This is not entirely the fault of the managers. 
Confused and contradictory legal foundations 
often impede reform, regulation. and clear lines 
of authority in LAC ministries of education. In 

. addition. the structure of most ministries does 
not allow for the integration and coordination of 
activities across functional units. Managerial 
processes and organizational operations are ill- 
defined, and management tools such as job 
descriptions and systematic memoranda are 
often nonexistent. Mid-level managers are often 
-- --ibers of the teaching corps who have been 

noted for long service or loyalty to a political 
y, hence they lack the training, education, 
experience to effectively direct the operations 
illistry functional units. 

Efficiency is defined as the relationship of inputs 
to outputs. Inputs to education systems - for 
example, teachers, desks, or textbooks - can be 
expressed in monetary terms. The cost of desks 
and textbooks can be measured by their prices, 
and the cost of teachers by their salaries. 
Systems that track inputs generally use money 
as their maln measure: these are hanc id  
management systems. 

In the p-te sector, it is relatively easy to 
expresq outputs in monetary terms, too; thus, 
outputs and inputs can be measked in the same 
terms. Measures such as revenue and profit are 
accurate reflections of output in business. 
Accordingly, the financial management system is 
the most important ongoing system in a busi- 
ness, and accountants are the most important 
system designers and operators. 

The same is not true of the outputs of education 
systems. The outputs are dimcult to express in 

monetay terms. The value of literacy in a single 
B e ,  or the ability to perform simple calcula- 
tions, is dlfllcult to relate to financial value. But 
focus on the output or result side of the manage- 
ment system could greatly enhance ministry 
adminisfration. Reasonably accurate systems 
exist for accounting for inputs and tracktng them 
by cost, although these systems often need to be 
mcdem&d and improved and need to be more 
strongly and f o n d l y  tied to the output systems. 

bprovhig output management could be accom- 
phheJ in two interrelated ways. First, attention 
needs to be given to the operations that convert 
the f?~puts to outputs. Here one important 
process is communication with and direction of 
people on a day-to-day basis, especially during 
project implementation. Another important 
=pect is the refinement and strengthening of 
administrative operations themselves. subsys- 
tems of the organization such as personnel or 
planning. Second. the tracking and reporting of 
discrete outputs need to be targeted for the sake 
of both effectiveness and, later when related to 
costs, efficiency. 

Management-by-objectives (MBO) systems have 
been useful in the LAC region to strengthen the 
o v e d  management and admMstration of 
central ministries. The use of participatory 
systems such as MBO encourages the develop- 
ment of democratic values in a management 
cadre. MBO is distinguished by the setting and 
traWng of goals in face-to-face meetings. Thus, 
it encourages communication, motivation, 
team-building, caordfnation, and planning. 
These systems are especially useful in envimn- 
ments where mmagenal outputs change from 
year to  year axid where there is a short-term 
project orien.taLian. Several organizations in the 
LAC region spedalize In MBO training, and such 
tratnlng could be an important first step for 
improving emcia1cy. 

In addition, to assist in day-to-day management, 
decision making, and routinization of operation 
and planning, i r  Performance Management 
System should be installed. This is traditionally 
thought of rn a Mamgement Information System 
(MIS) and would provide the basis for developing 
and routinizing nationwide output measures and 
evaluating progress toward organizational 
objectives to reach national goals. These mea- 
sures would eventually be tied to the financial 
management system. 
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Enhancing Quality of Teaching and 
Learning 
Whereas the outcome of education quality 
interventions depends to some extent on the 
efnciency of overall administratfve systems, the 
reverse is also true in the case of efficiency at the 
classroom level. Reducing repetition and drop- 
out rates is directly related to the ability of 
chlldren to successfblly learn the tasks required 
for promotion from one grade to the next together 
with their age mates and the relevance of the 
tasks learned to life outside the school. 

Most teachers In the LAC region use a teacher- 
centered lecture approach for instructional 
deliveny. Schiefelbein (1991) suggests that this 
approach leads to teaching at the level of the 
average student in the classroom and causes 
teachers to fail those below the perceived norm; 
t3ese are likely to be the students who are 
different because of poverty, gender, ethnicity, or 
physical handicaps. Thus, interventions that 
assist teachers to improve the equity of their 
instruction are likely to lead to greater internal 
efficiency. If such approaches are relevant to the 
students' daily Me and future career opportu- 
nities, they have the possibility to improve the 
external efficiency of the school, too. 

Both the teaching methods and instructional 
materials that assist children in leamlng appro- 
priate grade-level tasks have been discussed in 
detail in the sections of this report related to the 
goals of improving equity and the quality of 
educational delivery. It sufilces here to summa- 
rize the objectives of such interventions as 
follows: 

promote health and nutritional well-being; 

promote active. relevant learning opportunities 
through investigation and discovery; 

employ rd -Me  situations in the classroom; 

assbt teachers in recognizing Individual 
differences and adjusting to Merent learning 
abillti es; 

allow greater time on task and practice; 

hdMduallze l e : .  opportunities: 

0 involve students and community members in 
school government and decision making; and 

provide professional advancement opportuni- 
ties for teachers. 

Reducing Dropout and Repetition Rates 
It is llkely that if the quality of teaching and 
learning is improved, dropout and repetition 
rates will decllne. There are. however. several 
structural accommodations that can be made to 
promote school attendance and thus increase 
time spent in school. These include alterations in 
the school schedule, modular learning, and 
multi-grade schools. 

Seveml approaches to scheduling adjustments 
have been tried in Latin America. One approach 
is changing the schedule of vacations to allow 
chlldren to be out of school during planting and 
harvesting seasons. This approach has, at 
times. met with opposition from teachers unfons 
not willing to give up traditional vacation dates. 
A second approach, used in agricultural regions 
of southern B&l, is to extend the length of the 
school day and have alternate grades attend on 
alternate days. This has the advantage of always 
leaving older children in the Mgher grades at 
home to Iook after younger children (for example. 
fifth graders with first and third graders on 
Monday. Wednesday, and Friday) and to assist 
with domestic chores. Widespread use may 
again be hampered by teachers unions. which 
would resist teaching additional hours for no 
additional remuneration. 

Modular learning offers a student the oppor- 
tunity to complete given modules in a school 
year. This procedure, used as part of the 
Escuela Nueua program, gives students credit for 
successfuliy completed modules. Thus, if 
economic responsibilities force a temporary 
withdrawal from classes, the student would be 
required to complete only those modules not 
finished previously in order to advance to the 
next grade. 

Multi-grade schools or classrooms are a means 
of extending the learning opportuntties for 
children to complete a counby's basic education 
program. Students can undertake all five or SIX 
years of primary school with one or two teachers 
providing instruction to a number of grades. 
This approach can be facilitated through training 
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teachers in classroom management and develop- 
lng materials that allow programmed learning, as 
was shown previously in the discussion L the 
Esciiela N m  p r o .  . 
Improvbg Status of Teachers 
The importance of mo+mting teachers and 
improving their morale was discussed in the 
previous section on improving the quality of 
education deltvery. The question of salaries and 
maintaining teachers in the work force also has 
important efllciency considerations. If invest- 
ments made to improve instructional delivery are 
to hale a payoff, the teachers whose skills were 
upgraded through such investments must be 
kept in the education system. With the current 
economic crlsis in the LAC region, teachers are 
likely to remain in their profession because 
alternative employment possibilities are lacking. 
Even small increases in teachers' salaries can 
have major implications on the total education 
budget, bccause the bulk of the education 

inistry's budget typically goes for salaries. 
lus, in a recover!!g economy, ministries might 
~t be able to respond as quickly as other 
:ctors, and teachers might seek other employ- 
ent options. 

- _ _ _ _ -  ----'1 as A1.D. are constrained from 
~pplements to teachers' salaries 

, , _ject funds. Providing merit pay 
nr- a- the Haiti project was not successful 

hers viewed scch increases as 
lements and the bonuws had to be 
d. Strategies such as non-project 
argeted for teachers' salaries may 
mmise of providing the incentive 
ain- teachers in the system after 

ining. 

'̂ker types of incentives for teachers include 
Is such as instructional mate&& to do their 
s more effectively and better pedagogical 
)port systems through either supPnrision or 
r professional encounters, all discussed in 
vious sections. Media campaigns aimed at 
 roving the image of the teaching profession 
+n additional possibillw however, there is 

le evidence of the success of this type of social 
uketing effort. A final strategy requires local 
nmunity involvment in the quality of schools 
d a commitment on the part of local communi- 
s to pay teachers' salaries and be responsible 
the quality of teachers' work. The general _ rerty of the local c ~ ~ ~ t i e s  in the region 

that are most in need of greater equity and 
improved quality in their schools, combined with 
the centralized nature of many ministries, makes 
this an option only for the long tern. 

Conclusions and Recommendations 
Conclusions. Strengthening the capacity of a 
ministry to manage and implement projects is a 
first step in improving efficiency. This must be 
accomplished through on-the-job or in-service 
trahing as ministries lack the human resources 
to allow managerial personnel to leave for 
extended periods of training. A management-by- 
objectives system. installzd by specialists within 
the region through on-site workshops, offers a 
viable strategy to achieve such capacity. 

This may need to be accompanied by policy 
dialogue on issues such as legal reforms to 
define h e s  of authority and procedures for 
hiring, employee rights, and grievance. 

Once ministries have developed improved mana- 
gerial capacity, operating systems for tracking 
outputs can be improved. The focus will be on 
key operating processes or subsystems such as 
personnel or payroll that have a direct relation- 
ship to financial reporting. The objective will be 
to increase the speed, accuracy, range, and 
comparability of data collected. 

Educational efiliciency, in terms of greater 
achievement and reduced repetition and dropout 
rates, will be increased by improving the equity 
of instruction and the quality of instructional 
delivery so that each child has a fair chance to 
learn the skills required for promotion to the 
next grade level. Adjustments in scheduling of 
classes and instructional format such as modu- 
lar units and multi-grade schools can also 
enhance children's opportunities to complete 
primary school. 

The lack of flexibility in the ministry of education 
budget is likely to drive underpaid teachers who 
have received traWng from the teaching ranks, 
thereby squandering the investment made to 
impme educational delivery. Strategies must be 
sought to keep teachers in the system and 
thereby maximh the investment made in 
improving educational quality through teacher 
training* 
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RecomnrendcrHohs. Donors should include 
analysis of the organizational capacity of the 
ministry of edr~cation as part of the design of any 
project or program. Where deficiencies are 
found, on-the-job trainLng should be a compo- 
nent of the project to ensure capability to sup- 
port dlassrwm-level interventions. 

Management-by-objectfves techniques should be 
examined for their appropriateness in institu- 
t i o d  capacity-building. Such techniques have 
the advantage of increasing communication 
among managers, and expertise exists within the 
region to cany out such training. 

Efforts to raise eillciencqr in the classroom should 
focus on dealing with individual differences 
among students; promoting acme, relevant 
l e a m t i  opportunities through investigation and 
discovery; and instilling democratic practices 
throug,h student decision m a .  in school 
gwemment. Donors shoulel also explore with 
host country ofncials the feasibility of modifying 
school schedules to offer children who must be 
absent ifor economic reasons at certain times a 
better chance of completing each school year. 

Incentives are needed to keep teachers who have 
received training for improved instructional 
delivery iin the education system. Donors should 
explore the feasibility of non-project assistance 
targeted to salary supplements for teachers and 
of media campaigns to improve the image of the 
teaching professfon as mechanisms for keeping 
teachers in the teaching profession. 

Improving Administration of 
Education 
This section discusses the administration of 
education fiom several perspectives. First, 
institutional capability and experience in 
institution-building as they relate to 
implementatdon are reviewed. This is W e d  to 
decision-support mechanisms for management. 
Given the increasing emphasis in the develop- 
ment community on local empowerment atnd 
parental involvement in children's schooling, 
information on perceived economic benats  from 
schooling by parents is also examtned, as Is the 
experience with building positive attitudes 
toward education in general or toward specific 
intenrentions through information campaigns or 
social marketing cfforts. 

Strengthening Ministries of Education 
Ministries of education in many developing 
countries are enormous bureaucracies carrying 
out administrative actions such as procurement 
of commodities. budget planning, personnel 
management, contracting. supervision of field 
activities, and public information in traditional 
and often irietncient ways. As a result, projects 
and programs experience delays. and resources 
do not reach the local level. Information is not 
available with which to make decisions or to 
coordinate the activities of diverse divisions 
across funding by multiple international donors. 

Many of the difnculties in achieving &ciency in 
education administration are reiated to the lack 
of management skills among central-. regional-, 
and local-level administrators. Rapid expansion 
of the education system in most developing 
countries has spread thin the available manage- 
ment resources. Institutes that train managers 
are often geared to the private sector and rarely 
admit those from the fields of education (Lock- 
heed and Verspoor 1989). 

As shown by the case studies, technical skills 
may also be lacking. In the case of Honduras, 
for example, individuals with subject matter 
knowledge were available hut not with experi- 
ence in textbook development. Thus. they had to 
work closely with international specialists to 
learn how to develop the textbooks. Similarly, in 
Guatemala, because the textbook teams were of 
Mayan descent, they understood the culture with 
which they were working and were able to reflect 
it in the texts. But because they lacked experi- 
ence in early childhood education. the texts are 
too m c u l t  for young children to use effectively. 

Donor response to developing managerial skills 
has generally been to create international 
training programs. The Miculty with such 
programs is that they often take the most 
capable individuals away from a ministr3 for 
extended periods of time. This argues for local 
training institutes that prepare managers in 
specialized fields or for technical assistance to 
improve administrative skills. Such efforts will 
require a relatively long time b e  and succes- 
sive interventions. as illustrated by the Brazfllan 
education sector loans (see Box 111- 1 1). Training 
at a national teachers institute also helped the 
Bra- teachers implement the r e f o m  of the 
loans at the local level. 
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InternatlonalIy, Lockhecd and Verspoor (1 989) 
cite the Nattonal Institute of Educational Man- 
agement in Malaysia as a successful example of 
a simllar program. This institute trains manag- 
ers fiom different levels of the education system 
together, thus facilitating communication. The 
institute has enrolled increased n u m b e ~  of 
participants each year since it opened Pn 1985 
and now sexves more than double the number of 
managers envisioned. 

Within a ministry, there may be a need to 
improve organizational structure by defining 
functional responsibilities. The Honduras project 
has tried to increase management sldll and 
ensure sustainabillty by implementing the 
project through existing units of the ministry of 
education and by using short-tern technical 
assistance to train personnel. As mentioned, the 

Guatemala bilingual education project was 
implemented through a special management unit 
attached to the rural education dtvlsion of the 
ministry, and the Colombia project was Pmple- 
mented through the planning division of the 
ministry. Thus, in each of these projects, at- 
tempts at institution-building were at the indi- 
vidual manager and unit level. There was no 
attempt to improve overall organizational struc- 
ture; rather, the projects provided training and 
other resources to strengthen just those units 
implementing project interventions. 

The exceptions are the Haiti project. which 
provided technical assistance that allowed for 
the fomt ion  of a new private sector coordinat- 
ing organization. and the management informa- 
tion system (MIS) developed as part of the 
Honduras project. The MIS component will be 

for the general strengthening of the 

Chdlenge. Prfor to the 1960s. Brazil was a largely agricultur- 
al country with a traditional school system. With the economic 
boom and dfveksiilcation of the 1960s. characterized as the 
"Brazibn economic miracle," it was felt that a modem school 
system to meet the needs of an industrializing society was 
required. Such a reform requlred trained planners and 
managers at the central, regional, and local levels. 

' 'ppmach 'IWo sector loans were designed to fit k~to the 
razillan national education plan. ?he flrst supported the 
welopment of middle schools, which broke away from the 
aditional academic curriculum to include training in practical 
ts. The second provided for a vanied program of interven- 
-mm t!mt supported a national education reform begun in 1 1971. 

Implersrentucltbn Both loans were administered by a Brazilian 
technical assistance unit for planning that had been estab- 
lished and supplied with international technical assistance 
through donor-assisted projects in the 1960s. This unit had 
provided assistance to most of the state governments at the 
time of the loans. State governments were required to submit 
plans for loan funds that included time-phased implementa- 
tion methods for human and material resource development 

Outcomes. State education systems were strengthened in 
their capacity to plan. The national planning unit was 
regarded as so successful that it became a permanent agency 
of the Ministry of Education and Culture. The number of 
teachers tripled, enrollments grew fiam 54 to 86 percent of the 
school-age population, and curricula for all grades were 
redesigned during the loan period. 

ministry and will be complemented 
by testing and applied research 
activities. 

Developing Management 
Information Systems 
Management Information Systems 
(MIS) provide administrators with 
analytic tools to streamline 
administrative functims. These tools 
include successful models for 
recodguring organizational 
structure, computerized decision 
modeling to determine policy options, 
and computerized record filing and 
retrieval to allow rapid transactions 
and establish a database with which 
to make projections for long-term 
planning and to provide the 
information donor agencies need for 
their reporting requirements. 

Establtshing an MIS In a developing 
country involves many of the same 
problems that were originally faced in 
developing such systems in the Unit- 
ed States. Data collection is done 
manually, so  there is a tendency to 
rely on aggregate figures provided by 
the teacher or principal at the class- 
room or school level. Tabulation is 
also done manually, resulting in six 
months to a year for processing and 
an inability to respond rapidly to 
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special information requests. Thus, data are 
generally not avaflable when needed for decision 
mRkLne or planning. 

When computers are provided, the available 
human resources with expertise in the& use are 
normally software or hardware specialists rather 
than infoxmation or management specialists. 
These individuals may not have the appropriate 
skills tc: Setennine the information requirements 
and uses of a minisby of education. They can, 
however, prepare the computer models and 
equipment needed, once an educational manage- 
ment specialist has assisted the ministry in 
determining its information needs. 

An additional clifnculty is that international 
donors may view an implementing agency's 
information needs from a different perspectfve 
than the agency itself. A primary concern of 
most ministries is personnel transactions, 
whereas the donor may be more concerned with 
long-range planning. This situation is exacer- 
bated by the  fact that donor agencies usually 
have technical personnel who are specialists in 
education but not in computer technology. This 
increases the dimculty of monitoring inte~ven- 
tions in MIS development or of engaging in 
dialogue about the necessary levels of interven- 
tion. 

Personnel administration is generally a manual 
system maintafned at the central level. Thus, 
teachers often must travel to a capital city to 
resolve problems, seek salary scale increases, or 
apply for transfers or leave. This takes instruc- 
tional time away from students because such 
transactions must be conducted during ministry 
business hours. 

Supporting Decentralization of Certain 
Functions 
Although there is considerable variation in the 
degree of centralization in educational systems in 
Latin America and the Caribbean, most have 
centralized decision-rnaktng structures. A1.D. 
has generally supported decentralization policies 
in the region, especially when they invoke 
community participation in educational plan- 
ning. As shown in the Colombian Escuela Nueva 
case, the program worked with Ztpartments in 
implementing the pl-ed interventions. The 
program did not become institutionalized, 
however, until there was sufficient support for it 

within the Ministry of Education. In addition, 
ttic program sW1 suffers from lack of infrastruc- 
ture in some regions (Rojas, C. 1990). 

The Brazilian education sector loans also worked 
with state governments. Extensive assistance in 
planning had to be given at tht -?ate and local 
levels to prepare human resources to plan and 
monitor interventions. In Guatemala, bilingual 
supexvisors of the PRONEBI program have been 
incorporated into the regional decentralization of 
education efforts. 

W W e r  (1988) identified three broad areas for 
justifving educational decentralization efforts: 
educational finance, efficiency and effectiveness, 
and redistribution of political power. Financial 
decentralization is seen as a strategy for continu- 
ing to expand educational opportunities in the 
face of the severe fiscal constraints suffered by 
most developing countries. I t  shifts the burden 
of funds for schooling to local governments or 
communities. Chile's municipalization of educa- 
tion in 1980, in which responsibility for both 
primary and secondary education was shifted to 
the municipal level. is an example of this ap- 
proach. 

Emciency strategies argue that costs can be 
lowered by allowirg decision making to take 
place close at hand rather than in a distant 
capital. This strategy also recognizes local price 
Uerences and leverage possibilities that will 
make funds go farther. as was the case in 
Jamaica. Effectiveness arguments suggest that 
administration and accountability can be irn- 
proved if schools are made more responsive to 
parents and local communities. 

Democratization or the inclusion of marginal 
groups is an additional rationale for decen- 
tralization. The regionalization and nucleari- 
zation of education in Peru in the early 1970s 
was an effort to increase the participation of 
indigenous groups in schooling and educational 
decision making. It has been argued that 
decentralization can also be used to increase the 
power of the central government. The example 
cited is that of Mexico, where regionalization 
decreased the power of the teachers unions by 
transferring salary negotiations to the state 
government level (Winkler 1988). 

Financing decentralization efforts is a major 
impediment to implementation. If regional or 
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local authorities must sU1 rely on central 
resources, dedsion making is in effect curtailed, 
as occurred in the Peruvian case. The support of 
local interest groups is also critical to success. 
Where teachers, ministry ofBdals, or local 
oftldals are not included in the pSannbg process, 
they are likely to oppose changes. 

Political instability can also influence decen- 
trallzation efforts. In Venezuela, although 
support for educational decentrallzatlon was 
constant, fiequent changes in the Ministry of 
Education kept the policy from being clearly 
defined. 

RondineUi et al. (1984) argued that to overcome 
such constrahts. a plan of actlon containing at 
least four steps is needed. The plan must 
concentrate initially on small-scale actMtfes that 
have popular support; gradually expand the 
scope as local managerial and financial capabili- 
ty increase; encourage central government 
support rather than control: and train local and 
central administrators to value shared decision- 
making responsibility. The Brazilian case best 
illustrates these principles: initial training 
focused on the local levels, and a climate was 
created for shared decision making which 
reached fruition with the sector loans. 

Creating Supemision Systems That 
Support Teachers 
Pedagogical supervision can be a positive influ- 
ence in mottvating teachers and helping them 
master new materials or approaches to instruc- 
tional delivery. Supervision and support in Latin 
America, however, have generally been seen as 
admMstrattve rather than pedagogic functions. 
Often supervisory positions are awarded for 
administrative skills, longevity, or political 
connections rather than pedagogical merit. 
Supendsors are responsible for initiating re- 
quests to hire, transfer, exchange, or dismiss 
teachers and for providing statistical and payroll 
Informattion. Therefore, they generally have little 
time for giving pedagogical advice. 

The case studies of Honduas, Guatemala, and 
Columbia suggest that supe~rvisors can be made 
responsive to teachers* pedagogical needs 
through training that gives the supervisor a 
stake in the new intervention. The positfve 
attitudes and pedagogical knowledge created 
through training can be enhanced by incentives 
such as making supenrlSOrs agents for the 

intervention* as in the case of interactive radio in 
Honduras, or through the provision of vehicles, 
which in Guatemala enabled bilingual supervi- 
sors to reach isolated schools. If training and 
vehicle support are not generalized throughout 
the supervisory system. however. the resuIt can 
be charges of favoritism. 

Involving supe~visors in the trairLing of teachers 
in the use of an intenrention, as was done in 
Colombia, Honduras, and Guatemala, can also 
hdp bufld rapport with local teachers. The 
training of supervisors will not necessarily 
prepare them to train teachers, in turn, in 
speciflc pedagogical techniques. As shown in 
GuatemaIa, supexvisors developed innovative 
child-centered techniques with the bilingual 
teachers, but these techniques did not involve 
the textbooks that were the principal interven- 
tfon (Chesterfield and Seeley 1987). 

, 
Clustering of schools is another means of im- , 

proving school supervision. In such arrange- 
ments, a core school senrices a group of isolated 
schools in supervision, staff development, and 
provision of materials. The Escuela Nueznz 
schools supported by thfs type of arrangement 
generally received more frequent assistance than 
those not involved in a nuclear situation (was, 
C. 1990). 

Improving School Organization and 
Capabilities of Principals 
In addition to central-level administration and - 
supervision. the adminfstration of indMdual 
schools is key in the implementat!on of intemen- 
tions. School principals, especially in rural 
areas with one- or two-teacher schools, are 
generally promoted from the teacher ranks and 
do not have administrathe t r q .  They 
continue to have teaching duties, yet are also 
expected to process records, initiate personnel 
actions, provide in-service training for teachers, 
and interact with the community. Thus, they 

- 
must be trained in school management and be 
committed to an intervention if it is to succeed. 

In the EscueLa Nueva  program. it was found- that 
the most effective schools were those where the 
principal took an active role in training teachers 
and interacting with the community (Rojas, C. 
1990). Similar results are found in the Haiti 
program, where school organkation was the best 
single predictor of successful teacher perfor- 

- 
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mance. This is consistent with most research on 
school management. which finds the principal to 
be a key factor in school fmprovement. The in- 
sexvice training supplied to the principals as part 
of the Escuela Nuem and Haiti programs is seen 
as one reason for the success of the i n t e rn -  
tions. 

Building Support for Education on Part of 
Parents and Cummunities 
Recent studies in Central America on the per- 
ceived benefits of schooling suggest that parents 
are in favor of schooling for their children 
(Richards 1988; Chavez 1989). Parents generally 
see education in the concrete terms of reading, 
writing, or speaking (a second language), where- 
as teachers tend to see schooling in the more 
abstmct terms of "good citizenship" or "critical 
thinldng." The positive attitudes of parents can 
be lost through the behavior of "poor or bad" 
teachers, who are viewed as often absent or as 
not teaching the concrete sktlls mentioned above. 

Some parents see disadvantages to their children 
remafnlng in school through the sixth grade. 
Among such disadvantages are decapitalization 
of the household economy because of opportunl- 
ty costs and rural technological illiteracy. 
Opportunity structures are limited for both boys 
and girls, which may negate parents' perceptions 
of economic payoffs from education. 

Most parents do not object to the enrollment and 
matriculation fees they pay. In poor rural areas, 
however, there is little possibility of parents 
gMng more to the schools than in-kind contribu- 
tions of labor. The case studies show that 
parents are wilUng to support their children's 
schooling when provided with tools that allow 
them greater involvement. The trajning program 
in Jamaica provided parents with techniques for 
raising money and combating vandalism. 
Teachers' suggestions for invoMng parents in the 
functioning of the school and their children's 
schoolwork served the same purpose in Colom- 
bia. 

In each case, however, there werc reports of 
negative attitudes on the part of parents to a 
proposed intervention. generally because the 
parents did not see the intervention as consis- 
tent with their educational objectives for their 
children. Similarly, the potential of a specific 
educational intervention or program may not be 

understood by elected omcials who use the 
educational system for political gain or by private 
sector members who view basic education as 
having little relationship to their lendeavors. The 
resistance of each of these groups might be 
overcome through an information or socM 
marketing campangn about the intervention's 
potential contribution to dif1reren.t segments of 
society. 

Although called for in the eva1u:ations of several 
of the case studies, idomtion. campaigns are 
uncommon in education. The only example 
occurred in Honduras where a social marketing 
campaign. focused on a very specific product, 
was conducted to promote the use of interactive 
radio instruction. Even the exhaustive review by 
Lockheed and Verspoor (1989) cites no examples 
of the use of social marketing in basic education. 
Thus, the first widespread attempt at employing 
this technique in education appems to be the 
new Basic Education Strer~gthening Project in 
Guatemala. 

Social marketing is a strategy for changing 
behavior. The term "social marketing" was flrst 
used in 1971 to describe the application of 
marketing principles and techniques to advar ce 
a social cause, idea, or behavior (Kotler and 
Zaltman 197 1). Social marketing has been 
widely utilized in health promotions such as 
contraceptives, cancer information, smoking 
reduction, seatbelt use, and drug and alcohol 
abuse. A.I.D. has supported social marketing 
programs in health and population in many 
areas of the world, and other government agen- 
cies have used them extensively in the United 
States. 

Social marketing uses marketing concepts such 
as market segmentation, consumer research, 
product concept development and testing, 
directed communication, facilitation, incentives, 
and exchange theory to change beliefs. attitudes, 
values. and social practices (Kotler and Roberto 
1989). Thus, while the methodology oEem 
potential for education, it has not been used to 
promote education interventions in either the 
United States or Latin America. 

Conclusfons and Recommendations 
Conclusions. The development of capable 
human resources to administer basic education 
programs in the public sector at national, 



regional, and locd levels will require a relatively 
long t h e  frame and successfve interventions 
that pruvide traWng locally. 

There must be agreement among ministry of 
education, USAID, and technical assistance 
personnel as to the information needs of the 
ministry prior to project implementation. Al- 
though timely computerized statistical analyses 
are important to international donors for deter- 
mining investment options in education, such 
analyses may not be viewed as vital by host 
country decision makers, who often use other 
criteria in maklng decisjons. It is important to 
determine who the audience is for an MIS and 
how information will be used before developing 
specifications for the system. 

Decentralization efforts have been successful in 
several Latin American countries. The principal 
requirement is local. control of funding. Person- 
nel and facilities can be regionallzed, but depen- 
dence on central funding removes decision- 
making power. Decentralization can create a 
problem in project monitoring for international 
donor agencies, which are nomally based in 
capital cities. 

The support of an Intervention by school princi- 
pals can be an important factor in teacher 
motivation and community involvement. This, 
however, requires trahhg school administrators. 
pleferably through in-service or on-the-job 
training actMtfes that do not remove them from 
their duties for extended periods of time. 

Parents can be a powerful force in improving 
school quality. Often, however, they have little 
interaction with the school and may see little 
relevance in the education that their children 
receive. 

Recommendations. The development of human 
resources fn admMstration needs to be made an 
explicit objective of intementions. Measurable 
criterla beyond numbers trained should be 
developed to ensure that administrative skills 
and decision-making capacity are improved. 

In-sewice trainjng programs for school adminis- 
trators should be a part of program design. 
Trainhg should be aimed at helping principals to 
improve their skills in school management. 
teacher support, and community interaction. 

The lack of understanding of interventions by 
parents and the indifference sometimes found on 
the part of government personnel suggest the 
need for broad communication and information 
efforts. These should fnclude multi-level cam- 
paigns based on social marketing techniques 
aimed at creathg an understanding of the 
program and winning support of local communi- 
ties as well as teachers and political groups. 

Sustainability and 
Institutionalization 
The question of the sustainability of basic 
education projects in Latin America and the 
Caribbean is a difncult one. The relatfvely high 
recurrent costs associated with basic education 
projects, the frequent turnovers in political 
leadership. and the economic crises resulting 
from debt-servicing all combine to limit the 
ability of governments to support interventions 
once international donor funding has ended. 

A number of different strategies have been 
employed in project design to avercome the 
external factors that affect sustainability. These 
include building human resource expertise and 
commitment, as was done in Brazil, Honduras. 
and Haiti; developing a pilot project to test 
intenrentions and win government commitment, 
as occurred with the Escuela Nuem program in 
Colombia and the bilingual education program in 
Guatemak implementing activities through the 
private sector, as took place with the interactive 
radio program in Honduras and the private 
school effort in Haiti; and building local cornmi:- 
nity participation, as was done in Jamaica 

Strengthening Existing Human Resources 
In Brazil. management and planning expertise 
was built up at both the central and state levels 
through a series of projects over a meen-year 
period. Thus, the human resources were in 
place to develop well-conceived plans for creating 
a new type of middle school (grades 5-8) and 
implementing other aspects of national educa- 
tion reform through two sector loans. The 
program also profited from the government's 
strong commitment. Thus, although worsening 
economic conditions in the mid-1970s made it 
difncult to reach target levels in some areas, a 
trained cadre of managers committed to modem 
education practices remained in the public 
sector when USAID terminated its assistvlce to 
Brazil. 
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The Honduras project was also designed to 
enhance the skills of personnd already within 
the Ministry of Education 8 nd thereby institu- 
tionalize textbook productlan and teacher 
traintng skills without increasing costs. This 
capability would then be awilable every seven to 
ten years when new texts were tc be developed. 
In actuality, the use of Ministry of Education 
permanent resources only occurred with the 
teacher training unit; other personnel had to be 
hired on a contract basis. The textbook produc- 
tion pemnnel are likely to remain in the educa- 
tion system, however. as many were recruited 
from the university. They also may be able to 
apply their new skills in other sectors; USAID 
envisions using them to design take-home schoo! 
health booklets that would also include math 
exercises. Thus, these individuals are likely to 
be available for future textbook design efforts. 
Their contracting. however, will entail costs for 
which funds must be allocated. 

The printing of the texts will also be a recurrent 
expenditure that is likely to need international 
donor support. Project designers hoped that 
Honduras would see the importance of the texts 
and begin to reallocate funds from other areas. 
Such adjustments in policy are usually easier to 
make when there are data to support the impact 
of the texts on children's achievement and when 
the local economy b growing. Honduras' econo- 
my at the time of this study was worsening, and, 
because of delays in establishing the evaluation 
activity, data 03, impact of the texts were not 
available. 

The Haiti project has greatly strengthened the 
admfnfstrative capabilities of private school 
systems. and a recent evaluation found that 
these organizations are likely to contfnue despite 
political instability. The same study reported, 
however, that maintainhg the incentives and 
classroom-level intenenti ons supported by the 
project would require international donor assis- 
tance for the foreseeable future. 

Designing Pilot Projects 
Both Escuela Nueua and PRONEBI were designed 
as pilot p q e c t s  to test an approach to multi- 
grade classroom instruction in the former csse 
and a bilingual curriculum in the latter. The 
Escuela Nueva project, which was implemented 
in 224 schools in three different departments of 
Colombia, generated a great deal of favorable 
publicity. This led to requests from universities 

in Colombia and from other Ministry projects for 
the participation of Escvela Nueva in their 
activities. It also encouraged donations from 
private institutions such as the Coffee Growers 
Federation. 

