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Pr ef ace

In 1995, the United States Agency for International Devel opment’s (USAID s)
Bureau for Africa published a report titled Basic Education in Africa:

USAI D' s Approach to Sustainable Reformin the 1990s. That technical paper
exam ned Agency experience in education in Africa in the late 1980s and early
1990s and drew out several |essons for how USAID coul d better approach the
design, inplementation, and eval uati on of programs supporting education
reform One of those I essons concerned the role of information and policy

di al ogue in inproving policy formulation and inplenentation in the education
sector. This series, Education Reform Support, is the product of the Africa
Bureau's two years of effort to pursue the operational inplications of that

| esson.

Nei ther infornmation use nor dialogue is a new idea. USAID and ot her donors
have years of experience supporting educati on managenent information systens.
Li kewi se, the devel opnent community has grown quite fond of the term “policy
di al ogue.” What Education Reform Support set out to do was to distill the
best know edge about information and di al ogue, to exami ne the devel oprment
field s experience in these areas, and to systematically apply that know edge
and experience to articulating a new approach.

Thi s new approach, however, is not really new Financial analysis, budget

projection, planning nodels, political mapping, social marketing, and the

techni ques of stakehol der consultation and dial ogue facilitation have |ong
been avail able for use in education projects. These tools and techniques,

however, have not been systenmatically organized into an approach

Simlarly, argunents abound for participation and for better—er nore

i nf or ned—deci si on naki ng. The Education Reform Support series depicts
realistically what those terns nean. Further, Education Reform Support
identifies how capacity can be built within countries for broader, nore

ef fecti ve stakehol der participation at the policy |level, and, how that
participation itself can contribute to better informng the policy process.

There is an ultimate irony to education. Good schools and good teachi ng can
be found in any education system sonetinmes under very adverse conditions.
The problemis that they cannot be found everywhere. The chall enge
confronted in supporting education reformis exactly that: how to hel p good
practice occur on a |arger scale.

The inability of education systens to adapt and spread innovation is a result
of poor policy and managenent environments. The policy environnent is
deficient for political as well as technical reasons. In npst countries, the
education of children is an issue of direct and personal concern to al



sectors of the population, as well as to a nunber of large interest groups;
as a result, education reformis a delicate and highly charged politica
force field.

Foreword to the Education Reform Support (ERS) Series

This series of docunents presents an integrated approach to supporting
education reformefforts in devel oping countries, with particul ar enphasis on
Africa. It is intended largely to specify how a col |l aborating external agent
can help strategic elenents within a host country steer events toward
coherent, denand-driven, and sustainable educational reform Additionally,
this series of docunents may help host country reform proponents understand
the ains and means of donors who propose certain activities in this area. W
hope that host country officials, particularly in reformni nded, public-

i nterest non-governnental organizations (NGOs) and civil society

organi zations, find this series of docunents both an inspiration and a guide
for coherently proposing and articul ati ng undertaki ngs to donors, using the
donors’ own vocabul ary of reform and noderni zati on

Several key prem ses and notivations underlie ERS

First, the mmjor binding constraint to successful educational devel opment in
poor countries is neither the need to transfer nore funds nor a | ack of
educational technol ogy and know how. That is, we contend that in nost

i nstances, countries can make sufficient progress by better using whatever
internal or external funds and pedagogi cal technol ogy al ready exist, but that
in order to so, they need far-reaching nodifications in the way they approach
both policy formation and system w de managenent.

Second, policy-analysis inputs (such as information systens, databases, and
nodel s; training in public policy and cost-benefit analysis; training in
management, budgeting, and planning; and so forth) into policy reform and
management i nprovenents, while necessary, are not sufficient. The constraints
to policy inprovenent are ideological, attitudinal, affective, and political-
econom ¢ as nuch as—+f not nore than—they are analytical or cognitive in
origin.

Third, as a nmeans of pressing for the attitudinal and political changes
needed for reform donor |everage of various kinds is largely insufficient
and i nappropriate. The pressure has to cone fromwthin (i.e., it nmust be
bot h i ndi genous and pernanent), which nmeans that until powerful nationa
groups are nobilized and have the nmeans at their disposal to exert positive
policy pressure, little will happen in the way of thoughtful reform

Qur approach ains, therefore, to integrate traditional public policy analysis
(using known information and anal ytical techniques) with public policy

di al ogue, advocacy, awareness, and political sal esmanship, and to build

i ndi genous institutional capacity that can strategically use this integration
for purposes of effecting purposeful education reform

The above suggests that in order to support processes of education reform a
donor woul d need a rather flexible and sophisticated approach-so flexible
that it would verge on a non-approach, and would sinply rely on the
difficult-to-articulate wi sdom of individual inplementors. Yet, to define
activities in a way that renders them “fundabl e” by donors, one obviously
needs to have some sort of systemsone way of |aying out procedures, tools,
and steps that can be used in this nessy process. As a way of systemati zing
both [ essons | earned and certain tools and techni ques, we have devel oped
Educati on Ref orm Support (ERS)



A |l ong-wi nded but precise definition of Education Reform Support is: ERS is
an operational framework for devel opi ng policy-analytical and policy-
dialectical abilities, and institutional capacities, |eading to demand-
driven, sustainable, indigenous education policy reform The purpose is to
ensure that education policies, procedures, and institutions enpower the
systemto define, develop, and inplement reforns that foster rel evant and
meani ngful 1 earning for all children

There are both operational and technical dinensions to ERS. Wth regard to
the former, we have devel oped steps one nmight take in an ERS project. First,
there are processes, procedures, operational guidelines for designing a
project in ERS. Second, there are the same aspects to running such projects.
Aside fromthe operational and institutional “howto’s,” we provide a set of
gui delines on the tools, techniques, analytical approaches, etc., that can
notivate and generate reform novenents, as well as assisting in managing the
ongoing reformin a noderni zed or reformed sector

The ERS series is organized in the follow ng manner. Volume 1 offers an
overview of the entire ERS series. It also contains the ERS series

bi bl i ography and a guide to some of the jargon that is found throughout the
series. In Volume 2, we introduce the problem and establish the
justification and basis to the approach in terms of past donor activities in
the sector, and its critiques fromboth “left” and “right” perspectives. This
volunme al so sets out sonme of the main | essons |earned that establish a basis
for the procedures and strategies described in the foll owi ng vol unes. An
operational perspective on how to support reformactivities is presented in
Volunme 3. It discusses both the institutional frameworks that reformers can
seek to support or help coalesce if they are only incipient, and some likely
i deas for sequences of activities. Volune 4 |ists and discusses in

consi derabl e depth the specific analytical and conmunication tools and

techni ques that can be enployed. It also places these tools and techniques in
t he context of past and ongoi ng donor activities in areas which have in the
past used these tools and techni ques disparately and unsel f consci ously.

Havi ng provided in Volunes 2-4 both the basic intellectual underpinning as to
what m ght be done and how to proceed technically, sequentially, and
institutionally, Volune 5 assumes that reforners, particularly donors, mnight
be interested in designing an intervention of considerable size. Therefore,

it lays out in detail the specific design steps one night wish to undertake
to ensure a healthy start to a major |evel of support to an ERS process.
Finally, Volune 6 presents ideas for how to nonitor and evaluate a typica
ERS i ntervention.

In addition to the volunes, the ERS series includes three suppl enenta
docunents: Policy Issues in Education Reformin Africa, Education Managenent
Information Systems (EM S) for Accountability, and Strategies for Stakehol der
Participation. An ERS Course Description is also a part of this series. This
course description provides guidelines for teaching al nbst any ERS-rel evant
course (e.g., education planning, EMS, policy nodeling) within a |arger ERS
construct. It also details the provision of a core set of ERS skills.
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I ntroduction

In other series volumes we have established the theoretical basis for our
approach (Volume 2, Foundations of Education Reform Support). W have
defined the basic “how to” of education reform support (Volume 3, A FrameworKk

for

Maki ng it Happen) as a set of operational and institutional activities,

as well as its technical components (Volune 4, Tools and Techniques). In this
vol ume we concentrate on the devel opment of (typically donor-funded) projects



to carry out all of the operational and technical activities we have

di scussed so far. This docunent therefore sets forth tools and steps for
defining activities that m ght nmake sense in a particular country’s
situation.

First, however, we enphasize that these activities should not necessarily be
i npl enented as true “projects” whose sole purpose is the support of reform
Such projects are indeed possible, but in many cases what we really nmean is
that project-worthy activities may be a part of a larger technical assistance
project, sonme part of the activities in a conditionality-based program or—n
the case of the Banks—part of the process of designing a |oan. Thus, our
suggestions are not an alternative to traditional activities, but sinply a
useful conpl enent. We enphasize the “project” notion sinply in order to
suggest that the support of reform processes, although they are inherently
nessy, can i ndeed be approached as a set of well-defined, project-Ilike
activities.

Second, we note that an excessively supply-side approach to the activities
shown bel ow, taken nechanically and w thout the benefit of the points

di scussed in the other docunments nentioned above (e.g., rooting everything in
real demand, involving counterparts and fostering ownership of the process
rat her than advocating “participation,” truly integrating the activities,
etc.) can lead to the same ineffectiveness and sustainability failures that
somet i nes pl ague donor projects.

For purposes of organization, it is useful to think in terns of the follow ng
measur es:

(1) assessing the overall and educational political econony of reformin
the country in question

(2) det erm ni ng probl ematic substantive policy issues

(3) det erm ni ng problematic process issues

(4) determining the interrel ati onship between policy and process issues

(5) determ ni ng which actors are involved and what their interests are in
both policy and process issues

(6) det erm ni ng which tools and techniques (fromdata and infornmation,
t hrough research and analysis, to
advocacy and conmuni cati ons)can be used for which actors, around which
i ssues

(7) determning a set of likely starting points and a fewinitial branches

(8) determ ning (on the basis of the tools, abilities, and techni ques
requi red) which human resources, in the formof |long-termtechnica
assi stance and | ocal collaboration, can be brought to bear on the
i ssues.

By conbi ning these neasures, reformworkers can begin to propose activities
t hat make sense technically and within a highly specific context. The

conbi ned neasures—.e., the ERS desi gn—ean be viewed as a conpl ex and uni que
scaffold. Since displaying nore than two nmeasures on paper is wkward, and
since sonme of these areas are nore than one-di nmensional, we proceed by
showi ng how sone of these issues conbine by |ooking at the inportant two-

di mensi onal slices.

Note that this document essentially attenpts to comrunicate a strategic
desi gn process. As a stand-alone text, it conveys the basic principles of the
design strategy and reinforces sone of the Education Reform Support concepts
and techni ques (by asking readers to think concretely about how they can be
applied in specific settings). W have had good success using this document
as the basis for an ERS workshop, turning the strategic design matrices



el aborated in this volume into exercises intended to give participants a
hands-on feel for what ERS entails. Utimtely we nticipate this volume being
nost useful to donor designers as a guide or contributing resource to an
actual program strategy devel opment or project design activity.

[1 Note that inasnuch as this checklist can suggest the degree to which a country nay or nmay not
be ready for ERS activities, the results should be taken as indicative rather than as hard and
fast. For exanple, Swaziland has proven to be very fertile ground for ERS work, even though it
woul d have been deened “not ready” by this exercise.

2 The conditions are, for exanple, elenents of civil society, some measure of mnisterial
accountability, a degree of public sector openness and transparency, and a neasure of reform st
activity.]

Section 2
Overal |l Assessnent of Political Econony

Doi ng an overall assessnent of the political econony both of education and of
general reformis useful for two reasons. First, it can help focus donor
effort on countries that nay be readier than others.

This is inportant given the scarcity of donor funding. Second, the assessment
itself, general though it nmay be, will begin to point out flaws in the
institutions, relations, and “spaces” that could support a country's reform
processes.

The assessment can be formal or informal, depending on time and bud-get. The
nore formal, the better the results. In what foll ows we assune a rather
formal assessment, via a checklist.l1l The checklist can be used quite
informally if that is all there is time for; it can sinply be used, for
exanpl e, as a general sort of inspiration as to the types of information that
shoul d be sought.

Box 1 gives a sampling fromthe checklist’s seven major areas; the full list
is presented in Annex A. Note that sonme questions are intended only to elicit
thinking and clarification, and nake little or no reference to a country’s

r eadi ness.

A country fulfilling, say, fewer than a third of the conditions 2 would be a
guesti onabl e candi date for assistance, particularly if the aimof the

assi stance were to have sone inpact on actual education policy and reform |If
the aim of the assistance were institutional strengthening per se, then
obviously this “score” would not be as relevant. Even if the country scored

| ow when the purpose was actual education reform small investnments in a very
specific area mght be justified. This would be true because (1) the very act
of introducing the activity could change the environnent; and (2)

ci rcunmst ances change, and being already on the ground is hel pful when they do
change. But | arge-scale

Box 1. Elenents of a Political-Econom c Assessnent

Cvil society

_ Are there organi zed groups articul ate about educati on? How powerful are
t hey?

_ What is their technical capacity? Wuat is their power of convocation?
_ Are there independent think-tanks or consulting firms?

_ Are there regular or intermttent fora on education policy issues?

_ Are there internmediary organi zations that have ties to grassroots
nmenber shi p?



_ Are there functioning parent-teacher associations (PTAs) in the country?
Are they united into a national organization?

M ni sterial accountability

_Is the ministry of education accountable for target achi evenment?

_ Are school s accountable to parents? Do parents know how well schools are
doi ng?

_Is the ministry accountable to schools for inputs?

_ Are the school s accountable to the mnistry for out-puts?

Conmuni cat i ons

_ Does the mnistry of education have a public relations or comruni cations
speci alist?

_ Are there social marketing canpai gns on educati on? By whom are they
sponsor ed?

Medi a—hewspapers, television, radio

_Is there a state-owned newspaper/tel evision/radi o? How i ndependent is it?
_ Are there private newspapers/tel evision/radi o? Do they reach the whol e
country?

_ Is there regul ar coverage of education in the newspapers or on radio and
tel evi si on?

_ How investigative/analytical is the reporting? Wat kinds of issues do
reporters | ook at?

_ Are there TV or radio talk shows devoted to (or that deal wth) education?
Politics and bureaucracy

_Is there nore than one political party able to conpete seriously?

_ Are there nechanisns for government to be held ac-countable (to itself and
to the people)?

_ How inportant are rhetoric and ideology to the bureaucracy?

_Is there a legislature? What role does it play? Does it have an education
conmi ssi on?

Ref ormi st atnmosphere in the country

_ Are there any powerful currents toward decentralization of social services?
_Is there a noverment toward privatization in the econom c sectors?

_ How seriously has the government taken structural adjustment at the nacro
| evel ?

_ How nuch support is there for these efforts anong intellectuals and

i nterest groups?

_ VWat is the technical |evel of debate, if any, about these issues?

Donor activity in support of education reform policy

anal ysis, and information

__ Have there been donor projects in education managenent

i nfornati on systenms (EM S)?

_ Have there been donor activities in education policy analysis?

_ Have there been donor activities in support of fora, dial ogue?

activities ordinarily would not be justified. A country fulfilling sonewhere
bet ween one third and two thirds of the conditions, on the other hand, night
wel | justify full investnent.

Assuming that the country does neet the criteria for assistance, we can turn
to the second use for the list of questions: to identify what kinds of
activities donor support m ght best stimulate. The best areas for investnent
are ones that donors and counterparts rate as inportant, but in which the
country has low “scores.” Countries scoring in the mddle my well justify a
general and generous |evel of assistance in support of education reform For
exanpl e, the main or only area of work m ght be education reform support as
opposed to curriculumreform



A country fulfilling all but, say, one sixth of the conditions is already so
well on its way that general assistance may be unjustified, but very specific
ki nds of assistance may be productive. Again, the list can identify areas of
particul ar weakness and i nmportance, where targeted investnent could nake a
big difference.

