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INTRODUCTION

Thiz publication aims to help you think through same of the Bsues involved in
measuning education quality, and the role of indicators in that procezs.

Whao is it for?

This is part of a seres of study medules, designed for staff of 3ave the Children
UK (SC UK) who work in & wide varigty of education pregranmmes around the
world. We hope they will be useful more broadly within the Save the Children
Alliance, and to other organisations with similar sims.

These modules are designed to help you think aboul how your education
programmes can improve the purpose and guafity of the education which children
recaive. This is highlighted as the first objective in SC UK's Education Strategy:

SC UK'z Education Sirategy, 2000-2004
Obyjectve 1:

Purpose and quallty of education

To aquip children with knenvedge, skilis and understanding to help them deal
with real lIfe challengea and to bacome active members of socikaty; by promoting
aducation that is:

a  MRSponshe

+  relevant

» developmentaly appropriate

+  particgatary

Each module facuses on one set of issues raised by trying to put this shared
wvision of purposeful education into practics in our programmes.

The examples are mostly from the field of basle primary schooling, but the same
key concepts underpin all SC UK education work, whatever the age of the
children or the context.

How should the modules be used?

» The zeries is dezigned for use by teams (though the modules may also be
read by Individuals). It is intended to be read and discussed, and used as
the basis for selftraining, o build confidence to act and advocate.

= 'Teamns' are salf-defining — they could be groups of national staffin the
country offices, groups of project staff, or managers at the regional level.



= The aim is for pecple working together o neach a consansus on where
they are and what thay can useflilly da.

s Use the modules flexbly: they can be built on or adapted for whatever
leval t5 appropriate, with diferen] examples and new material Baing
substituted ncally as required,

« Each module includes some 'workshop kocls' — =uggestions for activities
ta be camied out In & workshop setting, o help readers connect the points
made in the module to thelr own contexl and experience.,



VWHAT IS AN INDICATOR?

e use the word 'indicator’ to mean evidence that something has happened, or
that an abjective has been achieved., Itis a todl for measuring change,

Several 3C UK publicaticns and documeants deal with the general principles of
maniteding and evaluation and the role of indicators. ' f you are not familiar with
these, pleaze conault therm. Here we conaider moare speciiically how these
principles can be applied to guestions of education quality.

Indicators vary depanding on the nature of the changes that the programme is
trying to stimulate. Consequently. in this publication we do nat by to define sets of
indicatars that can be ‘applhed' to any programme. The examples given illustrate
just some of the many approachas that have been taken in dafining and using
indicators of education quality.

We hope that the guestions raised here together with the workshop 100ls, will
hedp you to think about the neads In Wour context, S0 that your team can agras on
practical, appropriate and effective ways to maasura what changas in education
guality ara being achigved through your programme.



SECTION 1: MEASURING CHANGE IN ERDUCATION

Why is it difficult to measure change in education quality?

S0 UK's education work takes place in many diferent contexts, and its
programmes (ke many different forms. They all aim to support changes which
will improva the quality of education received by childran, How will we know if we
are achieving that aim? There are savaral problems in {rying to da this:

It is difficult to agres an what rahes good gually educalion. Untll we have done
thig, we will ngt be able to etify the changes we are bving to maasure,

v This module aims to dlarify what we, as an organisafion, think makss a
good quality education. |t also sims to help you identify what positive
chanpes you anre seeking for children in your area.

Any qualitative change is hard to measure systemalicafly, Whatever elements of
‘educaticn quality' we can agree on, they ara likely {o involve a mnge of subjective
and vague concepts, such as dentity, culture, self-esteemn and aspirations. These
are all things which we know are critical to individual and socisl development. but
the kind of avidence or indicators we are often asked to logk for (the Kind that can
be easily measured) do not necessarily reflect what is raally importzant about the
wark. It is 2asy to show whether enrolment rates have increased, but more difficult
to show whethar children in those schootls are gaining the skills, knowledge and
confidence to haelp them in their present and future |ives.

« A key meszsage in thiz module is — do net bea intintidated. 1 you know
something is sensible or important, then make that poirt, although it may
e difecult to prove it statistically.

Education is & iife long process of individual devalopment, 1t starts hafore, and
goes bayond school, taking place in a3 constanty changing social context. it is
difficuit to rack the effects of educational processes in the short term, and
impossibde 10 be sure how much persoral development can be attrlbuted to what
happens in schood and how much is influenced by whal is going on oulside schoal
— positive of negative.

» In this medule we encourage a realistic and practical approach to what we
can ard canngt measure, The focus is on whether the changes we

advocate are taking place, and whether they are having a positive impact
o children.

What changes are wa trying to achleve?

Evaryona has their own idea about what makes a good quality education.
However, as an organisation we read to develop a colfective understandimg of
whal changes we are trying o achiewve through our sducation programmes. This
gefines what we will bry to measure.