In addition, as USAID was cutting back its 
operations in Colombia, the agency worked with 
the Ministry of Education to present the results 
of the project to other donors, which resulted in 
a half million dollar grant from the Inter- 
American Development Bank (IDB). Thfs grant 
extended the project to three additional depat- 
ments and allowed for the revision of the student 
ma; alals over a two-year period. 

A second grant from IDB followed for the years 
1980-82 and extended the program to an  ad&- 
tional 1,000 schools. In the period 1982-83, a 
third version of the materials was developed, and 
the project incorporated another 1.000 schools 
and was institutic-T?-&ed within the Ministry. 
Most of these schools were in the Pacific Coast 
region of the country. This expansion was 
financed through funds for rural integrated 
development, the department secretariats, and 
UNICEF. Between 1984 and 1987, the Escuela 
Nueua program expanded to 8,000 schools in 
Colombia with the help of World Ban& funding. 
In 1988, Colombia negotiated a loan fiom the 
World Bank to expand the program to all 26,000 
rural schools in the country. Thus, although the 
pilot and subsequent program have been highly 
successful, Escuela Nueva continues to rely on 
international donor support. 

The successful results of the bilingual education 
pilot project (1979-1984) in Guatemala led to its 
institutionalization as a program within the 
Ministry of Education in 1985. With the excep- 
tion of counterpart funds for teachers' salaries, 
however, the program is maintained by USAID 
support. The new USAID Basic Education 
Strengthening Project wW continue to fund the 
bulk of PRONEBI's activities. The program has 
yet to build strong support among government 
o£ilcials, who were generally described as indlf- 
ferent toward PRONEBI. 

These results suggest that even in the case of 
highly successful pilot programs, relatively long 
tirne frames may be needed for host governments 
to assume their funding. Without continued 
donor support, these programs may be in danger 
of remaining internal pilot projects or of failing 
completely. 
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Incorporating BPivaSe Sector Involvement 
The Honduras interactive radio experience 
suggests that reaching self-sufficiency is a 
diflncult process for a private voluntary organJza- 
tion dedicated to educational pursuits. The 
proper blend of management experience is 
diflncult to achieve because those involved in 
technfcal operations will be educators with little 
background in income-generating actMti es. 
Board members, on the other hand, will have a 
p r d t  motive foremost in their Wddng and may 
not understand the social aspects of the organi- 
zation's activities. Thus, separation of educa- 
tional endeavors fiom those designed for profit is 
fundamental in assisting the PVO to develop 
appropriate strategies. 

The USAID mission worked with AVANCE, the 
WO. to develop a matrix that distinguished 
income-generating activities from those with 
socfd development goals. Those development- 
related activities that are likely to always need 
suplport were identified and the degree to which 
they could be supported through other types of 
acttolities aimed at producing income was deter- 
min~!d. AVANCE management personnel stated 
that fiom producing 20 percent of the operating 
capital in 1988, the organization had accounted 
for 510 percent in 1990. Despite these results, 
the organization was viewed as not makirag 
sufndent progress toward self-sufnciency, and 
U W  funding was withdrawn. 

The Jamaica h3pnary Education Assistance 
F'mject had as a component training principals, 
teachers, and local community leaders in tech- 
niques to deal with vandalism in their schools. 
Part of this effort included strategies for soliciting 
support from local businesses. An additional 
aspect of the program was a pilot program 
designed by USAID and the Ministry of Educa- 
tion in which grants of $10,000 were given to ten 
schwl,/community organizations for renovattng 
their schols. Both of these endeavors were 
succes&.l in that support from local busine.sses 
was obtained and renovation funds went farther 
in the liands of the local community organi- 
zations than when disbursed through the Minis- 
try of Education. However, neither endeavor 
made the schools self-sufilcient. 

Enhancing Institutionaliza&tsn 
The fariors that influence sustainability - 
including host government policies, manage- 
ment, financial factors. and social as well as 

envhrmmental conditions - have been recog- 
nized by donor agencies. A compendium of 
donor experience on the sustainabjlity of devel- 
opment pr~ograms (AID/PPC 1988) identifies 
these: factallrs and makes suggestions for dealing 
with susta;lnability issues in project design and 
evalimtion. As in the LAC cases above, it is 
suggested Ititat time frames of ten to fifteen years 
may be needed to develop sustainable institu- 
tions. It is ?&o noted that continuity of funding 
thmugh follow-up efforts can help s c r s t .  
internentiom during a transition phi= and that 
carnpetent i~anagerial leadership is lesential to 
successful implementation and problem solvlng. 
The ciocwr mt also stresses the importance of 
irncllnding sustainability issues in all stages of 
li,rogram monitoring and evaluation. 

Institutionalization is one aspect of sushina- 
bility. At the national level. it relates to deci- 
sions that will strengthen the continuation of a 
program. It may include new laws that support 
the program's continuance, as in the cases of 
Escueh Nueva and PRONEBI, as well as regular 
funding, tratning, or management melchanisms 
established for the program. At the central level. 
institutionallzation also includes positfie atti- 
tudes toward a program and "ownership" of it. 
As shown by the case studies, this co~nmitment 
is built through collaborating in the design 
process (Guatemala, Honduras, Brazil, Colom- 
bia), tying interventions to national priorities 
(Brazil). and using existing organizations and 
expertise to implement the project (Guatemala, 
Colombia, Brazil. Haiti). 

At the school and classroom levels, institu- 
tionalization has a slightly different meaning. It 
is the consolidation of the intervention within the - 
school. That is, the program becomes a routine - 
part of the school's Me, and there is general 
agreement that it will continue indefinitev at the 
school. Instttutionalization includes teacher - 
mastery of program components and the support 
of the program by key people such as the princi- - 

pal and the district supervisors. A final require- 
ment is that funds, equipment. materials, and - personnel needed to implement the program are - 
guaranteed at least for the immediate future. 

- - 
Each of the cases studied contained some 
indicators of local institutionalization. For - 

instance, student learning materials were 
available in the schools in each program visited. - - - 

Only in the Colombian program. however, were 
- 

- 
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all aspects of the program used routinely, and 
the schools visited were long-time participants in 
the program. Again, thc importance of planning 
for long implementation periods is fflustrated by 
this result. 

Conclusfons and Recc~mmendations 
ConcZusiorrs. The LAC experience suggests that 
long time frames will be needed for basic educa- 
tion intenrentions to become sustainable at the 
national level. A phased plan in which the 
natimal government takes on increasing respon- 
sibUty for an intcrveiition has worked success- 
fully in the region. 

The expertise developed through a project, such 
as textbook production, can be used for other 
acthities within a sector or in other sectors, m n  
when a given capability has not been institutlon- 
alized in the ministry of education. To take 
advantage of this capability, however, requires 
the existence of a resource utilization plan based 
on an assessment of the skills being developed 
and the need for such skills in other sectors. 

Contextual factors affect the degree to which 
planned change, such as reallocation of funds 
from tertiary education to textbooks, will take 
place. A worsening economy, for example, may 
reduce the possibility of policy dialogue on this 
issue, as well as the ability of parents to pay for 
books. 

Separation of educational endeavors from those 
designed for profit is fundamental in assisting 
private sector organfiaff ons to develop appropri- 
ate strategies. Certain acttvittes with social ends 
are unlikely to be appropriate candidates for 
profit-making endeavo~s. 

Becommendations. In monitoring the progress 
of sustainabflity. careful attention should be paid 
to external factors such as the state of the 
national economy. This, together with other 
assumptions made about sustahability, should 
be made explicit at the design stage of an inter- 
vention and tested throughout project or pro- 
gram implementation. 

Sufffcient time for a W O  to develop appropriate 
operations is important. Donor project managers 
should not be too quick to decrease or suspend 
funding without examining the assumptions 
made about cost recovery to determine if they 
were realistic. 

Conor agencies should distinguish income- 
generating activities fmm those with social 
development goals. Those development-related 
z:tfvities that are likely to always need support 
should be identifled. and the degree to which 
they can be supported through other types of 
actMties should be determined in judging the 
feasibility of self-sufnciency. 
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Project 

This chapter deals with current thinking on 
evaluation practice and its application to interna- 
tional development projects. The importance of 
det~xmbing the audience for evaluaticrn findings, 
of establishing measurable indicators that are 
useful for judging the impact of basic education 
intenrentions. and of building local capacity to 
collect and use evaluation results in decision 
making are discussed. The chapter concludes 
with lessons learned from the case studies and 
literature review. 

Current Approaches to Evaluation 
A.I.D., as well as the other donor agencies, has 
long been concerned with approaches to project 
and program evaluation. A.I.D. was a leader in 
establishing systematic monitoring and evalua- 
tion procedures using the logical framework 
model. Recently, it has developed a number of 
materials that reflect advances in evaluation 
methodology and provide guidance for evaluation 
design (White 1986; Norton and Benoliel 1987; 
A.I.D. 1989). It also contracted for a critical 
review of the methodologies employed in evaluat- 
ing A1.D. projects (Hopstcclr, et al. 1989). The 
A.I.D. evaluation llteratm exhibits a growing 
emphasis on evaluation methodologies that 
respond to the needs of program managers. 

In an effort to determine the efTects of A1.D. 
interventions in the education sector, the agency 
commissiorled evaluations of twelve education 
programs in the developing world. Tile findings 
from these evaluatiims were used as the basis for 
discussionc; at a conference to determine why 
certain interventions had been effective (AID/ 
PPC/CDIE/PPE 1984). Severd crucial points for 
evaluation design emerged during the review of 
these findings. They included: 

The need to build systematic feedback mecha- 
nisms into project design in order to assist 
managers in ~ & i n g  appropriate adjustments 
and applying leverage during isnplementation; 

The need for greater involvement of host 
country personnel in project design and 
evaluation; and 

0 The importance of including a review of 
implementation plans and their underlying 
assumptions - as well as  human, social, 
cultural, institutional, and economic factors 
- in evaluation designs. 

Subsequent documents focused on the method- 
ology to meet these requirements. White (1986) 
described the qualitative methods and team- 
building approaches used in what she called 
A.I.D.'s "rapid impact evaluations." Norton and 
Benoliel (1987) focused on A.I.D.*s use of evalua- 
tion results in suggesting alternative methodolo- 
gies. They argued that most A1.D. project 
evaluations had not been extremely useful to 
project managers due to inappropriate evaluation 
designs and the lack of explicit data collection 
plans In project papers. Norton and Benoliel 
provided guidance for evaluation designs &*en 
by the decision-making needs of managers and 
described a combination of quantitative and 
qualitative data collection methods necessary to 
meet these needs. They suggested that an 
information plan be developed at the project 
design stage or soon after the start of project 
implementatiori by an evaluation specialist 
working with USAID and host country managers 
to ensure that information needs are met. 

The A.I.D. Evaluation Handbook (1 989) incorpo- 
rates the lessons from these earlier documents 
and stresses the need for multiple approaches to 
evaluation because of the decentralized manage- 
ment style of the agency. The document empha- 
shs  the importance of involving host country 
managers in evaluation design and project 
monitoring. The Handbook also delineates 
AI.D.*s policy of including in the design phase 
the development of an information plan spec@- 
fng the data collection, monitoring, and evalua- 
tion activities to be conducted during a project. 
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A n  .. Y cf the quality of A.I.D. evaluations from 
the years 1987 and 1988 (Hopstc?ck et al. 1989) 
supported the criticisms found in the A1.D. 
evaluation literature. The review found that: 

0 Most evaluations were conducted by con- 
tracted evaluators with USAID sM and host 
country evaluators participating in only  bout 
one-fourth of the studies; 

The majority of the studies relied heavily on 
key infomant intendews because of the short 
turn-around time given for the completion of 
the evzlua.tions; 

Data wailability made outputs the primary 
focus of most of the evaluations, whereas 
purpose, goals, impact, or assumptions were 
seldom addressed; 

Cost-efiectivencss or cross-cutting issues such 
as women in development, environment. and 
sustainability were seldom addressed; and 

Q Evaluations were conducted as e!ther midterm 
or final evaluations rather than with flexible 
scheduling to meet implementation needs. 

"he World Bank has also been increasingly 
concerned with its approach to evduating 
education projects. A case study methodology 
similar to that employed by A.I.D. in determining 
lessons leaxned in the education sector, but 
limited to the evaluation and monitoring of 
education projects, was used to extract lessons 
about program evaluation (Searle 198%). The 
study conclusions stressed the importance of 
collaboration among decision makers. techni- 
cians, and corsultants/evaluators in conducting 
evahati~ns. The author argued for building a 
constituency of policy makers by developing a 
monitoring and evaluation system that allows 
them to fnftiate appropriate inquiries and pro- 
vides rapid responses to such questions. The 
au+hor maintained, that this can be accomplished 
only by tPaining evaluators in d&eloping coun- 
tries in a wide range of evaluation methodologies. 

Middleton et al. (1989) examined both the 
success of Bank projects i~ '~pllementing 
monitoring and evaluation @lE) systems and 
the lessons to be learned for developing countries 
from US. experience in eduation M8cE systems. 
The authors' review of World Bank projects found 
that: 

r Where M&E systems have been supported, 
the systems have generally been designed for 
collecting infoxmatian needed by the Bank to 
monitor its projects; 

Little progress has been madc in establishing 
sustainable evaluation capxity in developing 
countries; and 

r There has been little or no staff development 
to enable host country technicians to apply 
multiple evaluation techniques to provide 
decision makers with useful information far 
impmving education practices in schools. 

Fuller (1986). in a Woild Bank d;iscussion paper, 
reviewed the fhdings on school quality and 
suggested many of the approaches discussed by 
other A1.D. and World Bank authors. He stated 
that while there is a body of knowledge 9x1 
inputs, such as textbooks and teacher quality. 
that nlate positively to student achievement, 
little is known about the relaGonship of clas- 
rr om management practices to achievement or 
about the relative cost-effectiveness of alternative 
school inputs. To answer these questions, Fuller 
L igued for rigorous small-scale, quasi- 
experimental studies; natumlistic observation of 
school management; and longitudinal designs. 
He also suggested that the external efnciency of 
schools or students' accomplfshments after 
leaving school should not be ignored. 

A summary report by the Organization for 
Economic Cooperation and Development (OECD 
1988) provided the results of a seminar on the 
status of evaluation in OECDSs development 
programs, which included participants from 
Asia, Africa, LAW America, Europe, and North 
America. The professionals involved in the 
seminar reached an agreement that b generally 
consistent with the views found in the literature 
of other agen~ies. The relevant points included: 

r Evaluatio~i cdsts az an ~ccepted teclmique in 
many devdoping countries although the 
degree of exwrtise, tkie resources avatlable, 
and the ut&ation of the results vary; 

r Donors can assist in overcoming !a& of 
resources by providing evaluation funding as  
an integral part of project financing; and 

r Developing countries must be involved in 
designing the types of evaluation that best 



meet their needs if results are to assfst in 
implmentai?on rather than solely meet spe- 
ciac donor repow rquuirement.s. 

The academic literature on evaluation of educa- 
tion programs has shown increased concern for 
results that can contribute to policy and p r o m  
implementation. Benson and Michael (1987). in 
reviewing the design of evaluation studies in the 
TJnited States wer a twenty-year period, con- 
cluded that the use of quasi-experimental 
designs in combination with surveys and 
naturalistic investigations provides an alternative 
to experimental designs in fleld settings. They 
argued that such alternate approaches permit 
simple, replicable studies of selected aspects of 
complex p r o m .  

Other sciiolars have provided detailed procedures 
for carrying out alternative evaluatton methodol- 
ogies. Patton (1980) described different qualita- 
tive methodologies and discussed their appropri- 
ateness for evaluation researcli. Fetterman and 
Pitman (1986) deaonstrated the utility of qua& 
tative and mdt.!ple evaluation methods in 
meeting policy needs. Miles and Hubeman 
(1984) developed guidelines fijr the reduction and 
analysis of qualitative data. 

In summary, the Ilterature on the evaluation of 
development assistance in relation to recent 
approaches to evaluation points out several 
issues to be considered in the evaluation of 
education interventions in developing countries. 
First, there are a number of audiences for 
evaluaticm results; program managers in devel- 
opment agencies, host country policy makers, 
and local profect implemeiztors all have Infoma- 
tion needs. Because these needs may Wer, 
flexible evaluation approaches that provide 
timely information for decision making for each 
audience are necessary. 

Utilization-focused evaluation (Tatton 1978) 
eqioykg a variety of methods has emeaed as a 
particular approach that can meet many of the 
information needs of managers of education 
pmjects. As shown in its literature, A.I.D. is 
aware of the potential of this approach and its 
relwdnce for education in developing countries 
where program strategies and implementation 
processes fnfIuence ti:r'\ta effects of the program on 
indMdual children. TU date, however, there has 
been little reflection of t h s  approach in actual 
evaluations of donor-assisted programs in 
developing countries. 

This leads to the second point made in the 
literature, that evaluation of development assis- 
tance has focused on quantitative outputs (e.g., 
number of teachers trained) rather than on the 
quality of the services (e.g., teaching behavior in 
the classroom). Evaluations remain tied to the 
inflexfble schedule of adterm and final evalua- 
tions focused on 'the output data needed to meet 
donor reporting requirements and to the use of 
key informants as the principal data source. 
Current evaluation meth~dologies offer the 
opportunity to examine the quality of education 
sexvice delivery and to provide information for 
refining intewentions during the implementation 
process. Similarly, new technology for quantita- 
tive monitoring and evaluation allows more 
precise estimates of program effect5 

The third main point made in the literature is 
that there have been few attempts to design 
evaluations around the infonnation needs of host 
country implementing organizations or to buil.d 
local capacity to carry out evaluation reseamh. 

In the remaining sections of this chapter, each of 
these three points will be examined in detail, 
using information from the case studies for 
fflustratton. 

Audiences 
For evaluations to become useful management 
tools. decision makers and information users 
must be active participants in determining 
relevant evaluation agendas. Although the case 
studies suggest a recognition by pmject planners 
that donor-assisted development projects have 
multiple audiences, the primary audience for 
each project was the USAID manager monitoring 
the project activities. The questions to be 
answered were those pertaining to the outputs 
expected at the end of the project. Althou& host 
country personnel were to be involved in the 
data collectton process in each project, it is not 
clear if the data to be collected thmugh the 
evaluation plans would have met the infoxmation 
needs of local managers and host country policy 
makers. as such needs were not addmsed by 
the evaluation plans. 

The cases of Colombia (see Box IV-1) and Jamai- 
ca illustrate the focus on monitoring outputs; 
however, both of these projects developed their 
evaluation plans before release of the A1.D. 
guidance on evaluation (Norton and Benoliel 
1987: A1.D. 1989). 

-- - 
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As school construction and rer- ..ation was the 
primary activity of the USAlD/Jamaica project, 
the project paper evaluation plan limited evalua- 
tion efforts principally to monitoring this compo- 
nent. Two engineers, one from the United States 
and one fiam Jamaica, were contracted to 
monitor the construction, and a USAID mission 
project committee was to review their ffndfngs. 
The Inability of the Mfnistry of Education (MOE) 
to locate an engineer who would work for the 
salary offered in the public sector delayed some 
monitoring activities. 

Evaluations of the other project components 
were to be carried out by several local entities. 
As part of the project agreement, the Canadian 
International Development Agency had provided 
for evaluation capability within the MOE, and 

year@ studies of satisfaction with the texts were 
conducted. However, no student achievement 
data were collected bemuse no national student 
evaluation system existed. A local consulting 
firm evaluated the school-community outreach 
component of the project and collected atten- 
dance data in addition to information on partici- 
pant satisfaction with and perception of reduc- 
tion in vandalism. 

These studies were each Umited in scope and 
were not intended to form an overall project 
evaluation. Thus, they were not designed to test 
the assumptions of the project paper or to 
measure progress toward project objecttves. 
Because the requirement for external project 
evaluations had been waived, project managers 
were left with a combildtlon of studies not 

BOX IV-1 
Evaluation Design and Outcomes - 
USAID/@olombia and EscueIu NWQ 

Ewluation design. USAID/Colombia's actMties in support of 
Escuela N w  included a survey to provide baseline data on a 
sample of Escuela N m  and traditional schools. The survey 
assessed the availability of materials and the feasibility of Escuela 
Nueuu acttvities in dltrerent schools. It did not, however. gather 
data on student achievement levels. Midkrm and final evaluations 
of the USAID activities were also carried out In each. an initial 
step in the workscope was to examine the assumptions made in 
the project paper to determine if they were stlll valid. 

1-- 3 9  -- --- An evaluation committee, made up of host country 
ng personnel and representatives of USAID and the 
Mstance team, met every six months to review the 
Bndings and other documents on project progress. This 
efore, was the primary audience for the evaluation 
e evaluations were considered fomative bemuse thelr 
:tive was to determine how project activities were 
g to the improvement of unitary school programs. The 
evaluations, however, was on the delivery of inputs 

Aucucn cf =:;tp'd+a a &= 3-iijj1L&i Ofa&a&em .- '-a" ,#a- 

-he4 materials produced, and schools participating in the 
,ject. There was no attempt to examine project activities as they 
:urrtd natmdly in the classrootas of sample schools. 

Oulbomes. Ihe actual evaluatfons were designed by contracted 
evaluation speciallsts of both Colombian and inter;&!onal origin, 
who provided USAlD and the Ministry with rtporls. Thus, host 
country evaluation capabili~y was not developed, and timely 
information for decision making was limited. The favorable 
evaluation tesults, however, were used to convince other donors to 
support E s d a  Nueva when USAID decreased its activity in 
Colombia. 

designed to systematically meet 
their information needs. 

Thus. in both Colombia and Ja- 
maica, evaluation data focused on 
outputs related to project objec- 
tives. While both used local pro- 
fessionals to carry out evaluation 
studies, such studies were not 
designed to provide information to 
local personnel implementing thz 
programs. 

Other donor agencies have faced 
similar problems. Middleton (in 
Searle 1985a). in a review of the 
evaluation of a pilot mdio study 
in the Philippines, showed that 
even a well-designed experimental 
study may be of limited use to 
some audiences if their questions 
and information needs were not 
made explicit and incorporated 
into the evaluation design. 

A useful evaluation must define 
both the audiences and their 
information needs. In addition to 
the USAID and host country ma- 
nagers meniioned previously, 
audiences may include host 
country govemcnt  officials and 
policy makers, ALD. central of- 
fices, the U.S. Congress, and 
members of the development 
community. The questions that 
each group has may vary, 
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overlap, or at times lead to conflicting results. 
As Chapman and Windham (1986, 100). in 
discussing educational efnciency evaluation in 
developing countries, point out: 

in the evaluation process should 
be f ru%sW and the mqlor stakeholders 
should play an active rofe in the debate over 
asswnptions and spec@ai&n It is neces- 
sary for the stakeholders in the evaluation to 
be identjfled clearly and to have their views 
incorporated - even this requires rnllltipk 
spec@&ions of a single goal onsbuct 
Often thfs may result in an evaluation that 
suggests a particular project or program is 
valued positively for some st&eholders and 
negatively for others. Thts interpretative 
amblwrIence Is a reflectfon of the political 
reality of thF! educationah process. 

The authors went on to state that if evaluation 
results are to be used, evaluators must be aware 
of their own biases and restrain them, recogniz- 
ing and articulating instead the values imposed 
on the evaluation by stakeholders. While this is 
an important point for instilltng confidence in the 
results of an evahation. it is also important that 
the evaluator, as  a specialist in the discipline, 
help stakeholders to articulate their assumptions 
and gods. This would include reviewing the 
program design with stakeholders to determine if 
original aumpt ions  stiU hold and to decide 
what components can be meaningfully evalnated. 

In this dialogue, evaluators should work with 
stakeholders to determine the usefulness of 
answering certain questions. A screening device 
that can be ~ s e d  in this process is to assess the 
level of knowledge about a given question and 
the extent to which leverage is available to 
introduce change (Bernbaum 1989). If. for 
example, infomation is already avaflable to an- 
swer a question or if the information in question 
would not facilitate changes being made, little 
investment should be made in evaluation. On 
the other hand, where uncertainty exists and 
information would provide a great deal of 
leverage for making changes, a relatively high 
investment in evaluation is warranted. 

A.1.3. has made a substantial effort to establish 
indicator ?or monitoring progress in basic 
educatiorb Through Project BRIDGES (Basic 

Research and Implementation in Developing 
Education Systems), A.I.D.'s Offlce of Education 
has developed a computerized system for track- 
ing and projecting educational progress in 
developing countries. The Education and 
Human Resources Division of the LAC Bureau 
has used this model for monitoring educational 
efficiency in Central America and is presently 
expanding the effort to South America and the 
Caribbean. The model is designed prhnarJly to 
meet the needs of Congress and A1.D. adminis- 
trators in Washington, D.C. Thus, it focuses on 
a few indicators from national data, such as 
student population, enrollment, repetition. 
dropout. and the like, and makes projections 
based on trends over time and assumptions 
about future resource allocation. 

The Office of Education has also funded studies 
of the evaluation of educational emciency 
throrigh its Improving the EERciency of Educa- 
tiornil Systems Project. Monographs have been 
produced on approaches to the evaluation of 
efficiency (Chapman and Windham 1986) and on 
indicators of educational dciency (Windham 
1988). The latter study presented an outline of 
efficiency indicators that could form the basis for 
an educational management information system. 
This model, which is oriented toward decision 
makers at the ministry of edi-cation and USAID 
technical omce levels, includes inputs such as 
teacher characteristics, facilities, materials, 
equipment, and administrative capacity; process 
variables such as administrative behavior and 
student- and teacher-time allocation; outputs in 
t e r n  of student attainment and achievement; 
and outcomes such as further schooling, em- 
ployment, and attitude change. 

The author also included indicators of external 
efficiency such as reduced unemployment, 
improved mix of manpower skills, and increased 
social mobility. Indicators of this type provide 
measures of the individual and aggregate effects 
of the intervention on society. Although tXley are 
often included in log frames, these indicators are 
generally not studied because rney require longi- 
tuclinal data collection beyond the Me of a given 
project and a relatively sophisticated evaluation 
design. This situation could be overcome 
through the design of projects of longer duration 
or by developing local institutional evaluation 
capability to track cohorts of primary school 
graduates in later life. 
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Winrlham argued that despite such constraints 
as local decision makers' lack of familiarity with 
computerized systems, fear of redistribution of 
bureaucratic power. and the costs associated 
with collecting relevant and timely data, there is 
a trend toward developing educati0,n data bases. 
Thus, the author stated, if such systems are 
oriented toward the needs of decision makers 
and managers are trained in the use d efficiency 
indicators, decision making will be enhanced. 

In addition to the question of efficiency, there is 
a l ~ o  that of quali@.'which, as discussed earlier. 
helps to determine efnciency. Issues of quality 
are especially important in formative evaluation 
efforts. While many of the outcome measures 
described by Windham are assumed to be a 
result of the context in which learning occurs, 
without specific contextual knowledge it is 
difficult for program implementors to make 
constructive choices in refining given interven- 
tions or programs. It is important to measure 
the degree of fmplementation and factors related 
to the process of implementation. The school 
s e w  - including schedule, physical space, 
and materials - may have a significant influence 
on the lea* process. 

In every country in Latin America. schools differ 
in location, demographic make-up of the student 
body, reasons for wanting an intervention. and 
relationship of staff wlth the community. As 
most schools have more than one classroom, 
variability both within and across schools in any 
evaluation effort should be expected. Thus, there 
is a need for a careful definition of an interven- 
tion and its implementation process to aid in the 
interpretation of outcomes. 

Achievement testing generally has been consid- 
ered the best indicator of children's progress in 
mastering subject matter. A s  pointed out 
previously, however, national testing systems. 
because of their cost and complexity. have been 
difficult to develop in Latin America. In addition, 
tests, though indicating change bong program 
participants, usually assess children's abilities in 
restrictive contexts (i.e., the typical test situa- 
tion). The test situation, however, may be 
Merent from the school contexts in which 
children master skills (Cole and Scribner 1974; 
Doyle and Ponder 1975; Cole et al. 1976; Doyle 
1977). Therefore, in addition to pre- and post- 
testing, it is important to assess children in 
conditions that match or parallel those under 

which they learned the specific skills that 
Menrentions are trying to impart. Observing 
children under such conditions also adds ts the 
understanding of the classroom dynamics that 
may cause the measured effects. 

In addition, when evaluating educational pro- 
grams, the assumption is often made that by 
providing a well-delineated intervention such as 
textbooks, and by training teachers in their use, 
uniform outcomes in teacher and, therefore, in 
student behavior can be expected. Often, 
however, training will vary with the availability of 
the materials, as in Honduras where, because of 
delays, trainfng was carried out before the books 
arrived, or in the Guatemala case, where very 
innovative training was conducted but seldom 
involved the use of the textbooks, which were the 
principal intervention (Chesterfield and Seeley 
1987). Also, teachers have little time to thor- 
oughly review teachexs guides and rely heavily 
on trainers' interpretation of program goals and 
objectives. 

When such training is transferred to the class- 
room, it is applied in terms of a teacher's own 
previous experience. the characteristics of the 
physical setting, and the make-up of the student 
population. Thus, despite similar training and 
experience, teachers may develop different 
approaches in meeting the objectives of the 
intervention they are to implement. Without an 
examination of the program as implemented in 
individual classrooms. there is the danger of 
attributing no impact to an intervention which 
may have not been used correctly or at all. 

Quality is also determined by the commitment of 
st& and administrators and their mastery of the 
various components of an intervention. Thus, 
attitudes and behavior of teachers and adminis- 
trators toward the intervention must also be 
examined. 

Similarly, the influence of family and the com- 
munity must be taken into account when 
assessing the er 'ects of a program. The fonnal 
educational setting assumes that certain leain- 
ing patterns are developed through early social- 
ization experiences, especially in the home. For 
rural and minority students. especially girls. the 
behavioral patterns developed in the home and 
community may be quite diffexent Erom those of 
the school. Such differences may interfere with 
the mutual understanding necessary for appro- 
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FHYSICL SETTING 
Electricity 
Water 
Number of classrooms 
Number of classes per classroom 

a Ratlo of desks to students 
0 Square feet of space per child 

Blackboards [present/observed in use) 
Chalk (present/observed in use) 
Student noteboob 
Pencils 

FIGURE N-1 
Iflustrative Quality Indicators 

- lJCTIONALMATERIACS 
books (present/obsewed in use) 
hers guides (present/observed in use) 
nlng centers @resent/observed in use) 
uy (present/observed in use) 
c r s  and maps (present/observed in use) 
o @resent/observed in use) - rcrcvkiion (present/observed in use) 

Computers (present/observed in use) 

WDIVIDuAtS 
Teacher 
( 1  Plans activities with children 
e Lectures to class/group 

Reads to class/group 
Writes on board 

r Has students work alone at seats 
Walks around class senring as resource 
Encourages active learning 
Uses communltyllocal references 

Student 
Listens tr, teacher lecture 
Works with teacher (others walt) 
Reads silently 
Reads aloud 
Writes 
Disengages 
Shows products to teacher 
Converses with peers (on-task) 
Converses with peers (off-task) 

SCHEDULE SCHOOGCOMlldUNITP 
Planning t h e  Large group/lecture Loss of labor 
Science Small group Annual planting and harvesting schedules 
Reading Use of texts Da@ work schedules 
Math Individual work/seatwork Lack of money to buy supplles/unifonns 
Art Use of learning centers No perceived benefit fiom school-based skills 
Recreation Use of library Teachers seen as "foreigners" 

0 Students not taught in native tongue 

. priate instructional approaches and effective 
teacher-student interaction and may thereby 
engender the ill-will of the community. 

Thus, there is another set of educational indica- 
tors, those related to quality, that are vital to 
adapting education programs to meet the needs 
of their clientele. These include the categories of 
setting, materials, individuals, schedule and 
organization, and home-school continuity. 
Fgure IV-1 provides an illustration of a set of 
possible indicators of educational quality. 

n>a---- .nt audiences will be concerned with 
~t indicators and Werent levels of aggre- 

Collecting information related to both 
Ional efnciency and quality requires a 
of methodologies. which, as A1.D. has 
ted (Norton and Benoliel 1987). are 
.ted wlthfn overall evaluation plan. 

Because of the high cost of data collection and 

especially of data analysis. information on the 
effects of an intentention cannot be collected at 
all levels fiom all participants taking part in the 
learning experience. Thus, evaluators must 
identifymeaningful samples that will provide 
various information users with sufncient data for 
making decisions but that are not overly costly 
or time-consuming. This can best be accom- 
plished by building data collection into ongoing 
project activities. The information should 
dovetail so that what is collected for a certain 
audience will also feed into the larger informa- 
tion base for the entm yoject. Ideally, the 
information should be illected so that it can be 
disaggregated to the of the individual child. 

The USAID/Guatemala project attempted to 
incorporate data collection tdr evaluation pur- 
poses into the project design. Box IV-2 
fflustrates the experience of the project in these 
efforts. 
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incorporation of evaluation data collection into 
project activities was a strategy also employed in 
the USAID/Honduras basic education project. 
The project included funding and technical 
assistance for a permanent program of project 
evaluation. Most of the components, as part of 
systematic field testing of the interventfons, were 
to generate data that could be summarized for 
overall project evaluation purposes. The evalua- 
tion component was to develop measures of 
academic achievement that would be used with a 
national sample to measure quality, whereas 
efnciency would be measured through cohort 
analysis of rates of dropout, repetition, sixth 
grade completion, and the like, through the MIS 
component. 