We insert two point here, about practical applications as opposed to

phi | osophi cal understandi ng of a reform approach such as ERS. It should be
obvious that to apply this list properly, assessors need conmpn sense,

wi sdom and experience. Mreover, such lists should never be thought of as
substitutes for human know edge, nor for an understandi ng of the country’s
ref orm phil osophy. In particular, we assune that those who are using this
list, and who are therefore assessing a country for project design
activities, have read nost of the other volumes in this series. However, we
bel i eve that people absorb the phil osophy of an approach by induction rather
than by deduction. Perusing and then using checklists does lead to an

i nducti on- based under st andi ng of the whol e approach. |In any case, however, a
phi | osophi cal understandi ng without practical application is not nuch use.

While this overall assessnent of the political econony is inportant in the
design stage, to determ ne how ready a particular country nmay be to absorb a
large investment in the area of education reform once inplenentation starts,
it is inportant to redo the assessnent, and to pay just as much attention to
the overall political-econonm c assessnent as to the substantive issues.

Finally, we note that the assessnment questions suggested in Annex A are neant
to illumnate the overall nature of the political-econom c environnent. There
are nore specific aspects of the environment that are particularly inmportant
if the institutional framework for civil-society-based activities is weak.
Wil e we cover such issues in a rather summary formin, for exanple, sections
1 and 7B of the assessnent questions we propose in Annex A, Wl nond, in his
ERS suppl enentary paper on stakehol der participation in education reform
(Strategies for Stakehol der Participation), covers themin rmuch nore detail
We reproduce his assessment questions as Annex B

Section 3 -- Studying the Reform Issues

After assessors have determ ned the political-economc environnment of reform
in the country, the readi ness of civil society and the state to engage in
policy dial ogue, and readi ness to use information in that process, they can
begin to l ook for specific points of action on which donors, in conjunction
with local counterparts, can focus as productive areas of work. In this
context, it is inmportant to | ook at bl ockages to reform Thus, in this
section we | ook at substantive reformissues, at process problens that night
result in bl ockages, and at the interactions between the two.

3.1 Substantive Reformlssues -- A conprehensive list of substantive issues
i s beyond our scope and, in any case, can be obtained from nost existing
educational sector assess-ments. Alnpst all countries in Africa have had
sectoral assessnents done recently by one donor or another (more than 300 in
t he past decade by one count, for the continent as a whole hardly a dearth of
information). It is unnecessary to redo these in nbst cases. However, people
who wi sh to becone imersed in reformsupport nmust first grasp the issues.
They must read existing assessnents, and carry out interviews that are like
sector assessments in conjunction with the overall political-economc
assessment, for exanmple. It is not enough sinply to be fanmiliar with the

i ssues. Instead, practitioners sonehow have to really own them and
internalize them which requires both discussion and tine.



For this docunent, it would not do to pick a particular country as an

illustration, so we need a nore or less global l[ist of issues and probl enms
that are typical in African countries, and indeed nost devel oping countri es.
Such a global list can cone fromone of the nore conprehensive appraisals of

African or devel opi ng country education, such as World Bank 1988), Wrld
Bank (1995b), or Heneveld and Craig (1996). The npbst inportant point is that
the Iist should be country-specific. Thus, here we list only a few issues
for illustration; of course, not all of these are appropriate for al
countries. W focus particularly on the finance and management issues,

sel ecting the conplex and contentious ones. W realize this selection gives
the inpression that all aspects of education reformare contentious, but we
choose to assunme they are nore contentious rather than less so. In the

suppl enent al docunent devel oped for this series titled Policy Issues in
Education Reformin Africa, nost of these itenms are discussed fully. The
standard references cited above can generate di scussion, as can Lockheed et
al . (1991), Psacharopoul os (1990), Psacharopoul os and Wodhal |l (1985), etc.
Policy Issues in Education Reformin Africa contains an extensive review of
such issues, and extensive bibliographies on them (Note that Volune 3, A
Framework for Making It Happen, Section 3, discusses these issues in some
detail as well, but in the context of actually nitiating operations in a
country, not creating an initial design.) A nere listing—all we can do in
this particul ar piece—ef the issues is included in Box 2.

3.2 Process Issues in Reform-- Mst of the issues usually needing reformin
many countries can be found in Box 2, and are fairly well known. Wat is |ess
conmonl y di scussed i s why such needed reforns do not happen. This is our next
step. Change on substantive issues is often bl ocked by process issues. W
have identified several process bl ockages:

(1) lack of technical and anal ytical design capacity,

(2) budgetary limts,

(3) legal and regulatory limts and problens,

(4) pressure group power, and

(5) realistic fear of nanagement conplexity due to | ack of capacity
to manage the reform process and the resulting system

Box 2. Typical Policy Reform lssues
Fi nance
e Securing budgets, prioritizing education in genera
e Diversifying sources of funding:
— Tax base (e.g., local taxes)
— User fees
— Private education
e Reorienting spending:
- Level -based targeting (tertiary vs. basic) based on
external efficiency outcones and equity
- I ncone-based targeting based on equity outcones
— Design and inplenmentation of |oan and grant
Schenes
Spendi ng on quality-enhancing inputs
- Increases in maintenance spending
Fundi ng of third-party providers (nongovernmenta
organi zations [ NGOs], etc.)
— Exploration of nore efficient intergovernmental
transfers in fiscally decentralized systens
Gover nance and nmanagement
« Decentralizing appropriately:



— Deci sion naki ng based on i nformati on needs/costs,
econom es of scale, need for hompbgeneity/ hetero-geneity,
etc.

* Increasing accountability:
— Revitalized exanination systens for quality contro
rather than (as well as) filtering
— Publication of information on results
— Appropriate nmechanisnms for tying rewards to results
— Use of ideas regarding fundanmental quality |eve

e Organi zing and empowering PTAs, school councils,
etc.

e Tying comunity organization to access, quality, and
cost accountability

Teacher relations

e Setting salary levels

« Establishing conditions of work and teaching | oad

e Developing an incentive structure

e Determining | ocus of hiring and di sm ssal decisions

e Training teachers, neasuring and increasing actua
productivity, and rewarding

O her input issues

« Establishing construction standards

e Procuring construction

» Establishing policy on procuring and supplying books
and materials

e Decentralizing or centralizing procurenent functions

Language policy

Curricul um policy

Gender and ethnic equity policies

Techni cal anal ytical design capacity refers to the skills needed to do the
hard background analysis to weigh the costs, likely returns, potential to be
i mpl enented, and so forth of proposed reforms. It al so enconpasses the skills
needed to actually design the technical systenms that make reform possible.
(The poor capacity of education ministries in managi ng and tracking
expenditures in francophone West Africa is a good exanple of how the |ack of
techni cal design capacity makes it difficult to inplenent reforns intended to
target resources to inmproving primary education.) The budgetary constraints
that block reformare self-evident.

What is inportant here is to be able to distinguish instances when a | ack of
resources is truly a constraint to reformfrominstances when ot her process
factors (such as interest group pressure) are actually blocking the reform
Legal and regulatory constraints refer specifically to existing |l ans and
codes that need to be rewitten if a reformis to be inplenmented (e.g.
decoupling the teaching service fromthe civil service, decentrali zing
control of the budget, etc.).

Pressure group power is nost often what is masked as other constraints to
reform Pressure groups can be as diverse as business interests, unions,

uni versity students, and the bureaucracy itself. The point is that the status
quo in the sector exists for a reason, and that reason usually has to do with
how particul ar groups are extracting benefit fromit. Change in the status
quo is directly threatening to the beneficial station those groups have
secured and therefore it will be resisted. The final category of constraints
differs fromthe first. Here the enphasis is on managerial capacity. Even if



the other constraints can be overcone and refornms can be technically

desi gned, budgets secured, |aws changed, and pressure groups co-opted, reform
proponents will still need the capacity to manage both the new system and the
process of change.

These bl ockages usually are interrelated. For exanple, legal limts are often
related to pressure group problenms, since pressure group privilege is usually
gi ven | egal expression. Neverthel ess, the bl ockages are not al ways rel ated,
and in any case anal ysts have to review them separately before they can
design specific strategies.

The following matrix (Table 1) can help identify the specific process issues
in each of the above categories that may be bl ocking the path of reform Each
row corresponds to one of the five process categories |listed above. The
matri x thus serves as a first-cut guide to selecting types of activities.
Note that inside each cell referring to tools, we have already started
mappi ng i ssues onto tools.

Recal | that we are | ooking at process issues and tools specifically, but sone
of the actors in question are inplicit in the contents of each cell

Mor eover, since we have already started conbining the various neasures that
we listed in Section 1, it is possible to intimte where the action points

m ght have to be. Awareness as to where the donor-counterpart coll aboration
can be nost fruitful builds up gradually, like a spiral

Note that nobst of the process issues in Table 1 are stated in either positive
or negative form For exanple, there is either a lack of sonething (e.qg.

l ack of managerial conpetence and vision to inplenent a technical vision, in
the mnistry of education), or too nuch of something (too much pressure from
certain groups). One case that particularly concerns us because it fits both
categories—+s the pressure fromcertain organi zed groups, |isted above as
item4. To explain by exanple: Many African societies have had too nuch
pressure fromtertiary (and someti nmes secondary) student groups, and al so
fromteachers as a body. Parents and children tend to be grossly
nderrepresented in policy fora and di scussions. Some denocratic societies
assune that the normal nechani sns of |egislative representation, nedia
coverage, the work of NGOs and PTAs, etc., will proxy for parental and child
interests. But in enmerging African denocraci es, this whol esal e assunption
is probably unjustified. For example, in some of these countries, since
teachers are frequently the npbst educated elenents in many | ocal es, they tend
to have a disproportionate weight in national assenblies, or even in the
executive branch. Sinmilarly, nost technocrats have benefited fromthe system
of disproportionate allocations to the tertiary sector, and they want their
children to continue to so benefit, particularly as salaries of civi
servants are low. Thus, it is difficult to assunme that governnenta

processes, even as they denocratize, will have the nmeans to objectively weigh
the interests of teachers or university students against the interests of
society in general. Annex C sunmarizes Wl nond' s coverage of this topic in
Strategies for Stakehol der Participation.

Table 1. Process Problens Often Bl ocki ng Reform Design and I npl enentation

[tem Pr obl ens Goal s Tool s

1 Lack of technical and analytical design Improve technical capacity Technical assistancein
capacity to define cost-effective, peda- for analysis, improve net- education planning, policy
gogically sound policy. Disaggregate working with NGOs that are analysis. Networking

by substantive area (curriculum, living laboratories for assistance for ministry of



teacher training, finance, decen-
tralization and management,
management in general, etc.)

innovation.

education (MOE) to tie
into institutions modeling
cost-effective provision.

Budgetary limits: Lack of budgetary
support; unsustainability of education

reformideasif no budget.

Win support from policy
makers with budgetary

authority.

More and enhanced
dissemination of (a) the
value of education, using
social marketing and
policy marketing with
economic ministries; and
(b) more support from
economic ministries based
on aconviction that MoE
now has cost-effective
ideas to deliver. MoE
ideas must bereal, of
course. Technical

assi stance focuses on
policy dialogue and relates
to item 1 above.

Legal and regulatory road- Change the legal environ-

blocks

ment, including specific
laws, decrees, and regula-
tions. Thisgoal tiesto
the one for item 4.

Legal and .Change
technical Assis-
tance, evaluation
of current impact
Of regulations, etc.

Pressure group power
to block implemetation
cost-

effective, and equity-
policies.

Create or assist counter-
Vailing pressure groups.
Coopt, dialogue, neutra-
lize and and compromise
with blocking preasure
groups.

Technical assis-

tancein policy of already known,

diaogue, includ-

ing coalitions of enhancing

NGOs and private
voluntary organi-

zations (PVOs), and
tutional dev-elopment.
Encou-ragement of par-
ticipation and public
discus-sion. Isolation of
blockersin public opinion
and compromise when
possi-ble.(Blockers
objections may be valid
and may be use- ful astrue
information.) Technical
assis-tance for all
(include-ing the opposite-
ion, in many cases) to
bring real analysis and
information to the
dialogue marketplace.

Fear of management Lack
of managerial capacity,
generalized bureaucratic
lethargy, lack of team

spirit.

Develop better motivated,
more efficiently managed
groups for leadership and
implementation of the
reformin the public sector.

Strategic plan-
ning, team buil-
ding, goal clari-
fication, and Ma-
nagement techni-



cal assistance.

I mplementation assistance
of the type used in the
implementing Policy.
Change (IPC) project,
either in policy design or
in execution

3 See Wl nond' s ERS suppl emental volunme Strategies for Stakehol der
Participation for further discussion of this issue.

Section 4

Avai |l abl e Actors

The next inportant thene is stakeholders, both individuals and institutions.
In Box 3, we present a rather extensive (though not exhaustive) list of
actors. W do this for two reasons. First, we want to signal the need to take
this issue very seriously; and second, nost people interested in the
education sector tend to think of education stake-holders too narromy. W
beli eve there are stakehol ders or potential stakeholders who can be nobilized
but who are currently sel dom even approached. In the scope of this paper, we
cannot possibly discuss at |ength why each stakeholder is inportant, but
after the Iist we have expl ai ned why some of these stakehol ders are included.
Qur reasoning is an illustration of how reform proponents can anal yze such

t opi cs when designing reform support activities.

The fact is that nobst education projects, and even education policy projects,
i gnore key opponents and potential allies of reformefforts. For exanple,
staff from grassroots NGO schools, who might be able to prove that their form
of service delivery is nore cost-effective than traditional forms, nay have
unsuspected allies in private econonmic think-tanks and consulting firns (as
suppliers of analytical input). O they could ally with planners and

econom sts in the mnistries of finance and plan. These policy clients could
defend their cause and even steer public nobney in the NGOs' direction
particularly if they are under pressure thenselves to increase cost-

ef fecti veness of service delivery. Many countries have started i nnovative
soci al investment funds, usually controlled by econom sts and financiers from
t he planning and finance areas, that are channeling funds to social sectors
via NGOs on a conpetitive-bid basis. Mst traditional educators have few
connections with these worlds, but they are very nuch worth exploring.3

Anot her exanple is the issue of tertiary student and professor unions, which
frequently are partially responsible for the disproportionate |evels of
fundi ng received by universities in Africa. Mst education reformefforts in
the past have put little effort into either finding

Box 3. Possible Stakeholders in Educati on Reform
Cabi net

e Chief executive
e Oher mnisters

e Intermnisterial commttees, e.g., social sector reform
committee, or decentralization comittee
M nistry of education (nobst inportant decision nakers)

e High-level officials (through, say, deputy director general)
e Md-level, central officials
e Md-level, field, regional, or provincial staff



e Teachers
Unof ficial education sector

* Private/NGJ community schools (NGOs as service providers, as opposed to
policy research and advocacy groups; see bel ow)
— Organi zati ons
— Key noted personalities as | eaders
* Religious schools
— Organi zati ons
— Key noted personalities as |eaders
Economic ministries (funders of education)

« Finance
e Pl anning

* (Hgh- to md-level staff in both)
Production sectors (users of trained |abor)

e State-owned sectors, if any

e Private production sector (certain sectors, such as
banki ng and i nsurance, are nore likely to be stake-hol ders;
ot hers, such as agriculture and mning, are | ess so)
— Organi zed entities (chanber of comerce, etc.)
- Specific “captains of industry,” if any

Cvil society organizations

» Teachers’ union(s)
— Leaders
— I'ndividual teachers

« O her unions

e Church or organi zed religious |eaders

« Winen’ s groups

e Mlitary, particularly if “progressive” (however defined)
or if organized into academ es, think-tanks, etc.