A starting point is the UN Convention on the Rights of the Child {UNCRC), which
provides us with a working definition of the purpose of sducation:

Article 23: The purpose of aducation 1s 1o devalop children’s personslity
and talents, to prapare tham for aciive adulf fife, to fostar raspect for basic
human rights, and a respact for tha chitd's own culture and those of
odhers.

Vihen we talk of 'qualiy’ issues in education, we refer 1o the processes and
systems that would be needed to achisva this vision of a purposeful education,
Several organisadions which use the UNCRE a= a basis for their work, have (ried
to define in more detail the essential elermeants of education qualiy. UNICEF, for
example, has devsloped a definition which encompasses five different areas*

Amas of education quality (UNICEF, 2000)

1. loarners who are healthy, wellrourished and resdy to particpate and
kram, ang are supportad in leaming by thelir familea and comemunities

2 snvironmaents that are haalthy, safe, proteciiva and gender-sansitive, and
pronide sdedquate rasourdes and facilities

3. content that is reflected in relevant cumicuka and matedals for the
acquisition of basic ckills, especially in the areas of Ikeracy, numeracy and
skills for Ffe, and knowdadge in such areas as gender, health, nuirition,
HMNAIDS prevention and peaca

4. proceases through which frained teachers use child-centred teaching
approcaches, in wall-managed clasanoms and achoals, atd skithul
assessment 1o faciiitate laaming and reduce disparities

. cutsormes that encompass knowledge, skils and attitudas, and are linked
to national goalks for education and positive participation in society,

30 UK's education strategy recognises all these as important, arnd diferent
programmes pricritige diffarant araas, Qur particular focus as an organisation,
henvever, has been on the educalion delivary processes that arg neaded to
achieve any of these — ie, exlucation should be delivered in a way that is
responsive (o childran's neasds and local comtexts), rebevart, developmentally
appropriate, and participatory.” Our programmes work through communities, in
parinership with governments or national nongovammeantal organisations
{NGOs), 10 encourage this kind of educational provision.

Howavar, those of us who are responsible for designing, implementing and
evaluating education programmes need to go several steps further than this in
defining the changes we seek to achieve and meaasure, Ve nead, amang other



things. to develop a shared understanding of the kinds of feaming proceszes that
are |ikely ko help children gain the type of education envigsaged in the UNGRC.

Workshop tool 1 — what makez an sffective learning process?

Tao clarify your own ideas about what makes gquality education, it can be helpful
to think about our own egducational expeariencas and find common features of a
good educationzl precass that we can agree on.

= Think of by things thal you learmt dunrg the sarky years of your
childhood/education (knowledge, skills, attitude, belief, etc) thal
a) you still have as a resource in your |ife
b} that you are glad you have.

» Onm of these should be learnt in schoal, and one ot of school.

» In pairs, or groups of three, tell aach other abkolut learning these things,
After liskening to each other's stones, individually write down a few points
on whalt it was that belped peopks leam these things.

» et together in a large group and put thase points togather ina list, with
the cnes you agree on the most at the top, and those that not everyone
agrees with at the bottorn.

» ¥Which ones apply to some cullures/contexts and not others? Which are
universal?

» From the points in your list, can you pick out a few key features of an
effactiva learning process?

This workshop exercise has already been camied out by several SC UK teams
around the wordd, In every case similar conclusions have been reached: that
learning is activa (you do i, no one can do it to youl and interactve (you learn by
hawving & chance to interact with what is argund you, other children, adults), and
the nature of that interaction iz crical. This means that people leam things more
effectialy if thay:

» reflect on their own experience

» discover for themselves and in irteraction with others, rather than having
someone present them with the Tacts' or “answers'

= leam in a fisndly, mutuzlly encouraging atmosphers.




What is the point of measuring what has changed?

It may seem obvious to us, and to those involved in our programmes, that our
interventions are improving the guality of education and thereby bringing benefits
to children. Howewver, systarmatic monilaring and evaluation throughout e project
cycle is important, and is usually camad ot for one of the following purposes:

1. Learning: drawing lessons frorn past and present activities in order to plan or
impreva Tuture activities and contribute to polcy developmeant.

Effective evaluation of education quality can:
» glve insights into children's needs

= help us to dantify what works well, so that we can buikd an it, and whal
does not work 5o well, =0 that we can addrass it

= provide arn opportunity to peomote the participation of parents, teachers,
children and the wider community, encouraging them to reflect on
children’s sducational neeads and their own atttudes to aducation

+ hughlight problems and potential solutions which can help us to influence
aducation policy at many levels — lacally, within our own and parner
organtzations, nationally and intemationalky.

2. Accountability: prowiding information on the effectiveness or efficiency of
initiatives,

The pressure to evaluate cur education work comes from twoe main sources.