Lack of deflraltion of both the testing and the MIS 
components had p~wented the development of 
the envisioned evaluaff on system for most 
components at the time of this review in mid- 
1990. The AVANCE component of the project. 
however, had been evaluated using a variety of 
methodologies. Prototype tests designed by the 
evaluation component of the project were used to 
collect data on achievement of a sample of 
student and nonstudent participants in the radio 
program. Focus groups were used to examine 

the acceptance of the newspaper, EL Agrlcultor, 
and teachers' use of the radio mathematics 
program. In addition, classroom observations 
were emplayed to evaluate teachers' manipula- 
tion of the radio program in multi-grade class- 
rooms. 

Capacity Building 
As shown by the review of current approaches to 
evaluation, the likelihood of evaluation results 
being uttllzed is enhanced when potential users 
take ownership of the evaluation. Thus, stake- 
holders must be incorporated into all levels of 
the evaluation effort. This requires conscious 
planning to build local capacity in evaluation 
design, appropriate methodologies, and utiliza- 
tion of results by policy makers. program manag- 
ers, and implementors of a particular intexven- 
tion. The USAID LAC missions are beginning to 
follow this recent guidance (Norton and Benoliel 
1987; A1.D. 1989). as shown by the collaborative 
approach taken in Guatemala's new Basic 
Education Strengthening Project (see Box W-3). 

Several cautionary notes must be made, how- 
ever, if a number of performance meqsures rely 
on work to be undertaken during a project. The 
Honduras project had data collection actMties 

BOX N-2 
Evaluation Design VLT d Outcomes - USAID/Gaatemala and Bilingual Education 

Ewawtion Desigh The evaluaticj r plan for the USAID/Guatemala basic education project called for 
formative currfculum evaluation, longitudinal evaluation in the orfglnal40 pilot and 40 comparison schools, 
and evaluation of emciency through comparison of dropout, retention, and promotion rates in PRONEBI 
and non-PRONEBI schools, as well as external mldterm and final evaluations. In addition, building local 
capability to cany out systematic evaluation was part of the evaluation design. 

hdbaces  The evaluation plan is laudable in that it recognizes that both USAID, with its monitoring 
needs for indicators of repetition and dropout =d the implementing organization (PRONEBI;, with its need 
for formative evaluation results on the bihgud curricu!um, arc a~tdiences. 

Outcomes. A number of problems were encountered in carrying out this ambitious plan. Lack of greater 
specificatton at the design phase led to many of the 40 ariginal comparison schools being integmted into 
the current project, thereby contaminating the evaluation design. The pmject planners also overestimated 
the degree to which the multiple evaluation technologies could be t ransfed  to inexperienced host country 
implementors by a single international consultant 

Thus, with the exception of the longitudinal data on the academic achievement of children in the 
original 40 experimental schools, the d u a t i o n  data collected by PRONEBI are not complete enough to be 
useful to project managers, nor do they serve USAID'S monitorin@ needs. The external midterm process 
evaluation of the PRONEBI program was useful to both USAID and PRONEBI as a baseline for measuring 
admMstrattve and technical progress. Given the lack of student performance data beyond the original 40 
schools, hawever, the evaluatim focused only on instructional delivery and institutional strengthening. 
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built into many of its compo- 
nents, which were then to be 
integrated into an educational 
management information system. 
As both the testing system and 
the MIS were delayed, the 
planned evaluation system has 
not been utfUzed to date. There is 
a tendency to delay obtaining 
student achievement data until a 
national testing system is devel- 
oped. Because testing does not 
have the potential immediate* 
impact of other intexventions 
such as radio or texts, it may lag 
behind other intmntions in the 
implementation stage. 

It is crucial for evaluatlon pur- 
poses, however, that some 
baseline measures of performance 
as well as output be made if 
educational quality and efficiency 
are to be monitored. This may 
mean using existing instruments 
that are later refined. As 
Windham (1988, 157) points out, 
"No system of benchmarks can be 
meaningful in evaluation unless 
the original assessment created 
baseline data to which later 
benchmarks can be compared." 

Also important, but often ignored, 
is the evaluatton of the institu- 
tional strengthening that comes 
about through donor-assisted 
projects. One of the complaints 
of admintstrators in the Colombia 
case study was that baseline data 
should have beer collected on the 
implementing iLstitutions be- 
cause the performance of such 
oganlzations mlght be an impor- 
tant variable in determining the 
sustainabffltv of an interventton. 

BOX IV-3 
Evaluation as a Manegtment Tool - 

USAID/Guatemala and Basic Education Strengthening 

EucrlucrNon design. The project is designed to incorporate the 
collection of formathe data into virtually all project activities. 
Local technicians in each activity will serve as formative evaluatlon 
coordinators. They will be assisted by an evaluatlon speclallst in 
the development of a formative evaluation plan and instruments 
and will report to a national-level evaluation and monitoring 
committee. 

AwUemes The principal audience for the evaluation results wfll 
be the technicians engaged in implementing a given activity. In 
each activity, milestones will be established to measure progress in 
reaching project objectives systematically over time. Additional 
audiences will be the key decision makers and information users of 
the project who make up the evaluation and manibring committee. 
These individuals will set the evaluatlon agenda and adjust the 
evaluation design to meet any changes in the information needs of 
project managers. Since USAID personnel will serve as members 
of the monitoring commlttee and the objectives of each activity are 
closely tied to project goals, USAID'S information needs will also be 
met 

Indicators The project has defined a set of baseline indicators 
and benchmarks that are consistent with LAC Bureau monitoring 
needs and will be tracked throughout the Me of the project. More in- 
depth analyses will also be carried out to determine the progress of 
each component in contributing to student leardng. Speclal 
studies that will examine the causes of dropout. teacher m o m -  
tion, and the like are planned under an applied research activity. 
External evaluations to examine trends in Ministry of Education 
investments in the education sector and the impact of MOE 
management and organizational changes on the delivery of 
educational programs are also envisioned. 

InsHtutiondization. By allowing technicians to determine their 
information needs and then assisting them to develop measures for 
meeting those needs, the project fosters the use of evaluation 
results as a management tool. Slmllarly, decision makers identtfy 
the aggregated infamation from the Individual project activities 
that will assist them in project management and establish a 
schedule for submittal of the infomation that will meet their 
needs. 

Such effortsW$hould include monitoring the being asked will change. and the evaluation 
capacity for utjlbhg evaluation results that is design must offer the possibility of gathering 
enhanced through the intervention. Projects information to respond to emerging concerns. 
such as the Basic Education Strengthening The availability of information when needed and 
Project in Guatemala have incorporated this the integration of different-, 5a.b sources into a 
aspect into their evaluation pians. coherent format will enhance t i e ,  usefulness of 

the results. Thus, local personnel must be 
Finayl, in buildhg local capacity, both timing prepared to respond to tke ongoing needs of 
and flexibility are important evaluation consider- different audiences. As Chapman and Windham 
ations. As a project matures, the questions (1986, 100) stress: 
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Zher-e needs to be increased acceptance of 
euahiton as a continuars mther than an 
isolated or inte-nt responsib~ of 
management. ZWs is especially crucial in 
the management of technical assistance 
actlvitles where cross--a1 iqfhences and 
other factors accentuate the nonnal con- 
straints on rnClMQement contmL Assess- 
mentformativeevcpluatron,anclsummative 
euahiton should not exist in isolation 
Rather, they should represent phases in a 
cumuLatlve process whereby an understand- 
ing of a program's activities and of the 
values and preferences of program partici- 
pants are increased.. . . . 

Conclusions and Recommendaations 

Conclusions. Recent literature shows that 
development agencies studying their respective 
experiences are dissatisfied with the designs 
employed in evaluating donor assistance efforts. 
Findings from these reports suggest that A.I.D. 
and other donor agencies have long been con- 
cerned with project and program evaluation. As 
shown in previous studies and confinned 
through the case studies presented in this re- 
view, the purpose of most emhations has gen- 
erally been that of meeting bureaucratic requh- 
ments of the donor agency rather t h m  satisfying 
the information needs of managers implementing 
the programs and host country decision makers. 
Even with this narrow focus, evaluations have. at 
times, been incomplete, focusing on the major 
component of a project to the exclusion of other 
critical elements. 

The approach to evaluation suggested in the 
development literature requires the ability to 
work with different audiences to match evalua- 
tion methods to the nuances of particular 
evaluation questions. This may mean employing 
a variety of methods to answer any given ques- 
tion and choosing among methods given con- 
straints in resources and local political consider- 
ations. It is clear that evaluation is a complex 
area of actMty where design requires specialists 
nafned in evaluation methodologies. 

For evaluation results to be useful, consumers of 
these results must take "ownership" of the 
evaluation. This requires that ewll ration be a 
collaborative effort in which the Information 
needs of program managers and other decision 
makers are taken into consideration, and that 

appropriate methodologies to respond to these 
needs are part of the evaluation plan. Evalua- 
tion activities must be relevant and timely. ancl 
they must produce data useful to the Werent 
levels of the decision-maklng process. 

It is generally agreed that to meet such i d o m -  
tion needs the collection of empirical data must 
be integmted into ongoing project activities. 
Evidence suggests that a combination of quanti- 
tative and qualitative information - with an 
emphasis on low-cost, quick-turnaround data- 
gatbe- and analysis procedures that facilitate 
feedback to decision makers - will be most 
appropriate. 

Reconnmendathns. Evaluation should be 
considered a valuable management tool to be 
carried out as called for in a project design. 
Evaluations should include all project elements, 
including a test of the assumptions in the log 
frame, as  part of their design. They should be 
nonwatvable except where the rationale for doing 
so is explained in writing by mission manage- 
ment. 

The complexity of designing evaluations that will 
meet the needs of multiple audiences requires 
specialists in a wide range of methodologies. 
Thus, assistance in educational evaluation 
should be provided by specialists with broad- 
based backgrounds in evaluation. Training in an 
education content area should be only a second- 
ary consideration. 

To maximize the utility of evaluations for differ- 
ent audiences, several design issues must be 
addressed. First, the purpose of the evaluation 
must be well defined. This deanition should 
include who the audiences for the evaluation 
results are and how the infoxmation will be used. 
Second, alternative or additional designs to the 
traditional midterm and impact evaluations are 
needed. These would include: 

Quick-turnaround diagnostic studies using 
such methods as focus groups, case studies, 
and classroom observation that can present 
'current data to be used to help fine-tune 
ongoing activities, and can provide a basis for 
leverage in policy adjustment discussions; 
and 

Longitudinal studies that examine the qt~ality 
and efiklency of an intenrention as well as its 
Impact on beneficiaries over time. 



To s a w  the information needs of multiple 
users, evaluation data collection must be incor- 
porated into ongoing project activities if it is to be 
cost-effective. The training of local data collec- 
tion personnel and the assodated costs must be 
considered in the evaluation plan of the project 
paper. 

Conclusions. Evaluations of development 
assistance have focused on project outputs to 
meet donor reporting requirements. This review 
has identifled at least three different levels of 
information users who require particular indica- 
tors of program progress and outcomes to meet 
their information needs. Policy makers are 
primarily concerned with national trend data and 
macro-level sodoeconomic indicators. Such 
indicators. which are used for resource alloca- 
tion. are generally part of national data-gathering 
efforts and are relatively easy to obtain. 
Howwer, questions such as "Did the project 
improve the quality of life of the populace?" will 
be difZlcult to answer in the short run for a 
primary education project of five to ten years' 
duration 

Ministry of education project managers; and 
donor technical officers are primarily concerned 
with indicators of input and output relation- 
ships, such as the pmvision of textbooks to 
improve student achievement. These are gener- 

q u a n W l e  but not readily obtainable 
because of poorly developed capability for data 
collection and analysis in most developing 
countries. In addition to limited experience with 
management information systems. most coun- 
tries lack the measurement instruments needed 
to collect baseline data on student achievement. 

The implementors of project components and 
their technical assistance counterparts are 
concerned with program development. Thws, 
they require information on program delive~y, or 
what is happening in the program itself. This 
information is generally collected through 
qualitative methods, which, although relatively 
recent in evaluation, are being ased with suc- 
cess. 

Recommendcrtions. Care must be taken not to 
establish unreallsttc measures as indicators of 
project outcomes or there will be a danger of 
judging pmject success unfairly. If evtemal 
efndency of an education project c -.. , y p r n  is 

to be judged, longitudinal designs extending 
beyond the Me of the project must be used. 
Other areas that should be considered in evalua- 
tion designs are examinatfon of the assumptions 
made in the project design to determine if they 
are still valid and investigation of the contribu- 
tion to institutional strengthening made by a 
project or program. 

Performance data on students must be collected 
If meaningful conclusions about program quality 
are to be made. The selection or development of 
instruments should be a central point of evalua- 
tion design deliberations. Donor agencies should 
not attempt to conduct impact evaluations when 
a baseline has not been established. This is true 
for measuring institutional change as well as 
student performance. 

It is important to combine performance m a -  
sures of student achievement with qualitative 
measures of the degree of program implementa- 
tion. If, for example, textbooks have been 
delivered but are not being used in the class- 
room, they would not be expected to have an 
influence on student achievement. Howwer, if 
frequency of use were not examined. the errone- 
ous conclusion might be drawn that the use of 
texts does not affect learning. 

Care must be taken in designing a management 
information system that is intendzd to integrate 
different data sets. The case studies point out 
di8nculties that may be encountered in imple- 
menting complex management information 
systems that go beyond the needs of local users 
of the system. In additf on, although well- 
established methodologies exist for obtaining 
both qua7titative and qualitative data on 
educational emciency, procedures for the 
integration of different types of data are stfll 
largely in their infancy. 

Capacity Building 
Conclusions. In developing countries, there is a 
general lack of familiarity with the use of evalua- 
tion as a tool in program management. Thus, 
potential users of evaluation information will 
need assistance in articulating their objectives 
for the program, establishing indicators to 
measure progress toward those objectives, and 
collecting information on which to make deci- 
sions related to such progress. If such assis- 
tance is carried out as part of the implementa- 
tion responsibilities of local education managers. 



it can encourage their sense of ownership of the 
evaluation. If ongoing evaluation is to be carried 
out systematically, spedflc individuals must be 
identifled to coordinate evaluation activities over 
the Me of the pmject or program. 

Progress in building evaluation capacity specifi- 
cally must be included in the overall evahation 
of capacity building. The degree to which 
managers are able to make decisions based on 
informatton they see as important can contribute 
to project success and sustajnabilily. 

R e c o m o t i o n s .  In building evaluation 
capacity. evaluation specialists should assist 
local decision makers to articulate their objec- 
tives and needs so that they take ownership of 
the evaluation efforts. 

To the extent possible, I d  evaluation units 
should be incorporated into project monitoring 
efforts, thereby building on existing capability. 
Where this is not possible, specific individuals 
should be identified to coordinate evaluation 
activities and ensure that activities are carried 
out and data are available. 
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Appendix: 

Case Studies 
II 

As part of the review of A.I.D.'s activities in basic education in the 
LAC region. the author conducted a series of case studies. The 
sites were vis.ited in mid-1 990: the sheYstudies were conducted 
using secondary sources. 

Site Visits 

Colombia Case Study: 
Educational Technology Applied to Rural Community Unitary Schools 

Guatemala Case Study: 
Rural Primary Education Improvement Project 

Honduras Case Study: 
Primary Education Emciency Project 

Jamaica Case Study: 
Primary Education Assistance Project 

Shelf Studies 

Brazil Case Study: 
Education Sector Loans I and I1 

Haiti Case Study: 
Incentives to Improve Basic Education Project 

Case Studits - 9 1 



Case Study: 

Colombia 

Educational Technology Applied to Rural Community Unitary Schools 

The USAID project, Educational Technology 
Applied to Rural Community Unitary Schools, 
was included as a case study L this evaluation 
of basic education because it helped establish 
the Escuela N u m  program in Colombia The 
author visited Colombia in mid-1990 to observe 
rurd schools, both those implementing the 
Escuela Nueva program and those not. 

Escuela Nueva has been credited with developing 
an innovative approach to providing instruction 
in multi -grade classrooms. The approach is 
currently being expanded on a nationwide basis 
in Colombia and is being adapted and piloted in 
several other Latin American countries. 

The USAID project was designed to expand and 
improve pilot programs that had developed 
individualized instructi onal materials and an 
activity-based learning program for teachers 
working with multiple grade levels. The project's 
goal was to consolidate the Colombian resources 
involved in unitary schools so that there would 
be a ccmcerted effort toward expansfon. The 
effort was to be implemented through the Plan- 
ning Ofnce of the Ministry of Education, with 
operational support from the rural divisions of 
the Secretariats of Education in three depart- 
ments (states) of the country. 

Five components - technical asdstance. train- 
ing, seminars and workshops. research studies, 
and demonstration materials - were included in 
the pmject. Technical assistance consisted of a 
long-term consultant in educational systems. a 
long-term specialist in community unitay 
schools, and short-term advisors in the areas of 
cun-iculum, instructi onal materials, educational 
technology, and evaluation. Training was tc be 
in the form of short-term experiences at U.S. 
educational institutions for Colombian specialists 
working with the international consultants. 

Seminars were to be held at both the national 
and regional levels, and were designed to focus 
on the application of the program in the rural 
schools and to allow cross-fertilization among 
the three departments. Studies were to be 
formative assessments of both the materials and 
teacher training programs for u n i w  schools 
already in use and exaxninatlons of the feasibibty 
of using other materials, such as those devel- 
oped for rural adults. in the unitary school 
classrooms. The project also supported the 
procurement of materials about unitary schools 
from the United States and other countries. 

The project was implemented cver a three-year 
period (1976-1978) with a USAID contribution of 
$452,000. Counterpart funds were to be 
$605,000. In addition to unQing and im- 
proving the unitary school program, the grant 
was to create conditions for the expansbn cf the 
program t.oughout rural Colombia. 

Background 
Colombia is a country characterized by rugged 
terrain and poor infrastructure in the rural areas 
of the country. Combined with lov population 
density in much of the countryside, these 
condittons created a situation of small dispersed 
schools, many with only one teacher. At the 
time of the project, 70 percent of the schools in 
the rural areas had only one teacher and an- 
other 20 percent had less than one teacher per 
grade. Thus, if children were to remain in school 
and receive a complete prinzaq education, 
teachers had to be able to teach up to five grades 
simultaneously. 

The principal pedagogical approach in the rural 
schools had been that of the teacher-centered 
classroom, where children are passive partici- 
pants expected to memo* volumes of informa- 
tion. Few didactic materials were available, and 



content generally reflected an urban orientation 
that did little to stimulate pride in local culture. 
Teachers often had to travel from urban centers 
in inclement weather. which resulted in delays 
and absences. When present, teachers attended 
to two or more grades of children. However, they 
had genemy been trained in traditional pedago- 
gy and had Uttle chance to learn new techniques 
either for making learning an active experience 
or for dealing with multi-grade classrooms. 
Fha&r, the school calendar was too idexlble to 
allow for the rural economic cycle that required 
children to be at  home or in the field during 
certaln seasons. 

As a result. only 20 percent of rural children 
finished primary school, compared to 80 percent 
in urban areas. The average level of schooling 
completed was only about 1.5 grades among the 
rural populati~n. 

Colombia was attemptfng to deal with these 
prdble-, which are chancterfstic of many 
developing countries, through innovative pilot 
programs that were an outgrowth of the unitary 
school movement started under the auspices of 
Unesco in the early 1960s. 

In 1961, Unesco sponsored an international 
conference for ministers of education in Geneva, 
Switzerland. The principal theme of the confer- 
ence was the dffnculty of providing p~jmary 
education in rural areas with low population 
density. The outcome was a recommendation 
that ministries of education should be cncour- 
aged to create single-teacher schools in which 
the teacher provided instruction to  children of all 
primary grades. It was also suggested that 
countries with little experience in this modality of 
schooling request technical assistance from 
Unesco. 

As a result of this conference, Colombia began to 
develop a u n i m  school program. with assis- 
tance fiam Unesco specialists. SpecLflcaUy, 
Project I of Unesco organized the flrst rural 
unitary demonstration school in the Instituto 
Superior de Educad6n Rural in Pamplona, Norte 
dc Santmder. The objective of the demonstra- 
tion school was to train teachers and supervisors 
in new teaching procedures. 

A primary school was annexed to the Instituto to 
serve as a labomtory school in 1962. Under the 
leadenhip of Professor Oscar Mogoll6n. who 

became director of the school in 1964, the 
program developed in the experimental school 
was replicated in 150 schools in the state of 
Norte de Santander. Many of the elements of the 
u n i h y  school program were taken from the 
Argentine model unitary school Felipe Iglesias. 
The objective of this school was to facilitate 
active learning and respect for individual learn- 
ing differences by organizing the school into 
work areas, uWfiing a system of individuaked 
instructional cards. and developing a set of 
procedures for encouraging the children to 
participate in the organization of the school. The 
program specialized in training teachers and 
supervisors to prepare materials and use them 
in multi-gxade classrooms. 

In 1968. the school in Pamplona was visited by 
researchers from the University of Antioquia and 
from the Regional Training Centers. as  well as by 
representatives of the national Ministry of 
Education and the departmental Secretariats of 
Education. There were several outcomes of 
these visits: First, the government passed a 
decree that the unitary school approach would 
be used in all the schools in the country that 
had only one teacher, and that areas with low 
population density would be emphasized. In 
order to implement this legislation. the Secretari- 
ats of Education were required to provide train- 
ing to rural teachers in the procedures for 
teaching in unitary schools. During 1967 and 
1968, the Regional Training Centers gave more f i  

than 160 seminars to over 4,500 teachers. 
These courses identified the need to develop a 
text for teachers. This text, published by OAPEC 
(Organizaci6n Administratfva y Pedagcgica de la 
Capacitacicn), was distributed in various regions - 

and was used in the initiation of several new 
projects at the departmental level. 

The University of Antioquia. for example, was 
contracted to design an experimental unitay 
school program as part of Antioquia's response 

I.1 
to the 1967 decree. This led to the eventual joint 
production of texts and modules. which stressed 
linear programmed instruction by the university 
and the department. 

In 1970 and in 1974, specialists from Unesco, 
visiting Colombia. emphasized the community 
aspect of the unibxy school model. These 
specialists stressed the idea of the school as a 
center of the community and the importance of 
community-school integration. Colombian 



educators focused on the aspects of active 
learning and individual rates of learning in the 
classroom. which the Antioquia model attempted 
to achieve through programmed instruction. 
Thus, in Colombia, several approaches to the 
problem of complete primary schooling among 
dispersed populations were being developed 
simultaneousiy. 

While the experimental p r o m  were develop- 
ing, USAID contributed to improving access to 
primary education In rural areas through educa- 
tional sector loans. These loans helped expand 
physical facilities so that a greater percentage of 
rural students could attend school znd helped 
improve the administrative and taainlng capabili- 
ty of the Ministry of Education (MOE) and the 
departments. The linkages formed between the 
MOE and several departments, together with the 
development of facilities for in-service teacher 
trainhg, created an infrastructure for consolidat- 
ing the u n i t a ~ ~  school effort. This was comple- 
mented by USAID funding of the development of 
a training manual and work on the design of 
classroo~u fnstructional materials in the year 
prior to the initiation of the Educational Technol- 
ogy Project. 

Project Design 
The project was part of USAID's overall strategy 
to maximize small investments that could have a 
significant effect. It was integrated with other 
projects in education to the extent that it was 
designed to take advantage of previous USAD 
investments in education such as the Regional 
Training Centers. There was not, however, an 
integrated human resource strategy that took 
into account education and training needs across 
dl sectors. 

The Educational Technology Project was de- 
signed to build on existing local interventions 
and to test locally developed models in broader 
contexts within the country. For a small invest- 
ment, the project was to bring together similar 
pilot efforts being developed in several parts of 
have an exponential effect much greater than 
might otherwise be expected fiom a small 
investment. 

Packground information consisted of several 
studies of rural schools carried out by the 
Institute in Pamplona and the University of 
Antioquia These studies, while not longitudinal, 

were diverse enough to suggest that the concept 
behind the project was applicable to all unitary 
schools. Thus, USAID was willing to invest the 
"seed money needed to expand the program. 

At that time, the Government of Colombia was 
voidng a commitment to the support of rural 
schooling. USAID personnel met formally and 
informally with Ministry representatives for over 
a year prior to the project to discuss the project's 
design and the government's counterpart contri- 
bution. Meetings were also held with personnel 
f m  the Secretariats of Education in the three 
departments where the project would be imple- 
mented in order to gain their support. 

Althc~ugh the project paper was developed by 
USAID'S education office. the coordinator of the 
Escuela Nueua program was also a member of 
i'le design team. In addition. the two consul- 
tants who welc proposed as logg-term advisors 
to the project were brought in a t  the design stage 
to assist with certain analyses; they also parllci- 
pated in meetings with the MOE and regional 
representatives. Interviewees felt that this 
participation won credibiltty for the consult=ts. 
which aided their technical assistance effod 
during the project. 

The project paper included a detailed evaluation 
design. which would begin with a survey to 
establish a baseline from which to assess project 
outcomes. An evaluation committee was set up 
with Ministry of Planning personnel, USND 
project managers, and unitaxy school represen- 
tatives. This committee was to meet at least 
every six months to examine study results and to 
make adjustments in the jmplementation plan as 
needed. Each activity was to be viewed separate- 
ly but evaluated in terms of its contribution to 
the improvement of the unitaxy school system 
and the expansion of the unitary school concept 
to other multi-grade classrooms. 

No attempt was made to include other donors in 
the development of the design. The project, 
however, was viewed as contributing to the 
overall USAID strategy of targeting rural areas 
and was consistent with other USAID efforts fn 
the education and other sectors. 



Project lrllplernentation 
As mentioned. the project had five components. 
The principal component was technical assis- 
tance, which was to aid in upgrading the unitary 
school curriculum that had already been devel- 
oped m d  to help carry out workshops for tezch- 
ers who would implement the curriculum. 
National seminars to build consensus for the 
program were to take place prior to the regional 
and local workshops. Research was to be canled 
out in targeted areas to inform the curriculum 
development effort. Finally, short-term training 
and the procurement of demonstration materials 
were to provide local irnplementors with informa- 
tion on what was taktng place in other countries. 
This section discusses issues related to the 
implementation of these components. Given the 
relatively long history of the Esctkela Nueva 
program subsequent to the completion of the 
USAID project, issues related to expansion of the 
program between 1978 and 1990 are also 
discussed. 

Technical crssistmce. The technical assistance 
team consisted of two long-term advisors in 
educational systems and community unitary 
schools and short-term specialists in evaluation 
and research design, curricula, instructional 
materials, and educational technology. The 
consultants worked directly with their counter- 
parts to help upgrade the curriculum and to 
carry out workshops for teachers and supervi- 
sors. This type of participation was viewed 
positively by host countxy counterparts. 

The specialists wanted to build on already 
successful work and thus offered suggestions as 
requested by the program implementors. There 
was an emphasis on bringing in local short-term 
specialists in areas such as  the production of 
instructional materials that made use of ele- 
ments found in the environments of the schools. 
The international consultants helped to coordi- 
nate these &orb. 

The midterm evaluation cf t3e project found th2t 
the technical assistance had made a posithit" 
contribution to the curriculum development 
effort and the teacher training workshops, but 
that this component had been budgeted higher 
than necessary (USAID/Colombia 1977). The 
final evaluation of the project also noted the 
contribution made by the long-tern consuhnts, 
who by that time had left the country. The 
consultant who was interviewed as part of the 

current study attributed the success of the 
technical assistance to working closely with the 
capable local teams and assisting with detatls 
such as ensuring that teachers received per diem 
payments at the start of the workshops. 

Workshops and inservice teacher training. 
The workshops for teachers and supenrfsors 
were considered the most successful component 
of the p j e c t  and became a cornerstone of the 
Escuela Nueva program. The training ap- 
proaches that were developed in Pamplona were 
refhed, and teachers were brought into regional 
centers for training. A teachers training guide 
was completed, and 5,000 copies were published 
during the first year of the project to complement 
the workshops. Teachers who participated in the 
project were identified at the regional level and. 
over the course of the project, 354 rather than 
the projected 300 teachers. and 78 rather than 
54 supervison. were trained. 

Despite the success of the training, only 224 of 
the 300 projected schools were implementing the 
program at the project completion date. This 
wcas attributed to lack of strong administrative 
units in the departments, which made the 
identlflcation of qualified teachers dncult .  The 
distance and communications problems in 
logistically supporting the schools were also 
mentioned as factors that inhibited reaching the 
projected goal. 

The final evaluation found. however, tilat suffi- 
cient teachers and supervisors had been trained 
to administer the project. All of those inter- 
viewed agreed that the teacher in-service training 
component, which took place in three sepamte 
workshops, built the teacher commitment that 
led to the successful implementation of the 
Escuela Nueva program. Teachers were brought 
together in a comfortable setting and paid per 
diem (at the time an innovation in Colombia). 
which contributed to their sense of self-worth 
imd enthusiasm. In the workshops, they were 
given tools for classroom management, for 
interaction with the community, and for use of 
thc library. They were encouqftd to work 
together and to develop their cum ideas for 
instructionaI aids. The 78 supelvisors who also 
received tralntng were introduced to the func- 
tional aspects of the Escuela Nueva program and 
to the role of the supervisor as a facilitator in 
such a program. 
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Curriculum. The curriculum was designed to be 
a complete break with the past. It emphasized 
teachers, children, and community members 
taking charge of their schools, thus the name of 
the program - Escuela Nueuu or New School. 

The development of the student materials was 
camied out through a contract with the Universi- 
ty of Pamplona. The midterm evaluation found 
the materials, which consisted of texts with 
prognmmed leaming modules, to be of high 
quality but behind schedule in development. 
This was attributed to the ~ c u l t i e s  in commu- 
niczition resulting from the distance between 
Pamplona and Bogok The problem was solved 
through an amendment to the project that 
extended the contract completion date slightly. 

The final evaluation found that the four texts had 
been completed within the revised schedule and 
that the curriculum, which was reflective of the 
educational needs of rural children, had been 
approved and distributed. In addition, a 100- 
book library had been assembled for each school. 
This was accomplished through negotiations with 
Colombian publishing houses for special rates 
and donations in consideration of the education- 
al nature of the undertaking. 

The texts in this initial stage were mimeo- 
graphed, and two copies of each were made for 
each grade level. The feeling was that it was 
important that the distribution of the materials 
should correspond to the training to the extent 
possible. Thus, tearhers could begin working 
with the new approach right away even if the 
ideal amounts of materials were not available. 

Reseamh and wduafion Two studies. rather 
than the h e  originally projected. were carried 
out under the project. These were a feasibility 
study and an evaluation study. The feasibility 
study examined the two curriculum development 
efforts and made recommenclations to develop 
the more cost-effective one. The evaluation 
study developed an evaluation design for the 
project and the Escuela Nueua program in 
general and gave guideltnes for an evaluation 
unit within the MOE. These studies were 
criticized in the flnat evaluation, however. for 
being llmfted to one year, which was seeu as 
insufncient time to obtain valid conclusions on 
long-term effects. 

Training. Three training seminars with 40 
participants each were held for educational 

leaders during the first year of the project. No 
results from overseas training were reported in 
either the midterm or final evaluation ffndings. 

Project Management 
The project was coordinated by the Office of 
Planning in the Ministry of Education. The 

'-was placement of the project in this offic, 
credited for its administrative success; the 
project did not become bogged down in the 
bureaucratic machinery that characterized the 
MOE technical ofilces. The commitment of the 
project coordinator and her friendship with the 
Minister, which facilitated obtaining decisions on 
project issues, were also factors in the project's 
success. However. the project did not become 
completely institutlonak~d in the Ministry 
during the years of USAlD financing. A semi- 
oficia.1. flve-person sM was given office space to 
coordinate the project. However. the MOE had 
not budgeted for project coordination, and the 
two key staff positions were funded through a 
reallocation of project funds. Similarly. the 
departments did not allocate personnel to the 
project, which led to some of the communication 
problems and delays encountered in implement- 
ing the Escuela Nueva program at the school 
level. 

All of the persons working with the project were 
found to be extremely competent and dedicated 
to the program, which facilitated overcoming the 
logistical problems. The involvement of USAID 
pemnnd, which gave the mission the ability to 
work daily with the project to overcome prob- 
lems, was cited by interviewees as important in 
project implemenlaUon. 

Project Evaluation 
As mentioned, the project had an evaluation 
review committee which met every six months or 
as needed to monitor progress. In addition, a 
midterm and a ha1 evaluation were carrled out. 
Each evaluation examined the assumptions 
made in the project paper to determine If they 
were still valid. Data were collected on student 
achievement and teacher and parent attitudes 
toward the program. The MOE evaluation team 
participated in, the design of the midterm evalua- 
tion, and the fhai evaluation was carried out by 
a local research organization. 

The major findings of the evaluation research 
were that the curriculum had been successfully 
developed to create a child-centered learnhg 



- ewjronment and that teachers had developed 
skills for managing multi-grade classmoms and 
had changed their attitudes and roles to become 
more stu&nt-or!ented. It was also found that 
parents of children in tAe Escueh N m  pro- 

- gram participated more in school activities and 
were more satisfied with their chfldren9s educa- 
tion than were parents of children in traditional 
schools. It was suggested. however, that parent 
participation fn the program could have been 
greatly enhanced through a systematic public 
relataons campatgn focusing on the fmportance of 
schooling and the "New School" program. 

The major outcomes of the project were a three- 
stage training model. curriculum materials for 
multi-grade classrooms. and implementation of 
the Escuelo N m  program in 224 schools in 
three different departments of the country. The 
project generated a g a t  deal of favorable 
publicity, whir91 led to requests from universities 
within Colombia and other MOE units for the 
participation of the project in their activities. It 
also encouraged donations from private institu- 
tions such as the Coffee Growers Federation. 