Medi a

+ Editors and owners

* Reporters

e Opinion and editorial witers

» Tal k-show hosts

Policy research or advocacy NGOs, think-tanks (private,

sem -official, and academ c)

* Educators

e Economists in social and political sciences
Consulting firms

* Educators
» Economists in social and political sciences

e Managers
Legi sl ature (often ex-teachers)

e Education comm ssion
e Technical service staff supporting |egislature
Uni versities
e Rectors
— Councils of rectors
e Key individual rectors
e Student unions
— Leaders as group representatives
— Key student |eaders as individuals
* Professors’ unions
— Leaders as group representatives



— Key academi c | eaders as individuals
Conmunity interests

e PTAs
e Councils of local |eaders
e Mnistry of decentralization, interior, or hone affairs

creative conmpronises with these groups, or |aunching publicity and

debate efforts to isolate themin public opinion, or both. Mst
traditional educators, in fact, do not really know where to begin such
debates, and do not | ook systematically for allies or opponents outside

t he i medi ate sphere of the public education sector

Because it is inportant to consider a broad rather than a narrow list, we
have nade our list very broad i ndeed. W enphasize that it should be

a disaggregated list as well. That is, too often the tendency is to think
of particular institutions in nonolithic terns, thereby limting the
ability to identify differing points of view or loyalties within a single
institution. For this reason, we subdivide institutions such as the
education mnistry into several constituent elenents.

Section 5
Avai | abl e Tool s and Approaches

By “tools” we do not nean only nechanical tools such as managenent

i nformati on systenms and rel ated techni ques, or presentational techniques for
policy advocacy, etc. W also nmean approaches to strategic planning for
public policy NGOs, training in devel oping a phil osophy of information
management for public accountability, etc. Volunme 4, Tools and Techni ques,

di scusses this subject in great detail. Thus, here we sinply sumari ze,

wi t hout any di scussion, the kinds of technical activities and tools reforners
shoul d consider. Box 4 is a fairly conplete list that selectively enphasizes
tools and skills not considered in the usual donor mix

Al'l of these techniques and tools nmay need to be made available to
counterparts after project startup. Project designers sinply need to be aware
that these are inportant, and that they can indeed be nmde avail abl e. The ERS
Course Description, which is a part of this series, discusses and references
many of these skills.

Box 4. Tools and Techni ques for Education Reform Support
e Data and information
— EM S for accountability and dial ogue
— Survey research and census needs assessnent,
for analysis and public discussion
e Anal ytical approaches
— Internal efficiency analysis
— External efficiency analysis
Budgeti ng and financial analysis
Anal ysi s of financial transfers and school funding
Si mul ation, projection, and planning nodel s
— Anal ysis of salary scales and cost inplications
— Analysis of governance options
e Communi cati ons
Pol i cy di al ogue
Pol i cy marketing
Soci al narketing
— Advocacy



— Negotiation and nedi ation
— Publ i ¢ conmuni cati on canpai gns
— Political -economnic discourse
* Institutional devel opment for analysis,
conmuni cati ons, and advocacy
— Networ ki ng and coalition building
— Funding of public interest or advocacy groups
— Strategic planning for public sector and NGOs in
policy devel opnment and policy advocacy
— Environnmental nappi ng/ scanni ng
— Organi zational capacity building
— Technol ogy transfer

Section 6
Conbi ni ng | ssues, Actors, and Tools

As noted above, an Education Reform Support “project” can be thought of as
all the activities coordinated by various people andinstitutions. Assenbling
a project in Education Reform Support therefore means (1) dedicating tools
and resources in order to (2) to deal with process issues that (3) are

bl ocki ng the reformor resolution of substantive issues, thereby (4) hel ping
| ocal actors to arrive at a participatory and i nplenmentabl e definition of
reform sol utions. W focus on some of the nmpbst inmportant conbinations of

t hese.

6.1 Substantive |ssues and Process |ssues

The rel ati onshi ps between substantive issues and process issues are
quite inportant. Not all substantive refornms face the sane process

bl ockages; and some are bl ocked on many fronts, while others are

bl ocked in only one or two. Table 2 is an exanple of how to anal yze

t hese i ssues—a conplete |list would be too big and too context-specific.
Thi s exercise needs to be done for each country. W have chosen, as
generic exanples, sone difficult but often necessary reforms and have
anal yzed them across the five categories of process issues discussed in
Section 3.2 above.

We enphasi ze that the inmportant points about the following matrix are

not the details of what is provided in the text, but instead the
intellection—er the process of filling out the matrix for designing

ref orm support projects in a particular country. That is, it is not the
content of the cells that matters, but the process the designers go

through in filling up the cells. Sone extrenely experienced designers

go through this process intuitively, and that is fine. For others, alittle
formali sm can be of help.

This set of exanples should be enough to illustrate why such an anal ysis can
be useful: It can focus action onto the npbst inmportant process problens, and
can suggest where activities would be worth-while, assuming a given
substanti ve i ssue has been deened of very high priority. O it can help
choose i ssues whose resol ution requires



[Tabl e 2. Rel ati onshi ps Between Substantive Reform |ssues and Process |ssues

Technical and Social

budget securing

Rel ati onshi p

Process issues

Securing of

design (cost-effective and of new sources of Legal and regulatory Pressure group
Substantive issues pedagogically appropriate) funding technical roadblocks opposition Management Capacity
Reform teacher salary Medium: requires human None: unlessitis May be high: requires May be high: will require Medium to high:
Scale to reward per- resources and public finance tied to a general labor law expertise. much dialogue and depending on design
formance. De-link expertise. Activity may in- salary increase as May require TA in marketing may have and concomitant
salary scale from paper clude technical assistance away to overcome  legal areasto MoE leadership may have reforms, could be
certification and (TA) in these aareas to min- union resistance. or civil service to be distinguished quite easy or impossibly
seniority istry of education (MoE), or Commission from teacchers. hard. Would require TA
private sector think-tank. in improved management of
personnél, teacher supervision
systems, school principals.
Increase user fees at Medium: requires some None. Low to high, depending on High, but can be done with Medium. Requires data

university; moveto sys-
tem of grants, bursaries
and full fees based on
objective indicators.

experience in targeting sub-
sidies, requires data for sim-
ulation of effects. Loans:
much more difficult. TA
specific to design of loan and
bursary systems. Work with
MOoE or higher education
council.

whether budget shifts affect
personnel, personnel contrac-
tual issues, and budget
flexibility.

with sufficient discussion
and public awareness. Activity
includes TA and collaboration

management on students,
tracking. Loan system
would be much more difficult:

in dialogue. Work with ministry qualifying, tracking, collection

of finance (MoF), MoE,

ministry of planning (MinPlan),

think- tanks.

Empower communities

to hire and dismiss

teachers, or to have more
say in these actions. Possibly
have the communities set
wages, above a certain
minimum.

Medium: requiresknowledge  None.
of human resource

management, good compro-

mises between centralism

and decentralization, to

prevent abuses.

High: may require redesign
of civil service law asit
appliesto teachers.

High from union leadership.
Medium from rank- and- file
if the dialogue processis

well managed. Work with
unions, parent and community
groups, MoE.

Medium. Requires sophisticated
record- keeping and grievance
procedures, and TA to
community- organizing NGOs
or MoE.

a Gradations represent the degree of blockage the process issue poses for the substantive issue. (continued on next page)




Tabl e 2. Rel ati onshi ps Between Substantive Reform |ssues and Process |ssues
Rel ati onshi p

Process issues

Securing of
Technical and Social
design (cost-effective and
edagogicall ropriate
Medium to high (depending
on whether and how the

budget securing

of new sources of
fundin

Medium to high: if

Schools Attract

Legal and regulatory
technical roadblocks
Medium: may require
some changesin laws.

Pressure group

opposition Management Capacit

High self- interested opposition Medi um t o hi gh. Requires
if tied to hiring and firing good and up-to-date data-

Substantive issues
Allow private or autonomous
schoolsto receivea

government capitation subsidy, subsidies are targeted). more attendees, decisi ons. deol ogi cal bases. Depends on tar-
perhaps on atargeted basis, Work with MoE, MoF. may be high. Well- opposition may occur geting mechani sms used.
with or without private fees. targeted subsidies due to m sunderstand-
could mean mod- ings regarding the
erate impact. role of private and
public sectors. Self-
interested bureau-
cratic opposition
may al so occur. Policy
di al ogue is highly
necessary. Wrk with
provi si on and advocacy
NGCs, think- tanks,
and MoF, M nPl an.
Al'l ow conmuni ty High: requires capacity to Medium to high: Medium to high: may Medium from bureaucracy High initialy in center, high
Schools selectively, base design and gather new taxes, opposition will require changes in tax and/or union leadership. permanently in communities.

And intergovernmental or intergovernmental haveto let go of law. Much training required.
Transfers. Transfers that are both budget.
Efficient and just. Work

With MoE MoF.
Enforce quality through High: requires designing and Medium to high: Low Low: few groups would High: requires managerial
Client information using implementing better assess- requires conside- be offended. Some ideolo- capacity to implement and
Assessment results and ments based on census. Rable budget for a gical opposition. More to train communicties in using.
Fundamental quality
Levels (FQLS).
Empower communities Medium: requiresknowledge  None. High: may require redesign High from union leadership. Medium. Requires sophisticated

to hire and dismiss

teachers, or to have more
say in these actions. Possibly
have the communities set
wages, above a certain
minimum.

of human resource
management, good compro-
mises between centralism
and decentralization, to
prevent abuses.

of civil servicelaw asit

appliesto teachers.

Medium from rank- and- file
if the dialogue processis

well managed. Work with
unions, parent and community
groups, MoE.

record- keeping and grievance
procedures, and TA to
community- organizing NGOs
or MoE.

a Gradations represent the degree of blockage the process issue poses for the substantive issue. (continued on next page)



4 Yet we warn about projects being supply-driven. The fact is that a project
manager may have plenty of |egal technical assistance at hand, but |ega
reformmy not be the best place to initiate reform support.

the abilities already at hand.4 Thus, if project managers want to engage in
policy reform support and have plenty of |egal technical assistance
avai | abl e, but none in managi ng human resources for education, then

obvi ously they should not tackle reforns that require intensive use of human
resource managenent abilities (e.g., reformng the teacher salary scale).
This argunent nay seemto bel abor the obvious. It is not

unusual , however, to find donor agency field technicians paying attention
only to the first “process issue” colum. They inappropriately assune, for
exanpl e, that if econom sts are sonewhat |ike accountants,

princi pal s know about system managenent, and a contracting officer knows
somet hing about law, all of themtogether can redesign the teachers’ salary
scal e. Such generalizations |ead to the application of

i nappropriate skills to problens, and botched jobs.

6.2 Actors, Issues, and Rel ationshi ps Between Actors: A Political Mp

The systenatic depiction of the relation of actors to other actors in the
context of both substantive and process issues can be called a “politica
map.” Various levels of conplexity of political mapping have been proposed.
(See Reich 1994 and Crosby 1992a for practical, yet nore detail ed

met hodol ogi cal descriptions than are possible here.) For our purposes, a
fairly sinple tabular version will suffice. In any case, political mapping is
nore of an art than a science, and it should not be over-fornmalized. Many

hi ghl y experienced practitioners often have these maps inmplicitly in their
heads, and they sinply adapt them for each situation. However, even the nost
experienced may find it useful to have sone kind of systematic checklist,
particularly when going into (to then) a new type of country, whose stock
sets of actors and positions they may not know. Mst actors in certain

rel atively honobgeneous cultural mlieus (e.g., Central America, English-
speaki ng Sout h-eastern Africa, French-speaking Wst Africa, etc.) behave in
somewhat predictable ways, or at |east tend to have the sane sorts of
preoccupations, institutional relationships, and institutional traditions
(e.g., a certain style of teacher unionism. But that very predictability can
blind technical assistants to nuances, and can be particularly dangerous when
they unwittingly step farther away fromthe region with which they are

fam liar. Thus, political maps that are intuitive and “in one’'s head”

may not al ways be reliable.

The kind of analysis suggested here is vital for project designers pre-paring
to devel op a reform support infrastructure as proposed in Volume 3, A
Framework for Making It Happen. We note in Volunme 3 that essential to the
success of reformefforts (particularly in inplenentation- intensive sectors
such as education, if not in macroeconomic reforns) is the devel opnent of a
set of interlinked institutional and personal actors, or the reform support
infrastructure and a core group. Because these groups are interlinked and
mut ual |y dependent, given their technical and issue specialization, it is
important to nap themin relation to each other, and in relation to the
opponents of reform Again, this mapping is a part of the design process
that will be invaluable in execution.

Table 3 below illustrates how reform proponents night begin to
develop a sinple political map. We use this illustrative approach
because there really is no generic way to list these issues.



The first columm lists a selection of key actors (refer to Section 4
above). For a specific case or country, this list will include some

i ndi vi dual s, and al so some organi zati ons or groups of individuals. As

we stated in Section 4, for the npbst inmportant organizations, it is often
wi se to disaggregate into the rel evant bureaus. Thus, within the

m nistry of education, for exanple, one may distinguish between the

pl anni ng bureau, the Institut National Pedagogi que, etc. Wthin the

m nistry of planning, one may distinguish between the upper echel ons

and the departnent that deals with education. The views of the upper
echelons of the planning ministry will often be very different from
those of the md-level |eadership of the education departnment of the
same mnistry. The upper echelons will be nore concerned with trying

to inplement, say, austerity directives, whereas the mddle levels wll
tend to be nore synpathetic to their colleagues in the mnistry of
education. Note that it would be inpractical to include in the politica
map all of the groups listed in the maximal |ist in Box 3 above. Thus,
selecting whomto list inplies that sone are consi dered nore inportant
than others. But at this stage, inportance may energe out of the
exerci se of casting the net wide. The reform | eaders therefore should
include all actors who tend to be inmportant in well-run education
systens, even if in the particular case they do not appear to be

i mportant. And the list should contain actors that are inmportant de
facto, even if they should not be inportant, either de jure according to
the country itself, or according to a preconceived notion of what actors
shoul d be inportant.

The second columm lists which issues are inportant to the actors, and
what their position on each issue is. Thus, for each actor in colum

one, several issues may be listed in colum two. The issues to be

sel ected, again, should be those that appear inportant to the country,
based on a perusal of sectoral assessnments, and lists such as that in Box
2. The issues should correspond fairly closely to those identified when
Table 2 was created. Wth regard to the actors’ positions on the issues,
one should make the foll owi ng careful distinctions. First, the designers
shoul d identify issues on which the group has fornmal, well-articul ated
positions, based on sound logic and enpirical evidence. Second, issues

Table 3. A Sinmple (Hypothetical) Political Mp
Actor Issues Relation to other actors |Influence base

Bankers’ Association Banks are one of the npst intense users of

trained labor in the country. Association is not aware of education quality
i ssues. Domestic banks face stiff conpetition from

overseas banks. Association nenbers have fornmal rela-

tionship with Mnistry of Finance as nenbers of comittees on banki ng and
nonet ary policy. No personal |inks otherw se.

pinions are highly respected within private sector and financial public
sector. Can indirectly influence nonetary, public

finance, and macroecononic policy. Export- diversification

| obby Exporters are another intense user of trained | abor. Lobby is aware of
education issues, but has no articul ated position

Not networked with other private sector or public sector organizations.
Supported by donors, personal relations with Mnistry of Finance. Little
i nfl uence otherw se, outside its own area. “Save Qur Country”

Foundati on—an econom cs and public

admi ni stration think- tank



No known position/ experience in education
Wel |- articulated position and research
capacity on other social issues. Able to
access, use, and dissem nate information.
Head is cousin of Mnistry of Education
Technici ans frequently act as consultants
to Mnistry of Finance. |Ideological/ technical. H ghly respected by
t he public sector technocracy and donors.
Hel d in suspicion by teachers’ union. No
real power base in grassroots or nass
novenent s.

M ni ster of Finance Concerned with costs of education sector.

M ni ster fancies herself an expert on education managerment. Has good but not
wel | - researched ideas for cost- effectiveness. None to education actors.
Casual friendship (menbership in same country club, etc.) with “Save Qur
Country” Foundation head. Formal control over public budget as vested in her
of fice. A respected technocrat and innovative thinker throughout public and
private sector. Mnistry of Education—M ni ster Unconcerned. Little persona
magneti sm not known for innovativeness. No strong ideas, but very conpetent
general manager. Cousin to “Save Qur Country” Foundation head. Anendable to
personal and intellectual influence. Obvious, customary relations to overal
education sector. That vested in his office. Little personal influence
otherwi se. Mnistry of Educati on—Head of Planning Unit Young career
technocrat. Concerned with alnost all relevant issues. |naginative and open
to i deas. Know edgeabl e about research base. Not a good nmnager. Little
capacity for dissem nati on and conmuni cati on. Not networked. Same genera
orientation as md-level thinkers in “Save Qur Country” Foundation. Went to
same econom cs graduate program as key assistant of Mnister of Finance.

None what soever, other than that derived from personal friendships and donor
backi ng. Planning unit seen as largely irrelevant froma true power (noney,
mass novenent, personal relations to the powerful) point of view

Local representative of Continental Miltil ateral Devel opment Bank

Bur eaucratic concern about |ack of execution of EMS project. Little overal
under st andi ng of the issues otherwi se. Wnt to sane English university as

M ni ster of Finance; overlapped briefly there. Holds control over
consi der abl e anbunt of noney across all sectors, including export

di versification program

Actor |ssues Relation to other actors |nfluence base

Nati onal PTA Concerned over accountability of schools to parents; ranks
quality over access. Has wellarticul ated positions, but no clear research
base. Positions would not hold up to true technical scrutiny. Has few
relations with fornal or “shadow’ technocracy or any of the other actors
listed here. Can nmobilize sone nass opinion, but weak ot herw se. Teachers’
uni on | eadership Concerned with bread-and-butter issues. Sound research base
on those issues. Opinions on other issues are counter to what is known about
ef fici ency and good nmanagenment. Opposed to performance-rel ated pay. Has

sabot aged i npl enentation of EMS because of its ability to uncover corruption
in allocation of teacher training opportunities. Nornmal relations with

M ni stry of Educati on.

Very powerful capacity to nobilize teachers. Alliance with university student
uni on | eadership. Large capacity for nmmss nobilization, violence, urban

di sturbances. Allied with opposition party. Fast Conputer Systens—a private-
sector consulting and systens firm No know edge or interest in education
per se. Experience and ability in devel oping information systems for the
public sector. Omer is cousin to key technician in “Save Qur Nation”



Foundati on. Several technicians are related to menbers of Education
Commi ssi on.

None

“Care for the Children”—

an international PVO

with strong domestic

presence

Concerned with access and quality. Excel-

lent, articulate position. Experienced in cost-
ef fective, community- oriented delivery. No
docunent ati on or research base. No capac-

ity for dissenination.

Strong personal and institutional links to
Head of Planning Unit at Mnistry of Edu-
cation.

Little or none, except for significant noral
credibility based on ability to deliver quality
for price.

Educati on Commi ssi on

in National Assenbly

Most assenbly nmenmbers are ex- teachers

but now have a broader responsibility to

el ectorate. Technicians in Education Com

m ssion are frustrated because there are no
conparative data on districts with which to
satisfy deputies’ requests for information (on
whi ch they base pork- barrel politics). Sone
menbers are relatively enlightened and

wi sh to portray thensel ves as concerned

wi th “good governance.” Lack of information.
No research base on positions.

Has good relations with teachers’ union,

but differs on some opinions now that

they are in different roles.

El ectoral base. Has capacity to steer

budget and resources to its districts.

shoul d be noted on which the actor has a well-articulated and forma

position, but w thout enpirical evidence or strong logic. The third

types of issues to be distinguished are those for which the actor should

or mght have positions if the actor was better informed and knew how

to articulate them In sunmary, analysts need to figure out what the
position is, and what the support base is, in terns of infornation, analysis,
and rhetorical and comunicative ability. A third colum can record each
actor’s relation, or potential relation, to a few other inportant actors
regarding a particular issue. For exanple, which other actors offer
institutional or personal support? It is vital to include personal

political, bureaucratic, and ethnic relations, etc., but it is also inmportant
to concentrate only on key relations and to di sregard noi se.

Finally, a fourth colum can list each actor’s source of influence, both

in civil society and in the state. Sources of influence may include:

_ personal power and magnetism (e.g., a |leading education intellec-tual

respected for wi sdom honesty and out spokenness); _ the power of the office
(e.g., a minister who otherwi se has no power or influence base, as opposed to
one who has an independent base within the party); _ ideological or

i nformati onal power (e.g., an NGO or other group with access to data and



capacity for intellectual dissem nation, and with the respect of donors and
the enlightened technocracy); _ mass power (e.g., the teachers’ union); or
_ nominal and potential mass grassroots power (e.g., a parent-teacher

associ ation).

Much of the information that goes into a political map (such as the one
illustrated in Table 3) cones out casually in conversations rather than
bei ng systematically assessed, which is difficult to do. For this reason
in Volune 3, A Franework for Making It Happen, we have stated that
anyone who | aunches an activity in Education Reform Support should
prepare to constantly adjust strategy. Simlarly, any real map of this
ki nd needs to be much nore conplete and inclusive than we have

space for. These maps only really come alive in practice, and when
actual nanes, issues, and personalities are involved.

Note that the actors need not be listed in any particular order initially.
As their inportance, or lack thereof, to the overall process becones
nore apparent, however—and sinply for ease of expositi on—+the nore

i mportant ones should be moved up in the matrix.

As this mappi ng process unfolds, potential project activities energe.

For exanpl e, suppose a reviewer perusing columm one discovers that

two i nmportant actors feel or mght feel simlarly about a certain issue,
if they knew each other better, and if they had access to the sane

i nformati on. Then suppose a third actor is found that has the ability to
bring the information to the fore, and has credibility with both of the
ot hers, but has no power base of his own. The inplicit networking
suggestion i s obvious.

As a further exanple, take the issue of EMS as suggested by the hypo-
thetical nap. The teachers’ union opposes it and has secretly sabotaged
its inplenmentation, since the purpose is to increase the efficiency of,
among ot her things, the allocation of teachers to remunerative training
courses (because the training courses pay a lucrative per dien). The
representative of the Continental Multilateral Devel opnent Bank is
frustrated by the lack of inplenentation of the EMS, since non-di sbursenent
is bad for his career, but otherwise he really has little

i deol ogi cal or technical interest, competence, or ability to nobilize
opi nion. Key menbers of the Educati on Comni ssion of the

Parliament, as well as the Head of the Planning Unit, are frustrated by
the lack of planning data, in the forner case for relatively undesirable
pork-barrel reasons, in the latter case for comendabl e “good

gover nance” reasons—but their interests coincide. The M nister of

Fi nance and the head and technicians of the “Save Qur Country”
Foundati on do not particularly know or care about the EM S, but they

do know, in general, about the inmportance of good data for

managenent in the public sector. The Mnister of Education, who does
not much care one way or the other, is under pressure fromthe
teachers’ union to block the EM S—such pressure that he is not even
willing to hold a national senminar to kick off the EMS project.

The “Save Qur Country” Foundation could becone the key node in a
mni-project to nmobilize attention to the need to finally develop the
EMS. This strategy would neutralize the union’s | eadership in terns

of sem -public technocratic opinion, and increase public and private
conmitment to the issue. For exanple, an initial sem nar could invite
all the key actors, so that those whose interests coincide can begin to
realize that these interests do coincide, can begin to identify those
groups that oppose them and can start to network. Sem nar

partici pants could pursue foll owup semnars, articles in the teachers’
magazi ne, action in the national assenmbly, etc., to keep up the pressure.



Note that private, personal interests, whether political (menbers of the
Educati on Commi ssion), comercial (Fast Conputer Systens and

ot her potential suppliers), or bureaucratic (resident representative of
Continental Miltilateral Devel opment Bank), often rmust be tapped and

nust be made to coincide with public interests (“Save Qur Nation”
Foundati on, Head of Planning Unit). If these interests are not nerged,
little will happen, because the key decision makers (e.g., the Mnister)
either are indifferent or are under the sway of interests contrary to the
EM S (the | eaders of the teachers’ union). Another exanple would be the
sonewhat rel ated i ssues of budgetary support for the Mnistry of Education
and the inplantation in the Mnistry of nore inaginative, nodernized delivery
systenms. In this exanple, the Mnister |acks the technical and visionary
capacity to be a good advocate for his Mnistry, and in any case is under the
i nfl uence of his own bureaucracy and the teachers’ union. Neither of these
two parties is particularly interested in giving conmunities and parents
nore say over how schools nmight run, for exanple. Nor is either one
interested in redesigning the salary scale to increase the sensitivity of
salary increases to actual teacher performance as determ ned by

conmunity review. The Finance Mnistry therefore sees the Mnistry

of Education, as currently run, as a “black hole” of consunption and

i nefficiency, and starves it of funds. Meanwhile, key elenents in the
private sector are vaguely aware of the threat that an uneducated | abor
force poses to the survival of the sector. In this situation, an alliance
coul d devel op between “Care for the Children” (with its experience

and grassroots legitinmacy) and the “Save Qur Nation” Foundation

with its access to the private sector and the Mnistry of Finance. The
allies could devise a set of activities to influence and explain to the

hi gh-1 evel private sector, and to the Mnistry of Finance itself, the

i mportance of the Mnistry of Finance pressuring the Mnistry of

Educati on to noderni ze. The pressure could consist of a prom se for

better budgets in exchange for serious progress toward nodernization
nmeani ng the inplantation of delivery systems such as those “Care for

the Chil dren” has been experimenting with. “Save Qur Nation”

Foundati on econoni sts, who by now have forned an alliance with

“Care for the Children” (which in turn has the backing of the PTA and

a few key parlianentarians), would hel p docunent the need for

noderni zation with a research base, and woul d hel p convi nce

economi sts at the Mnistry of Finance to negotiate adoption of this kind
of nodel by the Mnistry of Education

Qoviously, activities such as these are far nore detailed than i s needed
during the project design stage. But sensitivity to these sorts of issues
is important in the design stage, because the design stage must provide

a few starting points for the project, and nust choose the appropriate
skills that need to be brought to bear

6.3 Combi ni ng Actors and Tool s

The admittedly sketchy di scussion of each cell in Tables 1 through 3
above already hints at the actors to be involved and the tools to be
used. We finish this discussion of howto structure activities by

mat ching actors to types of technical or institutional devel opnent
activities. Once again, we note that a “project” like this needs to do
nore than support disparate activities. It nost likely needs to include
sone single institution, staffed by a | ong-termtechnical advisor or
host -country personnel, whose function it is to broker and coordi nate
all these actions, by supporting the core group and the reform support
infrastructure. The whol e point of ERS activities is to support |oca
institutions, bring together a core group, and assist the core group in



forging a reformsupport infrastructure. Moreover, the components of

a reform support infrastructure typically are nutually dependent based
on their respective technical strengths and weaknesses. Hence, it is

i mportant for reform proponents assisting the reform support
infrastructure to analyze, even during project design, the technica
strengt hs and weaknesses of the actors who will eventually formthe

i nfrastructure

A mat ching of tools (technical approaches, institutional devel oprment
assistance) to actors yields the natrix in Table 4. Again, we do not fill
out the matrix exhaustively, but do give enough details to enable

readers to understand the utility of filling out such a matrix in thinking
about a country.

Not e that the networking of actors (view the last colum) is a kind of

spi nal colum of reformsupport: It is the one columm that has an entry
in every row, and it is the one columm that inplies relationships anong
the rows. As we have stated el sewhere in this volunme and even nore

so in Volume 3, providing a |locus, and providing some financial and
institutional support to this kind of networking, at |east during the
reformnotivation and definition process, is one of the essential ways

a donor can assist. That is, the last colum refers to the need to form or
abet both a reform support infrastructure and a core group that

animates that infrastructure. The technical activities in the first three
colums also stemfromthe [ ast colum. The columm on “institutiona
capacity” stens fromthe networking spinal colum, but also supports

it, because without proper internal devel opment, nost institutions find
it difficult to be part of an effective network or reformsupport infra-
structure.

One last inportant point is that the issues of institutional capacity and
networking i mply not just working institution by institution, but also
wor ki ng on inproving the overall institutional environment so that
net wor ki ng can take place. This is a highly conpl ex issue which

Wel nond, in his ERS suppl enentary docunent, covers in nuch nore

detail than we have roomfor here. In particular, he offers detailed
suggestions for how donors can work on devel opi ng institutiona

capacity and on networking (the last two colums of Table 4). For
exanpl e, the assessments done in the initial stages of devel oping an
ERS strategy for a country nmay determ ne that institutional issues are
t he biggest problem or a donor nmay choose to focus on institutiona
issues. In either case, it may be wise to use the framework proposed by
Wl nond in preference to the one proposed here, or to use the one
proposed here to suppl enent the one proposed by Wel nond. To give

an idea of the sets and types of institutional interventions Wl nond
suggests, we list them (Box 5), while noting that he goes through a
detail ed process for determ ning which are the nost appropriate actions
gi ven each set of circunstances. (Mst of the assessment processes he
suggests already have been alluded to above, and closely mirror nmany

of the assessnment ideas we present, as well as the institutional steps
and interventions discussed in Volune 3, A Franework for Making it
Happen.)