In addition, as USAID was cutting back its 
operations in Colombia, the mission worked with 
the MOE to present the results of the project to 
other donors. which resulted in a half million 
dollar grant from the Inter-American Develop- 
ment Eank (IDB). This grant extended the 
project to three additional departments and 
allowed for the revision of the student materials 
over a two-year period. 

A second grant from the IDB followed for the 
years 1980-1982, which extended the program to 
an additional 1,000 schools. Ron- 1982 to 
1983, a thLrd version of the materials was 
developed and the project incorporated another 
1,000 schools. Most of these schools were in the 
Pacific Coast region of the country. This expan- 
sion was financed through funds for rural 
integrated development, the department secretar- 
iats, and UNICEF. Between 1984 and 1987, with 
the help of World Bank funding, the Escuela 
Nuem pragram expanded to 8,000 schools in 
Colombia. In 1988, Colombia negotiated a loan 
from the World Bank to expand the Escuelo 
Nuem program to all 26.000 rural schools in the 
country. 

The Escuela Nueva program is not an interven- 
tion that fits with the normal routine of a nual 
aulti-grade school. but rather a complete 
programmatic change that includes students, 
teachers. community members. and the regional 
and central support network. In other words, it 
is a 'New School." The basic elements of the 
program are as follows (Rojas 1988): 

Student 2euel 
Programmed self-instruction through studtnt 
guides 
Community investigations by students 
Negotlatlon with teachers as to the level of effort 
(i.e.. good. excellent, satisfactory) for a given 
academic unit 
Group work and peer teaching 
Active learning and inquiry 

0 Learning centers (rinoones) with materials made by 
students and community members 
Flexible promotion by learning unit 
Rural-oriented curriculum 
Student diaries on daily activities 
Student committees for school maintenance and 
government 
Educational materials for each school including 
posters, charts. and a 100-book library 

Teacher leuel 
0 Materids (guides, manual, libray) for teachers 

In-service training sessions or workshops 
0 Local demonstration schools (mhxmtros nvales) 

Teacher instruction to more than one grade 
Regular meetings between teacher and community- 
school parents committee 

Headmaster level 
Teacher acting as school director when school is 
small 
Many functions such as attendance handled by 
students 
Resolution of problems a t  school-community level 

Cbmmunity level 
Parent review of children's notebooks 
Financial contributions to the school (e.g., for 
repairs, c h W  
Parent development of materials for learning 
centers 
Particlpatlon of community rnembecs as rcspon- 
dents for children to gather irfiormation about the 
community 
Community participation in two "school days" per 
year 
Community member presentations in their areas of 
knowledge 
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Regional Zeuel 
0 Schools supported by demonstration schools 

?hirty-thrte CEPS (Censo P e w  
providing ongoing in-service tratning for all teachers 
Workshops for regional supervisors in providing 
pedago@d support 

central kl 
a Escuela Nuem and CEPs institutionalized within 

the Mlnistry 
0 Expansion of the program. fbm 8,000 to 26,000 

schools 

l b o  recent studies provide insights into the 
lessons learned from the expansion of the 
Escueh Nuem program. Ihe Drst is a quantita- 
tlve evaluation of the program (Rojas 1988) and 
the second is a series of in-depth case studies of 
successful schools (Rojas 1990). The evaluation 
was carried out after the Plan & Fornento 
expansion program funded by the World Bank 
had been underway for three years and encom- 
passed 3,208 children in third and fifth grades. 
The study sampled representatfve departments, 
conducting tests, interviews, and obsexvations in 
160 schools and communities parttcipating in 
the Escuela N w  program and 60 rural schools 
using traditional approaches. 

Children were tested in Spanish, mathematics, 
self-concept, civic behavior. and creativity. On 
within-department comparisons, children in the 
Escuela N m  program scored si@&cantly 
higher than their counterparts on 27 compari- 
sons and lower on six. On an additional 66 
comparisons, no sfgnfficant difFerences were 
found. which led the authors to suggest that no 
negative effects result from the transition to the 
Escuela Nuevce program. When data were 
aggregated at the national level, all significant 
Merences in the test results favored the Escuela 
Nuem children 

I'he study also examined teachers' records to 
determine drop-out rates. Results showed that 
there was no difference between sample chfldren 
when examining the percentage of the same 
children who had enrolled in f b t  grade five 
years earlier. When toial year by year drop-outs 
were examined, however, Escuela Nuem had 
about half the percentage of drop-outs as  the 
traditional schools at each grade after the flrst. 

Results also showed that the administrative 
structures and responsibilitfes for coordinating 
the program varied by department. In some 

departments, only one or two part-time people 
were responsible for coordinating the entire 
program. This led to problems in delivery of 
materials to the schools and in follow-up with 
the teachers, which caused teachers to question 
the seriousness of those Implementing the 
program. Evaluators recommended a period of 
consolidation, including an fnformation cam- 
paign, that would make regional educators aware 
of the successes of the program, emure the 
availability of adequate materials and trained 
teachers at all existing schools, and provfde 
permanent coordination at the regional level. 

Classroom observations conducted in mid- 1990 
as part of this evaluation suggest reasons for the 
successful test performance of Escuela N m  
children. Observations were made at four 
schools, two with the Escuela Nueva program 
and two without. Each had multi-grade class- 
rooms. Six traditional schools were visited to 
find two where the teachers of the desired grades 
were present or where classes in those grades 
were in session. This did not prove to be a 
problem in the Escueta Nuew. schools; even 
when a teacher was not preser:t, students 
carried out class activities on their own under 
the periodlc supervision of teachers from other 
classrooms. In the traditional schools the 
students were generally sent home when the 
teacher was absent. 

In both types of schools teachers were experi- 
enced, having at least ten years of service. The 
Escuela Nueva teachers were generally posittve 
toward the program, which had been in the 
schools more than ten years. At one of the 
schools, teachers mentioned some early prob- 
lems in receMng materials and overcoming 
resistance on the part of parents to the change. 
All of these problems were said to have been 
overcome. Teachers in traditional schools 
stressed the lack of materials. especially text- 
books, as a problem in teaching the children. 

Teaching in the schools without the Escuela 
Nueua program tends to be teacher-centered. In 
the classes observed where the teacher was 
present, 73 percent of the t h e  was taken up in 
large group activities, with the remainder of the 
obsematlon W e  devoted to seatwork. No 
materials were used other than the blackboard, 
student notebooks. and some ice cream sticks 
for counting. The teacher accounted for 64 
percent of the verbal interaction during the time - 

- 
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period, with task-related peer interactions and 
individual work accounting for 10 percent and 9 
percent of the observation tlme, respectively. 
During the remaining 17 percent of the time. the 
children were observed to be engaged in non- 
task-related activiti es. 

The emphasis of the EscueZa N u e v a  program on 
small-group programmed learning waq reflected 
in the obsewations made in Escuela Nem 
classrooms. With teachers present, 72 percent of 
the obsewation time was devoted to s d - g r o u p ,  
student-directed activities; 19 percent to seat- 
work and only 9 percent to large group 
acttvities. The large group activities consisted of 
discussing classroom concerns such as schedule 
changes or the purpose of the observer's visit. 
As xnight be expected, given this structure where 
the teacher circulates and participates in small 
groups, teacher interactions with the individual 
children under observation made up only 20 
percent of the total interactions. Task-related 
peer interactions and indMdual work each 
accounted for 30 percent of the total observation 
time, with non-task-related behavior accounting 
for the remaining 20 percent. As the children 
worked with the programmed learnfng guides in 
small group and seatwork activities, there was 
extensive interaction with the program's 
i n s t r u c t i c ~  materials. 

Perhaps the effectiveness of the child-centered 
approach of the program is  best illustrated by 
the classroom environment when a teacher is not 
present. As mentioned, it is common practice in 
traditional schools to send the children of a class 
home if the teacher does not arrive. Escuela 
Nueua, on the other hand, encourages the 
children to continue normally with their work, 
with periodic monitoring by other teachers. In 
searching for comparison schools, the opportuni- 
ty to observe a class with no teacher in a tradi- 
tional school arose, and obsewations were made 
and compared with a similar situation at an 
Escueta NUeUa. 

'Wo differences were immediately striking. First, 
in the traditional school, a mitten assignment 
had been put on the board prior to the observa- 
tion period, and no teacher was present for the 
entire observation period. The ability of Escuela 
Nueva teachers to leave their children working by 
themselves on programmed activities allowed 
them to m u l a t e  to  the teacherless cl=. Thus, 

30 percent of the observation time in the teach- 
erless Escuela Nueua class were interactions 

' 

b e m e n  indMdual children and the teachers 
from othcr classrooms. Second, time off-task in 
the traditional school made up 66 percent of the 
total observation period. whereas this accounted 
for only 11 percent of the observed time in the 
E s w l a  Nueua classroom. In the Escuela Nueua, 
'the bulk of the interactions (43 percent) were 
with peers about the task to be completed. 
Observations of two children illustrate these 
differences (see Box - Colombia). 

When the Rojas 1988 evaluation data were 
examined by sex, boys in both the traditional 
and the Escuela N u e v a  schools performed 
significantly better than their female counter- 
parts in mathematics. Third-grade glrls in 
Escuela Nueva, however. performed better in 
mathematics than males at the same grade level 
in the traditional schools. With the exception of 
third-grade girls in traditional schosls. feniales 
outscored males in Spanish, although not 
significantly so. Thus, the data show that the 
Escuela Nuetia program strengthened the perfor- 
mance of all children bat did not overcome 
traditional sex biases. Boys still performed 
better in mathemat?; and girls in language. 

The observational data collected for this study 
showed no differences in the type of interactions 
between the teachers and children of different 
sexes. Similarly, although there was more 
interaction among children of the same sex, no 
differences were observed in the types of interac- 
tions between boys and girls than among peers 
of the same sex. 

The second Rojas study (1990) examined twelve 
schools throughout the country that local 
administrators had identified as successful. The 
findings showed that institutionalization of 
E s w L a  Nueua at the central level required 
individuals who were strongly committed to the 
program. I t  was not seen as  an innovation of 
national scope until its founders moved to the 
Ministry and lobbied for support. 13ese indivdd- 
uals also protected the program, moving it within 
the Ministry to supportive divisions until the 
results were sufficiently impressive that the 
Escuela N u e v a  prcgram gained a large constitu- 
ency calling for its institutionalization. This 
implies that new programs should be multi- 
faceted and flexible enough to fit into various 
areas of a ministry's portfolto. 

- 
Colombia - 100 I 



The fir-dings also suggested that a developing 
country cannot be expected to support a major 
innovation such as Escuela Nueua, even in a 
time span of almost fifteen years. Although 
Colombia helps finance the program at both the 
departmental and national levels. international 
donor support has been necessary throughout 
the We of the program. Much of this support has 
been for program expansion However, general 
complaints about the lack of new rnaterlals in 
even the successful schools led to the conclusion 
that recurrent costs would remain hm. This is 
especially true during a period of expansion. 

The availability of experienced support personnel 
will also affect expansion of the program. In the 
case of the sample schools, ,IS the+program 
expanded, regional and local administrators were 
spread thin, and they tended to visit the older. 
better implemented schools less often. The 
teachem in these schools started to feel aban- 
doned. One solution was the highly successful 
peer traintng done in I-,he micro-centers that form 
a part of the EscueIcr Nueua program. The study 
concluded, however, that there must also be a 
systematic plan for increasing the number of 
support personnel if expansion is to be success- 
ful. 

At the school level, the most difficult aspect of 
the program to implement has been the flexible 

promotion component. This appeaiid to result 
from a number of factors, including teachers' 
lack of understanding of the component, parents* 
lack of acceptance either because it was different 
from their own schooling or because they failed 
t.2 see progress In the children, or students' lack 
of motivation. The study suggested that special 
workshops on flexible promotion might be 
needed for both supervisors and teachers as the 
program expands. Modules for discussions with 
the community on this component of the pro- 
gram were also seen as a helpful adation to 
existing orientation materials. 

Community support for the program was gener- 
ally high. Where the program had been properly 
implemented. community involvement was 
encouraged and parents saw positive changes in 
their children. However. in a few cases where 
teachers did not understand the program well 
and were perceived to be lazy as a result of 
children's ,lack of progress. there existed move- 
ments to do away with the Escuela Nueva 
program. This suggested that ongoing assis- 
tance should be given to monitor community 
attitudes to the program as well as to monitor 
classroom activities; the program could appear to 
be successfid within the school but lack commu- 
nity support. 

Box - Colombia 
Classroom !%semations 

Traditional Class Escuela N w a  

(10:20) Osmar sits, turned in his two-student 
desk starlng at two boys wrestling a t  a desk in 
the ntxt row. Ihe  girl next to h!m whispers 
something and points to the four mathematics 
problems on the board. Osmar doesn't respond 
but continues to stare at the bays as he chews on 
his finger. He glances at the observer. then looks 
around and coughs. He catches the eye of one of 
his class~uates, who is conversing with two t M  
graders. and signals with his hand for the boy to 
come over. The boy approaches and Osmar tells 
him the observer is writing down his behavior 
and will teU the teacher. Both boys glance a t  the 
observer, then the boy runs h m  the classroom 
and Osmar looks around the class. The girl next 
to him says Twenty-two" [Vefntidos) and 0s- 
repeats this .loud& and then smiles a t  the girl. 
(1 0:25) 

(9:05) Jorge sits at a table made from four two- 
student dedcs pushed together. The boy next to 
him gets up and goes to the teacher's desk, 
returning with the Natural Sciences student 
guide. The boy opens the book and flips through 
it. When he stops on a page, Jorge, who has 
been watching, says, "One, objective one - this 
isn't it" (Uno, obJectivo uno - esto no es). pointing 
to the page. Jorge turns the pages to objective 
one. 'We know the states of different materials" 
[ C o n o z c m  los estatos de los c . ) .  The girl 
across the table asks, 'This?" Jo  ige responds, 
'This and this," pointing to a seilcs of questions. 
He then turns and looki at the glrl next to him 
who is writing in her notebook and says, "Hurry." 
He turns back to the science book and says. We 
do the questions. then . . ."giving a four-sentence 
explanation of what must he done. (9:lO) 



Principals were found to be key to the success of 
the schools in the study. In small schools, 
however, lack of c o ~ t m e n t  on the part of the 
principal could be overcome by a strongly 
supportive teacher. 

Lessons Learned 
This project suggests several lessons about the 
design and implementation of activities that do 
not require large investments to produce lasting 
effects. The lessons are organized into the three 
main areas discussed previously: project design. 
project implementation, and project evaluation. 

Project design A small investment can have 
relatively large effects when it builds on local 
efforts that are viewed as successful. This is 
especially true if the project is consistent with 
stated government policy such as a commitment 
to rural schooling. 

A project that is to be implemented regionally 
requires pre-design work to win the support and 
cooperation of the regional and Yccal entities that 
M act as implementing organi ations. The 
resistance to and lack of under sfar~ding of the 
project both at regiond and local levels con- 
vinced designers that including a public informa- 
tion campaign in the design would have aided 
project implementation. The potenthl of social 
marketing techniques in facilitating project 
implementation should be considered in the 
design phase of ircmvative basic education 
projects. Logistical difficulties that niay be 
encountered in regions at a distance from the 
capitai should be assessed at  the design stage to 
reduce delays in implementation. 

Flexibility in funding to cover unforeseen occur- 
rences (such as the coordinator positions that 
were inadvertently left out of the MOE budget) is 
a key design issue. The project must be able to 
fund all essential elements. 

Provision of a detailed evaluation plan in the 
project paper will facilitate project .,ionitorhg. 
When an evaluation committee is established 
that includes host country educators, greater 
acceptance and use of the ~aluation results are 
likely to take place. 

The Educational Technology Project was de- 
signed as a short-term intervention to senre as a 
catalyst for expanding the Escuela Nueua pro- 

gram. It proved very successful in this regard. 
However, implementation of a pilot program on a 
nationd level will take a number of years and is 
likely to require continued international donor 
support. Aiter flA.een years, Escuela Nuem has 
reached about one-third of Colombia's rural 
schools and conthues to rely heavily on donor 
support. 

Pn,f ect implementation An important lesson 
to be learned in the implementation of this 
project was its emphasis on supporting teachers. 
Not only did the project provide tools for teachers 
in. the form of workshops, manuals. student 
texts, and supervisory support, but it focused on 
the teachers* feelings of self-worth. The project 
implementors made a point of showing the 
teachers that they would be the key to creating a 
"New School," and encouraged activities such as 
the micro-centers that would reinforce this 
concept. 

Placeamt of the founders of the program within 
the MOE helped to build support for the pro- 
gram. These individuals were able to explain the 
USAID project and the Escuela Nueva program 
and lobby for their support. Thus, a constituen- 
cy was created that protected the program and 
pushed for its institutionalization. Even with 
this support, however, it took several years and 
additional international donor financing before 
the program was incorporated officially into the 
Ministry. 

The commitment of school principals was an 
important factor in successful program imple- 
mentation at  the local level. This suggests that 
local school administrators merit special atten- 
tion in the design of basic education projects. 

As a new education program expands in a 
developing country, support personnel are likely 
to be spread thin in order to keep down recur- 
rent costs. Schools that have been in the 
program longer may receive less support once 
they are perceived to be successfully irnplement- 
ing the program. To avoid a feeling of abandon- 
ment on the part of such schcols. it is important 
that an alternative support system such as peer 
training or distance courses be developed. 

Skilled human resources to carry out project 
activities are often available within a developing 
country. Many of the project activities were 
contracted to local entllies to develop. This 
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stage. Such support can be facilitated through 
communication among' donors about project 
results. 

created the expertise necessary for revising the 
instructional materials and prwided a sense of 
owp1erShip of the project. 

The emphasis on children lddng charge of their 
learning through student government and 
individual or group programmed learning activi- 
ties facilitates program implementatfon. Stu- 
dents take msponsibiUty for their leanzing and 
view the school as their own. Thus, they can 
caary out leamlng activities in the absence of a 
teacher. 

The success of the E s c u ~ h  Nueva approach 
suggests that to change the attitudes and 
behavior of rural classnoom teachers requires a 
complete restructuring of the classroom environ- 
ment. This incIudes not only removing the 
teacher as the focal point for classroom interac- 
tion by rearranging classroom furniture, but also 
allowing students and community members to 
play active roles in school decision making, 
providing students with instructional guides that 
allow them to carry out much of their own 
learning, and assisting teachers to master the 
Pr"@am. 

The principal factor in parental support for a 
school intervention is the degree to which their 
cktldren's performance meets paidntal expecta- 
tions. If teachers are not committed or do not 
implement the program correctly, a negative 
reaction on the part of parents is likely. The findings of this study also document the 

existence of a critical mass of qualified technll- 
cians in Latin American countries such as 
Colombia who can cany out sophisticated 
curriculum development and evaluation actM- 
ties. These individuals and groups rcpreseni a 
valuable resource for international technical 
assistance efforts. 

Technical Crsststance. Technical assistance 
efforts that are collaboratfve and build on exist- 
ing achievements are likely to be successful. A 
collegial relationship can be encouraged through 
sharing of the counterparts' work space. 

htduartiorr. Existing evaluation units should be 
incoxyorated iRtO project monitoring efforts. The 
USAID project involved the MOE evaluation unit 
in the evaluation design. As the actital project 
evaluation was canled out through a contract 
with a private sector firm, however. it is unclear 
whether the MOE unit was involved in the 
analysis or even received the data fiom the 
evaluation. Such data could serve as a baseline 
for tracking program impact longitudinally. 
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Case Snrdy: 
- 8  

Guatemala 

Rural Primary Education Improvement Project 

The Ruml Primary Education Improvement 
Project in Guatemala was chosen as a case study 
because of its emphasis on providing relevant 
basic education to children of a linguistic and 
cultural ~ninority who had been poorly served by 
the traditional delivery system. This revfew was 
conducted in mid-1990 as the project was 
drawing to a close and a new project beginning. 
The lessons learned in the implementation of this 
project p~:ovide insights for the development of 
education interventions with linguistic and 
cultural minorities in other settings. 

The fourth component consisted of three 
training activities. These were the upgrading 
of bilingual preschool teachers (promotores), 
in-senrice training for teachers in the use of 
the new bilingual materials. and university 
training for supenrisors and central ofnce per- 
sonnel. 

The Ntt: component was to establish a re- 
search zzxi evaluation component within 
PRONEBI to monitor the effect of the billngual 
program on student achievement. 

The project consisted of six components, all of r The final component was to provide long-term 
which had the objective of creating a permanent technical assistance in the areas of bilingual 
capability within the blinisltry of Education prhary school cmculum development, 
(MOE) to provide relevant bilingual education to anthropology/linguist~cs, research and 
monolingual indigenous children living in the evaluation, training, ileld supemision, and 
Guaternallan Highlands. project administration. This component also 

The fi& component, Administration and 
Supervhion, was to help fin;.mce the creation 
of a p e l m e n t  implementation unit within the 
MOE. This unit, the National 'Bilingual Educa- 
tion Program (PRONEBI), was tb be responsible 
for the admhlstration of b i~ngud education 
throup$out the country. 

The second component, Curriculum Develop- 
ment, was to develop bilingual texts and 
inl;tmr,tonal materids consistent with the 
natioml curriculum but reflecting the hdfge- 
nous c!ulture. These materials were to seive 
childrm in preschool through fourth grade. 

The thM component was to finance the 
prirmting of the billngual texts anti teachers 
guides as well as the purchase of desks, 
bla&oards, and other equipment for rural 
schools. Thls component was to be carried out 
in close coopelation with a World Bank proj- 
ect, which financed the production of the 
texts. 

funded scholarships for long-term overseas 
training of key technical staff. Both national 
and international professionals surplied long- 
tern technical assistance. 

The project was fiipmced for the five-year perfod 
from 1985 to 1990 by a loan ($10.2 million) and 
a grant ($3.3 anillion) from USAID and by coun- 
terpart funds from the Government of Guatemala 
of approximately $25 million. 

Background 
At the time the project was designed, 42 percent 
of Guatemala's population were members of 
Mayan indigenous groups that speak 22 different 
languages. These groups make up the bulk of 
the rural population engaged in subsistence 
agriculture. They have traditionally been poorly 
served by the educational system - only 40 
percent of those of school age were estimated to 
be in school when the praject began, and of 
those who enter. 50 percent drop out by the end 
of b t  grade. 



frs early as the 1930s, the Government of Guate- 
mala began to show concern for the education of 
indigenous children Teachers were assigned to 
teach Indigenous c?ildren to speak Spanish 
during a preschool year in a program called 
C a s t e m n  Since the teachers did not 
speak the langurle of the children, their ability 
to transfer know?:dge was limited. Therefore, in 
1965, the Government of Guatemala changed 
from a monollngud to a bilingual approach in 
which native speakers of indigenous languages. 
who had mastered Spanish and completed sixth 
grade, were recruited as preschool teachem. 
PRONEBI had its antecedents in this early 
program. It involved fiee use of the students' 
home language to facilitate understanding, and 
at the same *time, a year of intensive instruction 
in oral Spanish language skills to five-year-old 
preschool children. 

First grade instruction in schools with a bilingual 
preschool program, however, was usually given 
entirely in Spanish by native speakers of that 
language who did not speak or understand the 
indigenous language of the children. Conse- 
quently, the primary school program had limited 
success among indigenous populations. An 
experimental bilingual educatim project was 
funded by USAID between 1980 and 1984. This 
project developed a linguistically and culhmlly 
relevant curriculum and tested the effect of the 
curriculum modd in which the language of 
instruction was gradually shifted from the 
indigenous langiiage to Spanish over a four-year 
period. That project compared the academic 
achievement, drop-out, retention, and failure 
rates of indigenous children in 40 pilot schools to 
a similar group of children in comparison 
schools. The results led to the institutionak- 
tion of PRONEBI by national decree and to the 
development of the Rural Primary Education 
Improvement Project. 

It is important to note that the pilot project was 
implemented at a time of extreme violence 
directed against the indigenous population. Its 
success in the face of this situation can he 
attributed to two factors. One was the courting 
of the military by project admirlistrators. Their 
continued efforts to bring problems to the 
attention of military personnel resulted in the 
appointment of a liaison officer whom project 
officiais could call in any emergency. The second 
factor was the visibility of project officia!.s - 
especially the USAD Education Omcer - whr n 

indfgenous personnel involved w',& the project 
were threatened. Interviewees felt that this 
presence, showing the involvement of USAID 
with the project, acted as a deterrent to violence 
toward project field staff. 

With the change in government in 1983, there 
was a lessening in hostility toward indigenous 
gro~ps, which continued with the democratically 
elected government in 1985. B.ilingual education 
profited by this change, and PF(ONEB1 came into 
existence through a governmental decree (No. 
1093-84) in December 1984. Its purpose is to 
support the cowdstence of two cultures - Ladino 
and indigenous - and their respective languages 
in Guatemala by promoting the harmonious 
development of the individual in two cultural and 
linguistic contexts, thereby contributing to a 
conscious definition of a Guatemalan nationality 
(Government of Guatemala 1984). A Ministerial 
accord on July 10, 1985, ratifled the internal 
operating procedures of the program. 

PRONEBI is under the direction of the Director- 
ate of Rural Socio-Education ( W E - t i u o  
Rum& which is responsible for all r u d  primaxy 
education in the country. 

Project Design 
At the time that the project was designed. the 
mission's Office of Human Resource Develop- 
ment (QHRD) did not have either an integrated 
human resource development strategy or an 
education sector strategy. The Country Develop- 
ment Strategy Statement (CDSS) was seen to 
provide a general framework but was not central 
to project design. The USAID mission now has 
an education sector strategy, which respondents 
said has been very helpful in the design of a new 
basic education project that includes further 
expansion of bilingual education. 

By 1985. the mission had invested in three bsrck- 
to-back loans to build classrooms, develop 
facilities for pre-service training, and update 
cun-iculum materials, respectively. With heavy 
World Bank investment beginning in Guatemala 
and the favorable results of the evaluation of the 
bilingual edlucation pilot project. USAID saw a 
need to concentrate on the most at risk popula- 
tions. Thus, the mission narrowed its focus to 
the indigenous population. 

The  mission''^ approach to designing the Rural 
Primary Education Improvement Project was one 
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of involving both MOE administrators and 
technicians extensively in the design process. A 
hgh-level committee. consisting of the technical 
Vice Minister as chair and the directors of the 
functional divisions of the MOE that would be 
involved in the project, was formed to ensure 
that the project was in line with Guatemala's 
&-year plan. A second committee of techni- 
cians from the potential implementing divisions 
was formed to determine the feasibility of the 
project. PRONEBI made presentations on the 
results of the pilot study and other activities to 
the first group, and worked with the second 
group to carry out studies and review A1.D. 
Handbooks 3 and 13 as well as results of the 
evaluation of the pilot project. 

Both groups started worktng approximately one 
year before the actual desfgn phase to build 
ccnsensus for the project in the favorable atmo- 
sphere that existed with the change of govern- 
ment. These committees then formed part of the 
working groups that, together with USAID 
personnel and foreign consultants, prepared the 
Project Paper. Government personnel who were 
intenriewed for this study thought that this 
approach had allowed for the development of a 
project that reflected the reality of the host 
country. 

Background studies consisted of a 1978 sector 
assessment and the evaluations of the pilot 
projcct as well as the studies carried out through 
the working groups. The USAID personrlel 
intenriewed thought that, while it would have 
been ideal to have had some targeted studies to 
provide options for USAID in rural education, it 
--as necessary for the mission to take advantage 

'the existing political climate that was favorable 
lward the indigrnous population. USAID 
:rsonnel also recognized that the size of expan- 
on (from 40 schools in the pilot project to 400) 
ight be overly ambitious in terns or" the a m -  

1~ba~lisr-e cap, Sry aeveioped in PRONXBI up to 
that time. They felt, however, that given the 
favorable political cbcrte, it w q  necessary to 
expand rapidly and forin a soM base for bilin- 
gual education. 

USAID, through the HRD Omce, took the lead in 
developing the Project Identification Document 
(PID). The work of the committees was incorpo- 
rated into the document. The Education Omcer 
coordinated the Project Paper development, 
working with the committees and brlnging in 
international ~~nsultants for speciac analyses. 

- 

There was consideration of coordination with 
other USAID projects. The emphasis on the 
indigenous population was seen as consistent 
wlth the mission's emphasis on rural diversifica- - 

tl o n  The Education Admfnlstratf on Project 
trained supe~visors and administrators in the 
MOE functional areas dealing with PRONEBI. 
and the Nonfomal Education Project was to 
promote bilingual education and take advantage - - 

- 

of PRONEBI's expertise to develop bilingual 
materials. Although not directly related to the 
Rural Primary Education Improvement Project, 
the higher education pr~ject for indigenous 
students was also aimed at the Mayan popula- 
tion. 

A major area of contention in project design was 
lechnical assistance. USAID felt that intema- 
tionad expertise was needed in a number of 
areas. The Government of Guatemala, on the 
other hand, was of the opinion t h p t  sufkient 
local expertise had been developed through the 
pilot to serve the needs of the new project. A 
compromise was reached in which a team of 
international consultants in bilingual prjmary 
education. anthropology/lingufstics, and evalua- 
)kin was to be secured by competitive bid. Local 
consultants in the areas of training. supervision. 
logistics, and a d . s t r a t i o n  were to be hired 
individually. 

Project activities were to be coordinated with the 
activities of the World Bank to minimize overlap. 
The Bank was to fund the production of the 
PRONEBI texts and teachers guides when these 
were completed. Interviewees felt, however, that 
the degree of coordination obtained was a 
function of the interest taken by USAID and 
World Bank personnel in the bilingual education 
project rather than a consistent effort to plan the 
integration of activities wiff i other donors. For 
example, no integration with the Inter-American 
Development Bank or the Organization of Ameri- 
can States was planned. 

Project Implementation 
The implementation strategy for the project was 
to gain the maximum expansion of bilingual 
education possible in the favorable political 
emrironment of the moment. Thus, 1,200 - - 
schools were included under the PRONEBI 
u.mbrella, although only 400 of these schools 

- p, 
["complete schools") were to be provided with 3' 

teachers and curriculum materials for preschool -- 
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through fourth grade. The others ("incomplete 
schools') either had bilingual staff only for 
preschwl or had staff fluent in Mayan languages 
other than the four principal languages of Mam. 
Kekchi, Quiche. and Cakchiquel for which texts 
were to be developed. The project was to have a 
phased Implementation schedule; the texts for a 
certain grade level were to be developed each 
year and Lc;le Ministry was to assign bilingual 
teachers to each grade level as the texts became 
available. 

Administration and mpenddon. Many of the 
PHONEBI staff members had been employed 
undei. the pilot project and therefore were 
know!cdgeable about the bilingual education 
program and had ongoing experience in its 
design. Through project support, most staff 
members had studied in a university program. 

" thereby upgadlrlg their academic qualifications 
for the positions they held. Evaluations of and 
conversations with PRONEBI personnel sug- 
gested a high degree of motivation on the part of 
PRONEBI staff. Program administrators attrib- 
uted such commitment to the encouragement of 
havfng bfldngualism recognized as a positive 
attribute or skill for the first time. 

Despite effectfu a administration, however, the 
multiple responsibilities in each PRONEBI 
operating unit, caused by expansion fiom a pilot 
to a national program ten times as large, 
stretched technical development to its limits. In 
addition, normal changes in the direction taken 
by PRONEBI in its development led to the 
recommendation that PRONEBI focus its main 
efforts for the next several years on consolidating 
its senrices to the current 400 schools, rather 
than expanding services to additional schools. 
The objective was to ensure the technical ade- 
quacy of the materials, services, and operational 
systems under development. Strengthenirg the 
PRONEBI infrastn~cture in the 800 additional 
schools with some bilingual teaching sM was to 
continue as a secondary objective to  prepare fix 
a future expansion of bilingual sbhools. 

A problem that existed at the start of the project 
was the overlap of PRONEBI activities with those 
of the World Bank-funded PRODEPRIR project. 
This project was developing a rural curriculum 
and was testing the c u ~ c u l u m  in some schools 
that were also implementing the PRONEBI 
curriculum. Thus, teachers were confused about 
what thty should actually be doing in the 

classroom. This canflict was resobed through a 
series of meetings between the two organizations. 

During the initial implementatfon of the project, 
school furniture was not delivered to PRONEBI 
schools on time for reasons beyond the control of 
the administrative unit. Because of :r nationalis- 
tic backlash against the original bid award for 
the fiuniture to a Salvadoran company, the 
Mintshy of Finance canceled the contract. and a 
new request for bids was made prior to selecting 
a Guatemalan furniture manufacturer. This 
caused delays of over a year in the delivery dates 
and reflected very negatively on PRONEBI in the 
local schools and communities. which had been 
promised furniture. 

Because of a devaluation of the quetzal, there 
existed a surplus of $3.7 million in local curren- 
cy three years into the project. PRONEBI carried 
out a reprogramming exercise to fund additional 
activities, including program expansion. At the 
time of the study (May 1990). however, only 
about 500,000 quetzals had been released to 
PRONEBI by the Ministry. 

PRONEBI has a public relations arm attached to 
admMstxative unit. This group carried out 

some :ocalked promotion of the program; howev- 
er, pxblic relations efforts were largely ineffective 
dm to the lack of technical expertise and staff. 
Several studies document a lack of understand- 
ing of the program in both indigenous and 
nonindfgenous communities. and government 
officials have been characterized by PRONEBI 
personne! as indifferent to the program. 

An ongoing problem is the lack of integration 
between PRONEBI and MOE activities. 
PRONEBI, because of its emphasis on bilingual 
education, has maintained itself somewhat apart 
from other hIinishy divisions. In addition, as an 
internationally funded program, PRONEBI 
received vehicles for the program and motor- 
cycles for supervisors that further set it apart. 
The new basic education project, begun in 1990, 
empha&es logistical support for the primary 
education system in general ar,d fm the greater 
integration of PRONEBI with other divisions 
through the national effort to regionalize educa- 
t i ~ r k ,  Thus. this diillculty should be resolved in 
the r'uture. 

The supenrision subsystem coordinated by 
PRONEBI within the national educational system 



has iimctioned weli. When ordered to take part 
in a'regionalization program that required 
PRONEBJ supervlsors to supenrise all schools in 
a regfon, not just those of PRONEBI, supervisors 
did so without complaint. Teachers view super- 
v'sors posittvely and feel that they are providing 
guidance and support rather than inspection. 

Having to collect administrative data and deal 
with teachers' needs has ltmited the contact 
PRQNEBI supervisors have with l o d  communi- 
ties t c  the resolution of overt problems, such as 
parents removing their children from school as a 
result of misidomation about the bilingual 
education program. 

Under the project, PRONEBI supervisors had the 
opportunity to take a two-year university course 
in the admMstration of bilingual education 
programs. Over a third of the 41 supervisors. 
however, experienced academlc problems. A 
number of factors contributed to these problems, 
including workload and time demands, lack GC 
suBicient interest or preparatfon for university 
studies, unfamfiarity with the goals of PRONEBI. 
and a lack of relevance of course content to the 
direct implementatfon of the PRQNEBI program. 
Eventually, all but four supervisors completed 
the program. Because of their studies and the 
coddence gained in the program, most of the 
supervisors became active in school personnel 
issues. In the lacit ye&, they were among the 
leaders in a strike that resulted in the Minishy 
suspendhg all supenrisors. There is hope that 
with the leverage of the new project, the supewi- 
sors will be rehired as part of the regionalization 
effort. 

Cudwlunt dezxlopment. The curriculum 
development unit is adequately staffed, but 
pemonnel lack training in textbook design and 
the learning processes of young children. In 
addition, non-PRQNEBI-specfnc demands on the 
time of the curriculum development teams Ce.g., 
tranr,lating the National Constitution) have led to 
wide variation in the pedagogical adequacy of the 
student texts and teacher guides developed :or 
the different language areas. 

PRONEBI calls its approach to bilingual educa- 
tion a parallel bilingual model. The model 
encourages instruction in the native language in 
preschool and first grade. then dual use of 
Mayan and Spanish as the languages of instruc- 
tion in subsequent grades. This model is peda- 

gogically appropriate for those communtties 
where the perceived need is greatest - where 
virtually all children are enter!! school mono- 
Ilngual in a Mayan language. The model. howev- 
er, is not appropriate for PRONEBI schools where 
children have considerable Spanish proficiency 
upon entering preschool or in classrooms 
contafning children who are monolingual in 
Spanish. At the time of the study. PRONEBI was 
beginning to develop Spanish texts to accompany 
the Mayan texts and thus make the materials 
more fiexible. 

The availability of bftneual teachers has been 
the mafor stumbling block to e t  :cave implemen- 
tatton of the currtculum. The -try. which 
had pmmised tr, assign 150 teachers a year to 
PRONEBI schools. has not done so, and the 
project agreement does not contain a condition 
precedent to guarantee assignment. Even if the 
agreed-upon 750 teachers were assigned to 
PROmBI schools over the life of the project, thls 
would be insufiicient to provide the 1,600 
teachers needed in grades 1-4 fn the 400 schools 
in which PRONEBI is currently working and 
would not allow for expansion. 

With the available teachers, lack of faDniUafity 
with Mayan as a language of instruction (versus 
an oral language for use at home and in the 
community) tends to hinder program implemen- 
tation. Few of the teachers have studied an 
indfgenous language formally. and most are not 
comfortably literate in their first language. 
Despite the in-service training provided by 
PRONEBI. teachers express insecurity in reading 
and writing their native language. 

Linkages with institutions that train bilingual 
students to teach in rural indigenous areas (e.g.. 
Escuela Normal de Santa Lucia Utatlan) were not 
fully developed. There was no attempt to use 
PRONEBI t&s in the classes nor to use 
PRONEBI schools for student teaching. 
PRONEBI's only involvement with normal 
schools was to provide staff to teach classes in 
Mayan language at the two religious normal 
schools for indigenous children in Guatemala 
City and Antigua. 

A number of physical and logistical factors also - 
hindered implementation. Overcrawded class- = - 

rooms and the lack of rudimentary lllilterials 
such as chalk and serviceable blackboards 
contributed to less than optimal use of the 
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instructional materials a t  some schools. Al- 
though g w m e n t  programs are addressing 
nutritional and health ddciencies in the chil- 
dren. these dddmcies  also continue to under- 
mine students' sclolasti c achievement. Finally, 
community members reacted negatively to the 
program in some areas; they fear that the 
program will impede their children's acquisition 
of Spanish. 

TextuaZ matef=i&. The 1987 process evalua- 
tion of PRONEBI found that student texts and 
teachzr guides in the four principal Mayan 
languages accurately reilected the national 
primary education objectives and, with the 
exception of the Mayan language texts. were 
consistent across the four language areas. The 
attractive texts were culturally and linguistically 
appropriate for the areas in which they were 
developed. Dialect Werences. howevcr, were 
substantial in some of the expanded geographical 
areas in which PRONEBI was working. 

There were two critical weaknesses in the 
i n s h  :ti onal materials. First. teachers inter- 
viewed generally found the texts too Micult for 
their students and felt the guides did not offer 
saciently detailed information to aid teachers 
in efficiently using the Ptxts.  Second, while there 
is wide variation in the pedagogical adequacy of 
the teachers guides and student texts, a number 
of consistent problems exist in varying degrees 
across all of them. These are a reliance on 
teacher-centered learning; an overwhelming 
emphasis on rote learning; lack of accord with 
child development principles and a comspond- 
ing premature assumption of literacy; lack of 
creative classroom activities; failure to indicate 
adequately how student texts are to 5e used; 
lack of integrati on with previous Guatemalan 
currfcular innovations; and lack of attention to 
the language needs of the broad speech commu- 
nities. Many of these deficiencies exist also in 
the national cunlculum guides upon which the 
bilingual curriculum was besed. 

When interviewed, the curriculuxh teams felt that 
they were making adequate progress in revising 
the currfculum. They were hesitant to accept 
technical assistance because they did not find 
previous assistance useful. However. a review of 
the materials in 1988 found little change in the 
materials. 

This is a function of the experience of the curric- 
ulum team members who did not have active. 

- 
- 

child-centered learning experiences in their own 
school years and of the teams* concern with 
correctly re-estabIishing a written Mayan Ian- - - guage. This concern involved team members in 
discussions about a new lexicon that was just 
accepted by the government and in preserving 
the academic integrity of the written forms 
presented in the texts. In addition, all of the 
editing of materials was done by hand or with 
tyEmmitels. The time involved to make extensive 
changes in the materials was a major factor in L 

the teams' reluctance. 

Trcrinhg. The professionalfiation program to 
provide high school equivalency for bilingual 
promoters who teach the preschool classes 
proved very successful. Although cramped 
housing for the training unit and lack of equip- 
ment hindered optimum emciency, the program 
graduated 808 promotcrs. rather than the 580 
originally planned. 

The in-service training program for bilingual 
teachers was largely successful in winning the 
teachers' acceptance of the philosophy and goals 
of PRONEBI. The organization relies on the in- 

- 
service training sessions to overcome deficiencies 
in the teacher guides and texts. Because the 
trainers themselves lack experience teaching 
with rural primary school texts, the tratnfng 
activities seldom deal with the specifics of how to - 

use the instructional materials in rural class- - 
-1 

rooms. 

The university courses for supervisors and 
coordinators were well organized. offered topics 
theoreticdly related to the implementation of the 
bilingual education program. and were taught by 
well-known Guatemalan scholars. The profes- 
sors. however, had little experience with ithe 
practical aspects of applying their disciplines to 
the implementation of a bilingual program. As 
mentioned, the academic achievement of the 
students in the two university programs varied a 
great deal. Nearly all of the PRONEBI staif and 
regional coordinators in the degree p r o w  
successfully completed their coursework, where- 
as a third of those in the short course in admin- 
istration for supervisors experienced some 
difficulties. 

Research and evaluation The research and - 
- 

evaluation unit was to develop mcasures to 
monitor the academic achievement of children In 
two languages, to continue a longitudinal study 
of the pilot schools. and to carry out an evalua- 



Lion of the expanded program. The international 
consultant In evaluation functioned as the de 
facto head of the unit durlng the two years that 
he worked with PRONEBI. He trained an indige- 
nous woman who was appointed the head of the 
unit &er his departure. While this individual 
rmld cany out the routine data analysis re- 
quired for n h l n g  the tests, she was not an 
evaluation specialist. Therefore. PRONEBI hired 
a national Guatemntm consultant to assist in 
the development of an evaluation research 
design. One of tbe difilculties encountered was 
the unavailability of individuals with the neces- 
sary quaMications in computerized evaluation at 
the salary PRONEBI was willing to offer. 

Once the consultant was hired. the PROKEBI 
data base was found to lack information about 
the children, teachers. schools. and communities 
in its own schools and in those served by its 
supervisors; this information would be critical to 
make decisions about an evaluation design or 
about subsequent expansion of the p r o p .  
Thus, the first task undertaken by the consul- 
tant was an assessment of the PRONEBI schools. 

Tine international consultant's attempt at collect- 
ing evaluation data was superficial and found 
little Merence among children in PRONEBI and 
non-PRONEBI schools. However. the consultant 
admitted that the design was flawed - there 
were no data coliected on the degree to which the 
PRONEBI program was implemented in the 
classroom or any attempt made to conduct a 
pretest to determine the appropxWeness of the 
comparison group. 

Technical assistance. The four Guatemalan 
national consultants in supervision, training, 
administration, and logistics were very effective 
in their roles and achieved a good deal of inte- 
gration with the PRONEBI program. All af them. 
however, were directly involved with ongoing 
program operations. In the case of training, 
where no unit head had been named, the consul- 
tant ran the unit. When she departed, nelther 
administrative sldlls nor training technology had 
been transferred. 

The international technical assistance compo- 
nent of the project consisted of three long-term 
positions in bilingual curriculum, anthropolo- 
gy/linguistics, and evaluation. The bilingual 
curriculum specialist, who also sewed as chief of 
party, was primarily an education administrator. 

He brought with him a cuxTiculum developed for 
the bilingual populations of another country fii 
which he had worked, and insfsted that the 
PRONEBI pensorinel focus on a transitional 
bilingual education model. His approach was 
seen by PRONEBI staff members as indicating a 
lack of interest in learning about their unique 
problems and a desire to app.9 his expertise to 
their problems. Thus, there was little direct 
interaction between the consultant and the 
curriculum development teams except for 
admMstratfve purposes. 

In area of linguistics/anthropology. the 
contract called for the consultants to develop 
products such as student dictionaries, language 
area histories, and grammar analyses. Thus, 
much time was spent in field work and docu- 
ment preparation in the contractofs offices. The 
products were completed; however, no provisions 
had been made for integrating the products into 
the overall curricultun development effort prior 
to the consultants' departure. The emphasis on 
products, combined with the physical isolation of 
this component from other PRONEBI stafT and 
the lack of designated counterparts in these two 

C 
areas, limited the contributions made to staff 
development and technology transfer by the 
consultants. 

The technical assistance in research and evalua- 
tion was successful in aiding in the establish- 
ment of a research and evaluation unit in 
PRONEBI and beginning the development of 
evaluation systems for the program. The com- 
plexity of developing an appropriate evaluation 
design, the lack of a counterpart, and the need 
to provide formative evaluation information to 
the ongoing curriculum development effort 
created a need for long-term assistance in this 
area that could not be met within the time frame 
of the techntcal assistance contract. 

Project Management 
Formal communication with USAID was well 
developed on a technical level and maintained 
weekly. USAID representatives are included in 
the Technical/Administrattve Council, and 
USAID personnel are invited to all PRONEBI 
activities. Early in the project implementation. 
however. there was a USAID-provoked budget 
problem that took some time to resolve and 
interfered with routine PRONEBI operations. 
USAID had been funding a contro!ler position 



within PRONEBI to handle flnaricial hnsactions 
with USAID, and this position was included in 
PRONEBI's annual budget proposal to the mis- 
sion for the current year. The position, however. 
was defunded by USAID, and the entire budget 
allocation to PIRONEBI was held up until a 
solution to the problem could be found. Thus. 
short-term funding difficulties within PRONEBI 
were created and some PRONEBI personnel were 
not paid on m e .  

There was substantial changeover in USAID 
project monitoxs over the life of the project. 
Three different USAID direct hires and a North 
Amexican persaaal sewices contractor had res- 
ponsibility for the project over the course of five 
years. The foreign service nationals (FSNs), 
however, remained the same and provided con- 
tinuity. When interviewed. project managers felt 
that their responsibilities were to ensure that 
project activities take place withk regulations, to 
assist when problems arise, and to help techni- 
cally. There was a feeiling in PRONEBI that 
greater flextbllily in the timing of funding would 
aid project hnp1t:rnentation. 

Roject Evaluation 
PRONEBI staff and USAID personnel have 
generally found the wduations conducted to 
date to be useful. These included an external 
process evaluation, conducted after the second 
year of the project; bi-yearly internal planning 
reviews; and a recent project audit. In each 
case, PRONEBI persdnnel were brought into the 
evaluation pmcers by discussing their evaluation 
concerns and sh;ui!.d or clarifLing results with 
them dur3ng the lcourse of the study. PRONEBI 
staff were so positive about the process evalua- 
tion that they asked the evaluation team to re- 
turn and provide a seminar on the evaluation 
results as well as to participate in the annual 
planning exercise. 

Sustainability 
The project was planned to incofporate PRONEBI 
into the MOE, thereby creating budget support 
for bilingual education. With the exception of 
counterpart funds for teachers* salaries, this did 
not occur. The new USAID basic education proj- 
ect will continue to fund the bulk of 
PRONEBI's activities. The program has yet to 
build a strong constituency among government 
oflncials, who were described as indifferent to the 
program. 

Outcomes 
No achievement data that allow comparison 
between PRONEBI-trained children and similar 
children in non-PRONEBI schools are available. 
A recent qualitative study (Richards 1990). 
however, has carried out an in-depth analysis of 
classroom interaction patterns in seven schools 
(four PRONEBI and three non-PRONEBI) located 
in two different Cakchiquel-speaking areas. The 
results of this study provide an indication of the 
degree of implementation of the activitfes of the 
Program. 

The study reports the results of interviews with 
teachers and parents as  well as the findings from 
systematic classroom obsemtions of individual 
children. Parents were found to be generally in 
favor of their children speaking two languages. 
Spanish, however. was seen as  the language of 
the classroom; two-thirds of the parents thought 
Cakchiquel could be learned at home and would 
interfere with learning Spanish if the two were 
taught together. The parents had little knowl- 
edge of the objectives or methodology of the 
PRONEBI program. There was a greater tenden- 
cy on the part of the parents to enroll boys in 
school than girls. and few of the women inter- 
viewed had attended school beyond the first 
grade or were fluent in Spanish. Enrollment of 
eligible children in PRONEBI schools was signin- 
cantiy higher than in comparison schools, and 
parents of PRONEBI children were more likely to 
say that their children attended regularly. 

The language proficiency of the teachers points 
out the problem of teacher assignment. In each 
group of schools. there were five teachers who 
did not speak Cakchiquel. Of those who could 
speak the Mayan language, half felt that they 
had ~ c u l t i e s  in using it and only four thought 
that they wrote it well. This was reflected in the 
use of Cakchiquel in the classrooms; flve of the 
teachers who spoke Cakchiquel did not use that 
language in the classroom. Similarly, even those 
teachexs who used the Mayan language felt that 
they needed more training in the grammar to 
teach it well. Despite this lack of mastery, there 
was a significant difference in the total frequency 
of Cakchiquel use in PRONEBI schools when 
contrasted with the comparison schools. 

The lack of mastery carried over to the use of the 
bilingual texts. Although they were present in 
the PRONEBI classrooms, they were seldom ob- 
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w e d  in use. Teachers cited several reasons for 
not using the materials, including the facts that 
the teacher was not billterate, the texts were too 
advanced for the children, or the materials had 
problems. 

Observations of individual students showed that 
PRONEBI students were spoken to more in 
Cakchiquel, that there was greater adherence to 
a planned schedule, and that children spent 
more ttme on learning-related tasks. The main 
classroom actMties were teacher-centered large 
groups and seatwark. A majority of instructional 
time focused on Spanish and mathematfcs. 
Approximately one-third of the school day was 
spent in nonacademic pursuits such as transi- 
tions and opening or closing activities. Few 
lessons that focused on Mayan culture and 
language were observed in any of the classrooms. 

The students in PRONEBI classrooms were found 
to use more Cakchiquel than comparison chil- 
dren. No favoritism was found in the teachers' 
interactions with children of Wei-ing ability or of 
Merent sexes. Girls, however, were more likely 
to use Cakchlquel in initiating interactions or 
when responding to the teacher than boys. 

Lessons Learned 
The Rural Primary Education Improvement 
Project has shown that linguistic minorities, 
through international donor assistance, can 
develop efTective programs to serve the needs of 
their populace. PRONEBI serves approximately 
100,000 indigenous students and expects to 
reach 120,000 more. It provides children access 
to schooling in their native languages while 
preparLng them in a second language, Spanish, 
which is the national language of the country. 

In addition, the project supported professional 
tralning for 800 bilingual promoters and 48 
supervisors, and provided in-sewice training to 
the primary teachers working in PRONEBI 
schools. These inputs resulted in increased 
quality of instruction, as reflected in teachers' 
adherence to a planned schedule, greater use of 
the native language, and greater time on task by 
PRONEBI students when compared to indige- 
nous students in other schools. Thus, the 
program offeers a number of lessons for the 
implementation of bilingual programs in develop- 
ing countries. 

Project design In the expansion of a pilot 
program to a national intervention, it is impor- 

tant to invoke key host country educators in the 
planning process. This was done successfully in 
Guatemala through presentation of the results of 
the pilot and by the incorporation of high-level 
Rdmlnlstrators and technicians in the planning 
process. The consensus reached on project 
design gave the host country ofllcials a feeling of 
ownership in the project and led to their ongoing 
support. 

The design process showed the jmpox?ance of 
taking advantage of a climate of support for an 
intervention. This support led to the institution- 
alization of PRONEBI and permitted large-scale 
expansion of the pilot. If political goals call for 
expansion beyond the recognized capability of 
the implementing organization, care must be 
taken not to lose sight of this fact and to build in 
a period of consolidating or increaslng resources. 

Background studies for project design should be 
targeted toward potential areas of intemntion 
within a sector. They should focus on con- 
straints to successful interventions and possible 
solutions along with associated costs. 

The assignment of bilingual teaches to the 
PRONEBI schools has been an ongoing difficulty. 
Including such assjgnrnent as a condition 
precedent in the project agreement could have 
provided additional leverage for ensuring the 
placement of teachers, which is key to the 
implementation of the bilingual curriculum. 

Tine involvement of local specialists in the 
provision of technical assistance shows that the 
Latin American and Cat-lbbean region has 
developed capable human resources in many 
areas. This suggests that A.I.D. should examine 
the availability of national specialists to provide 
technical assistance when designing basic 
education projects. 

Project implementation The establishment of 
a special implementing unit enhances efnciency 
in project implementation. It may take some 
time, however, to fully incorporate such a unit 
into the structure of the Ministry of Education. 
Care should be taken to distribute resources 
throughout the system to avoid perceptions of 
favoritism and negative attitudes toward the 
special unit. 

The "parallel" bilingual model followed by 
PRONEBI contains some aspects of both a 
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language maintenance model and a transition to 
the national language model. This mix of 
charactex-Jstics is true of most bilingual 
education models worldwfde. In designing 
projects containing bilingual education 
components, it is not important to be concerned 
ahout a philosophical description of the bilingual 
education program. Rather, the emphasis 
should be on those aspects which contribute to 
increased eeifclency. These include developing 
reading materials the native language so that 
future generations of bilingual teachers will be 
truly biliterate, and makhg curriculum materials 
more flexible so that they can be used wlth 
children of Werent levels of flrst and second 
language proficiency. 

Initial delays encountered in providing school 
furniture argue for caution in making promises 
that may be beyond the control of the imple- 
menting organization to keep. Failure to fulfill a 
promise in one area of a complex prognm such 
as PRONEBI may jeopardize the implementation 
of other components of the program because of 
local animosity. In fact, several instances of this 
came to the attention of the evaluation team. 

The development of textual materials for young 
children requires more than expertise in the 
cultural =d linguistic nuances of the population 
to be served, or even expertise in the subject 
area of curriculum development. The current 
versions of the texts and teachers guides suggest 
that expertise in child development and textbook 
design should be included in curriculum devel- 
opment efforts of this type. Flexibility should be 
built into all such projects to accommodate 
unforeseen needs. 

Time and work involved in activities such as text 
development that require extensive editing can 
be greatly reduced if computers and word 
processing software are provided early in a 
project Training in the use and maintenance of 
the software and hardware must also be pro- 
vided. 

Teachers and teacher trainers tend to teach in 
the ways they have been taught. As most rural 
educato~s have had little experfence with text- 
books or other instructional materials. they are 
unlikely to use such items extensively. Thus, 
teachers guides and texts must be made intuitive 
to encourage their use, and training should focus 
on the use of instructional materials in the 
bilingual classrooms. 

The opportunity for free academic study and 
personal advancement may not always be 
sutllcient motivation for further study among 
field staff implementing a program, as shown by 
the situation of some PRONEBI supervisors a t  
the time of this study. Integration of the super- 
visors into the program c-i er a length of time may 
be required to build commitment before training 
can be effective. 

AID. must be careful not to jeopardize the 
operation of an entin: project because of changes 
in Its  own accounting personnel or policies. If 
changes that will affect the approval of a proj- 
ect's budget are conternplated by A1.D.. these 
must be communicatec~ to the local project 
administrators with sumcient lead time to allow 
for development of solutions other than delaying 
the approval of an entire budget. 

In the area of cuniculum development, the 
PRONEBI experience shows that a controlled 
experimental context, such as that of the pilot 
project, may not be broad enough to develop an 
adequate curriculum model for nauonal needs. 
It suggests that research to detexmine the 
characteristics of the population (i-e., universe) 
should be built into the early of stages of pro- 
gram development, and that pilot schools should 
be representative of the heterogeneity of the 
population, rather than be chosen for logisticd 
convenience. 

The lack of understanding of the bilingual 
program by parents and the inmereme of 
government personnel suggest the need for a 
broader public relations effort. This would 
include a multi-level campaign based on social 
marketing techniques aimed at creating an 
understanding of PRONEBI and winning support 
of indigenous communities as well as political 
and zxadernic groups. 

Technical assistance providers must judge the 
appropriateness of presenting technologies 
developed in other countries. No matter what 
success an internention has had in one context, 
if it is not seen as appropriate by local imple- 
mentors, it will not be adopted. Insistence on 
the implementation of an inappropriate model 
can result in the consultants losing credibility. 

Although it is important that technical assis- 
tance efforts provide products that will have 
ongoing utility to a program, such products 
should not be overemphasized to the exclusion of 

D 
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interpersonal interaction or technology transfer. 
Ideally, the consultants' scope of work should 
include interaction with counterparts to jointly 
develop products. This will help create the 
expert& needed to make appropriate adapta- 
tions in the products after the completion of 
technical assistance. 

Evduation Building the capability in the 
implementing organization to carry out assess- 
ments of student performance is creditable. It is 
important, however, that performance measures 
of student achievement be combined with 
qualitative measures of the degree of program 
implementation. If, for example, textbooks have 
been delivered but are not being used in the 
classroom, it w d d  net be expected that they 
would have an influence on student achieve- 
ment However. if frequency of use were not 
examined, the erroneous conclusion that the use 
of texts does not affect learning might be drawn. 

In evaluating bilingual programs, it is also im- 
portant to determine the language proficiency of 
Individual children when interpreting study re- 
sults. It has been shown that children of dif- 
ferent language proficiency are influenced in 
ditrerent ways by bilingual interventions. 

Conclusions 
Despite the success of the Guatemala bihgual 
education program, it has yet to win the full 
acceptance of Guatemalan decision makers. 
While the causes for this lack of support are 
numerous, the results - which include failure to 
assign bilingual teachers to PRONEBI schools, a 
lack of reclassification for PRONEBI personnel 
who have improved their educational quallflca- 
ffons through the project, and the failure to 
incorporate PRONEBI fw within the Ministry of 
Educatfon - have implications for program 
implementatton, staff momle, and sustainabili@. 

The development of a bilingual curriculum is a 
complex undertaking requiring skills beyond 
those of speaking, reading. and writing the target 
languages. Similarly. a single educator, even if 
extremely well-versed in bilingual education, is 
unlikely to have all of the diverse skills in 
curriculum development, textbook production, 
staff development, and formative evaluation of 
textual materials that will be required in develop- 
ing adequate materials for dual-language set- 
tings. Thus, a cadre of specialists will be need- 

ed, as would be the case in single-language 
curriculum development sorts. 

The successful use of long-term national consul- 
tants fflustrates the availability of qualfned host 
country educators in Latin America. They can 
provide technical assistance in a number of 
areas and should be taken advantage of in 
educaff on interventions by donor agencies. 
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Case Study: 

Honduras 

Primary Education Efficiency Project 

The Primary Education Efficiency Project in 
Honduras was chosen as a case study because of 
its emphasis on improving the quality and 
efnciency of basic education through a multi- 
faceted approach. Moreover, the project was 
considered so well-conceived that it received an 
award for design withfn A.I.D. This review was 
conducted in mid-1990, halfway through the 
course of the project. 

The project was designed wlth seven compo- 
nents, six to be implemented through the M!nis- 
try of Education and one through a I-1cmdura.n 
privai voluntary organization. AU of the compo- 
nents have as their overriding objective improve- 
ment of the eaciency and cost-effectiveness of 
the primary education system by upgrading the 
quality of .instruction given in elementary 
schools: expanding the coverage of primary 
school services; and supporting administrative 
and policy decision making in the Minttstry of 
Education (MOE). 

Activities include the development, printing, and 
distribution of a new Honduran textbook series; 
in-service training for all teachers and supervi- 
sors; educational research and policy studies; 
support of an information management system; 
and the creation of a system for measuring 
academic achievement. In addition, l.ocal cmen- 
cy funds were provided to support the expansion 
of coverage through school construction and 
renovation activities in communities wlth strong 
self-help programs. The final compo:nent con- 
sists of using interactfve radio and other graphic 
instructional materials to enhance language and 
math skills in the primary school classrooms. 
ThSs component was to be Implemented by 
AVANCE, a private voluntary organization, which 
would work in close collaboration with the MOE. 

The project was designed to be implemented over 
eight years (1986- 1994). with a USAID contribu- 
tion of $27.5 million. This amount lncluded $22 
million in grant funds and $5.5 million in loans. 
Although the project was designed to begin to 
produce measurable impact in a short time, it 
also focused on long-term improvement in the 
functioning of the Honduran primary education 
system. 

Background 
At the time the project was conceptualized, 
Honduras was the poorest country in Central 
America, with a per capita gross domestic 
product estimated at $769. Although the 
country was experiencing some economic 
growth, largely due to favorable trends In coffee 
prfces, there was a need to enhance export 
diversacation and competitiveness. Unemploy- 
ment was high, large fiscal and balance of 
payments deficits existed, and debt service 
payments represented an estimated 27 percent 
of export earnings. A weak human resource 
base, including low-quality primary education. 
was seen as contributing to slow economic 
growth. Although 85 percent of Honduran 
children of pnlmary school age had access to 
school, only 28 percent of these children were 
able to  complete the sixth grade. On the aver- 
age, eleven years of schooling were needed to 
produce a sixth grade graduate because of 
desertion arrd repetition. Forty percent of the 
Honduran adult population was illiterate and 
only 27 percent had completed fourth grade. 

Thus, improving the quality of education and 
strengthening institutional and adrndnistrative 
structures would help reduce unnecessary 
recurrent and human costs. The project planned 
to make textbooks available to the country's 
294,000 flrst graders by the second year of 
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implementation. The fidl package of textbooks 
and teachers guides were to be avaflable in 
grades one to six by 1991. All 40.000 primary 
teachers as well as principals rnd  school super- 
intendents would receive in-service training by - 

this time. Similarly, radio and testing were to 
have been utilized by over half the students and 
teachem. 

Substantial improvements in academic achieve- 
ment, retention rates, and unit cost were ex- 
pected in the first class of fh t  graders to 
complete a year in school using the new in- 
structional senrices. and these trends were ex- 
pected to continue as the full package of ser- 
vices were provided to all primary grades. The 
project estimated that the percentage of students 
completing sixth grade would rise from 28 
percent to 45 percent by 1994.. Approximately 
15,000 fewer children would clrop out each year 
and 17.000 fewer would repeat. These outcomes 
were esttma'ted to result in a savings of $8.5 
million per year to  the system. It was felt that 
the reduced unit costs would enable the Ministry 
of Education to better handle the recurrent costs 
of instructional materials, increased field super- 
vision, and expansion of the infrastructure and 
human resources of the primary education 
system. 

The project built on the accomplishments of the 
USAD Rural Primary Education Project, which 
was implemented fiom 1980 to 1986. That 
pmject focused on expanding and iqmving the 
physical infrastructure of the primary education 
system In rural areas. It also provided in-sewice 
training to rural teachers anrd school supervisors, 
supported the development of a national teacher 
traMng center, and began the development of a 
computer-based management information 
system for the Mintstry. 

Project Design 
The mission's Ofnce of Human Resource Devel- 
opment (OHRD) has not developed an integrated, 
multi-sectoral strategy for human resource 
development. Likewise, the mission does not 
have an education strategy. The Education 
Ofnce has tended to rely on the LAC basic 
education strategy statement as strategic back- 
ground for the project. Although Ule Country 
Development Strategy Statement (CDSS) provides 
a general fiameworlr, USMD personnel inter- 
viewed felt it is too general to be useful a t  the 

project level. There was a general agreement 
that a country-specific human resources strate& 
statement would be useful. This would be 
especially true if the document included an 
implementation plan with perfonname indica- 
tors for the short, medium, and long terms. 

The approach to designing the Primary Educa- 
tion Mnciency Project was heavily Muenced by 
the socio-political context of the period. The 
government that was in power when the design 
process started was generally viewed in Hondu- 
ras as cormpt and would be leaving power in the 
upcoming elections. Thus, the project could not 
be designed with the collaboration of the existing 
government or it would lose credibility with the 
incoming administration. 

In order to overcome this lack of official accep- 
tance and still move the design process forward 
during a period of political transition, +he OHRD 
solicited the assistance of four well-known 
Honduran educators. Three of these individuals 
held important technical (as opposed to political) 
positions in Honduran education. The fourth 
had been an omcial in the Ministry of Education 
of a previous government, prior to taking a 
technical position in the USAID Education Office. 
Over the course of nearly a year, these educators 
worked with USAID, outside of their own work 
schedules, to carry out studies that would 
provide baseline data for designing the project. 
The team carried out field studies and analyzed 
existing MOE statistical data. These studies 
were funded by USAID through a buy-in to an 
existing technical assistance contract with 
Project Development and Support (PD&S) funds. 
The studies included such tests of project 
feasibility as having teachers write a textbook 
and design a pilot radio script. 

The strategy of making the project "Honduran" 
proved successful with the change of government 
in 1986. Although the new gwernrnent was 
somewhat hostile to USAIS, the participation of 
Hondurans in explaining the project through the 
use of Honduran statistics and other locally 
generated data helped win credibility for the 
undertaking. 

It was suggested. however, that while the studies 
served as general background and were useful in 
negotiations with the MOE, they would have 
been even more useful if they had been more 
focused. That is, they could have presented 
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optious for profect activities and illustrative 
budgets for the amount of USAD and MOE 
investment needed to implement the suggested 
options. Likewise, the breadth of the studies did 
not allow thorough investigation of key issues 
related to each activity. Examples of such issues 
are the appropriateness of the texts for multi- 
grade classrooms, which make up a substantial 
percentage of !ionduran primary schools, and 
migration and &matic factors contributing to 
student absence. 

The OHRD took the lead in developing both the 
Project Identiacatton Document (PID) and the 
Project Paper, utUzing the Kissinger report, the 
baseline studies, and the evaluations of the 
previous primary education project as back- 
ground. The project was designed primarily by 
U,SA.ID personnel in the OHRD and the Project 
Development Ofnce. Consultants were called in 
f ~ r  specific analyses as needed. It was felt that 
this approach allowed the mission to set dead- 
lines and maintain ccrntrof of the design process 
to a degree that would not have been possible 
with a team of outside consultants. 

Because the project was viewed simply a s  a basic 
education project, there was little attempt to 
integrate it formally with other projects in the 
sector o i  in other sectors. The exception was the 
agriculture office, which was involved because 
one component of the project provided support 
for a newspaper pxviously developed for small 
fanners. S-ly, there was no formal coordi- 
nation of project actMtfes with those of other 
intemational donors. The UNgP advisor assisted 
USAID in gaining access to the Ministry and then 
offered to assist in coordinating activities among 
donors. Although USAID offered to fund a MOE 
donor coordination unit, no agreement could be 
reached ammg donors and the MOE did not 
push for a coordinated donor effort, so the plan 
was not Implemented. Except for occasional 
visits to review what others are doing, there has 
been no coordination or sector-level strategic 
p l a .  among donors. 