Box 5. Some Possible Interventions in Institutional Devel oprment

Situation 1: There is little institutional base, and many
probl ems are in the way

_ Enabl i ng-environnent assi stance



— Hel p local associations revanp |ocal constitutions and
regul ati ons through | ocal NGO interventions

— Hel p local associations devel op conflict-resolution
mechani sns

— Make avail abl e to governnent and nongover nnent

actors the results of policy analysis through non-threatening
wor kshops, but enphasi ze the probl ens

certain constraints pose to the sector's devel opnent

_ Devel oprrent of political culture

— Support local groups in taking on local initiatives with
payof fs

— Support NGOs engaged in political mobilization of
conmunities

— Support increased decentralization of the sector to
give notivation for local political participation

— Consider mnimum or fundanmental quality |evel (FQ)
projects (see Strategies for Stakehol der Participation
on Beni n)

— Encourage governnment to distribute nore informtion
about education reformefforts

— Create fora where information about education and
potential group activity is discussed

— I ntroduce di scussion of education issues into fora on
ot her issues

_ Organi zational capacity

— Establish basic NGO or association capacity-building
in targeted areas

— Use local NGOs to support target organizations

(Conti nued)

Situation 2: There is little institutional base, but nuch
Pot ent i al

_ Enabl i ng-environnent assi stance

— Sponsor governnent and stakehol der analysis bar-riers
posed by the | egal franmework

— Devel op a "comon project” between gover nnment

and st akehol ders to address probl ens

— Hel p local associations revanp |ocal constitutions and
regul ati ons through | ocal NGO interventions

— Hel p I ocal associations devel op conflict-resolution
mechani sns

— Provide technical assistance in how to advocate and
devel op a better |egal framework

_ Devel oprent of political culture devel opnent

— Sponsor encounters between stakehol ders and gov-er nnent
on decentralization process

— Sponsor wor kshops for stakehol ders to | earn about

what decentralization is, what is at stake, howto no-bilize
to provide input into the decentralization pro-cess,

and how to manage the decentralized system

— Hol d workshops in which broad stakehol der groups

can be attracted to the education sector

— Sponsor third-country visits to countries where ERS

is already taking place

— Sponsor fora where stakehol ders can di scuss educa-tion
reform nore broadly than previously

— Conduct workshops on | eadershi p and conmuni -cati on
skills



— Fund public information canpai gns run by stake-hol der
groups (or contracted out by stakeholders to
speci al i zed NGOs or private sector outfits)

_ Organi zational capacity

— Train stakeholders and NGOs in targeted skill areas
— Sel ect recipients based on stakehol der position and
nature of organization

— Continue providing assistance in basic institutional
capacity

Situation 3: There is considerabl e base al ready, but
many exi sting probl ens

_ Enabl i ng-environnent assi stance

— Bring together conpeting stakehol der groups and

share and di scuss results of anal yses

— Propose ways for stakehol ders together to devel op
strategy for dealing with problens via technica

assi stance and trai ning

— I nvolve governnent in settling these problens, by
sharing both substantive and institutional analysis and
know edge of the inportance of clearing up institu-tiona
barriers

— Encourage i nformal working groups, such as core

group

Devel opnent of political culture

Sponsor conferences on very specific issues

Train further in analytical skills

Train further in institutional capacity

— Aggressively target stakehol der groups that are inclu-sive
and attentive to the public interest

_ Organi zational capacity

— Establish basic NGO and associ ati on capacity-build-ing
project(s) in targeted area

— Use local NGOs to provide capacity

— Train recipients in specific skill areas, based on their
exi sting influence and incl usiveness

Situation 4: There is already a good base, and much
potentia

_ Enabl i ng-environnent assi stance

— Popul ari ze anal ysis of environnental issues to those
responsi ble for inmproving the institutional environment

— Offer support in nissing areas

— I ncorporate suggested analysis results into targets
agreed to by host country counterparts

_ Devel oprrent of political culture

— Continue coordinating opposed interest groups in

fora, raising standard of debate and proof

— Sponsor study tours

— Continue researching anal ysis and comuni cati ons

— Hold fora to broaden policy interest, inviting non-education
st akehol ders

— Sponsor pernmanent wor ki ng groups on education that

i ncl ude noneducation stakehol ders

_ Organi zational capacity

— Sponsor concrete projects in which nultiple stake-hol der
groups participate



— Provide skills training to reinforce existing capacity

5 Obviously, the care and detail with which the steps should be carried out
depend on the conplexity and size of what is being

contenplated. It would nmake little sense, for exanple, to spend a few person-
nonths to define a small activity inplenented

t hrough a consulting agreement or purchase order

Section 7
Putting It Al Together: Technical Design |Ideas and Steps

Once reform | eaders have worked through all the suggested matrices

to this point, they will have all the elements needed to assenble a
project in Education Reform Support. However, such a “project” may

not necessarily be defined strictly fromany particular donor’s | exicon
with all the attendant paperwork and project definition steps. As we
stated in Section 1, we nean sinply a set of coherently organized
activities with goals, and with an inplenentation plan or process. This
ERS project could be an addendumto an actual, traditional, “bricks

and nortar” project, or to a conditionality-based program It could even
be a npbdest consultantship, attenpted on a trial or highly specific
basis. In any of these cases, the followi ng steps are rel evant and shoul d
be undertaken.5

We note that this step-by-step outlining is not neant to be a strait-jacket.
Nor does it substitute for a profound understandi ng of the

subtleties of the policy processes outlined below and in other pieces in
this series. As we have noted repeatedly, policy reformis messy, complex,
and chaotic. Defining support to these processes therefore

requi res depth of understanding, experience, know edge of the situation

on the ground, and intuition based on both experience and theoretica
under st andi ng. No checklist can be of use in the absence of those

requi renents. However, once those requirenents are met, a checkli st

or set of step-by-step instructions is useful sinply as a rem nder or
general guideline.

First, we define a particular project—the activities that take place

bef ore anyt hing technical actually happens and that set the stage for the
techni cal assistance work. Next, we show how to execute the project.

We have paid a good deal of attention to the first part, as well as to
initiating execution. By contrast, we have mninized our discussion of
actually carrying through execution, because it depends al nost entirely

on real in-depth understanding, technical ability, and adaptation to changi ng
ci rcunst ances based on | ocal know edge; it depends very little on checklists.
Execution itself also depends highly on the actual design. Until the design
is known, it is not possible to say nuch about the howto of execution
beyond the general guidelines suggested in other documents in this series.

We assune that the design stage is tightly controlled by a donor or

fundi ng agency itself, or by a tight collaboration of donor and | oca

groups, whereas the execution stage is much nore |likely to be under

the direct control of an agent of the donor, such as a local or inter-

nati onal NGO, PVO or contractor. We make both of these assunptions nerely
for conveni ence, because it is the npst |ikely scenario. However, a donor
obviously could contract with an agent to carry out nmuch of the design stage
as well, even if the funder had done the original pre-design work itself. It
is al so possible, but |ess common these days, that rmuch of the execution work
could be done by someone working directly for the donor



We present these steps in the formof another matrix (Table 5), shown

bel ow. The matrix is subdivided into steps, and describes the inpor-tance
and details of each step, with references to other sections or

annexes to this volune. The first two questions are “stop points.” |If the
answer is essentially “no” to either of these, then no activity should be
undertaken, with the exception of rather small activities as noted in step 2.
We urge that the assessments outlined in the first two steps be done with
consi derabl e professional integrity. The ultimte applicability of ERS
activities and their likelihood of success hinge enormously on the extent to
whi ch these two questions are assessed honestly. On the basis of sonewhat
superficial know edge, we venture to guess that only about a third of

the African countries in which the United States Agency for Internationa
Devel opnent (USAID) is working, for exanple, might nerit a full-fledged,

si ngl e-purpose ERS activity (e.g., Mli, Ml awi, perhaps Guinea). About half
are likely to be able to absorb only snall preparatory activities as per step
2 (e.g., Ethiopia, perhaps Cuinea), and perhaps one-sixth are able to
undertake the full range of activities but may deserve only a smaller

i nvest ment because they are nore advanced than the rest (possibly Zi nbabwe,
South Africa, Namibia). W also guess that followi ng these steps to the
definition of a noderately anbitious ERS project in the “preparatory-
activities-only” category would require 2 to 3 person-nonths in order to |ead
to a technical profile of the project. The ideal mix would be about 1 to 1%
person-nont hs of foreign technical assistance time, if needed, and 1 to

1% person-nont hs of local tine. The definers of the project should be

t horoughly steeped in, and synpathetic to the nethodol ogi es descri bed

Table 5. Steps in Defining and Initiating an Educati on Reform Support (ERS)
Project --
Step 1 -- Detailed description

1. Is there really an issue, or set of issues? Evaluate carefully. Note the
nost i nmportant and “hot” ones nmust be made the i mediate focus of reform
Renember that supply- side technical assistance to increase technica
anal ysis capacity often fails for |lack of demand; that demand arises where
there are pre- existing hot issues, or issues that can easily be nmde hot;
and that demand creati on depends on the exi stence of real stakehol ders
with sufficient awareness and buddi ng i nformati onal capacity. Check lists
of substantive and process issues shown in Box 2 and Table 1. Prioritize
the i ssues based on discussions with key actors (see list of actors in Box
3). Select those key actors based on key initial infornmants as provi ded by
col | eagues. (Requires considerable networking.)

2. Is the country ready for a process of participatory policy dial ogue? How
ready? If not, or not very, define activities that would increase |long- term
readi ness. See checklist for assessing readiness in Annex A If a country
seens very unready, it is probably unwise to start a significant activity in
the ERS area. Mddest interventions nmay be justified. Countries satisfying
around 1/ 3 to 2/ 3 of the criteria need and probably are capabl e of
absor bi ng assi stance. Consider major activity. Countries in the top 1/ 3
probably have high absorptive capacity but |ess need. Consider limted,
specific activities. Use also the checklists contained in Strategies for

St akehol der Participation. The lists also can suggest activities to increase
the country’s long- term absorptive capacity or receptivity to nore
denocratic policy devel opnent. Any possible actions need to be prioritized.

3. ldentify actors and tools to be used with them and extended to them
Identify activities the project is likely to undertake, as well as key actors
who coul d give feedback in the project definition stage. Note



that the point here is not to identify the key counterparts of the project.

Use the Iist of actors in Box 3 and Table 3, the list of actors and tools in
Table 4, and the inplicit listing of actors contained within the cells of
Table 2. a To the extent that the problens are judged to be institutional
refer also to Wel nond’ s suppl erental vol une for assessnent gui dance.

4. Continue to identify technical areas of assistance and work. Use the I|ist
in Box 4, and Tables 1 and 2 a and their surrounding text, to identify areas
of need for technical and institutional assistance.

5. ldentify a few key likely starting points, and a fewinitial nodes and
branchi ngs. The process is nonlinear and interactive. The project will need
a starting point, however, and part of the definition problemis to identify
a few of these initially and their likely branches. Using Tables 1- 4, as
well as all of Section 8 below as inspiration, identify a few key starting
poi nts based on the inportance of the substantive and process problens, the
accessibility of the tools and techniques to be used, and the

ready availability of actors with whomto network. Particularly for
institutional problens, also use Wl nond s suppl enental vol une.

The starting points and first few nodes or branches nmay be described in terns
of key technical and institutional activities and events. These shoul d be
consi dered not a work plan, but sinmply a way to get a handle on the kinds of
counterparts and technical advisors likely to be needed.

6. On the basis of the skills and abilities inmplicit in steps 3— 5, determ ne
profile of key inplenentors of the process, including the foreign PVO NGO

or contractor and the key | ocal counterpart( s). Remenber that good
counterparts are not necessarily only in the governnent, and in nany cases
the key counterpart of choice will not be in the governnment. Use Annex D and
Tables 1- 3 a to develop profiles of individuals and skills needed.

7. Select a few other likely areas of further, ongoing assistance with |ong-
termneeds. Use sane information as in step 5, nanely Tables 1- 4 a and
supporting text. Use also Wl nond's suppl enental vol une.

8. Develop level-of-effort estimates by type of activity and type of
expertise. Determine what is available within the host country and where
foreign techni cal advisors are needed.

Use sane information as in steps 5, 6, and 7, and Annex D

9. Develop statenment of work, request for proposals (RFP), etc., depending on
size and conplexity of envisioned activity. Use all of the information thus
far gathered. Step 8 is key to deternmining final |evel- of- effort and budget
estimates. Wa When we refer to Tables 2 and 3, we nean the tables prepared
for the specific host country or situation in question, not our sanple
entries.

in this volume and the whole series. Neither the foreign nor the | oca

per son- nont hs shoul d be di vi ded over nore than two individuals

(totaling four). Thus, ideally, it should be possible for a teamof two
foreigners and two locals to make an initial technical definition of this
kind of project if they work intensely over 3 to 4 weeks. The | oca
counterparts would need to be highly placed persons with relatively

easy access to, and intimate know edge of, the high-1evel decision-naking
events of the society in question. W enphasize that we are referring
strictly to the technical/institutional design and ignoring the donor’s own



conplexities, or the complexities that the donor’s internal requirenents

pl ace upon the design. Therefore, we have purposefully underesti mated the
amount of | abor required. We realize that the design of nbst USAI D and ot her
donor projects requires a lot nore | abor due to these conplexities.

To judge whether a given project has a serious stopping point, we

strongly recomend that an initial assessnment be carried out, requiring
some 2 weeks of effort by a foreign expert working closely with a

hi ghly placed counterpart. This assessment will hel p determn ne

whet her the activity is worth pursuing further. If it is, then the team
should allow the initial ideas to mature, and return in fuller force for a
| onger and nore intense period of design

As we have indicated several tines above, by “project” we nmean a set

of activities that may well be linked to a traditional project or be an
integral part of it. The estimates for level of effort that we give here
can sinply be added on to the calculations for a |arger project.

Qur suggested multi-step approach is very different froma traditiona
approach for strengthening capacity to create and anal yze policy. Such
approaches are normally institution- and supply-side focused: Wich
institution's capacity do we bolster with technical assistance (supply-side)
in policy analysis? Qur approach, follow ng Lanb (1987) as wel

as our own practical experience, starts with the policy issues and

ref orm concerns, and only then | ooks for institutions.

Three final notes. First, for less anbitious projects, readiness could be
assessed and a project design devel oped with much less effort than we
have indi cated, and perhaps in one visit. However, conpressing these
actions raises the value of the collaboration of a highly placed counter-part
working closely with the foreign technical advisor. Second, these
estimates of |evel of effort do not include the (sonetinmes |arge)
wor kl oad required to turn the technical definition into a project that
neets the typical donor’s procedural, budgetary, and |legal require-nents.
Third, in sonme countries it may well be possible to dispense

with the foreign technical assistance altogether, depending on the
expertise available locally.

To repeat what we stated in Section 1, the technical preparations for an
ERS project involve all of the foll ow ng stages.

_ assessing the overall and educational political economy of reform

in the country in question

__ determ ning problematic substantive policy issues

_ determ ning problematic process issues

_determining the interrel ationship between policy and process issues

_ determ ning which actors are involved and what their interests are

in both policy and process issues

__ determ ning which tools and techni ques (from data and

i nformati on, through research and anal ysis, to advocacy and
conmuni cati ons) can be used for which actors, around which issues
_determining a set of likely starting points and a few initial branches
__determning (on the basis of the tools, abilities, and techni ques
requi red) which human resources, in the formof |long-termtech-nica

assi stance and | ocal collaboration, can be brought to bear on

t he i ssues.

Thi s whol e section has provided details and suggestions on how to
nmake t hese determ nations. The design process will end with a set of
activities to be devel oped, and a set of personnel resources and
counterparts with whomto work. Al of these will be oriented at
resol ving process and substantive problenms in education reform—



including the institutional devel opnent of counterpart agencies, as
indicated in Table 5 above.

Section 8
Executing an ERS Proj ect

G ven the chaotic nature of the policy process as described in Vol une

2, Foundations of Education Reform Support, as well as in the

background literature (e.g., Porter 1995), l|aying out abstract guidelines
for executing an ERS project seens |ike a contradiction in terns.

Pl anni ng the execution of this kind of project is nore |ike planning the
prosecution of a war than Iike planning the construction of a set

nunber of schools, or a rural feeder road. Essentially, this kind of
activity requires reformleaders to (1) take a strategic stance; (2)
constantly reassess the situation; (3) constantly refocus on the end
goals and the evaluation criteria progress, as outlined in Section 9

bel ow; (4) constantly reassess the inplementor’s capacity to neet the
new chal | enges and upgrade that capacity; and (5) know about and

have facility with the strategies, tactics, and resources available for
dealing with the situation as it changes so that everyone can progress
toward the goals. There is another Iimtation on the ability to |lay out an
“execution plan” in the abstract: The process needs to unfold based on
the specific strategic assessment for a particular country. By definition
such assessnents are not avail able generically. Finally, note that

Vol une 3, A Framework for Making It Happen, goes into the operation

and execution of Education Reform Support activities in nmuch nore

detail than is suitable here. In this volume, we discuss the ideas only
to the extent that they can help concretize the design. In sunmary, it
is very unlikely that anyone could lay out a meaningful generic

approach for executing ERS projects. Again, reform proponents

general |y need strategi c knowl edge—and an ability to continuously
realign strategy based on nonitoring and assessnent of the

situati on—+ather than blueprint plans. This statement is particularly
true in education reform Note, however, that many witers on pl anning
and i npl enent ati on suggest that collecting specific know edge shoul d

be the preferred method for any type of project or intervention (see
Bryant and White 1982; Paul 1982; Rondinelli 1993, 1994).

Nevert hel ess, to show how events nornmally unfold, reform proponents

can specify starting points and operational guidelines. That they do so
i s necessary because there are nany aspects of the proposed activities
that sinmply must be planned well if they are to be executed at all
Finally, there are activities that reformers nmust engage in today, even
if they eventually are needed only because of the strategic outcone of
sone ot her unpredicted activity. (For exanple, reformleaders m ght
start a public debate process that eventually will drive up demand for
data, but they also nust start working on the supply—beefing up the

EM S—+today. They cannot wait until the debate process causes people

to clanor for data to start creating data-gathering instrunments.)
Wherever possible, we try to list such activities and key starting points
chronol ogi cal ly, but refornmers need not adhere rigidly to this sequence.
The followi ng steps, then, are the ones likely to need carrying out in
nost situations. For discussion, we will assume a 5-year project.