Project Implementation 
As mentioned, the project consbts of seven 
activities, six which are implemented by the MOE 
and a seventh through AVANCE, a prlvate 
voluntary organization, Several strategies or 
guiding principles were woven into the design. 

These included housing project activities in 
appropriate divisions of the MOE, with the 
division directors as activity coordinators to 
ensure institutionalization; management-by- 
objectives reviews coordinated by a Honduran 
management institute; and emphasis on national 
techGcal assistance complemented by short- 
term international consultants. The implemen- 
tation strategy was that of phased implementa- 
tion on a national level. That is, the texts would 
be developed and distributed by grade level to all 
ofthe schools in the country. Among the Hon- 
durans intemiewed. there was a consistent view 
that this was an appropriate strategy a s  pilot 
projects either were not expanded to a ~mtional 
level in their country or proved ineffective when 
enlarged. 

Tat s .  There was general agreement among the 
interviewees for this study that of the MOE 
activities. textbooks had been the highest priority 
both for the MOI': and for USAID to date. This 
was a result of tile identifled need and the belief 
that texts could :have a high impact in a relative- 
ly short time period. In fact, the MOE originally 
saw the activity as one of reproducing existing 
textbooks. Durirg design negotiations, however, 
it was agreed that new texts would be developed 
rather than simply reproducing texts that had 
been designed in the 1960s. The issue of 
curricular reform. which requires congressional 
involvement, was skirted by describing the 
process as an enhancement of the existing 
curriculum and making reference to it in the 
development procless. 

According to an international textbook specialist, 
the development and production schedules in 
the project design were unrealistic when imple- 
mentation began. He attributed this to the lack 
of a textbook specialist on the project design 
team: activities were not adequately described 
and sufncient time was not allowed for editing, 
illustration/layout, and field testing. The 
schedule called for the production of a set of 
textbooks and teachers manuals for one grade 
level each project year. In order to achieve this 
production schedule. capacity building had to be 
left largely aside in favor of production, and 
technical assistance had to be increased from 
periodic short-term iadvisor~ to two long-term 
international specialists. Thus, much of the 
actual work was dope by the international 
consultants at  the expense of building local 
experbe. 
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To ensure institutionalization of' textbook devel- 
~prnent and production. it was suggested in the 
project design that these activities be housed in 
the MOE Center for Leaming Resources. Minis- 
try personnel felt that, because of her political 
orientation, the director of this unit would not 
move the project foxward. Thus, the production 
staffs were employed on a contract basis. They 
were recruited largely from university personnel 
who had experience with the subject matter or, . - - - - - . cases, had been primary school teach- 

_. - - )st had no experience in textbook develop- 
--' -7d production. The production staffs 

:d of teams of ten to twelve individuals 
liters and an editor for each subject area 
as an illustration team and secretarial 

- - - -  sta!. 

The textbook specialist felt that these staffs were 
larger than needed and resulted in a few people 
doing most of the work. Early in the project. 
drafts and revisions were produced with type- 
writers. until computers, together with word 
processing and desktop publishing software. 
were obtained and production staff trained in 
their use. All of those interviewed agreed that 
this technology had saved innumerable person- 
hours and contributed greatly to producing the 
texts on schedule. The teams were trained in 
workshops and on the job by the international 
textbook specialists. 

In developing the texts and teachers nmuals,  
A L  - --- cedure followed was to first review the 

erformance criteria (rendimlentos 
s) developed to guide the text production. 
sn these criteria, a plan and sequence for 
~ k s  were developed over a two-month 
The following four months were devoted 

ucing a draft of the text. workbook, and 
1. These were field tested, and revisions 

-- - -Me hared on the results of the fleld tests. 
A h a 1  draft was prepared and illustrations 
drawn. Emphasis was placed on developing 
content that was created entirely by Hondurans 
to avoid criticism of foreign influence in the texts. 
Despite the teams' feeling that time constraints 
were severe, the original production schedule of 
a series for one grade level per year has been 
maintained. 

To maintain the schedule, however, the foreign 
senrice national (FSN) project manager at the 
mission had to take an active part fn, editing the 
texts because much of the textbook s t .  was laid 

off by the new administration elected in 1990. 
At the time of the present study. rehiring and 
replacement of textbook staff was still under 
negotiation between USAID and the MOE. While 
the project ?.greemlent with the Ministry includes 
the standard provisions that USAID will approve 
personnel contracts, mairrtaining the conhcted 
personnel for the life of the textbook component 
was not includeci as a condition precedent in the 
agreement. USAID personnel interviewed for this 
study assumed that this oversight occurred as a 
result (3f the close working relationship between 
the previous USAID Education Officer and the 
Ministry. The transfer of this individual. com- 
bined with the change in Honduran government, 
left USAID without a useful tool to employ in 
negotiations with the new govenunent. 

A textbook nrinting contractor was obtained 
through an international competitive bidding 
process. A Costa Rican firm won the contract 
based on its costs and its ability to hand.e the 
volume of books to be printed within the three- 
month time frame required by the NOE.. Distri- 
bution was not included in tb.c terms of reference 
and both warehousin,g and distribution have 
been the responsibility of the Ministry. 

Books were originally to be taken home by the 
children. However, the MOE has made the 
teachers responsible fior replacing lost or dam- 
aged texts. Generally, therefore. the texts are 
kept in the school to reduce the possibility of 
teachers having to pay replacement costs. 

Teacher training. The teacher training activity 
consisk of a national in-service program to 
prepme teachers and supervisors in the use of 
the new instructional mat,via; and in the 
organization of cornmu~lity-school activities. 
Teacher training is implemented through the 
teacher training unit of the MOE that was 
established in 1982 and had participated in the 
previous USAID-funded basic education project, 
Rural PlJmary Education. The center has 33 
techrdcal personnel and a director. In 1988, the 
center and its personnel moved to Tegucigalpa, 
where the new facility was ample to house the 
other project activities and their staffs a s  well. 

The center personnel have relied on a phased 
training plan which, they stated, had proved 
effective in previous in-service training endeav- 
ors. This plan consists of training MOE person- 
nel in the use of the texts ifirst. then training at 



the regional and finally the local levels. The 
training staff provides instruction for central- 
level personnel over a week to two weeks. 
Feedback is gtven and then arrangements are 
made by trainers to visit sites in the 18 depart- 
ments of the country. In these sites. supervi- 
sors, school principals, and master teachers 
selected by the supervisors are trained. These 
trainees, in turn, train groups of approximately 
25 teachers in the county seats (cabecerias 
munfcipales) of their departments. In addition to 
developing a training plan t3at includes a series 
of group participation activities. the center 
produces a magazine for teachers which provides 
lesson plans and activities tied to the books. 

Although the books have been produced each 
year, they have been somewhat delayed so that 
training has been carried out without the books 
or has had to be delayed until near the end of 
the school year, as was the case with the second 
grade texts: This prevents teachers fiom using 
the books effectively ~mtil the next school year. 
some three to iour months after the training. 
Training is not repeated. however, because 
center personnel are concentrating on the next 
year's texts. 

Trainers fowid both the delays in using their 
skills while the first series of texts were being 
prepared =d the lack of coordination and 
sequencing of training activities to match class- 
room schedules somewhat demoralizing. Initially 
they spent a good deal of time waiting for some- 
thing to happen. They have overcome this by 
working with the technical assistance personnel 
to broaden the training activities. They have 

cl national fair on instructional materials 
, _ration for teachers; developed supplemen- 
- '7structional materials that are being tested 

ssrooms; and created a leadership training 
un to involve school personnel with local 
unities that is to be implemented on a pilot 

basis. 

-valuation The evaluation component was 
:signed to provide uniform academic standards 
id measures for determining student perfor- 
ance. In implementation, however, evaluation 

has  not been well defhed. Different short-term 
consultants were brought in to help In the 
development of instruments. Each deflned 
evaluation differently and. as a result, a range of 
instnunents, h m  standardized achievement 
tests to formative and summattve evaluation 

instruments. were suggested. Because there was 
not an evaluation unit in the MOE and no 
counterparts were se!ected early in the project, 
the co'multants worked with the personnel of the 
teacher ?xahhg center and the long-term 
consultants. Although tests were developed and 
have been used on a pilot basis. the objective of 
these tests was not clearly deflned. and it was 
felt that they did not reflect the content of the 
textbooks adequately. Thus. no systematf c 
evaluation plan WiXs developed and, to date, 
there is only pilot information available on the 
impact of the interventions on student or teacher 
performance. 

The lack of definition in this activity led to the 
technical assistance chief of party becoming 
involved in attempting to define the goals of the 
evaluation activity. This, however, was viewed 
by USAID a s  outside of his job description, 
which was to coordinate short-term technical 
assistance. This difl'erence in role definition, 
together with what USAID viewed as a lackadai- 
sical management style, contributed to his 
eventual removal from the project. 

There is a general feeling among those inter- 
viewed that measures of performance are needed 
to detemne the effects of the texts and fine- 
tune their use. As yet, however. neither appro- 
priate measures nor an evaluation design have 
been defined. 

Research. The research activity was designed to 
provide valid data to the Ministry on key issues 
for which policy decisions had to be made. The 
activity was to be directed by high-level adminis- 
trators who were experienced in using research 
findings for decision making. The professionals 
actually selected, however, were at the technical 
level. Moreover, with the concentration on the 
textbook activity, little assistance or attention 
was given to research. Studies were not tied to 
either the policy needs of the Ministry or moni- 
toring project interventions. Thus, the few 
studies that have been produced an viewed as 
largely irrelevant (e.g.. 'The Role of the Supervi- 
sor"). 

Construction. This activity was to continue the 
expansion of primary education coverage 
through school construction, renovation, and 
maintenance. It is being implemented through 
the construction and maintenance division of the 
MOE. Given the different implementation mode 
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of this activity and its focus on access within a 
project concerned primarily with quality and 
mciency, it was not a focus of this study. 

Management  irlfonnation system. The project 
was to assist the MOE to impmve decision 
maJsers' access to timely statistical analyses by 
upgmding the computer capability of the Minis- 
try's management infomation system (MIS). 
This activity, according to those intelviewed, has 
also suffered from a lack of definition. The MOE 
was concerned primarily with making its existing 
hardware compatible and being able to handle 
personnel requests. A short-term international 
consultant recommended that a complete 
decision support system, which would include 
tracking of student and teacher performance as 
well as personnel and other administrative 
record- keeping, was needed. This individual 
made hardware and software suggestions for 
such a system., Honduran computer personnel 
in the Ministry also pushed for extensive new 
hardware. Thus, although a computer for 
tracklng personnel movements has been in- 
stalled in the MOE, there are ongoing discus- 
sions between USAIIC) and the Ministry to define 
the purpose of the MIS and the specifications for 
appropriate equipment to meet the resulting 
~Dlectives for the system. 

Educationat media CAVANCE). The seventh 
activity included in the project involves educa- 
tional media. This activity actually began two 
years before the current project as a replication 
of ACPO. the Colombian literacy program for 
rural adults. The activity was originated by the 
same group that had begun the Colombian 
intenrention, but was taken over by AVANCE 
after a year to continue the development of El 
Agtlcultor, a newspaper for nual fanners. 

AVANCE was established as a private voluntary 
organization involving 39 Honduran business- 
men, of whom nine are elected to the board of 
directors. In developing the project, USAID 
managers worked with the private sector so that 
the businessmen involved represented a wide 
range of geographical and political interests. The 
board members are responsible for setting policy 
and hiring a director, who in turn is responsible 
for hiring operational staff. 

As originally conceived, the organization was to 
buy a rotary press to print the newspaper as well 
as turn a profit that could be used for other 

educational endeavors. This idea ran afoul of 
the Honduran printing industry, which sug- 
gested that USAID's financial support of 
AVANCE in this case would create an unfair 
competitive advantage. Thus. the idea was 
subsequently dropped. 

The newspaper is distributed weekly by regional 
news sellers. It did not find the support among 
farmers that the similar effort in Colombia had 
encountered. The distribution pattern favors 
regional centers; the materid is too general to 
meet the needs of extension agents; and the 
material is too diElcult for farmers to read 
(Torrey 1990). The newspaper has developed a 
constituency among teachers, however, as a 
result of the posters that are included in the 
papers and the general interest articles about 
Honduras, both of which serve as supplementary 
instructional aids. 

In addition to the newspaper. AVANCE runs a 
radio station in the Mosquitia area of the coun- 
try. This station was established by United 
Rescue, then taken over by AVANCE with USAID 
funding. The station conducts about 50 percent 
of its programming in Spanish. with the remain- 
ing broadcasts being d~vided between Mosquito 
(40 percent) and Garifano. AVANCE also hzs a 
quick print service and is developing an interac- 
tive radio series for the first three primary 
grades. As with the newspaper and radio station, 
these activities are funded under the Prfmary 
Education Emciency Project. 

The interactive radio program was originally 
designed to be a replication of the A1.D.-funded 
radio mathematics program originally developed 
in Nicaragua. However, the approach taken in 
this program was found to be inconsistent with 
that of the new mathematics texts. Thus, the 
radio mathematics program was changed to a 
mental arithmetic program called "Family of 
Numbers" (Famllfa de 10s Niuneros), which 
supported the content of the Honduran texts. 
The program thus became an original effort 
rather than an adaptation, and required more 
staff than first planned. 

The radio Spanish program has just begun and 
is being designed to complement the new texts. 
The texts already &t for the flrst three target 
grades and can be used as a icference in devel- 
oping the radio curriculum. 
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There was a general feeling among those inter- 
viewed that the desgn of the educational media 
component of the project was overly ambitious. 
It included too many actMties given the level of 
experience of the private voluntary organization 
in educational media and in dealing with USAID- 
funded projects. It was felt that management 
training, especially in accounting and procure- 
ment procedures to meet A1.D. requirements, 
should have constituted the first phase of 
implementing such a variety of activities through 
a private voluntaxy organization 

Support for the interactive radio program was 
gained by involving various levels of MOE per- 
sonnel in the activity. This was done through 
seminars with top MOE ofncials and by using 
MOE supervisory personnel as sales agents for 
the radios. AVANCE signs sales contracts with 
the supewors  and trains them as part of yearly 
outreach activities. It was originally planned 
that radios would be sold to communiffes to be 
used in the schools. A market research study, 
however, suggested that teachers themselves 
would be willing to purchase the radios. At 
present, about half of the country's 10,000 
primary teachers are participating in the pro- 
gram. AVANCE itself carries out teacher trabing 
through its sates force. This consists of showing 
teachers how to coordinate the use of the stu- 
dent booklets with the radio program. 

""'tten materials for the interactive radio pro- 
m have been subsidized by private sector 
IS, which have their names placed on the 

-terials. Similarly, air time for the programs 
_ been donated by the radio stations. There 

has also been time lef't in the programming for 
commercfals. To date. however, advertising has 
not been sold. The interactive radio activity 
orIgixlaL7 had a social marketing unit; the 
professionals in th'; division, however, wanted 
the project to be Liven by their work, rather 
than by that of the technicians. This situation 
proved disruptive to the management of the 
program and the unit was disbarided. 

The newspaper has not been successful Onan- 
cfally because it costs apprordmately one lempira 
to produce and is sold for less than half that 
amount. Despite the newspaper's wide accep- 
tance among teachers, the board of directois of 
AVANCE still see the target audience as fanners. 

There was a general feeling among interviewees 
that the businessmen participatfng in AVANCE 
had little interest in the interactive radio activity 
as they saw no way that it could become profit- 
able. It was felt that they had hindered the 
success of the project by himg managers who 
did not understand the project and by focusing 
on the prlnt operation. While some AVANCE 
members were viewed as taking a philanthropic 
approach, most were characterized as business- 
men with little stake in education. An indication 
of the board's lack of interest in the educational 
aspects of the project was the removal of 
AVANCE's executive director, who was generally 
regarded as one of the foremost educators in the 
country and as a capable manager. 

Subsequently this component of the project was 
suspended because AVANCE did not make 
enough progress toward the objective of financial 
self-sufficiency. At the time of this evaluation, 
the future of the AVANCE activities was being 
discussed within the USAID mission. 

Project Management 
Project coordination. USAID managers in the 
Education Omce who were interviewed for this 
study saw their role as one of project'monitoring. 
This included financial monitoring to check on 
the disbursement of funds by the implementing 
orgaxlizations and technical monitoring of both 
the implementing organizations a id  the techni- 
cal assistance contractor. An informal technical 
role was also identified by the FSN project 
manager. This included assisting in implemen- 
tation in times of crisis. such as editing the texts 
when technical staff were removed by the new 
political administration. The FSN project man- 
ager also felt that he and the Hondurans on the 
technical assistance team had the role of infor- 
mally communicating the project's goals and 
achievements to representatives of all political 
parties prior to the national election in order to 
win general support for it. 

Project coordination has taken place through 
weekly meetings of USAID. the Ministry. and the 
technical assistance contractor. These meetings 
are held to resolve routine problems. Formal 
and informal discussions are also held as 
needed. In addition, management-bybjectives 
seminars are conducted every three months, and 
a yearly review is coordinated by a Honduran 
management institute. 

Honduras - 123 



Implenienting organfiations felt that their 
relationship with USAID was functioning well. 
They mentioned the advantage of having USAID 
personnel in the country to assist immediately 
when problems arose and contrasted this with 
other donor agencies without local missions. In 
terms of its own administrative structure, 
however, the MOE was in the process of making 
some alterations. It had been determined that, 
with their other responsibilities, the Vice Minister 
and dMsion chiefs ciid not have the time needed 
to devote to project operations. Thus, a project 
director and heads for each activity were named. 

The technical assistance provider also thought 
the coordination arrangements were generally 
posiWe. There was a question raised, however. 
about USAID'S review of proposed consultants 
and its prerogative to suggest alternatives. It 
was not understood why. since the contract had 
been won competitively at least in part on the 
personnel proposed, these individuals were not 
appropriate after contract award. The comment 
was made that, "If you select a bid on four-door 
jeeps, you can't go back and ask for two doors 
once the contract is signed." 

Technical assistance. The technical assistance 
was designed to emphasize national involvement 
and short-term rather than long-term intema- 
tional assistance. The chief of party was to 
coordinate bringing in short-term specialists as 
needed. This model was changed for the text- 
book activity in the early stages of the project. 
'Bridge" technical assistance was brought in 
through purchase orders during the time that 
the request for proposals for competitive bids on 
technical assistance was being prepared. This 
bridge technical assistance allowed specialists to 
have input into project operations and avoided 
delays. The textbook specialist who was em- 
ployed at that time argued that only through 
long-term technical assistance could the goals of 
the textbook actMty be reached. This suggestion 
was accepted and incorporated into the project 
specifications. 

Other technical assistance has been provided by 
short-term consultants primarily, with the chief 
of pa ty  and two long-term national corsultants 
providing continuity. There has been general 
disappointment with this model. Consultants 
could not always be engaged on short enough 
notice to meet project needs. and when they were 
available, their Honduran counterparts did not 

always have time to prepare series of well- 
thought-out questions and activities. In addi- 
tion, as mentioned previausiy, the same consul- 
tant was often not available for a series of 
consultancies over an extended period. This led 
to multiple consultants addressing the same 
questions from different perspectives and often 
suggesting different solutions - a situation that 
proved confusing to project irnplementors. In 
some instances, consultants spent so much of 
their time preparing the reports called for in 
their scopes of work that they did not train their 
counterparts sufficiently to carry out the recom- 
mendations made in the reports. 

AU of these outcomes led to a consensus among 
interviewees that a better balance between long- 
term and short-term technical assistance would 
be more effective. Also, schedules for short-term 
advisors should be worked out so that consul- 
tants can make repeated visits with an emphasis 
on training Honduran counterparts. 

It was also felt that if a project were designed to 
transfer the adrninistratfve duties of chief of 
party to a national consultant, as in this case. 
that individual should be identified early. This 
would allow training in all of the duties of chief 
of party by the U.S.-based consulting firm. 
Despite this observation, chief-of-party responsi- 
bilities had been transferred to one of the Hon- 
duran national consultants, who seems to be 
carrying out her duties successfully. 

Technical assistance for the educational media 
component implemented by AVANCE followed a 
design sfmila. to that of other activities. A long- 
term chief of party was to coordinate short-term 
expertise as needed. In this case, however. the 
chief of party was also a specialist in interactive 
radio. A second long-term international advisor 
worked with the newspaper activity. Because 
the technical assistance was contracted through 
a buy-in to the worldwide A.I.D. Radio Learning 
Project. the short-term technical assistance has 
been more successful than in other project 
activities. This is because a single flrm that 
specializes in interactive radio has carried out 
most of the technical assistance as a subcon- 
tractor on the Radio Learning Project, thereby 
ensuring consistency in approach and personnel. 

Even though he viewed the technical assistance 
effort in educational media as successful, the 
chief of party felt that additional long-term 
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international assistance would have enhanced 
project implementation. He stated that interac- 
tive radio projects of the scope of the Honduras 
efTort gm-mally have three or four long-term 
spe&&cts to emure the transfer of technology. 
In addition, much of his time has been spent 
dealing with administrative matters, which 
reduces his technical input. 

Project Evaluation 
As mentioned, much of the data gathering for 
ongoing monitoring of the project was to take 
place as part of project actMties. At the time of 
this study, data collection had been delayed by 
the lack of definition for the testing, MIS, and 
applied research components. External evalua- 
tions are planned for the midterm and end of 
project reviews for the six components imple- 
mented by the MOE. The workscope for the 
midterm evaluation was being designed for these 
activittes at  the tlme of this study. In addition. a 
primary education subsector assessment was 
carried out in December 1989 (San Giovanni et 
al. 1989). This study had a broader focus than 
t3e project - the assessment examined issues 
such educational status and trends; primary 
education costs and fhancing; access, efficiency, 
and projected costs; facilities. instructional 
processes, and practi ces; multi -grade primary 
schools and school-community relations; teacher 
training and stdf development; and educational 
a ~ s t r a t i o n .  USAID personnel felt, however, 
that the information provided was useful in fine- 
tunlng the activities of the Primary Education 
Emciency Pmject. 

The AVANCE project has its own evaluation 
schedule, and an external midterm evaluation 
was underway at the time of this study. The 
interactive radio activity also conduck ongoing 
formative evaluations in pilot schools. These 
studies are aimed at improving the radio pro- 
gramming as it is developed. 

As originally envisioned, the proJect would 
supplement and enhance the skills of personnel 
already within the MOE, thereby institutionaliz- 
ing technical capability. This capability would 
then be available every seven to ten years as new 
texts were to be developed. In actuality, the use 
of MOE permanent resources only occurred with 
the teacher training unit. Through the project, 
this unit was able to obtain a site for a national 

teacher training center in Tegucigalpa, which is 
staffed by experienced trainers who are regular 
employees of the Ministry. 

In other components. such as textboolrs. person- 
nel had to be hired on a contract basis. The 
textbook production personnel are likely to 
remain in the educational system, however, as 
many were recruited from the university. They 
also may be able to apply their new skills in 
other sectors; for example, USAID envisions 
using them to design take-home school health 
booklets, which would also include math exercis- 
es. Thus, these individuals are likely to be 
available for future textbook design efforts. Their 
contracting. however, will entail costs for which 
funds must be allocated. 

The printing of the texts also is a recurrent 
expenditure that is likely to requfre ongoing 
international donor support. It was hoped that 
Honduras would see the importance of the texts 
and begin to reallocate funds from other areas, 
such as university training or construction, to 
ensure free textbooks for all primary school 
children. Such adjustments in policy are usually 
easier to defend if data are available to support 
the impact of the texts on children's achievement 
and if' the economy is improving. Honduras* 
economy is at present worsening and, due to the 
delays in establlshfng the evaluation activity, 
data on the impact of the texts are not available. 

Other strategies such as cost recovery, in which 
parents rent or buy the texts. also seem to be 
improbable solutions for a variety of reasons. 
First, the money produced is not guaranteed for 
texts but usually goes back to the Ministry of 
Finance, where it may be directed to other 
sectors or to other educational projects. Second, 
money is accumulated in the hinterlands and 
placed in the hands of poorly paid custodians, 
raising the risk of malfeasance. Finally, this 
plan would deny texts to the poorest familles for 
whom the &ort is most appropriate. An option 
to overcome this last obstacle is to target free 
books for the poor. This. however, requires a 
very sophisticated management system and, in 
many countries, may be considered unconstitu- 
tional as it would favor certaln citizens over 
others. 

All USAID personnel interviewed suggested that 
becoming self-sdcient is a dimcult process for 
a newly created private voluntary organizations, 
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like AVANCE, dedicated to educational pursuits. 
Generally, those invoked in the operations of 
such an organization will be educatom with little 
experience in income-generaw activities. 
Board members, on the other hand, will have a 
profit motive foremost in their thinking but may 
not understand the social aspects of the actfvi- 
ties. It was suggested that allowing sufncient 
time for private voluntary organizations to 
develop appropriate operations is important. 
AVANCE management personnel stated that in 
contrast to producing only 20 percent of the 
operating capital in 1988. the organization had 
accounted for 50 percent in 1990. 

Also, separation of educational endeavors from 
those designed for profit is fundamental in 
assisting a private volutaxy organization to 
develop appropriate strategies. USAID is cur- 
rently working with AVANCE to develop a matrix 
that distinguishes income-generating activities 
from those with social development goals. Those 
development-related activities that are likely to 
always need support are identifled and the 
degree to which they can be supported through 
other types of activities aimed at  producing 
income is determined. 

Several possibilities for sustaining the interactive 
radio activities were suggested in the course of 
discussions. These were based on the U.S. 
public broadcasting model for programming, 
such as the Children's Television Workshop, and 
include three strategies: programming through 
grants; product spin-offs such as Oscar the 
Grouch (or, in this case, Family of Numbers) 
dolls; and sales of international broadcast rights 
including technical assistance for adaptation of 
prograrnmjng to local needs. This approach. 
however, was seen to require a policy making 
body of professional educators who have a stake 
in children's education. 

Outcomes 
The project contemplates significant decreases in 
the number of drop-outs and repeaters as well as 
increases in the primary school completion rates. 
It was estimated that the sixth grade completion 
rate would go fiom 28 percent at project Mtia- 
tion in 1986 to 45 percent by project completion 
in 1994. Additional outcomes were to be a 
15,000 student decrease in the number of 
primary school dropouts and a 17,000 student 
decrease in the number of repeaters. It was 

estimated that these combined outcomes would 
save the primary education system $8.5 million 
per year. 

The subsector assessment (San Giovanni et al. 
1989) found that while completion rates in 
Honduras were among the lowest in Central 
America, they have shown a consistent increase. 
Figures derived from the STEP (System for 
TZ.acking Educational Progress) computer projec- 
tion model show a rise from 45 percent In 1986 
to 50 percent in 1990. The assessment also 
found that drop-out and repetition rates are 
relatively high. especially in the first three 
grades. First grade repetition rates in 1987 (the 
last year for which data were available) were 26.9 

I 
percent, a slight improvement over the 27.3 
percent reported for 1982. In the second grade. 
repetition was 15.6 percent compared to 16.2 
percent in the base year of 1982. Drop-out rates 
showed greater improvement, dropping from 19.3 3 
percent to under 16 percent and from 12 percent 
to 10.8 percent in first and second grade, respec- 
tively. 

Given the positive trends in efficiency, and the 
fact that the first texts had not yet reached the 
classroom in the years for which statistics were 
available, there is reason to hope for a significant 
impact from the project. Until measures of 
student achievement are developed, however, 
indicators of impact will be in the form of out- 
puts such as those just discussed. 

Likewise, the impact of interventions on the 
quality of instruction should be related to 
student performance. In the absence of such 
performance measures, teacher mastery in using 
the texts and observations of individual chil- 
dren's behavior in the classroom serve as a proxy - 
for examining quality. - 
A total of four schools were visited in order to 
examine teacher mastery of the interventions. In 
three schools, observations were made of natu- 
rally occurring classroom activities. In the 
fourth school, the radio mathematics lesson was 
observed. AU observations were conducted with 
second grade children, as it was assumed that 
they would have had the maximum exposure to 
the interventions. Classroom-level observations 
were conducted for a minimum of one hour. 
Those made of an individual child totaled at least 
15 minutes, during which time the child was 
observed in two different instructional activities. 
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After the observations had been completed, 
teachers were interviewed about the effects of the 
intewentions. 

All of the teachers were experienced. with lengths 
of service ranging fiom eight to fifteen years. All 
were positive toward the texts and the radio 
programs, stating that these interventions moti- 
vated the children because they were new and 
Werent. They also felt that the texts relieved 
parents of a flmncial burden and prevented 
those children whose families could not afford 
books fmm falling behind. They found the math- 
ematics texts more difilcult than the ones they 
had used in the past and said they did not use 
the teachers guides very often owing to lack of 
time. One teacher added that some of the 
drawings represented things, such as grapes, 
that were unknown to her children, and that the 
printing of the textual material was poor. 

Three of the four teachers had received training 
in the use of the texts and stated that they were 
comfortable with these instructional materials. 
The fourth teacher had not yet been trained by 
her principal and felt that she needed instruc- 
tion. The two teachers working with the radio 
program had also received training in its use and 
felt themselves prepared to implement the 
Pro@--. 

Observations tended to confirm teachers' ap- 
praisals of their mastery of the texts and the 
consolidation of the use of these materials within 
the classroom. Texts weie employed in two types 
of activities - large groups directed by the 
teacher and individual seatwork. Texts were in 
use an average of 71 percent of the obsenration 
time. Of this time, 59 percent was large group 
activity and 41 percent was devoted to seatwork. 
Teachers modeled proper responses and encour- 
aged investigation (using the books to search for 
proper responses) when interacting with the 
children in large group sessions. The teacher 
without in-service hining followed the same 
strategies in using the books as the other teach- 
ers and was equally successful in keeping her 
students involved with the learning tasks. 

All of the seatwork obsexved consisted of the 
children copying sentences and illustrations from 
the texts. The percentage of time spent in 
seatwork increased with the number of grades 
that a teacher was responsible for in a single 
classroom, The teacher with one grade level 

spent 48 percent of the total observation time in 
large group activities and 10 percent in seat- 
work. In the combined first and second grade 
classroom. 55 percent of the time was devoted to 
large group activities and 34 percent to seat- 
work. in the multi-grade classroom, 23 percent 
of the total observation time was used for large 
group activities. and children were involved in 
seatwork 57 percent of the time. During seat- 
work activities in both classes containing more 
than one grade. the teacher dealt with the needs 
of the other classes. In all classes, the remain- 
ing time was used for transitions and opening or 
closing activities. 

As might be expected. children were less engaged 
in the leaming tasks associated with seatwork 
activities. An average of 58 percent of the time 
spent in seatwork was devoted to non-task- 
related behavior. The following example of 
Maria, a second grader at Paloma School, 
illustrates these trends (see Box - Honduras). 

As can be seen from this example, teachers are 
able to use the texts creatively in large group 
activities. Their mastery of organizing non-teac- 
her-directed activities to use the texts. however, 
is limited. They tend to resort to traditional 
copying and overestimate the time needed for 
task completion, leaving the children to their 
own devices. This is especially true of multi- 
grade classrooms when the teachers are working 
with dffferent grades. Management of transitions 
is time-consuming; an average of five minutes 
was needed to complete book distribution or 
collection in each classroom observed. 

No observable gender difference were found in 
the children's classroom interactions. Teachers 
interacted equally with the sample children of 
each sex. The nature of the interactions was 
simtlar also. In almost all cases, such interac- 
tions consisted of teacher-initiated discourse 
sequences calling for a child to respond to a 
question. The five children of each sex observed 
in the four sample classrooms spent the same 
percentages of time on task and interacted with 
their peers at the same rate. 

Obsemations of a radio mathematics lesson 
showed children to be consistently involved with 
the activity. Although the observed activity 
allowed little opportunity for teacher input, the 
teacher made all responses as called for by the 
program and supported the children in transi- 

- 
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tions from one task to another during the lesson. 
The radio mathematics activity was evaluated 
subsequently to the observations made for this 
study. Results show that a sample of flrst and 
second grade children participating in the 
program performed significantly better on the 
mathematics test designed by the evaluation unit 
than similar children in schools without the 
radio program (Scott 1990). A qualitative evalua- 
tion of the program found that radio learning 
was least effective in multi-grade classrooms 
because of the interference %-om other classes, 
the lack of teacher preparation in classroom 
management. and the expense of replacing 

Box - Honduras 
Classroom Obsemation 

Large Group Activity 
(1 1:06) Maria sits eagerly watching the teacher, 
who is reviewing a science lesson on cultivation 
with the cllildren. The teacher asks, 'What are 
plants f o p  mantas para que sirwn7) Maria  
continues to watch the teacher while repeating 
the word ''ppIanta" The teacher repeats the ques- 
tion, and Maria  says "gente" (people) to herself as 
the teacher calls on a girl who has raised her 
hand. The girl says, "Comlda" (food). The 
teacher responds, "Si  comtda, al[mentos" (Yes. 
food, nourishment) and Maria repeats "allmen- 
W after the teacher. The teacher asks another 
question and Maria watches a boy respond. She 
then points to a picture of the sun in her book, 
as do other children when the teacher asks. 
"Where is the sun?" The teacher then asks, 
"Wha,t do the plants need?" Several children, 
including Maria. rahe their hands and after one 
responds, "Sun," the teacher points to Maria, 
who answers. 'Water." (1 1: 1 1) 

Seat Work 
(1 1: 18) Maria is copying aspects of the illustra- 
tion of a farmer in his fields that the class had 
been discussing earlier. She is using a small set 
of crayons and is one of the few children who 
has more than a pencil. A boy shoves his 
notebook in Eront of her and she glances a t  it, 
then returns to her own work. Another child 
comes over and asks for a crayon, which Maria  
hands her without responding verbally. The 
teacher, who is working with the furst graders, 
has seen this exchange and says to the observer, 
'They don't have co2ors" (No ifenen dotes). 
Maria, as she continues to draw, says to herself, 
"I do" (Yo, s3. She then sits back and watches 
other children draw; (1 k23) 

batteries when the program was used in multiple 
sessions (Albedi 1990). 

A recent evaluation of EL Agricultor (Torrey 1990) 
showed that almost all Honduran teachers use 
the paper as a tool in the classroom. It is used 
for reading and writing exercises and as source 
material for essays. Students were found to buy 
the paper regularly. Some respondents among 
both teachers and students, however, felt that 
the paper was too expensive. Agricultural 
extension agents also were found to enjoy the 
paper but did not f h d  it relevant to their work. 

Lessons Learned 
A number of lessons for the management of 
basic education programs in developing coun- 
tries can be learned from this review. The 
lessons fall into four main areas: project design. 
project implementation. project evaluation, and 
sustainability. 

Project design The involvement of host country 
educators both in conducting the background 
studies and in designing the interventions is 
critical to project success. If these individuals 
are well-known technicians. their participation 
will add credibility to the project in the eyes of 
the government. Such involvement will also give 
the educators a stake in the project that can lead 
them to provide formal and informal explana- 
tions of the project to new government ofkials 
during periods of transition. 

To be most useful to project designers, back- 
ground studies should focus on key areas of 
interest within basic education. Such studies 
should be of sufficient depth to answer questions 
about the appropriateness of proposed internen- 
tions in different learning environments and to 
present options for different levels of investment. 

As shown by the Primary Education Mnciency 
Project, A1.D. personnel together with host 
country technicians can develop well-conceived 
basic education projects. In certain technical 
areas such a s  textbook production, however, 
specialists should be included on the design 
team to ensure reasonable timelines and levels of 
effort for project implementation. 

Conditions precedent can be a valuable tool for 
project managers as they serve as a means of 
ensuring consistency in periods of transition. 

I 
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Where appropriate, they should be included in 
project papers so they can assist managers to 
keep a project on track. 

Ruject implementation The availability of 
USAID managers to respond rapidly to project 
needs strengthens the implementatton process. 
The presence of a local USAID mission was seen 
as a positive feature that distinguished the 
agency from most other international donors. 

"Bridge" technical assistance through a buy-in 
mechanism proved an effective way of providing 
expertise in specialized areas. This approach 
avoids the delays in implementation that often 
accompany the solicitation of competitive bids for 
technical assistance by allowing experts in key 
areas to 3e working with host country techni- 
cians while the request for bids is prepared and 
bids are evaluated. 

Short-term technical assistance must be planned 
to ensure consistency in personnel if it is to be 
effective. The project's emphasis on short-term 
technical assistance was difncult to  implement 
owing to problems in availability and related 
changes in short-term consultants. The different 
orientations of short-term consultants working 
with the same activity contributed to a lack of 
dehition of some project activities. The most 
successful short-term assistance was that 
provided by a contractor that used its own 
technical staff, thus ensuring consistency in 
approach. 

Where coordination of technical assistance 
activities is to be passed from an international 
specialist to a national coordinator, it is impor- 
tant that the local professional be identified early 
enough to be trained in all aspects of managing a 
complex project for an international donor 
organization with its own organizational culture. 

In using international technical assistance, a 
balance must be struck between stressing the 
production of instructional materials, such as 
textbooks, and the building of capacity to cany 
out the activity. Training plans and measurable 
traLning objectives should be put into the t e r n  
of reference for both long- and short-term 
consultants. 

Personal computers with word processing and 
desktop publishing software can greatly enhance 
the efnciency of activities that require extensive 
editing such as textbook production or radio 

script development. In the design of a project 
including these activities, procedures should'be 
specifled for obtaining required software and 
hardware and for providing training in their use 
early in project implementation. 

Given the lag thne inherent in the development 
and production of texts. the activfties of a 
teacher training unit must be broader than 
simply training teachers in the use of the text- 
books and teachers guides. These activities 
could include motivating teachers thmugh 
national competitions and developing ancillary 
instructional materials, as the unit is presently 
doing. It could also include studying schools to 
develop training sessions on appropriate class- 
room management techniques to complement 
the training given in using the texts. 

The development and application of measures of 
student performance is critical in determining 
the impact of a project's interventions. Without 
such measures. it is impossible to determine if a 
"high impzct" intervention such as textbooks is 
meeting its objectives. The development of a 
standardized national testing system is a mas- 
sive undertaking that would require substantial 
investment. Measures such as those already 
developed for this project. however. can serve as 
indicators of children's progress. With a well- 
selected sample. the instruments can be refined 
at the same time data on the effects of the 
interventions are being assessed. 

There must be agreement among technical 
assistance providers, the MOE, and USAID 
personnel as to the information needs of the 
Ministry prior to project implementation. While 
timely computerized statisticd analyses are 
important to international donors for determin- 
ing investment options in education, such 
information may not be viewed as vital by host 
country decision makers who often use other 
criteria in making decisions. It is important to 
determine who the audience is for an MIS and 
how information will be used before developing 
specifications for the system. 

If textbooks and interactive radio interventions 
both are being implemented, it is important that 
the two complement each other. This type of 
integration is likely to require a greater invest- 
ment than adaptation of existing materials and 
will also require close coordination among 
implementing organizations. 

I1 
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Teachers are will.ing to purchase Instructional 
aids such as newspapers and radios when they 
feel these aids will help them in the classroom. 
Some of the costs of such materials can be 
subsidizecl by private sector flnns through 
advertfsing in printed materials or during air- 
time. 

Supervisory personnel, when used as sales 
agents for materials that must be purchased, can 
be an effective means of disseminating an 
internention. 

EualuatZon A variety of methods such as focus 
groups, case studies, and classroom observation 
can be used to provide project managers with 
quick-turnaround information for fine-tuning 
ongoing activities. 

In a s s e w  the success of certain strategies, 
such as Sifflding a constituency among Hondu- 
ran decision makers for reallocating funds to 
textbooks, the assumptions on which the strate- 
gies were based should be examined a s  part of 
the evaluation. In this case, it was assumed that 
an improving economy and data on the impact of 
the texts would support reallocation of funds 
from other areas. The economy, at the time of 
this study, was worsening and evaluation of the 
impact of the texts has not yet begun. 

Sustainabilfty. The expertise developed 
through a project can be used for other activities 
within a sector or in other sectors, even when the 
capability has not been institutionallzed in the 
MOE. To take advantage of capability in text- 
book production, however, requires a resource 
utilization plan based on an assessment of the 
skills being developed and the need for such 
skills. 

Contextual factors may affect the degree to which 
planned change, such as reallocation of funds 
fnnn tertiary education to textbooks, will take 
place. The worsening economy in Honduras has 
reduced the possibility of dialogue on this issue 
as well as the ability of parents to pay for books. 

Allowing sac i en t  time for a private voluntary 
organization to develop appropriate operations is 
important. Project managers should not be too 
quick to decrease or suspend funding,wlthout 
examining the assumptions made about cost 
recavexy to detennine if they were realistic. 

Separation of educational endeavors from those 
designed for profit is fundamental in assisting a 
private voluntary organization to develop appro- 
priate strategies. USAID is currently worldng 
with AVANCE to develop a matrix that distin- 
guishes income-generating activities fiom those 
with social development goals. Those develop- 
ment-related activities that are likely to always 
need support are identified and the degree to 
which they can be supported through other 
types of activities aimed at producing income is 
determined. 

There are possibilities for sustaining interactive 
radio activities based on the U.S. public broad- 
casting model for programming. These include 
such strategies as programming through grants, 
product spin-offs such as Oscar the Grouch (or, 
in this case. Family of Numbers) dolls, and sales 
of international broadcast rights including 
technical assistance for adaptation of prograrn- 
ming to local needs. These strategies, however, 
have not been tried in a developing country and 
require a policy making body of professional 
educators who have a stake in children's educa- 
tion. 

Conclusions 
The Primary Education Emciency Project illus- 
trates that even in a well-planned project, many 
management dlculties will have to be overcome 
if the project has a variety of interrelated activi- 
ties that affect much of the primary education 
system. Local priorities, such as textbook 
production, and the need to negotiate definitions 
of activities' objectives, as in the w e  of MIS and 
testing, can prevent the planned parallel imple- 
mentation of certain components. Not only can 
delays in the implementation of some actMties 
result, but such delays may also curtail the 
degree to which progress toward prqfect objec- 
tives can be measured. While there is no ready 
solution, since the implementation of project 
activities will depend to a great deal on the local 
context, planners of multi-compment projects or 
programs should be aware of the ~Mficulties in 
implementing a number of interrelated compo- 
nents simultaneously. 

The experience in Honduras also shows the 
capability of local Latin American educatom to 
provide technical assistance to basic education 
projects in a number of mas .  In some special- 
ized areas such as textbook design and produc- 
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tion, test development, and MIS, long-term 
international technical assistance focused on 
technology transfer is still needed. 

The results of the AVANCE component of the 
project call into question the coinmitment to 
public U o r  basic education ihat will be made 
by private sector organizations in Latin America 
Activities imroiving the private sector must be 
monitored, and milestones for integration of 
prdvate sector ef5orts with other project or pro- 
gram activities carefully established. 
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Case Study: 

Jamaica 

Primary Education Assistance Project 

The Primary Education Assistance Project in 
Jamaica was chosen for examination through a 
site visit in mid-1990 because of the project's 
emphasis on community-school interaction and 
th~e involvement of the private sector in the 
production of primary school texts. 

The pmject was developed to make a contribu- 
tion to the quality and efnciency of Jamaican 
primary education by supy~!Llg interventions in 
selected areas. These areas included construc- 
tion. renovation, and funishings in addition to 
the instructional materials production and 
distribution and the community-school participa- 
tion activities mentioned above. The project was 
implemented through the Ministry of Education's 
(MOE's) Projects. Construction and Maintenance 
Division (PCMD). with participation from the 
Planning and Development Division and the 
Educational Operations Division. A long-term 
engineering specialist provided technical assis- 
tance by advising the program director on A.I.D. 
construction and procurement procedures and 
by helping obtain short-term technical assistance 
as required. 

The construction component was not designed to 
build new classrooms but rather to repair and 
refurbish existing schools that had fallen into 
disrepair or s a e r e d  from vandalism. Approxi- 
mately 150 schools throughout the country were 
to receive minor repairs and installation of 
security measures such as grillwork. New desks, 
blackboards, and classroom partitions were to be 
provided where needed. Work was to be done 
through local contractors, thereby increasing 
employment opportunities. 

The instructional materials component furthered 
an innovative textbook program begun in 1984 
by the Jamaican private sector with assistance 
from USAID and other international donors. 

This program provided inexpensive td-s and 
teachers a i d e s  to 350.000 primary school 
children in the country. The Primary Educiition 
Assistance Project was to expand that program 
by helping to flnance the printing and distribu- 
tion of approximately 10 million texts and 
guides. by provic?ing teachers with supplementa- 
ry instructional materials, and by furnishing 
short-term technical assistance to aid the 
Ministry in developing cost-effective systems for 
continuing the program after the termination of 
international donor support. 

The final project component was designed to 
encourage more effective community-school 
participation by revitalizing local school boards 
as a mechanism for generating financial re- 
sources and services for Jamaican prinaaxy 
schools. The activity consisted of short-term 
technical assistance in community-school 
relations to assist the MOE in developing an 
operational plan; workshops on needs 
assessment and action planning for communiw- 
based education officers, school staff, principals, 
and community leaders; and short-term 
participant training in small towns in the United 
States faced with similar problems of vandalism 
and local school financing. 

The project was to be implemented over a three- 
year period (1985-1987). I t  was funded through 
a grant of $1 1.3 million from USAID and a 
counterpart contribution from the Government of 
Jamaica of $3.8 rnillion. In 1987, the project 
was extended to 1990. 

Background 
To overcome the economic slump resulting from 
the decline in demand for bauxite and alumina, 
at the time of the project design the Jamaican 
govenunent was pursuing a policy that empha- 
sized economic recovery through increased 



private sector activity, greater employment 
opportunities, and increased exports. While 
Jamalcan prfmary education had made tremen- 
dous strides in Increasing access, with 9 6  
percent of the school-age population enrolled, it 
was very inefficient. Approximately half of the 
prfmary school graduates were considered 
illiterate. Thus, both the expense of training 
these inclMduals for the workplace and the lack 
of available trained humam resources to carry 
out the government's strategies hindered eco- 
nomic recovery. 

A number of constraints contributed to the poor 
quality of the pi-imary educati on system. includ- 
ing wererowding in buildings that had deterio- 
rated and were sufFering f?om the eirects of 
vanddsm; lack of school j~urnishings, sanitary 
facilities, and basic equipment; insuf£lcient 
quantities of teachers guicles, textbooks, and 
other instructional matedds; and graduates who 
were considered functionally illiterate as a result 
of automatic promotion and teachers' tendency 
to concentrate their efforts on the better students 
in the classroom. These constraints resulted in 
high unemployment among young primary 
school flnishers and substanti al economic drain 
on the nation because of the need to provide 
remedial education or triiining at higher levels of 
the educatiou system or in the labor market. 

The project built on an (Sort started two years 
earlier which produced low-cost textbooks and 
teachers guides on newsprint, which were given 
free to students. The program was carried out 
by the principal newspaper in the country, which 
pkinted the books on its presses at off times. 
The program was supported by USAID, other 
international donors, the MOE, and the Jamai- 
can private sector. It prwided five million texts to 
350,000 primary school children. The Primary 
Education Assistance Project was to continue 
this eiffort and promote educational quality 
through other inputs into school rehabilitation 
and revitallzed local community participation in 
the schools. 

Project Dcwign 
The overall focus of the project was on mnyhg 
out high-impact intenrentions and increasing 
local capacity to sustain such interventions upon 
project completion. The major thrust of the 
project was to renovate and refurbish classm9ms 
that had suffered vandalism. The project was to 

strengthen the MOE's capacity for classroom 
repair and prepare school personnel and com- 
munity members in techniques for combating 
vandalism once the project had ended. A study 
was to be carried out under the project which 
would provide the MOE with options for main- 
taining textbook production once the project had 
ended. 

At the time the project was designed, the USAID 
Education Ofnce relied on the Country Develop- 
ment Strategy Statement (CDSS) as a general 
framework for strategic planning. The mission 
has subsequently prepared a human resource 
development strategy that is consistent with 
other mission documents but further speciaes 
certain directions in mission assistance. In 
basic education, for example. these include an 
emphasis on the irnpmexnent of marketable 
skills such as mathematics and the continuation 
of leveraging private sector and community 
resources to reduce the MOE's financial burden 
(USAID/Jamaica 1989). While the document is 
useful, USAID officials feel that it should be 
developed further to maximize its utility. This 
would include the develo~~rnent of an implemen- 
tation plan that would present possible options 
for interventions and the strengths and weak- 
nesses of each. 

The principal background material for developing 
the project was a basic education survey that 
focused on the feasibility of th*e proposed project 
components and options for their implementa- 
tion. Because the textbook pmduction had been 
underway for approxlmatelyt.wo years, much of 
the background information needed for this 
actMty was already available. 

Using this experience and the b i ~ i c  education 
survey, the USAID Education and Human 
Resource Development Office took the lead in 
developing the Project Identincation Document 
(PID) and Project Paper. USAID personnel in this 
office, with support from the Project Develop- 
ment Office, produced both documents. There 
was a general feeling that,, because of their day- 
to-day contact with the education system of the 
country and their under~t~mding of A.I.D. project 
design, USAID personnel should design the 
project. They would bring in specialists for the 
design of speclfic technical approaches outside 
their areas of expertise. USAID personnel also 
recognized the need to build MOE planning 
capacity; a component with this objective was 



or@nally part of the project design. This was 
dropped, however, in favor of kits of materials for 
teachers. which senior mission personnel felt 
would have a more dlrect impact on project 
implementation. 

One oversight in the project design, which was 
identified by project managers in retrospect, was 
the lack of preparation of teachers in the use of 
the texts. It was assumed that since the texts 
were based on exlsting materials, teachers would 
be familiar with them. Potential difl3cmlties in 
managing the use of the text series when each 
child has = entire set of materials, however, 
were not contemplated. 

The project achieved a high level of coordination 
among international donors. This was attributed 
to the groundwork done to bring donors together 
prior to the implementation of the original 
textbook effort. In addition. the size of the 
countxy, the relatively small international com- 
munity, and donors' tendency to use USAID as a 
source of information because of its permanent 
mission all were identifled as factors contributing 
to &ectfve donor collaboration. 

Project Implementation 
Construction. The constraction component has 
proved to be the most ditltlcult aspect of the 
project to implement. Project man3gement per- 
sonnel in both USAD and MOE attributed the 
dlfnculties in meetlng project objectives to a poor 
determination during project design of the MOE's 
absorptive capacity. This lack of capacity was 
exacerbated by political maneuvering, personnel 
changes, and the rebuilding efforts required in 
the wake of Hurricane Gilbert. 

MOE personnel suggested that the delays in 
implementation were largely the result of the 
lack of an effective pmject management system. 
They felt that although procedures for imple- 
menting projects were in place, they were largely 
"in the heads" of individuals in various MOE 
offices. Thus, delays were incurred in identifying 
the individuals with appropriate information to 
expedite project implementation. It was also 
suggested that during changes of administration, 
the lack of well-deflned standards and proce- 
dures could lead to the loss of funds. The MOE 
hoped to overcome this situation through techni- 
cal assistance fiom the Inter-American Develop- 
ment Bank (IDB) to develop a computerized 

project management system, which was being 
negotiated at the time of this study. 

Both USAID and MOE personnel identified the 
difficulty in finding qualified Jamaican engineers 
for the project implementation unit as a con- 
straint to implementation. Although the hirjng 
of this person was part of a project covenant, the 
salary &at the MOE was allowed to pay was not 
competitive with salaries paid in the private 
sector. Thus, there was a two-year delay in 
finding the local counterpart to the international 
engineer brought in to assist the implementation 
unit. This was followed by a bidding process, 
which delayed the construction project an 
additional sax months. 

These delays. combined with the effects of 
Hurricane Gilbert, overburdened the MOE. A 
number of the construction firms selected were 
not monitored well and did not completc their 
work. Thus, 56 schools had been renovated at 
the time of this study rather than the 160 
envisioned in the Project Paper. Ten additional 
schools had been renovated as pad: of a pilot 
program incorporated into the coxnmunity action 
program discussed below. 

Texts. The productton of low-cost textbooks, 
through private sector participation. that could 
be distributed free to children at all primary 
grade levels has been the most pulblicized 
component of the project. Since this activity 
began two years before the project. few imple- 
mentation problems were identifled. The mission 
had originally waived open competition for the 
contract to produce the texts because: of the 
newspaper's unique capability to distribute the 
texts throughout the country, and this waive.: 
continued. At one point, the paper that was 
imported through the Canadian 1ntc:mational 
Development Agency (CIDA) was protested as 
unfair competition by the newspaper's business 
rivals. A study carried out by South~ern Univer- 
sity (1989) with project funding found a high 
degree of satisfaction with the texts. It ques- 
tioned. however, why neither the quality had 
improved nor the cost lessened with increased 
experience. 

The question of recurrent costs and the contin- 
ued production of the texts has been of major 
concern to both USAID and the MOE. The 
Southern University study presented options to 
the MOE for continued financing. It recorn- 
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mended a strategy whereby the MOE would pay 
part of the costs and parents would pay part; in 
addition, it recommended that each set of books 
be used for a predetexmined number of years. 
Given the popularity of the mass distribution of 
free books each year. the MOE opted to continue 
its original policy. 

A policy study commissioned through a compo- 
nent of the project (Trevor Hamilton and Associ- 
ates 1990) examined educational fhncing in a 
broader context. This study suggested a slight 
overall increase in nationai budget allocations to 
education, combined with reductions in capital 
expenditures and expenditures to tertiary 
education. as strategies to cover the costs of 
basic education and the production of texts. The 
document also encouraged private sector adver- 
tising, rental of textbooks by parents, and 
production every two years. rather than yearly, 
as strategies to meet recurrent costs related to 
the production of the texts. 

The CJavemment of Jamaica has yet to make a 
firin decision on these options. Interviewees felt 
that the government was committed to cost 
reduction and had the continued support of 
donors for its efforts in basic education. This 
support would include a World Bank Social 
Sector loan. of which $1 1 million was targeted 
for primary education including textbooks; UNDP 
and Unesco support for curriculum development 
and school and staff training; CDA provision of 
paper for the texts; and cash grants for textbook 
production from Unesco, West Germany, and 
private sector companies. USAID will no longer 
provide support for textbook production but, 
rather, will focus on the complementary activities 
of community outreach. mathematics education, 
and achievement testing (USAID Jamaica 1989). 

Schoolcommunity outreach. Intemiewees 
generally w e e d  that the School Community 
Outreach Programme (SCOPE) had been the 
most successful component of the project. In 
this component, school principals, teachers, and 
local community leaders were trained in commu- 
nity organization techniques to deal with vandal- 
ism in their schools. The component was to have 
trained 200 people; in fact, a total of 298 were 
trained. One hundred and fifty people were 
trained in four short-term trainfng activities in 
the United States. Participants visited U.S. 
communities that had experienced vandalism 
and discussed strategies for involving the com- 

munity to combat the problem. Strategies 
discussed included starting clubs for out-of- 
school youth. competition among classes within 
a school to maintain the school's appearance, 
and soliciting financial support from local 
busineses through "Adopt-a-School" programs. 

An additional 148 persons were trained in two 
follow-up seminars of ten days each which were 
held in Jamaica. These were carried out largely 
by participants in the overseas program with 
support fl-orn the local logistics contractor. 
These seminars established local capability to 
pass on the techniques learned abroad to other 
communities and schools struggling with the 
same problems. 

Another component of the project was a pilot 
effort designed by USAID and the MOE in which 
grants of $10,000 were given to ten school- 
community organizations that had participated 
in the training program to cany out their own 
school renovation projects. Because the partici- 
pants in the training program had been given 
bookkeeping traintng, they were able to keep 
thorough records of payments. They worked 
with USAID and the MOE to develop a bidding 
process for securing local contractors and to 
establish contracting procedures. 

Renovations were completed in three to six 
months in the experimental program, vrhich is 
somewhat faster than the renovation efforts in 
the overall program. The communities were able 
to use the grants as leverage to encourage 
community members to assist with the renova- 
tions. Thus, as one MOE omcial stated, "SCOPE 
is a good program because once they get people 
involved, they can stretch their dollars a lot 
farther than we can." 

A recent evaluation of SCOPE included inter- 
views with principals, teachers. and community 
members at a sample of program schools (Robin- 
son 1990). It found that in 75 percent of the 
cases, physical improvements had been made in 
the school, and that there had been some private 
sector involvement in 80 percent of these im- 
provements. All of the schools reported a reduc- 
tion in vandalism. and over 90 percent of the 
teachers thought that both they and their 
schools had benefitted from the program. 

The success of SCOPE resulted in its incorpora- 
tion into the MOE. The program has an offim 



and operates on a regional basis throughout the 
counhy. MOE oEicials feel that the program is 
successful in part because of Jamaica's history 
of locally supported elementary schools within 
the country - a tradition until the socialfst 
government of the last two decades. Thus, there 
is a history of support for local partkipation 
which wili continue through USAID cclssistance in 
the new Primary Education Assistance Project 11. 

Other uctidfies. Several anci.lla~~ activities 
were also developed under the project. Thcse 
included teachers ldts consisting of instructional 
materials such as globes, maps, paper and 
pencils, and a series of policy studies. Teachers 
responded very favorably to the kits; however, 
most were destroyed in Hurricane Gilbert and 
were not replaced. 

The policy studies were developed in the areas of 
physical plant utilization, educational research, 
educattonal financing, and performance mea- 
surement. These studies provided a status 
report on the situation in each of these areas 
and recommendations for improving the situa- 
tion. Several implementation strategies. with 
plans and budgets, were presented as options for 
each m. The studies, together with a sumrna- 
ry of available statistics for the country (Blank 
1989) and a special study on teachers' knowl- 
edge of mathematics (Nissen 1989). have served 
as discussion documents in planning and policy 
discussions between the MOE and USAID. 

Project Management 
Project coordination. The project was coordi- 
nated by the MOE office charged with coordinat- 
ing international donor-assisted projects. Each 
actMty had a coordinator who reported to the 
ofnce director. In order to implement project 
activities, however, approval was needed from a 
number of other MOE omces such as finance, 
land acquisition, and building maintenance. 
MOE officials stated that most of the procedures 
M :re in the heads of individuals within the 
specifk departments, rather than on paper; this 
often caused delays in obtaining clearances. The 
lack of consistent tracking of project activiti~s 
and of minimum standards for construction 
work, combined with political rewards to con- 
tractors during a change of administration. were 
given as reasons for incomplete work and loss of 
some construction funds. This was to be over- 
come through a computerized project manage- 

ment system to be developea through D B  
funding. 

Ministry personnel felt that they had a good 
working relationship with USAID and that the 
presence of the local mission permitted rapid 
resolution of day-to-day problems. USAID staff, 
on the other hand, felt that the MOE sometimes 
expected them to do too much for project imple- 
mentation activities, especially those related to 
interaction between USAID and the MOE. 

Technical a d s t m c e .  In addition to the U.S. 
engineer, whose efforts were somewhat curtailed 
by the inability of the MOE to offer competitive 
rates to  hire a Jamaican counterpart, technical 
assistance was provided for the training compo- 
nent and for the policy studies. Southern 
University was responsible for the training, and 
also carried out a study of options for funding 
the textbooks after the withdrawal of USAD 
support. In carrying out the training, Southern 
Universi.ty worked with a local consulting firm 
which supplied logistical support. This firm 
participated in the first in-country seminar and, 
based on that experience, was able to conduct 
the final in-country seminar by itself. 

The OHRD made a conscious effort to use 
competent local professionals to carry out 
technical assistance, and all of the policy studies 
were conducted by local consultants. The office 
developed a file on local firms and individuals 
which included corporate capabilities and areas 
of expertise. Where sufficient local expertise was 
available, contracts were let out to bid locally. 
International consultants were brought in only 
for areas where there was not identifled local 
capacity. Even In such situations, the use of 
local firms through subcontxacts with jnterna- 
tional fi- was encouraged. In some instances, 
however, when the Jamaican government felt 
that the situation required an opinion that would 
be percefved as more objectfve. international 
specialists were contracted. 

Project Evaluation 
Consistent with the projects' major emphasis, 
the evaluation plan focused on monitoring the 
constniction/renovation component by U.S. and 
Jamaican engineering specialists. The difncul- 
ties the MOE had in funding a qualified specid- 
ist, however, as discussed above, resulted in 
delays in recruitment. When the U.S. specialist 



completed his assignment, a Jamaican engineer 
with the USAID Ofnce of Engineering, Energy, 
and Environment took over monitoring responsi- 
bilities. 

Although the Project Paper stressed the need to 
monitor the other project activities, it did not 
develop a detailed evaluation plan. The MOE, 
with technical assistance from CIDA, carried out 
annual evaluations of the textbook component. 
Since no achievement tests were available, 
however. these evaluations consisted of polling 
teachers and students as to their satisfaction 
with the texts. An evaluation of the SCOPE 
component was carried out by a local contractor. 

A midterm evaluation specified in the project 
paper. which was to have examined all of the 
components of the project including institutional 
strengthening. was waived, as was a final evalua- 
tion for the project. USAID managers felt that 
the lack of overall project evaluation results 
deprived them of a management tool that could 
have been used as leverage in discussions with 
the MOE. 

At the time of this study, the Ministry was 
considering approaches to maintain the textbook 
program after USAID funding was terminated. 
The most likely recourse seemed to be to secure 
funding h m  other donors. SCOPE was to be 
continued with funding from USAID, and local 
communities were to be encouraged to cany out 
actMti es that the Minfstry previously performed 
to allow the MMstxy  to concentrate on areas 
such as co~?struction and instructional 
materials. 

Outcomes 
A s  mentioned previously, evaluations of the 
textbook component and the community out- 
reach component of the project found close to 
100 percent satisfaction among teachers and 
community members. The studfes also reported 
that teachers estimated an increase of 67 per- 
cent in student attendance and an increase of 
158 percent in nongovernmental support for the 
schools (Robinson 1990). 

These satisfaction levels were consistent with 
those found in visits to four SCOPE schools as 
part of this study. In all schools, teachers had 
started youth clubs and invited out-of-school 

youths to use school facilities for their activities, 
thus cutting down vandalism. Within the school, 
competing "Houses." which received points for 
punctuality, deportment, and house duty, had 
been established to improve school management 
and maintenance. AU of the SCOPE schools had 
been successful in obtaining donations from 
private sector companies and. in two cases, the 
companies had agreed to participate in the 
"Adopt-a-School" program. All of the schools had 
active parent-teacher associations (PlXs). which 
generally organized a money-making social 
function once or twice a year. In each school. 
the PTA had grown as a result of recruitment 
techniques suggested in the SCOPE seminars. 
In one school, a teacher incentive program that 
included small, interest-free short-term loans 
and the possibility of buying bulk food at cost 
had been established. 

All of the schools had doors and windows 
reinforced with bars and several had bathrooms 
upgraded and roofs repaired. At some schools 
guard walls had been built and dirt areas paved. 
The exception was the Nth school visited, which 
was part of the MOE construction program, 
rather than the SCOPE pilot construction 
program. At this school. although construction 
of additional classrooms was underway, three 
different construction firms had been involved in 
the building effort. The first two had each 
worked until close to the proposed completion 
date, then disappeared. Thus, the project was 
two years behind schedule, and the principal 
was not confident that the building would be 
completed within the latest four-month deadline. 
Although this school had sent a teacher and a 
community member to the SCOPE training, the 
principal stated that they had not been able to 
get anything started because the community was 
very poor. 

Given the size of the schools (275-1.000 stu- 
dents) and the fact that many children were in 
final examinations at the time of the visits, it 
was not possible to conduct observations of 
classroom interactions. Rather, inventories were 
made of the number and gender of students in 
each classroom and the presence or absence of 
textbooks. In each urban school, textbooks were 
visible. In lower grades, however, there were 
generally one or two textbooks in view and, in 
classrooms not engaged in exams, children were 
working with blackboard assignments or copy- 
books. rather than with textbooks. Upper grades 



(3rd through 6th) generally had sufficient books 
in view to serve at least half the class and more 
may have been loated in desks. Thus, the texts 
were present, although. because of the examfna- 
tions, few were in use. 

The ratio of girls to boys was about even in all 
the classes visited. This is consistent with 
findings for Jamaica as a whole; 'knale/female - 0 

enrollment is approximately equal at the primary 
level. At the secondary level in 1987/88 females 
outnumbered males by a ratio of 3:2. Generally 
female promotion rates are sUghtly higher and 
repetition rates lower than those for males. 
While girls may appear to perform less well on 
the Common Entrance Examimation than boys. 
this is not so. Pass levels are set lower for males 
than females in order to ensure that at least 40% 
of high school spaces go to the males" (USAID/ 
Jamalca 1989, 11). 

Lessons Learned 
Project Design. The experience of USAID/ 
Jamaica in developing a human resource devel- 
opment strategy suggests that to be most useful, 
such a strategy must go beyond simply setting 
broad parameters and presenting an implernen- 
tatton plan for achieving multi-sector goals and 
objectives that incorporate both education and 
training. Such a plan should include measur- 
able performance indicators that go beyond 
outputs and address impact. 

The most useful background studies are those 
that provide statistical (descrfptive or analytical) 
summaries of the existing situation in the 
education sector and offer options for internen- 
tions. Such options should indude justification 
for the suggested size of investments, implemen- 
tation plans, and potential impact of the inter- 
ventions (Trevor Hamilton 1989, 1990). This 
would allow project managem (USAID and host 
country) to choose among potential interventions 
to maximize scarce resources. 

USAID education project managers are the most 
appropriate individuals to lead the development 
of PIDs and Project Papers since they are in- 
volved in the day-to-day educational reality of a 
countxy and of A1.D. in a way that a team of 
consultants cannot be. Thus, despite other time 
commitments. project design work should be a 
priority for educatt on ofncers. 

Covenants and conditions precedent can be a 
valuable management tool, since they seme as 
performance indicators for host country achieve- 
ments. The conditions precedent are also a 
means of testing the assumptions included in 
the log b e  and changing such assumptions if 
necessary. When appropriate, both covenants 
and conditions precedent should be included in 
project agreements so that they can be used by 
project managers as necessary to help keep the 
project on track. 

All projects inherently include institutional 
development. This should be made explicit in 
the project design phase. The project paper 
should define the conditions that are to prevail 
at the project completion date, the procedures 
and activities to reach the desired conditions. 
and the way in which achievement of these 
conditions will be measured. Key in such 
definitions would be the conditions that must 
exist in order for the host country to continue 
the project after the termination of donor fund- 
ing- 

A dfscussion of private sector involvement in the 
project should be part of all Project Papers. The 
mission should explain why the private sector is 
to be involved and how such involvement will 
take place. If there is to be no private sector 
involvement, the reasons for not including this 
sector in the p:roJect design should be made 
explicit. 

Roject implementation Involvement of local 
communities can be an effective means of 
implementing school construction and mainte- 
nance activities. Grants made directly to schools 
can stimulate community involvement. Such 
decentralization also supports A1.D.b develop- 
ment goals; it is democratic, in that more people 
become invoked in the decision making process 
and, to the extent that the community members 
identify the school as their own, it enhances the 
resource base through monetary or in-kind 
contaibutions. 