Step 1-Bi ssenm nate the ideas.

Be ready to constantly explain and re-explain the nature of the project, and
to continue to gather allies. Presunably this was done to some extent during
the design stage, but it will invariably need to be done and redone in the
first few nonths, tapering off as the project evolves. Save tinme and budget



for this effort, and plan and execute seminars on this issue. The naterials
provided in this series can be dissenm nated for

this step, but |eaders who are ready to present the materials and hold
wor kshops in person often will have better results, especially if they
can suppl ement face-to-face discussions with reading. Furthernore, the
explication has to rely on highly specific |local exanples that relate to
the hot issues of the day. Finally, the reform proponents need to be
extremely clear as to the specific policy-change goals they are trying
to accomplish, in terms of both the hot issues and the |longer-term
evaluation criteria set forth during the design stage. These may range
fromredesigning the salary scale, to changing the education | aw so that
private schools can receive public funding with transparent formul ae

and contracts, to accepting and designing an attendance incentive
systemtargeted at girls, and so forth.

Step 2—Pevel op the institutions.

We are assunming that the counterpart institutions were presel ected and exi st
as of project start-up. If that is the case, then the counterparts need to
execute or contribute to all of these steps. If they were not pre-selected,
or were selected but have yet to be developed institutionally, then clearly
nost of the project effort will be oriented at institutional devel opnent.
Seriously supporting education reformis a task far too conplex for anyone to
achi eve while simultaneously devel oping an institution. Thus, either the

ref orm proponents nust choose between strengthening the institution and
carrying out the key reformtasks, or the budget and tinefranme for the
activity have to be increased significantly. Note that it is nornmally not
possi ble to overcone tine shortages by doubling the intensity of the effort,
because policy reformis event-dependent, and the occurrence of critica
events is beyond any single person’s control. Thus, budget and tinmefrane both
have to double to enconpass a dual task of institution-building and actua

ref orm support. On the other hand, it is practically inpossible to

engage in serious institution-building without real reformissues to

work on, so it makes little sense to define projects that are ainmed

purely at institutional support.

Step 3-Wite and publicize a position paper

Prepare a position paper on the role of policy and planning for the
specific country. Are research results being used? Wiy, or why not?
How is this usage related to who produces them and for what?

Responses to all such questions will be conmuni cated al ong the Iines

di scussed in this series of documents. Again, these questions wll have
been answered in witing to some degree during project design and
preparation, but the witeup should be redone or thoroughly updated,

for several reasons. First, resident technical advisors, who nmay be
different fromthe project designers, then can internalize and take
owner shi p of the approach, and their nanes can becone fully

identified with the approach. This paper also can serve as the basis for
di scussi on about some of the key institutional issues that the project
ainms to help solve. Budget time for preparing this paper and discussing
it at workshops.

Step 4-Begin training; provide technical assistance.

Begin any training activities that were proposed in the project

devel opnent papers. Plan venues, trainees, arrival of trainers, etc.
Simlarly, plan to provide specific technical assistance around the pre-
specified tasks. The series of which this docunent is part contains con-
siderabl e resource materials for training in many key areas. In addition
resources are available fromvarious institutions (e.g., courses fromthe
Harvard Institute for International Devel opment, the University of



Pi ttsburgh, the Econom c Devel opnent Institute of the Wrld Bank

the International Institute of Education Planning in Paris; courses
funded by bil ateral donor projects; etc.). Note that some activities have
very long gestation periods, and thus should be started i mediately.

ERS exanpl es are devel oping or upgrading the EMS, carrying out

maj or education quality surveys, planning a najor national conference,
etc. To the extent that these activities are both planned and mgj or,
presunmably sone | ong-term assistance is oriented toward them If they

are to be handl ed via short-term assistance, this needs to be planned at
t he very begi nni ng.

Step 5—€onsult with stakehol ders.

Presumably, the design of the project was consultative. In that case, re-
engage in consultation with key stakehol ders (as identified according

to the suggestions above), over the specific hot issues—exercising
judgrment and tact, naturally. If the design was not consultative, the

ref orm designers will need to engage in consultation at this point. Al
these initial steps need to be consultative, and the counterparts need to
be involved in the consultation process so that they can | earn by doing.
The consultation sinply hel ps hone the strategy, and refine the design
as per all the steps above. It alerts everyone to the issues, the
personalities, etc. It also spreads ownership and mutually informs all
parties.

Step 6-—Pevel op sone early technical interventions that can

focus attention.

A computerized simulation nodel of the education sector’s finances
and budgetary needs is a very good way to focus attention on a few key
i ssues, and to engender and focus di scussion. Devel opi ng the nodel
can generate results for feeding the analysis and presentation of
options, but it is also a bit of a ruse to get discussion focused and
goi ng. Thus, the nodel, when used to feed public debate, hel ps both
devel opers and clients focus their consultation. The nodel ers and

st akehol ders toget her should devel op the nodel, decide what issues it
shoul d address, determ ne what data sources it should use, etc.. Then
as the nodel develops, it should be denpbnstrated and discussed in
sem nars, with as much real-tinme use as possible.

Step 7-Stimul ate both supply and demand for analysis and
dat a.

The process of public debate and consultation will both provoke
anxi ety and increase the need for nore and better information. This
result will be even nore pronounced if the reformteamis successfu

at bringing out into the open some relatively contentious but
analytically tractable issues and building theminto a nodel. (Sone

i ssues mght be the underutilization of teachers, the overspecification
of construction standards, the salary creep inherent in the salary scale,
or the inmpossibility of meeting current enrollnent targets.) This
process needs to be abetted constantly and consciously. Since demand

can qui ckly surpass supply, reformleaders need to begin to strengthen
the supply imrediately, but in a planned and orderly nanner.

However, they should never make the ni stake of working on supply

only, because this effort can rapidly become an end in itself, and a safe
and confortable, if useless, alternative to doing the real work of
reform

Step 8—Facilitate hands-on | earning in analysis.
The need to refine the nodel (or whatever tool is used to begin to focus
attention) also creates both a demand for training and an opportunity



for hands-on, on-the-job training in the technical analyses that are
collateral to the nodel

Step 9-Begin assenbling the core group

Si nul t aneous with the technical and training work, the reformteam
needs to start networking institutions and creating a core of reform st
support. This core group can be called a strategic working group, or an
education reformworking group. It may or may not have the direct
support of the state. This core can be a | oose coalition of key thinkers
and activists. The exact formand nature of this core is not predictable.
It nmay be the board of trustees of the counterpart NGO It may be a

nati onal education conm ssion. In any case, the reformteam needs to
work with this group to help it acquire Iinks to other groups, use the
anal ytical results, and exercise its power of convocation around

i mportant issues. The growi ng technical proficiency of the counterparts
beconmes part of the power of convocation of the notables in the forma

6 The abilities needed for all of the activities |isted above, culmnating in
key policy decisions and changes, are somewhat different fromthe abilities
needed to actually nmanage or inplenment the deci sions once they have been
made. Thus, either the decisions have to be inherently inplenentable with the
abilities and human resources at hand, or the project needs to be creating
those abilities and human resources, or other projects and donors have to be
creating these abilities. Renenber that we are concerned with supporting the
reform process, not with running the reformed sectors. Managi ng refornmed
sectors may be nore inportant, but is beyond the scope of our work. In any
case, managenent training usually is widely available fromdonors and in
other training venues. All this is not to slight the probl em of

i mpl enentation. On the contrary, we actually define good policy decisions as
those that are inherently inplenentable, and hence a good process of policy
design as one that pays careful attention to inplenentability, under a not-
too-restrictive set of assunptions. or informal core group. Such a group
rarely can cone into being without a push. Its existence and |evel of power
will evolve, and will depend to a | arge degree on the technical proficiency
of those that support it, as well as its ability to broker both technical and
political solutions. Success will feed success.

Step 10—€arry out workshops.

Begi n orchestrating a series of workshops that use the technical tools, that
give credibility to the core group, and that display the technical abilities
of the counterparts. Discuss real problens, rather than airing sinple

brom des. Wbrkshop designers may need to gain trust and confidence first, and
only then have participants di scuss serious problenms. The series of workshops
could culmnate in a national conference ained at the reformissues that were
identified in the design stage. This national conference should be convened
by, or should at least highlight, the core reform st group. It should be

pl anned for one to two years into the project, when some concrete analytica
results are being generated. It should lay the groundwork to support the

i mpendi ng demand for anal ytical work, and should lend it |egitimacy,

but should really be seen as the beginning of the real work

Step 1l1—€ontinue technical assistance and wor kshops.

During the next few years, continue the assistance, the workshops, the
creation of tools and approaches that address the hot issues, and the
public and open di scussion of the problens and the proposed sol utions.
Constantly identify points of resistance, and create and support
synthetic conmpromi ses. Al this activity should | ead to passage of the
desired |l aws and policy decisions. For exanple, intervenors m ght

of fer technical support and workshops on neans to lower the relative



spending on tertiary education, neans to initiate and desi gn user fees,
etc.6

Step 12—Facilitate local -level innovations.

Wiile all of this macro work is creating an enabling environnent for

mcro i nnovations to both take place and spread, those involved in the
policy work have to constantly and sharply connect the macro,

| egi sl ative, and policy work, and encourage the spread of innovations

at the school and classroom | evel. People |eading experinments in
conmuni ty- based schooling, innovative use of techniques, etc., need

noral, intellectual, and possibly financial support. This support wll
hel p counterparts understand that the policy work is not for its own

sake, and is not another version of centralized planning. In fact, policy
reformwork likely will not succeed if (1) there are no |l ocal experi-ments
t hat enbody the responses that policy change is supposed to facilitate, or
(2) those working at the reformlevel do not see the two as being tightly
connected. For exanple, observers might draw the connection between a locally
funded conmunity experiment and a fornul a-based, district-level grant for
school inmprovenent based on the central tax authority of the government.

Section 9
Sunmary and Concl usi on

This volune lays out a fairly systematic approach to Educati on Reform
Support project design—er at |least a design starting point. The essence
of a successful process of ERS is constant restrategizing and redesign
based on nmonitoring of how the process is going. This volatility nmakes
it difficult for donors to fund and nonitor. But, if we are correct that
this really is the only way to support reform and that supporting
reformis worthwhile, then we will sinmply have to find a way to dea
with the unpredictability. The donors need confidence that there is
some method in the nadness, and a means to nonitor progress, nore

than they need conpl ete nethodi cal ness and predictability. Carefu
design, and an expl anation that careful design and redesign are
possi bl e, are part of the nethod in the nadness.

To sumari ze, the design process we have laid out involves severa
steps. On paper we can only describe them sequentially, and in an
initial assessment a sequential process is not only unavoi dabl e but
useful . During ongoi ng redesi gn, however, the steps conpletely | ose
their sequence. The design steps are as foll ows:

Step 1-Assess the political econony.

Step 2—tist and understand the key substantive reformissues.

Step 3—-tist and understand the key process issues bl ocking reform
Step 4-tist and understand the actors and stakehol ders.

Step 5-Understand the tools and techni ques that can be used.

Step 6—Rel ate substantive i ssues to process issues.

Step 7-Assess the relationships of actors with each other and with
i ssues.

Step 8-Associate actors with tools and techni ques.

Step 9-Pevel op concrete action steps, levels of effort, etc.

Step 10—Pevel op a nmonitoring and assessnent strategy.

The first step is a stand-alone step, and represents a kind of cutoff or
abort/takeoff point: In certain countries, the activities reconmended
here should be tried only very cautiously and slowy. Steps 2 through
4 (lists) involve the accounting of entries in three “vectors.” The next
four steps (5 through 8) involve conbining these vectors, two at a tine,



into three matrices (see Tables 2 through 4). The matrices thus

evol ving constitute the basis of the design. The last two steps conprise
devel oping an initial inplementation plan for the activities inplicit in
the matrices (see Volune 6, Evaluating Education Reform Support).

After all these steps have been conpleted, a reasonably solid strategy
for starting out with ERS activities should energe. Two factors

conbine to produce a good strategy. The first factor is carrying out the
above process thoroughly and with a good base of know edge about al

of the issues involved. Participants need to thoroughly understand how
to use all the tools and techni ques, be able to distinguish between
soci al marketing and policy advocacy, and cast a wi de net over the
actors and understand the real and rhetorical interests of each. The
second factor is doing all this nonnechanically, and with a good dea

of sensitivity and strategic “nose.” W should note that while both
factors are necessary, a wooden, nechanistic approach will yield very
bad results even if it is conplete and systematic. Thus, sinmply
followi ng steps is not a good idea; a project designer who cannot get
into the spirit of the process, and absorb the “theory” of it, probably is
not suited for this kind of design or this type of work in general
Policy reform processes are inherently nessy. Even so, these processes
are understandable. It is possible to devel op serious, systematic
strategi es for supporting these processes with technical and
institutional tools and approaches. Educati on Reform Support is one

such systematic strategy—Aaybe not the only one possible, but at this
point the only one worked out in any detail. It may not be easy, and its
i mpl enentation may require individuals possessing a rare (thus far)

conbi nation of strategic rationality, tactical flexibility, and subject
matter knowl edge. And it may not conformeasily to the standard

donor project cycle. Yet the approaches proposed as Education Reform
Support offer systematic, inplenmentable means of supporting these

nmessy, politicized reform processes.

Annex A

Checklist for Assessing Country Readi ness for Participatory Policy Reform
Suppor t

A1 Cvil Society

1l.a Are there organi zed groups articul ate about education?

Leader shi p of various churches

Uni ons’ | eadership

Associ ations of private schools

Wonen’' s groups

Busi ness councils, chambers of conmerce, etc.

Teachers’ unions, on issues other than salary and perquisites

General uni ons

The mlitary (relative to civil society):

Is the mlitary nore or |ess professional, or only one step above thuggery?
Are there | eadership groups in mlitary acadenies, think-tanks, etc.?
Par ent -t eacher associ ati ons

(Anal yze the foll owi ng by group)

1.b How powerful are these groups?

Who pays attention to then?

How capabl e are they of mobilizing?

VWhat type of influence do they have to nobilize?

Fundi ng of canpai gns, politicians’ livelihood
Intell ectual/ideol ogica

Et hi ca

Vot es

Mass movenent



Vi ol ence, counterviolence, and mlitary capability
Techni cal information and brokerage for crisis solution
Political brokerage for crisis solution

General political brokerage

1.c What is their ideological/technocratic stance.

regardi ng each other? toward the refornist paradi gmenerging from donors?
intraditional left-right terms? in terns of free-market vs. centralist?

1.d What is their technical capacity? Are they able to discuss these issues
technical ly?

VWi ch of then?

VWhat is their power of convocation?

1l.e Are there independent think-tanks or consulting firns?

How are they funded?

Are they nore like consulting firms or nore |ike think-tanks?

How able are they, politically, to do critical analyses?

How technically solid are the anal yses?

How much data and nunerical argumentation do they use?

How much of this information comes fromofficial sources?

How current is the literature they use?

How rigorous, |ogical, and conmon-sensical is the thinking?

How institutionally solid are they?

Does anyone |isten? Wat is their power of convocation?

Do only donors |isten?

Does the governnent listen as well?

Do any ot her powerful national interest groups in civil society listen/read
t heir output?

Are there any think-tanks in education?

If there are think-tanks in education, do they see their interlocutors as
being only the mnistry of

educati on (ME)?

Do they also interact with powerful mnistries Iike finance or planning? O
t he executive cabinet?

Do ot her powerful foundations, nongovernnental organizations (NGOs), or

i nternediary organi za-tions

serve as interlocutors?

VWhat grassroots legitimacy/ties/networking do they have?

Are they “merely” analytical, or are they also carrying out advocacy for
ref or n?

If not, would they be able/willing to do so? Wuld they see the value of it?
Woul d t hey network

with others who m ght?

If not in education, are there any in general social science but that do work
in education as well?

That have the characteristics we have been di scussi ng?

Are they in economics? If so, could they take an interest in education?

VWhat is their ideological/political orientation?

1.f If there are no such think-tanks or research-advocacy NGOs, are there
persons who woul d be capabl e

of | eading any?

Are there any technical/intellectual |eaders?

Are there any organi zational |eaders?

Are there persons who could staff then®?

What are the options for funding?

How anenable to this kind of arrangenent is the overall institutiona

envi ronnent ?



How solid, institutionally, are the consulting groups that do exist, or the
i ndi vi dual researchers?

Is there much inmplicit respect for contracts?

Are consulting or research contracts becom ng somewhat standardized?

Are donors willing or able to pay overheads? Do | ocals understand the notion
of overhead? 1.g Are there regular or intermttent fora on education policy
i ssues? Are there fora on any other social sector issues? Econom c issues?
VWho sponsors then? Who attends?

Just governnent and donors? Al so nmenbers of organized groups outside
government? NGOs in service provision?

Organi zed groups such as church, labor, mlitary, business?

Al so nenmbers and intellectuals in think-tanks or research-advocacy NGOs?
How serious is the discussion?

How i npassi oned?

How t echni cal ?

How wel | -infornmed, enpirically, nunerically, qualitatively?

Is the discussion usually nere posturing and position statement?

Are there mechanisns for resolving differences and noving forward, or are
peopl e just tal king past

each ot her and venting?

Are there nmechanisnms for nmaking collective—+nmplicit or explicit—udgnents
about the technica

merits of arguments?

If there are no such fora in education but there are sone in other sectors,
can they exist in education?

Who can | ead, sponsor?

Woul d peopl e attend?

1.h If neither fora nor institutions (think-tanks, research-advocacy NGOs)
exist, Are there prom nent interest group leaders in civil society (see first

list above, 1.a) that would be willing to back their creation?
VWhat ki nd of backing? Financial ?
Mor al ?

Intell ectual /technical ?

Political?

Woul d they be willing to serve on a board?

Wul d they be willing to avow and back their publications/positions, no
matter how critical those positions were, as long as their criticismwas
technically justified?

Are there | eaders in government who woul d al so of fer backi ng?

Whul d they see their service in terms of ex-officio backing, say, on boards?
Do ot her sectors have exanpl es of successful backing fromthese | eaders?
Wnen?

Envi ronnent ?

Fam |y pl anni ng?

Heal t h?

Econoni cs?

Agricul ture?

1.i Are there internediary organi zations that have ties to grassroots
menber shi p, comunities, and service-delivery NGO, but that work at the

nati onal level and can be interlocutors with the mnistries, the nationa

t hi nk-tanks, and the consulting firns? What is their technical capacity, and
what connections do they have to carry out dial ogue at a high

| evel ? What is their power of convocation? Howreal is their tie to the
grassroots? How legitimte are they perceived to be by grassroots and

service providers?



1.j Are there functioning parent-teacher associations (PTAs) in the country?
Is their | eadership denocratically el ected?

Are local -level politics such that denocracy can work?

O are PTAs likely to be captured by the bigger |andowners or |ocal chiefs?
Woul d such capture be positive or negative?

Are the PTAs united into a national-level internediary organization?

How much respect does this organization receive?

VWhat is its ground-Ilevel legitimcy?

VWhat is its technical ability to hold its own in discussions with, e.g., the
MbE?

1.k Same as 1.j., but for associations or networks of private schools and
religious schools. Determ ne whether these schools receive any kind of
subsidy fromthe state, and what bearing this support has on their
relationship with the ME.

A.2 Mnisterial Accountability

2.a ls the ministry of education accountable for target achi evenment?
To the mnistry of planning?

To the mnistry of finance?

How seriously is this accountability taken?

Are there quantitative perfornmance indicators?

In access goal s?

In equity goal s?

In quality goal s?

Is there serious discussion of target achi evenent?
VWhat happens if targets are not achi eved?

Is the budgeting related to policy targets?

Does spending foll ow budgeting?

If the ministry of education has interlocutors in planning and finance,

How technically proficient are they in education, education finance, and
educati on governance issues?

Is this a friendly but serious interlocution? O is the mnistry of education
held in technical disdain?

Is the ministry of education considered to defend its budget well,
technically and rhetorically?

2.b Are schools accountable to parents?

Do parents and | ocal |eaders know how well their schools are doing.
in terms of input provision?

in terms of student achievenment?
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To what do the schools conpare thensel ves?

Can they conpare thenselves to schools in villages nearby?

Can they compare thenselves at the national |evel?

How are they judged?

Are quantitative and qualitative fundamental quality indicators used?
Are standardi zed national exans used for conparison?

Are these examresults and other quality indicators distributed to towns,
parents, |ocal |eaders?

2.c Is the ministry accountable to schools for inputs?

Are the school s accountable to the mnistry for outputs?

I s output even nonitored?



A. 3 Conmuni cati ons

3.a Does the ministry of education have a public relations (PR) or
conmuni cati ons specialist?

How much power/rank does he/ she have?

How integrated is his/her performance with the results of the research
noni toring, and eval uati on

units of the ministry?

3.b Are there social marketing canpai gns on education?

Who are they sponsored by? Governnent, donors, or NGOs?

Who actual ly inplenents? Governnent, donors, NGOs, or private sector
contractors?

VWhat are their ainms?

At t endance/ access?

Gender equity?

Ethnic equity?

How proficient would you judge them according to the criteria set forth in
t he Educati on Reform

Support series?

Have t hey had any neasurabl e or anecdotal inmpacts?

A. 4 Media
4. a Newspapers

Is there a state-owned newspaper?

Is it a party paper or a state paper?

How i ndependent is it?

How i ndependent has it been traditionally?

Is its publication a function of the current government, a duty of the
current editorship, or a

structural tendency?

Are there private newspapers?

VWi ch ones are owned by whonf?

Are they controlled by economic interests or political parties?

VWhat is the readership of which?

VWi ch ones reach the political and technocratic |eadership?

VWi ch ones reach the middle class?

How much scope is there for critique of government policy?

Is the critique nore likely to be tolerated if it is fiery but unfounded?
wel | -founded and wel | -argued, but not very passionate?

(Next questions apply to all types of newspapers, including all the main
private ones.)

Are the papers read only in the capital city? Wat percentages, where?
How wide is the reach, in general? Circul ation?

How often are they published?

How easy is it to get newspapers out to the smaller towns? Is this a
constraint?

Wi ch newspapers regularly report on education?

How i nvestigative or analytical is the reporting?

VWhat ki nds of issues do reporters |ook at?

Quality of education? Exam scores? Trends in exam scores?

Access issues?

Scandal s?

Conmunity gripes in general?

How woul d you rate the quality or progressiveness of the reporting?
Does the reporting or editorializing taking the interest of children and
parents seriously?



O is the reporting weighted to one particular side? Wiich? Teachers? O the
bur eaucracy?

Are opposing viewpoints represented in any single papers, or across various
papers?

4.b Tel evision

(Don’t do until done with papers)

I ncl ude sanme issues as for newspapers.

Add tal k shows.

4.c Radio

(Don’t do until done wth papers)

I ncl ude sane issues as for newspapers.

Add tal k shows.

A.5 Politics and Bureaucracy

5.a Is there nore than one political party able to conpete seriously?

Are there serious chances for conpetitive political succession?

5.b I's there serious accountability in general even if no or little denocracy
of a Western type?

That is, are there nechanisns and targets whereby governnent is held
accountable to itself and to the

peopl e?

To donors?

VWere does this accountability pressure cone fron? How likely is it to last?
If the country has energed recently from nondenocratic rule,

Was the previous government a serious socialist one, or a nonideol ogi cal
predat ory Kkl eptocracy?

or somewhere in between?

How did this past rule affect the current tone of the bureaucracy?

I s the bureaucracy serious but overconfident of itself and the power of

pl anni ng?

O is the bureaucracy |oose, relaxed, and totally out for itself?

5.¢ How inportant are rhetoric and ideol ogy to the bureaucracy?

How i nportant are rhetoric (in the good sense) and ideology to the politica
parties?

I s the bureaucracy considered reasonably well paid?

How hard working (at their jobs!) is this bureaucracy conpared to others you
have known?

How much noonlighting is there?

I's the bureaucracy in the mnistry of education considered serious by donors?
By thensel ves?

By civil society’s organi zed groups?

If the bureaucracy is not considered serious, are there exanples of serious
bur eaucracy el sewhere in

the country?

If so, is anyone extracting | essons fromthese exanpl es?

How are these |l essons to be comunicated, acted upon?

To whom are they to be delivered?

5.d I's there a | egislature?

Does it have nore than rubber-stanp power?

How are the | egislators el ected?

I n consequence:

How prone is it to pork-barrel politics?

On the flip side, how accountable is it to |ocal pressure?

(Note: Accountability to real interests and to pork-barrel politics tend to
be the good and bad sides of the same coin. Asimlar pair is an interest in
one | aw for everyone in matters of national concern on one hand, and | ack of



accountability to concrete interests on the other. How successful is this
bal anci ng act, particularly on education issues?)

How does the legislature relate to the nministry of education?

Is there an educati on conmi ssion?

Does it have any technicians on its staff?

Are there any technicians at all anbng staffs in the |egislative branch?
If there are technicians, either in general or in the education conm ssion
do they know how to access the ministry?

How cl ose are their relations?

Do they have access on personal and favor |evels only?

Do they use data and infornation produced by the mnistry?

Do they confront the mnistry with data gathered i ndependently?

Do they gather the data thensel ves?

Do technicians or legislators use informati on gathered by NGOs or think-
t anks?

Do menbers of civil society, NGOs, or think-tanks testify to the |egislature
when [ aws or decrees are
bei ng consi dered on education issues?

How organi zed is this process? W can testify?

5.e How often do m nisters of education change?

How different is this turnover fromother ninistries?

What about the parlianentary-secretary or director-general |evels? How often
do they change?

How far down do political appointnents go?

If there is no governnent-in-turn policy, howis continuity ensured?

Is continuity a thenme of discussion in the country?

Are there any serious ideas or proposals for dealing with continuity?

I s anyone aware of the role civil society can play in continuity?
A. 6 Reform st Atnosphere in the Country

6.a Are there any powerful currents toward decentralization of socia
services?

How power f ul ?

VWo is in charge?

Is there an intermnisterial comm ssion?

Is there a decentralization czar?

I's there energing consensus?

How deep will decentralization go in ternms of actual institutional autonony
at the village |evel?

Are schools or comunities being given i ndependent spending authority?
Are fiscal transfers fromthe central governnent bei ng contenpl ated?
Are policies such as allowing conmunities to hire and dism ss teachers
cont enpl at ed?

6.b Is there a noverment toward privatization in the economnmic sectors?
How power f ul ?

Who is in charge?

Is there an intermnisterial comission?

Is there a privatization czar?

Is there emergi ng consensus?

Is there a simlar noverment toward privatization in the social sectors?
Any di scussion of the role of private schooling?

How wi || finance, control, coordination, and networking be handl ed between
the state and private

school s?

How serious and well-infornmed is the di scussion?



6.c How seriously has the government taken structural adjustnment at the nacro
| evel ?

Has it made genui ne progress?

6.d For all three areas (decentralization, privatization, structural

adj ustment ) :

How much support is there for this novenent anong intellectuals and interest
groups?

Does anyone in civil society back these novenents? openly, publicly?

VWhat is the technical |evel of debate, if any, about these issues?

How much of the discussion is posturing and ideology (in the bad sense)?

Do the discussants see these ideas as either nmagic bullets that will solve
everything, or evil plots that

will destroy the country? To what degree does this polarization occur?

How much discussion is there of the institutional and informational franmework
needed to make these refornms work?

How much discussion is there of property rights, governnental accountability,
the role of information and market infrastructure, the role of conpetition
the role of safety nets, etc.?

In short, are there any intellectuals or technocrats capabl e of
understandi ng, articulating, and publicly discussing and presenting the deep
i ssues surroundi ng these reforns?

In the economnic areas?

In the social areas?

If in the economic areas but not in the social areas, is there any interest
or ability in generalizing?

Among key | eaders and opi ni on-shapers in and out of governnment, is progress
in the three areas naned above seen as donor-i nmposed?

VWat roles have donors in fact played or are they playing?
Conditionality?

Intellectual conviction or training?

Provi sion of inpetus and legitinmacy to |ocals who are al ready convi nced?
6.e In the education sector, can you identify a nucleus of 5-10 key

i ndividuals, in and out of government,

who share a national -interest agenda that nore or less conforns with the
donor consensus (if there is such a thing)?

How much | eadership potential do they have?

Techni cal , ideol ogical, organizational, political?

(Refer to section A1 for related issues/questions.)

A.7 Donor and Other Activity in Support of Education Reform Policy Analysis,
and I nfornmation

7.a Have there been donor projects in education managenent information
systens (EM S)?

Have t here been any other EM S projects?

If so, are data provided by the EM S used? (Beyond nerely fielding requests
and di ssem nating data.)

Has there been any consci ous assessment of data usage?

Data are used for what kinds of decisions?

Internal to the mnistry?

Strategic or day-to-day?

Ext ernal policy discussions?

Budget i ng?

Does the EM S explicitly engage in activities to create demand for data and
i nformati on? (O her than
di vul ging the fact that the data exist.)



Are the EM S technicians aware of the role of information in bureaucracies
and in societies?

Are the EM S technicians or |eaders aware of the relationship between data
demand and account-ability?
What ki nds of technical problens were encountered?

Has the budget of the EM S unit been sustai ned by government?

To what degree?

How many tinmes have donors set up EMS units in the past?

If nore than once, why has it been necessary to set them up again?

Were EM S activities well-integrated upstreamto policy anal ysis and budget
activities?

7.b Have there been donor activities in education policy analysis?

If so, what were the results?

Have t hese anal yses been oriented toward limted activities, such as
forecasting and budgeti ng

techni cal assistance in the devel opnent of a plan?

O has there been an attenpt to institutionalize analytical activity?

I f so, did the analysis units succeed in being institutionalized?

Did they manage to secure their own budgets after donor support ceased?
Have they been able to hire the right conpl enent of analysts, and keep then?
Did the analysis units dissem nate data passively, or actively engage in
public debate?

O did they at least provide input that the mnister, parlianentary
secretary, or director general needed to engage in public or intermnisteria
debat e?

Were the analysis units in government or in civil society?

If in one but not the other, were there |Iinks between the two?

Were there |inks between analysis units and nore grassroots organi zations
that have a true stake in the analysis and policies?

VWhat was the technical quality of the analysis? (Assune that an analysis
conducted by the World Bank or a good university ranks as a 5, and an

anal ysis conducted by a traditional MdE bureaucracy in a poor country is a
1.)

7.c Have there been donor activities in support of fora, dial ogue?

Did these activities use analysis results fromother donor efforts in EMS
and policy anal ysis?

VWhat was acconpl i shed?

Were they sporadic, limted activities, or has there been awareness of the
need for ongoi ng, pernanent

di scussion and refl ection?

(Refer to section 1.g, on fora.)

Annex B
Specific Questions Related to Assessnent of Stakehol der Institutiona
Probl ens

These questions are derived fromthe ERS suppl emental volunme Strategies for
St akehol der Parti ci pation.

See original for an el aboration and guideline to actions based on these
guesti ons.

B.1 The Enabling Environnent

VWhat are the contours of the existing |legal franmework?