Philanthropic investment by private sector for- 
profit organizations in the production of instruc- 
tional materials should be monitored carefully to 
ensure cost-effective implementation. Competi- 
tive bidding is a means of ensuring cost-eifecttve- 
ness: however. if the competition is internation- 
al. all associated costs such as warehousing and 
distribution should be ficluded in the bid 
specfflcations. 
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Training that is targeted to meet recognized 
needs within a project framework can have 
immediate measurable impact. AU basic educa- 
tion projeit-related training should be based on 
meeting recognized needs that have the potential 
to improve project e£€ecttveness. 

The use of local educators for technical assis- 
tance is consistent with the increase in skilled 
local technicians throughout the LAC region. 
These resources should be utilized when techni- 
cal assistance is required as they will have 
relevant experience and their use will be cost- 
dectfve. International technical assistance 
should be used when the appropriate skills are 
not available locally. Training of local personnel 
should be included in the work scope when 
international technical assistance is employed in 
order to further increase local capacity. 

Ezmluation Evaluation can be a valuable 
management tool that should be camied out as 
called for in a project design. In order to be most 
useful to managers, evaluations should include 
all project elements. including a test of the 
assumptions in the log frame. as part of their 
design. They should be non-waivable except 
where the rationale for doing so is explained in 
writing by mission management. 

To mardmize the utility of evaluations for project 
managers, several design issues must be ad- 
dressed. First, the purpose of the evaluation 
must be well defined. This deflnitlon should 
include who the audience is for the evaluation 
results and to what use the information will be 
put. 

Sustainability. The normal project timeline of 
four to six years does not provide sufficient time 
to develop strategies for dealing with the recur- 
rent costs of,'a large-scale textbook program. 
This is true even with collaboration by the 
private sector in the production of relatively low- 
cost instructional materials and the participation 
of multiple donors. Thus, shorerun strategies 
are likely to revolve around searching for addi- 
tional donor support. 

The J,unalca case shows that building manage- 
ment capability within an implementing unit is a 
prerequisite to developing sustainable intewen- 
tior&. The development of systematic adminis- 
trative procedures and management skills should 
be part of the project design. In specialized 
areas, such as civil engineering or computer 

systems analysis, institutional capacity building 
may be hampered by the inability of the public 
sector to compete in terms of salaries with the 
private sector. 

Conclusions 
The Primary Education Assistance Project 

' demonstrates that profit-making private sector 
organizations can play a part in the improvement 
of public basic education when they believe that 
it is in their economic interest to do so. This 
may require an extended education process in 
which the economic development benefits of a 
literate and numerate population are demon- 
strated. 

Even with the successful involvement of the 
private sector, questions of sustainability for 
large-scale interventions remain. The expecta- 
tion of continued free textbooks each year by the 
Jamaican school-age population and their 
families has led the Ministry to look for options 
that would allow this level of intervention to 
continue. As neither the private sector nor the 
MOE ltself can support the textbook production. 
damaka was pursuing additional donor funding 
at  &.t: time of this study. 

Communities can do a great deal to assist in the 
implementation of basic education intemntions. 
This includes both reducing vandalism and 
ensuring that resources are used in a cost- 
efhtive manner. In a country at Jamaica's level 
of economic development. however, it is unlikely 
that communities can generate sufficient re- 
sources to finance schooling locally. 

The presence of a USAID mission offers the 
leverage for zontinued interaction and negotia- 
tion with both private sector and public sector 
organizations that are often necessary to ensure 
collaboration. Similarly, the USAID mission can 
serve as a focal point for donor collaboration, as 
was the case in Jamaica. 
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Case Studg: 

Brazil 

- 

Education Sector Loans 

The education sector loans in Brazil were chosen 
for review in mid- 1990 both because they were 
generally recognized as successful and because 
they represent a modality that differs somewhat 
from AI.D.'s current project-focused assistance 
in the developing countries of Latin America and 
the Caribbean. 

The first education sector loan (ESL I), signed in 
1969. focused on expansion of the secondary 
school system by the creation of ginasios polival- 
entes. These were secondary schools that were 
qualitatively different from traditional ginasios in 
that they provided training in practical skills as 
well as academic subjects. The loans were 
provided to Brazilian states that completed 
submit four-year plans for the development and 
maintenance of a secondary education system. 
The plans addressed administrative reorganlza- 
tion, curriculum changes, and costing. Thus, 
although focused on school construction, the 
loan was designed to create a new educational 
pattern at  the state and local levels. 

The first loan program, which was implemented 
between 1970 and 1974. provided $32 million to 
the Government of Brazil. This was matched by 
the same amount of Brazilian resources, with 
$20 million coming from the federal government 
and $12 million from participating states. 

The second education sector loan (ESL II) agree- 
ment was signed in 197 1. It was similar to ESL I 
in t e r n  of structure but was closely tied to 
B d s  national. education reform of 1971. A s  
with ESL I, ESL Il W e d  at assisting the reform 
process at  the national level and accelerating the 
reform in the seven states that had participated 
in the first loan program. Like ESL I, the second 
loan required four-year education plans and 
included construction, training, curriculum 
improvement, and materials production. It also 

placed a great emphasis on human resource 
development, to be carried out through special 
projects in educational research. planning 
administration, teaching, and curriculum design. 
The loan was for $50 million, with an equivalent 
amount from the Government of Brazil. 

Background 
The education sector loans represent the culmi- 
nation of 35 years of U.S. assistance in Brazil. 
Brazil in the 1970s. as today, was a country of 
great disparity. In 1970, the Northeast region of 
the country had a life expectancy of 48 years, 
compared to 63 years in the South. In educa- 
tion, only 42 percent of the school-aged (7 to 14 
years old) population was enrolled in grades 1 
through 8 in the Northeast, as  opposed to 76 
percent of the same age group in the South. 

Even in the South, however, many municipalities 
had no education facilities beyond grade 4. In 
the late 1960s. when primary school enrollments 
were reaching 60 percent of the school-aged 
population nationwide, post-primary enrollments 
were only 20 percent. While post-primary 
ginasios (grades 5-8) accounted for three-fourths 
of this percentage, only about half of those 
students who began gfnasio studies completed 
the eighth grade. Thus, the middle school had 
been identified as a bottleneck to the delivery of 
education services. 

The loans built on several efforts supported by 
earlier U.S. assistance. These included (1) 
support for a pilot teacher training program at 
the National Pedagogical Institute in Belo Horl- 
zonte, which tratned teachers and administrators 
at the center and, through extension courses 
given in other states, developed new curriculum 
approaches, published materials, and provided 
technical assistance throughout Brazil; (2) 
support for prlmary school construction and the 
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development of stat.e secretariats of education 
through a p r c y m  aimed at basic and elementa- 
ry education ir.1 the Northeast; and (3) systematic 
capacity bufldirng in both prfmary and secondary 
educational planning and administration at the 
state level. The results of these d u r t s  increased 
the plan- capabLlity in a number of states to 
the degree that ithe states could successfully 
partkipate in the education sector loans. 

Prograrm Design 
Although the educa~Yon sector loans were the 
larg-t that A.I.D. had provided to that time, they 
were insUmcient fbr a national effort. Thus. the 
planning process. which took place jointly over 
an  extended period of time, focused on maximiz- 
ing the impact of thee loans. This was accom- 
plished by working with Brazilian managers to 
determine priorities and making joint decisions 
on how foreign ass1s;tance could contribute to 
meeting such priorilJes. 

The strategy that was devised focused on low- 
income states with largely rural populations. 
These states were In different regions of the 
country and had slilown. through the plans 
submitted to the cmtral implementing agency, 
the capability to rnltzt loan requirements. These 
states. therefore, were viewed as regional leaders 
that could sewe as models and catalysts for 
educational change in other states. 

Interviewees felt tt161t the key to successful 
design was an exctaded dialogue and a collabo- 
rative d o r t  that used the Brazilian national plan 
as a starting point., The loan agreements were 
worked out jointly with the Ministry of Education 
and Culture (MEC) and reflected the work of a 
team of MEC personnel, representatives of the 
Ministry of Financt:, and USAID staff. 

The availability within the B r a d a n  ministries of 
a critical mass of technocrats who could develop 
well-articulated pkms, together with the presence 
of sufficient USAIIT staff to work.closely with 
these individuals. resulted in a program that was 
consistent with national goals. By working at 
the sector level, a close articulatton with national 
planning came about. 

The loans were developed through the USAID 
Human Resources Omce and administered 
through a central unit within the MEC charged 
with planning secondary education progmms. 

The education programs were, however, part of a 
much larger lending package which required 

' 

communication among several technical ofnces 
within the USAID mission. 

Program Implementation 
The implementation approach was time-phased 
in terms of both human and materlal resources 
development. By working with PREMEM. the 
central planning unit for secondaxy education. 
state planning teams were to gain confidence 
and become accustomed to planning school 
systems and individual school units. Institution- 
al relationships were to  improve as officials at 
the local, state, and natiorlal levels had to join 
forces to cany out program implementation. 
Short-term and collabora4We training at  all levels 
was to increase local and regional irnplementa- 
Uon skills. 

Construction. Although construction was a 
major component of the loans, it was not seen as 
the: driving force behind them. Rather, the 
construction of the poliualentes was seen as part 
of an integrated move toward creating new 
educational patterns in Brazil. In support of this 
effort, construction contracts were awarded 
through a competitive bidding process for the 
first time. This involved state and national 
agencies in establishing criteria for acceptable 
products and in monitoring the progress of 
private sector firms. In addition. school facilities 
were designed as a function of new currfcula and 
teaching methods. thus supporting educational 
reform. 

Changes in administrative personnel at the state 
and municipal levels caused priorities to shift 
and delayed construction. Inflation, which had 
been projected at around 20 percent a year, 
actually more than doubled during project 
implementation. This was the major cause of 
somewhat fewer units (ESL I. 204 vs. 276; ESL 
11, 76 vs. 99) being completed than originally 
planned. 

Training. Inflation also ltmited training; only 
about 37 percent of the planned training in ESL 
I took place. This was due Sn part to PREMEM 
determining that constructfon was a higher 
priority than training and diverting funds for 
training teachers to construction efforts. 



ESL I1 was especially successful in providing 
tralning to personnel at the newly constructed 
schools, at other schools within participating 
states, and at state secretariats of education. 
About 33.000 professionals were trained under 
this loan. Most of these individuals received 
short-term training in areas that were consistent 
with the goals of the 1971 educational refom, 
including research. curriculum design, p l a n i i ,  
teaching-learning materials, and educational 
administration systems. 

Much of this trainLng was done through local 
universities, ,whichmot only improved local 
capacity and increased the number of certified 
teachers, but encouraged universities to upgrade 
their programs and develop ongoing in-service 
training facilities. 

Planning ondl administration This component 
had perhaps the most positive lasting effects. 
Through the central units developed to assist the 
states, all of the program states produced 
integrated state education plans. and planning 
units existed in all 22 state secretariats by 1974. 
The plans were characterized as providing clearly 
articulated and reasonable goals to be met over 
time rather than radical changes (Hutchinson et 
al. 1976: Krueger 1980). That loan and counter- 
part funds could be obtained through well- 
articulated plans. together with the specific 
training given in planning, provided leverage to 
move individual states to systematically plan 
their education activities. 

Curriculum. Both loans contributed to a 
redesigned ccuriculum for grades 5. through 8. 
This curriculr~m combined basic academic 
courses with practical courses in agricultural, 
industrlal. and domestic arts. Its purpose was to 
overcome a traditional dichotomy between 
intellectual and manual endeavors, which was 
seen as having a socioeconomic bias. 

ESL I1 also st~pported special projects wllich 
contributed, through studies and training, to the 
ongoing cunl culum reform. 

Rnancial resources. Both state and federal 
governments .met loan stipulations to increase 
expenditures for education in real terms annual- 
ly over the 1968 base year. The planning exer- 
cise also increased state planners' ability to 
think ahead and plan for recurrent costs. It was 
suggested, however, that as education expendi- 

tures decreased as a percentage of the national 
budget after 1968, the sector loans had no 
sustained influence on the level of spending for 
education (Hutchinson et al. 1976). The counter 
argument was also made that education expen- 
ditures were indeed growing. but not as fast as 
the overall national budget (Krueger 1980). 

Program Management 
As mentioned, the loans were administered 
through a central planning unit for secondq 
education (PREMEM), which grew out of plan- 
ning efforts begun under earlier interventions. 
The unit was structured with departments 
consistent with the areas of the loan (e.g.. 
planning administration, financial resources, 
construction, curriculum, teacher preparation). 
These individual units were responsible for 
similar areas at the state level. 

Technical assistance was provided by a U.S. 
unive~ity whose specialists worked in the 
PREMEM departments reflecting their areas of 
expertise. The project was monitored by two 
USAID education officers who divided their 
responsibilities bet~een physical inputs/ 
administration and delivery of instruction. 

Program Evaluation 
USAID personnel carefully monitored financial 
inputs and progress in reaching targets, and 
such tracking was explicit in the state secretari- 
ats' plans. There was, however, less concern 
with formative evaluation that would monitor the 
quality of the interventions and allow for system- 
atic improvements. An evaluation of the pro- 
gram was also undertaken as p& of a gencml 
evaluation of education sector programs in 
several countries (Hutchinson et al. 1976). The 
focus of this effort also was largely on the extent 
to which target outputs had been met. 

Krueger (1980). in a desk review of the impacts 
of the loans, suggested a field-based assessment 
of the impacts on the sector of the loans. She 
felt that the assumpttons of the loan program 
with regard to questfons of equity, refwake, and 
long-term effects should be examined in detail. 
Such a study was not conducted. however. 

Sustainability 
The economic problems that Brazil has faced 
since the mid-1970s make it Micult to judge the 
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contributions of the education sector loans to 
sustainable education outcomes. One indicator 
of the success of strengthenbg the plannlng and 
admMstratlve capacity of the states, however, is 
the increased share of expenditures taken on by 
state and local governments. Between 1960 and 
1974, state governments' share of public expen- 
ditures for education rose from 59 to 63 percent, 
and municipal shares increased from 8 to 1 1 
percent, while federal expenditures dropped from 
33 percent to 22 percent (Krueger 1980). 

Outcomes 
The major outcome of the program was the 
creation of a commitment to sound plans empha- 
sizing phased implementation approaches in the 
educational sector. Tnis planning process 
occurred at the national, state. and. to some 
extent. municipal levels. Linkages between state 
and local institutions as well as between national 
and state educational organizations were formed. 
At the national level. a planning unit, PREMEM, 
was formed; it has provided ongoing technical 
assistance and human resource development to 
the states. 

The loans contributed to a national curriculum 
reform intended to promote child-centered, active 
learning with an emphasis on practical educa- 
tion. Local communities benefited from the 
infrastntctural improvements that took place in 
transportation, water, and electricity to support 
the new schools. The emphasis on school- 
community and parent-teacher councils as part 
of the polivalente program gave families new 
opportunities to parttcipate in school-community 
decision making. 

The number of teachers in the system increased 
threefold during the period of the loans and the 
percentage of certified teachers increased, 
especially in those states participating in the 
program. One negative factor was that the new 
schools tended to draw off the better teachers 
from surrounding schools because of the higher 
quality of facilities. 

Enrollment rates in grades 5 through 8 increased 
during the loan period. The rate of increase was 
generally greater in states outside the Northeast 
region (Krueger 1980). 

Lessons Learned 
Design. In developing a sector-level program 
that relies on state monitoring of local interven- 

tions, the capabiltty to develop well-articulated 
education plans at the state level is required. 
This "critical masstt had been ensured in B r a d  
by human resource development actMtf es 
carried out under previous bilateral projects. 

The program was developed in collaboratton with 
Brazilian planners and tied to Brazil's national 
plan Thus. the interventions represented the 
host government's education needs and was seen 
as a fjraziltan program. 

Planning a sector-level prognam requires a 
relatively long design phase fif it is to mesh with 
the goals and priorities set forth in a national 
plan. USAID staff should work closely with 
counterparts over the entire course of the design 
process. 

A sector strategy allows for the mobilization of 
sufficient resources to orchestrate an education 
development program in a way that surpasses 
what can be achieved through smaller, indepen- 
dent projects. The success of the strategy, 
however, will rest heavily on the capability and 
commitment of the host country organizations 
implementing the program. 

Implementation. The development of well- 
articulated plans that build in monitoring of 
interventions and communication among local, 
state. and national institutions as a basis for 
disbursement of funds will contribute to success 
in meeting program targets. If these plans 
represent competition among states or munici- 
palities for scarce resources, however, care must 
be taken not to increase disparities among states 
by rewarding those with relatively more re- 
sources to develop plans. 

Locating technical assistance providers in the 
workplaces of their cotlnterparts can contribute 
to collegial relationships as well as on-the-job 
-g- 

Sustadnability. Building planning and adminis- 
trative capacity at state and local education 
levels will have lasting effects in terms of educa- 
tional efficiency. Such capacity can be success- 
fully created through short courses and on-the- 
job training, which do not remove administrators 
from the workplace for extended periods of time. 

Evaluation. The breadth of interveations in an 
education sector-level program makes formative 
evaluation to improve the quality of instructional 



delivery and to establish baseline data for 
assessing impact rather complex. A s  with the 
~uonitorlng of outputs, however, it can be accom- 
plished through building such evaluation a p  
proaches into the plans of implementing organi- 
zations. 

Conclusions 
The education sector loans assisted the Brazilian 
government in its commitment to inve~kment in 
educational expansion. Although making up 
only a small portion of the total Lrivestment, the 
sector approach allowed a contribution to the 
overall educational reform effort that would not 
have been possible with small independent 
projects of relatively short time fiames. 

The major impact of the loans. and of earlier 
USAID investment in education, appears to have 
been in forming a technocratic human resource 
base capable of planning and implementing 
programs at the central, state, and local levels. 
This trained cadre of indMduals fs attributed 
wIth having helped speed up the process of 
educational reform in Bradl. 

Focus on outputs of the program limited the 
degree to which the quality of the interventions 
was measured. As a result, little is known about 
trained administrators and planners continuing 
to work in the sector, the usefulness of training 
for teachers, the appropriateness of the schools 
for the Bradllan reality, and the efkiency of the 
programs h reducing repetiffon and desertion. 
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Case Studu: 

Haiti 

Incentives to Improve Basic Education Project 

The Incentives to Improve Basic Education 
Project in Haiti was selected for review in mid- 
1990 because of its unique approach to improv- 
ing basic education in rural and poor urban 
areas through strengthening private p r imG 
schools. The project's focus on instituti on 
buildixg through private education associations 
also makes it worthy of study. 

The project consists of four major components: 

Provision, through four- or five-year perfor- 
mance contracts to participating schools. of 
such material and pedagogical resources as in- 
sexvice training for teachers and school direc- 
tors, textbooks. school equipment, preschool 
programs, seed money for income-generating 
activities. and performance incentives to 
teachers and directors. 

Support for the formation of Catholic. Protes- 
tant, and lay sector administrative units 
responsible for adminfstering services to 
participating schools. 

The project is designed to be implemented over 
six years (1986- 1992) with a USAID contribution 
of $15 million in grant funds. This grant is to be 
supplemented by $3.8 million of host country in- 
kind contribution and $1.7 mtllion drom other 
donors. The principal grantee for the project has 
been a U.S. nonprofit institution selected by 
USAID in consultation with the Haitian private 
and public sector personnel who participated in 
the project design. 

At the time the project was designed. Haiti was 
the poorest country in the LAC region. Its 
history of poverty and political instability is 
reflected in the  country"^ schooling, where net 
enrollment was 56 percent and the national 
literacy rate was 20 percent in 1985. 

Recent growth in primary school enrollment has 
come about largely through private schools 
supported by philanthropic funding. This is 
especially true in rural areas, where often such 
private schools offer the only possibility for 

Research and development activities to test primary education. sixty-nhe percent of Haitian 
schools are private and over 60 percent of low-cost educational technology, preschool primary enrollment is in the private sector. approaches, and strategies for cost recovery 

and local financing. 

Assfstance to the Ministry of Education to 
increase its capacity for i,"r~pectton accredita- 
tton, certitlcatf 3n, and student examination in 
the private education sector. 

At the time the project was planned, there 
existed extremediiersity G o n g  private sector 
schools and a general lack of coordination at 
both the system and individual school levels. 
Schools were run by Protestant missions, the 
Catholic diocese, and reltgious orders, as well as 
by indivfduals and co&nities. There was little These four components are meant to comprise coordination among prfvate schools and virtually an integrated approach to helping the Haitian none between private school systems and the private education sector organke itself coherently public in order to improve the quality of instruction, 

efncienCY* and equity of access in Individual schools were characterized by poorly private schools serving economically disadvan- 
taged children. paid unqualifted teachers; inadequate learning 

materials; and inexperienced local administra- 



tors. School hefaziency was exacerbated by 
nutritional and other health deficiencies among 
the school-aged population 

The project was designed to blend instructional 
improvement with institution building. Its goal 
was to provide stimulus and support to the 
private sector of Haitian primary education to 
allow that sector to organfie itself and to upgrade 
the quality and &ciency of the growing number 
of private primary schools serving dimdvantaged 
Haithn children. 

Project Design 
The project was designed by a joint project 
design committee consisting G-F USAID mission 
staff, a team of international consultants, and a 
group of Haitian educators who joined in a 
Catholic/Protestant working group. This com- 
mittee met a number of times over the year of 
pbject development. 

The committee also created a technical subcorn- 
mission to study the problems of Haitian educa- 
tional reform and its incorporation into the 
project. A concept paper was prepared by the 
su~bcommission and presented in an open forum 
to arz invited group of Haitian publdc and private 
educators. This document, together with the 
Country Development Strategy Statement and an 
education sector assessment that had been 
conducted in 1984. sewed as the principal 
background documents in desigrjng the project. 

The project was consistent with the Haitian 
government's goal of universal primary education 
by the year 2000 as expressed in its national 
plan. With the change of regime in 1986. literacy 
and education continued to be primary concerns. 

The project was developed in close collaboration 
with personnel from the World Bank and the 
Inter-American Developmt ~t Bank. It was seen 
as complementing the efforts of the banks in 
school construction and teacher.trahing aimed 
primarily at the public sector. The project design 
team also consulted the French and Canadian 
development agencies and laid the groundwork 
for collabomion during project implementation. 

Project Implementation 
The project has been implemerited in a period of 
pohtical turmoil that has seen several changes of 
government leaders as well as an unsuccessful 

election in 1987. This political instability has 
resulted in a curtailment of donor activity in 
many sectors and a general wealmess of public 
sector institutions. Thus. the objective of 
strengthening the Ministry of Education's 
capacity to perform accreditatton, examination, 
evaluation. and applied research has been 
postponed. 

Institutioncrl development. The organization of 
the private sector for coordinating educational 
improvement, however, has gone forward and is 
generally Mewed as successful. During the &st 
year of project implementation (1986- l987), a 
technical service center (TSC) and two sectorial 
senrice centers (SSCJ were formed. The TSC, 
under the guidance of the project administrative 
council, which was composed of representatives 
of the commission of Catholic schools and the 
federation of Protestant schools, coordinated the 
.rork of the SSCs and the technical assistance 
provided by the international grantee institution. 
Tne SSCs were the operational arms of the two 
religious commissions. They selected participat- 
ing schools, delivered materials and services, 
supervised and monitored the schools, carried 
out evaluatiors of school performance, and 
participated in research activities initiated by the 
TSC. 

In the second year of the project, the two reli- 
gious commissions began the process of forming 
a private primary education consortium. In 
addition, the two groups signed new contracts 
with the institutional @antee which gave the 
SSCs an  increasing share of the management of 
school support funds. The Catholic organization 
also received a grant from the French govern- 
ment to assist in institutional strengthening and 
the World Bank supplied money for teacher 
salary supplements, learning materials, and 
administrative support. 

In the third year of the project, the Haitian 
Prlvate Educalton Foundation was officially 
recognized, and a new contractual relationship 
between USAID and this organization was 
developed. The project's midterm evaluation 
found that institutional development at the 
central level was the most successful component 
of the project (Locher et al. 1989). This was 
attributed to its having built on the knowledge of 
individuals with experience in organizational 
development to create new organizations free of 
past liabilities. The importance of organization 
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building as a key aspect of project implementa- 
tion as well as allowing smeient  time for new 
organfiations to develop were also noted as 
factors in this component's success. 

However, the institutional development cornpa- 
nent has not been successfd in the private lay 
sector largely because of its diversity and lack of 
organization. The mfdterm evaluation recom- 
mended that a systematic assessment of the 
needs of lay sector schools be undertaken and a 
policy be fomulated for bringing a lay sector 
representative into the Foundation for the 
remainder of the project. 

Delivery of school Sefuices. The project fo- 
cused on schools that were neither the best nor 
the worst in the system as a whole. It provided a 
package of services and materials agreed upon 
with the schools through contract to the SSCs 
and the Foundation. Standardized administra- 
tive practices were put on paper and communi- 
cated through training sessions, then reinforced 
through written mm~nunication between the 
school and the central organization to ensure 
that resources were being put to their intended 
uses. The evaluation found school service 
delivery to 3ave been "effective. on time and on 
target" (Locher et al. 1989). 

mTnluators found that In addition to training 187 
.e targeted 300 school directors, the project 
trained 292 school committee members, 
:by allowing for better understanding of the 
ram in local communities. The project had 
assed its targets by training 1,279 teachers 
only three years. Traintag that provided a 

.ctical hands-on approach emphasizing team- 
buildhg was credited with helping to increase 
student achievement in French and mathematics 
(Tietjen 1990). Such training was most success- 
ful in well-managed schools and when comple- 
mented by "refreshe?' courses. One unantici- 
pated result of training was that teachers were 
being offered fobs with better schools that could 
pay higher salar'.es. 
-- 

iree aspects of the resource package were not 
mpletely successful. First, performance grants 

LV teachers were not generally successful be- 
cause they were seen as salary supplements 
rather than bonuses based on performance. 
Second, only 40 percent of the project schools 
~at ic ipated in the school feeding program. This 
&as a result of either increased enrollment above 

project goals. which caused food to run out, 
inability to collect small contributions .from 
parents to support personnel and equtpment, or 
supplying food rations to farnilies rather than to 
children. Third, income-generating acthities 
were not developed; the money was reallocated 
for institutional development when it was 
decided that such small-scale activities were 
unrealistic to answer the problem of recurrent 
costs. 

One hundred and eighty-seven of the 300 
schools targeted for the entire project h,ad 
received instructional materials after three year ;. 
There was great variety in the materials, and 
how available texts were to students was not 
clear. School supplies of good quality were 
meeting delivery targets at project schools. 
Similarly. school relnovations were being: crrried 
out as called for in the project paper; the renova- 
tions, however, did not gene- resolve school 
space problems. In addition, 97 pre-primary 
programs were in operation under the project. 

Research and development. This activity 
received less attention than either institutional 
development or school service delivery during the 
first three years of the project. The Minktry was 
to play a large role in this component and with 
the de-obligation of funds following the events of 
November 1987, this did not occur. Data were 
being accumulated and some research studies 
were underway, but the objectives and focus of 
the component were seen as lacking definition at  
the time of the midterm evaluation. 

Project Blanagemeut 
Policy for the project was established by the 
Project Advisory Committee, which included 
USAID, the TSC director, and sector directors. 
At the technical level, there was a matrix man- 
agement style in which teams representing the 
various organizations worked together on the 
units' technical tasks. Technical assistance 
personnel worked together with the teams and In 
essence provided on-the-job training. The 
midterm evaluation found that the combination 
of consensus-oriented and matrix management 
styles had worked well for the project. With the 
exception of some early problems with proce- 
dures common to all projects, the management 
approach was found to allow the organizations to 
meet USAID's administrative requirements. 



It was felt, however, that with the establishment 
of the Foundation as a direct grantee of USAID. a 
redefinition of the management structure would 
be needed. The evaluation recommended that 
clear Unes of responsibility and decision-making 
authority be drawn among the different organiza- 
tions making up the Foundation and between the 
Foundation and the institutional grantee. 

Project Evalmtion 
An extensive evaluation plan involving two types 
of formative evaluation and a two-part summa- 
tive evaluation was developed as part of the 
project design. The schools were to be responsi- 
ble for gathering and analyzing a basic set of 
output data for their own performance. The 
SSCs were to monitor this activity as well as 
conduct an annual evaluation of project opera- 
tions. The sumrnative evaluation was to take 
place as a midterm evaluation in Year 3 of the 
project, with a final evaluation to take place in 
Year 6. In addition. studies of special interest 
were to be conducted as part of the applied 
research effort. 

The midterm evaluation found that routine data 
collection of a formative nature was being 
conducted (Locher et al. 1989). It was felt, 
however, that these data could be analyzed in a 
systematic nlanraer and could be expanded to 
offer explanations of trends found in project 
implementatfon. Although the evaluation failed 
to establish a baseline, it had set up a careful 
monitoring system that will allow analyses of 
project participants over the last three years of 
the project. 

The midterm evaluation concluded that the 
expectation of sustaining project activities solely 
with local resources after project termination was 
unrealistic. The authors stated that while the 
activities were sustainable, they were not self- 
sustaining; even ~ i t h o u t  technical assistance, 
they were considered too expens'ivt to be 0- 
nanced locally. Thus, long-term dependency on 
outside financing was viewed as necessary if 
lasthg improvements in basic education were to 
be made. 

Outcomes 
The midterm evaluation of the project provided 
infoxmation on impacit in three areas: teacher 

revenues, school budgets. and teacher training. 
The authors stated that it was premature to 
attempt to measure impact on student learning 
at  that point in time. 

The evaluation found that the performance 
grants to teachers served as an incentive to forgo 
other possible sources of income and thus 
contributed to teachers* willingness to adopt the 
procedures and assignments of the Incentives to 
Improve Basic EducaLion Project. However, no 
data were presented to support this conclusion. 

The project was &o found to have a significant 
impact at the school budget level. The allocation 
of additional funds contributed to more coherent 
planning by school administrators. In addition, 
evaluators felt that the use of funds for system- 
atic school improvement offered the opportunity 
to increase revenues. This occurs through 
enhancement of a school's reputation, which 
increases student numbers or fees. 

Empirical data showed improvements in teach- 
ers' subject matter knowledge and pedagogical 
practices of up to 40 percent as a result of 
training. Although no data were available a t  the 
time of the evaluation, it was assumed that such 
gains would be translated into classroom behav- 
ior, thereby influencing student performance. 
The unexpected result of training was that the 
trained teachem might be offered higher paying 
jobs in public sector schools or in better-off 
private sector institutions and thus would be lost 
to the project. 

Lessons Learned 
Project design Where there is a history of 
philanthropic involvement by the private sector 
in schooling, as with religious organizations in 
Haiti, this sector can be a vhble vehicle for 
implementing educational change. 

The project design process may require an 
extended period of time in order to reach consen- 
sus among host country educators and donor 
agency personnel as to project components and 
implementation strategies. International techni- 
cal assistance will be required to assist in the 
design process in specialized areas where local 
expertise is lacking. 

Encouxaging the collaboration of existing private 
organizations to implement project interventions 



is effective when sufncient time is provided for 
strengthening the institutions. This is especially 
true when the institutions have philanthropic 
goals. Effective implementation and institution 
building are more problematic with institutions 
that view their involvement in education pmci- 
pally from an entrepreneurial perspective. 

Project implementation The strategy of using 
an international grantee to contract with local 
Institutions to implement the components of the 
project, while at the same time providing techni- 
cal assistance to the local contracting irastitu- 
tions, can be an effective one. Redefinition of 
institutional roles, however. may be necessary as 
the implementing organizatioxis become more 
adept and agreements with the donor agency am 
renegotiated. 

It is possible to plan for the production and 
delivery of a variety of educational services t c 7  
meet the needs of individual schools. These 
servfces must, however. be limited to a certain 
range of options. It is likely that despite individ- 
ual school differences. similar "packages" of 
options will be chosen. 

In a situation with a drastic lack of trained 
resources, a project that involves teacher prepa- 
ration may find that the trained resources are 
being lost to the larger system. In such a case. 
the investment made in training translates to the 
larger system and may require an indicator of 
success that is broader than the project itself. 

Evduotion Effective monitoring of the quality 
of education intelventions in order to make 
improvements in delivery requires collecting 
baseline data and conducting systematic .invest& 
gations of program implementation. In order to 
conduct such investigations, local program 
monitors must be trained in data collection 
techniques that wlll be used across the entire 
PfOgram. 

Sustainability. The Haiti case suggests that 
private sector educational organbations are 
better able to weather political instability than 
public sector organizations that are tted closely 
to the polides of the regime in power. Despite 
increased organizational capability and collabo- 
ration. however, private schools may not be 
capable of maintatning the level of service 
provided through the project without ongoing 
donor fundlng. 

Conclusions 
The Incentives to Improve Basic Education 
Prof ect has successfully improved education 
senlce delivexy to poor children through 
strengthening privately run schools. The project 
has been most successful in the religious 
schools. in part because such schools already 
belonged to broader organizations that could be 
built into a coalition. Where such organizations 
do not exist, working through private schools 
may be problematic. 

The results of the project at midterm suggest 
that attention to building institutional capacity 
can have positive eifects. Successful improve- 
ment of institutional capacity, however, may 
require long-term ongoirg technical assistance. 

Finally. the implementation process demon- 
strates that all components of a complex project 
may not move forward a t  the same speed or 
time. Thus, flexibility in implementation must 
be built into project design so that implementors 
can fc-211s their attention on the components with 
the greatest likelihood of success. 
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