Are there national, regional and |local regulations that dictate

organi zati onal structure and functioning that

are coordi nated/ redundant/in conflict?

Under whose authority have regul ati ons and/or other conventions been issued?



Are they legally binding or voluntary, or is this status unclear?

To what extent does the existing |egal franework:

(1) clearly define the relative roles of nmenbers, education authorities, and

other actors (e.g., prefecture,

traditional authority);

(2) provide for organi zational issues such as financial accountability,

representativity, and nonitoring;

(3) determine the scope of activity under the purview of the association

(4) provide for conflict resolution and grievance procedures within the

associ ation or organization and with regard to the education system

(6) provide for individual variation in organizational structure and
function? What has been the history of this |Iegal franmework over the
past generation? Have significant changes been introduced? What were
the formal and informal objectives of nodifications?

To what extent has the existing | egal framework been enforced? Who does the

enf orci ng?

VWhat are the opinions of different education stakeholders with regard to the

enabl i ng envi ronment of the

st akehol der organi zations? |Is there consensus, or is opinion clearly divided

on different issues?

What regul ations and | aws have been or could be i nvoked that are not

specifically geared toward t he stakehol der group in question but have

definite inplications for their activities and organi zati on?

Have recent changes in the political environnent rendered existing

regul ati ons obsol ete or contradictory?

What do the stakehol ders, donors, and the government believe to be the ngjor

problems with the existing

| egal framework for NGOs? |Is there consensus or sharp division anmong these

actors?

Are self-policing nechanisns in place for NGOs? Are accreditation norns or

functions explicitly in place?

Are there standard contracts for establishing relationships with NGOs?

B.2 Political Culture

B.2.1 General Questions

To what extent are individual stakeholders aware of and interested in the
functioning of organizations that claimto represent then?

VWhat education issues are salient for individual stakehol ders? (lssues night
be infrastructure, student achi evenent, teacher behavi or and perfornmance,

rel evance of instruction, school cal endars, school feeding prograns, etc.)

Do individual stakeholders believe that there is a way for these issues to be
addressed, either locally or nationally? If not, do stakehol ders believe that
such a mechani sm needs to be created?

If the answer to either question is yes, how do stakehol ders believe these

i ssues are/should be addressed?

(e.g., through direct contact with central mnistry, through the schoo

staff, through the stakehol der organi zati on)

To whom do the | eaders of stakehol der organizations believe they are
account abl e?

Are stakehol ders aware of education reformstrategies? If so, are they
correctly infornmed of priorities, strategies, and upconing activities?

Do they have an opini on about the government’s education reformstrategy? Do
they believe that they have or should have a say in its formulati on? Wat do
t hey propose?

How easy is it to obtain this information? Are local or other officials
enabling or presenting obstacles to the conduct of the process by which the
information is gathered? Do they insist on being present during the

i nf ormati on- gat heri ng process? How about other key figures such as |eaders of
parents’ associations?



Has there been an evolution in the thinking of stakeholders as a result of
political changes (with regard to either the education sector or governnent
authorities and services nore generally)?

Have t he stakehol der organi zations been foll ow ng devel opnents in the
education sector or the education reform progran? Have any NGOs devel oped a
position on the governnent’s education reformstrategy? Do

they believe that they have or should have a say in the fornul ation of such a
r ef or n®?

1 In the course of the questions, distinguish between what stakehol ders
“bel i eve” and how they act.

B.2.2 Questions Specific to Grassroots Organizations

VWhat is the relationship between the stakehol der organi zati ons and gover nnent
officials (hostile, partnership, collusive, nmutual neglect)?

VWhat are current plans for decentralization both for the education sector and
for the general governnent adm nistration? WII there be any inpacts for the
st akehol der organi zati ons?

Are there (or have there been) autononbus comunity schools in operation
(either officially or

cl andestinely)? Are there or have there been comrunity school projects
pronot ed by ot her donors?

B. 2.3 Questions Specific to NGOs

Performan inventory of all the country’s NGOs that are involved in the
education sector, either as a principal activity or as one of many sectors of
i nvol venent. Categorize and evaluate their functioning in the

areas of advocacy, training and technical support to grassroots efforts or
speci fic stakehol der groups, policy analysis and research, dissem nation of

i nfornmation, and social marketing.

Identify NGOs that are currently and effectively playing active, simlar
roles in other sectors.

Identify NGOs that focus on issues of governnent accountability,
decentralization, and grassroots nobilization on civic issues.

VWi ch are the nost outspoken and influential NGOs in the country?

B.2.4 Questions Specific to Educati on System Stakehol ders 1

Do teachers’ unions provi de pedagogi cal support services for teachers
(hel ping to prepare for exam nations, providing other types of inservice
training)?

Do the stakehol der organi zati ons have a position on the governnment’s
education reform progran? Do they comrunicate with their menbership about
reformpriorities, strategies, and upconing activities? Have they
gener at ed count er proposal s?

B.3 Organi zational Capacity
B.3.1 General Questions

How representative is the stakehol der organization (frequency and type of

el ections, who participates in what sort of decisions)?

How structured are principal tasks of managi ng finances, nmaintaining records,
addressing gri evances, holding neetings, etc.?

How do the organi zati ons conmunicate with their nmenbership?

Do the organi zati ons set goals and strategies, and if so, based on what

i nformation?

VWat is the age of the stakehol der organi zations in the country?



Do the organi zati ons have any capacity to conduct policy analysis and
research? If so, on what issues?

Do the organi zati ons have any advocacy experience? Wre they successful ?

Do the organi zati ons have any experience conducting public information

canpai gns at the local, regional or national |evels? Wat were the results of
these efforts?

B.3.2 Questions Specific to Grassroots Organizations

Are there federations of grassroots organizations? If so, how are they
structured, and how do they function?

Are they representative and account abl e?

B. 3.3 Questions Specific to NGOs

Have donors or the government evaluated the institutional capacity of the
country’s NGGs? If so, what were the findings?

Annex C
Anal yzing Interest-Goup Pressure

Anal yzing the issue of interest-group pressure is thorny and conpl ex. Wl nond
has focused on this issue in an ERS suppl ementary docunent, Strategies for

St akehol der Participation, as a stand-al one problem W strongly reconmrend
that readers pay careful attention to the probl em of stakehol ders and

i nterest groups.

Wel nond pinpoints the third row of our Table 1 (in the nain text), |ooks at
both the exi stence of negative pressure and the failure of positive pressure
to energe, and unpacks all the factors accounting for each. He identifies
three sets of issues (see outline in Box Cl), discussing themin significant
detail. The first concerns the enabling environment for effective

partici pation. The existence, invocation, and application

of certain rights are the main factors determining the nature of the
environnent wi thin which stakehol ders can be expected to engage actively in
education policy naking. The second relates to the nongover nment al
institutional environnment—n particular, the way in which that environnent
defines its relationship to “official” institutions, and the |evel of
political consciousness of the civil society organizations. The fina

set of issues concerns the organizational capacity of any of the individua
entities that make up the nongovernnental institutional environment.

Wel nond suggests crossing these sets of issues with three skills that are
crucial to effective participation in the policy process: (1) the ability to
identify problens and participate in a social process of problem
identification; (2) the ability to participate in processes that formul ate
policy solutions, including the ability to propose that a problemis policy-
related (rather than a natural phenonenon, say); and (3) the ability to
bring policy issues and potential solutions into the governnent’s agenda, or
the “political salience” issue.

This crossing begins to reveal where the very specific problens are.

1. Enabling Institutional Environnent

_ Denocracy and | egal franework

— Exi stence of denocratic rules and regul ations
governi ng these processes

— Ability to invoke these rights

— Ability to apply the rights, which includes
technical, institutional, and managenent
capacities

— Ability and will to enforce the rights, which



i ncl udes the sane capacities as those needed
to apply the rights
_ Degree of centralization

2. Nongovernnental Institutional Environment

_ Nornmative inclusion and excl usi on assunptions

_ Tool s and resources at the disposal of participants
_ Internal institutional norns and organizationa
behavi or

_ Political consciousness

— Historical constraints, behavioral and cultura
responses to past policy

— Rational avoi dance of participation based on
free-rider concerns

3. Organi zations

_Ability to articulate, represent, and be accountabl e
to individual stakeholders of the organization

_ Capacity to formulate policy positions

_ Ability to comruni cate policy positions

_ Ability to communicate with own constituents

_ Ability to create alliances and networks

Box Cl. Factors Affecting Emergence of Positive Grassroots Pressure to

Counteract Negative -- Interest Group Pressure
Annex D
Skill Profiles for Possible Long-Term Technical Assistants

in ERS Projects

As stated in this volunme’s main text, the whol e Educati on Reform Support
process invol ves feeding and creating institutional networks, and providing
mani fol d techni cal assistance. Precisely because of this conmplexity, one key
i mpl enentor or counterpart is needed who can broker the technical assistance,
and act as the key node of the network. Whoever perforns this brokerage
function nust understand the range of skills needed to inplement ERS project
activities, either in education or in other sectors that are reformng

nore or |l ess according to the precepts underlying ERS. To synthesize the
know edge needed, we devel oped the list in Table DI.

This list of technical and process skills defines the types of individuals
and institutions that my be needed, depending on what technical and
institutional areas were prioritized in the main text in Table 5, steps 5-7.
We offer two clarifications here. First, any institutions chosen for

col I aborati on shoul d have a reputation for being able to provide individuals
fromtheir own staff, carefully selected based on their skills. Second,

we have not listed traditional skills typically needed in “bricks and nortar”
projects (teacher training; school construction; textbook design, publishing,
and distribution).

Table D1. Skill Profiles for Technical Assistance Providers
Areas of expertise for technical advisors Aspects where skills are needed a
Further el aboration of skill profile Reformnotivation and definition

Management of reformed or nodernized system

Mechani cs for gui ded consensus: process skills in |eading workshops,
strategi c planning, “technified” village neetings, mnmeetings at town hall
etc. Expertise should extend to the process of using dialogue to create
processes for teaching bureaucrats and di ssem nating information.



) 0 Should have expertise in guiding processes where there are opposed
interests, rather than sinmply clarifying issues. Experience in finding w n-
win solutions is key. Miust collaborate with finance and policy expert

bel ow, since sectoral technical skills are needed to define such win- win
situations. Maxi mum col |l aboration also required with comunity

organi zation and participation expert.

Conmuni cati ons and social and policy marketing. ) ) Expertise should go
beyond the usual demand- side expertise of social marketing. Needs to include
aspects such as the use of boardroom or policy nmarketing techniques. This
expert will require naxi mum coordination with consensus expert and policy
expert. High- level technical policy issues for consensus: expertise in
education finance, decentralization, strategic management. ) ) Expertise
needs to include the usual planning and budgeting skills as well as skills in
true finance, decentralization, private sector and conmunity roles, |oca
taxation, etc. Expertise is key to guiding consensus because positive- sum or
Wi n- win resolution of opposed wish lists frequently requires technica

know edge.

Moni toring and eval uation, including tests and assessnents.

) Must include expertise in nmonitoring community- oriented processes, and
teaching communities to nonitor services provided to them Contractua
management. ) Expertise is required in the privatization and contracting out
of services (e. g., hostels, printing, |laundry services, transportation

war ehousi ng, distribution, etc.). Advisor should have specific education-
sector contracting- out experience. Should have experience in witing

i mpl enent abl e, nonitorable contracts and shoul d cooperate with nonitoring and
eval uation expert in devel opnent of contractual indicators. a 0 = needed; )
= strongly needed. (continued on next page)

Table D1 (Conti nued)

Areas of expertise for technical advisors Aspects where needed a
Further el aboration of skill profile Reform Mtivation and definition
Managenent of refornmed or nobderni zed system

Educati on nmanagenent information systems (EMS), including tests and
assessments, incorporation of fundamental quality levels (FQs),

client- oriented statistics. 0 ) Should have solid technical background, but
current programming skills are secondary to know edge of how data and
infornation are used to pronote nmanagenment and accountability. If hard- core
programm ng skills are not available locally or through short- termtechnica
assi stance, then these skills are equally inportant. Mist work closely with
nmoni toring and eval uation expert. Miust be willing to establish relations and
work with comunity- |evel expert for devel oping schenes for data and

i nfornati on use in hel ping communities nonitor their schools.

Teacher | abor issues, salary scales, human resource managenent in general

) ) Expertise is required in salary scal es; performance eval uation; and tying
of pay to productivity in ways that do not backfire, are culturally
appropriate, and allow communities sonme say. Managenent, with experience in
decentral i zed educati on managenent, including strategic planning, financia
control s, purchasing, policy-based budgets, human resource nanagenent,

etc.

) ) Overall managenent expertise is key. Advisor ideally should not be
rooted in or sold on traditionalist types of devel oping country public
sector mmnagenment, since this is the paradigmthat needs to change.
Shoul d understand where current practices cane from which can be



changed, and which not, in the context of state nodernization. Comunity and
school relations, organizing and training, parent- teacher associations
(PTAs) and PTA rel ations, etc.; participation.

) ) Should combine traditional community organizing skills with sectora
education skills, but with an awareness of how these play out in the
context of high- level reformand state nodernization. Needs to

col l aborate with experts in nonitoring and eval uation, finance and
decentral i zati on, managenent, and EM S. Should be aware of role of
conmuni ty- based strengthening in the definition of high- level policy of
decentralization. a 0 = needed; ) = strongly needed.

Docurments in the ERS Series

The Educati on Reform Support (ERS) series of docunents presents an integrated
approach to supporting education reformefforts in devel oping countries, wth
particul ar enphasis on Africa. It is designed for devel opment agencies and
for individuals interested in helping strategic elenents within a host
country steer events toward sustainable reforms in education, as well as for
host country reform proponents who wi sh to understand the ai ns and neans of
agenci es that propose activities in this area.

The six main volunes in the series are:

Vol une

Nunmber Title

1 Overvi ew and Bi bl i ography

2 Foundati ons of the Approach

3 A Framework for Making It Happen

4 Tool s and Techni ques

5 Strategy Devel opnment and Project Design

6 Eval uati ng Education Reform Support

There are al so three suppl enentary docunents:

_ Policy Issues in Education Reformin Africa

_ Educati on Managenent Information Systems (EMS) for Accountability
__ Strategies for Stakehol der Participation.

The series also includes an ERS Course Description, which consists of
materials for teaching

topics related to Educati on Reform Support.

Docunents in the ERS Series

The Educati on Reform Support (ERS) series of documents presents an integrated
approach to supporting education reformefforts in devel oping countries, wth
particul ar enphasis on Africa. It is designed for devel opment agencies and
for individuals interested in helping strategic el enents within a host
country steer events toward sustainable reforms in education, as well as for
host country reform proponents who wi sh to understand the ains and neans of
agenci es that propose activities in this area.

The six main volunmes in the series are:

Vol une

Nunber Title

1 Overvi ew and Bi bl i ography

2 Foundati ons of the Approach

3 A Franework for Making It Happen

4 Tool s and Techni ques

5 Strategy Devel opment and Proj ect Design

6 Eval uati ng Education Reform Support

There are al so three suppl enentary docunents:



__ Policy Issues in Education Reformin Africa

_ Educati on Managenent Information Systems (EMS) for Accountability
_ Strategies for Stakehol der Participation.

The series also includes an ERS Course Description, which consists of
materials for teaching

topics related to Educati on Reform Support.

For additional information, please contact Advancing Basic Education and
Literacy Project ABEL O earinghouse for Basic Education Acadeny for

Educati onal Devel opnent 1875 Connecticut Ave., N.W, Suite 900 Washi ngton, DC
20009- 1202 tel ephone: 202-884-8288; fax: 202-884-8408 e-numil: abel @ed. org
Africa Bureau Information Center USAID, SA-18, Room 203-J; Washington, DC
20523-1820 tel ephone: 703-312-7194; fax: 703-312-7199; e-muil: abic@said. gov