» manegers within 3C UK, and thase we depend on (financially and in other
ways) b suppart our work, This regquirement o avaluate can feel like a
burden, particularly if we are accountabke to mora than one donar,
Leaming and accountabitity, howewar, are crucially linkad: it is by finding
cu what works best that managers and donors can make good decizions
abolt the best way o spend scarce resources

* |ocal groups and structures (o whom wea should be accountable — to the
govemnment education providers with whom we work in partnership, to the
community, and to the teachers and children in schools.

Tha evaluation will have a differant focus depending on who it is aimed at. Also
the kind of indicatorg and evalyation methodologies we use will depend largely on
the underlying purpose of ocur evaluation. The process of evaluation involves
fveslivg time and energy, as well as inancial rescurces. [t makes zense,
therafora, for ue 1o think carefully about who and whal the evalugtion is for, 30 that
the meathods we uge are approprate. and the informaticn wea gather is used well
The following workshop activity should halp your team to reftect on why you are
eaArrying out an evaluation and what kind of approach you might take.™



Workehop tool 2 — what is the purpose of aur evaluation?

1. Thirk about an evaluation of education work that you have recerily camisg
out or are planning to do.

2. Would you say that you decided to do the evaluation rmamiy
a) becauze you neaded to be accountable? or
b} because you wanted to lsam lessons?

<. Different characteristics of evaluations are listed balow. Highlight the ones
which describe your evaluaton.

» Evaluators include staff, beneficiaries and other stakehaolders.,

« Ezxampkes used in the evaluation are =elecied at random, ideally {0
represedt the whole population.

Thera iz emphasis on finding o reasons for successas and fAtiuras,
Evaluators are independent and objective — probably axtemnal,

The aim of the =valuahon is to improve future actyities.

A mix of guantitative and qualitativa data is used, but the emphasis is
on yualitatve data.

The evaluation is camed out at the end of the projectpregramme cycle.
The examples used are zalected if thay illustrate a point or if they have
potential far ransferability.

The aim of the avaluaticn is 1 find out aboul current and past activities.
The emphasis is on quantitative data.

The emphasis is on bow successul/unsucceszhul the project has been.
The evalyation is camied out 28 the project/programmea develops, as
part of the planning cycle.

4, Decide which of the above characteristics best describe evaluations carried
out for the purposes of accountability, and which ohes best descnbe
evaluations for earning purposes? (You could do this by drewing up two
columns; 'learning’ and 'accountability', or by writing sach characteristic
orto a card and then greuping thermn.)

4. Are the characleristies which descnbe your evaluation all in the same
column? Or are they divided betwesn both columns?

If we are senous about understanding what kind of intervertions can bring
batwefits to children's learning, then we are interested in the kind of approach
descrbed in the learting' colurmn. {akhough the reality is that rmost of us camy out
evaluations for purposes of accountability). ¥ou may find thal your evaluation has
characteriztics in both the ‘learning’ and ‘accountabilty’ columng — we often camy
oul evaluations for both purposes, and of courss there is a cross-over betweasn
the two types of evaluation descnbed above.



SECTION 2:; WHAT SHOULD WE MEASURE

In thig sedction we consider three ways of thinking about indicators of change in
education qualty:
v indicators that baetter educational oucomes are being achieved

» indicators that befter educational processes are taking place
o indicators of impact of paricular nktiatives.

Indicators of educational outcomes

Traditionally, education systems measure their achisvaments by oulcomes.

That is, they judge how good an educational expenience has been by testing
whether children have learnt what the aystern intended them to leam. If a school.,
ar a hational education system, produces better examinalion réesults in year bvo,
campared to year ons, we conclude that the qualidy of education provided has
improved.

However, we need to be aware that there are limitations in relying toa heavily on
tasts. or educational outcome measu remens:

v They do not tell uz if what children have leamt af schood is uzeful to them,
either for their present and fubure Ives.

« They do not take account of where children start from, or what obstacles
they may have had o ovarcome in order to laarn.

+ The provess of formal examinations is often biazed against marginzlized
groups.

= Thay ara based on a {false) assumption that education is a linear process,
ie, you take a child, apply some education, and end up with an educated
child. In realty. leaming i an ongoing, complex process involvirg a
nurmbar of external factors which it is bard to take accounl of.

It iz possible to define {(and measure) outcomes which are more qualitative in
nature. Numeracy, for example, is not just abouwt being able to count and
calculate, but about Understanding bow these stalls can be used in daily Ife.
Liberacy <an be functionally measured, for example, not just ‘can they read a
school text?” bt 'can they read semathing thay have not read before, understand
it, and s=e itz relevance for them?”

These are complex questions, which have certainly not been solved by most
national aducation systems,

For a development agency working in education, alongside or with national
education systems, the advantage of measuring by putcomes is that this is
universally percenved a3 an indicator of educational ‘success’. So, for inatance, If



we wished to demonstrate that a partcular educations! approach (being piloted by
GUr proegramme] provides better quality education than children normally recains,
an effective means to demonstrate this would be to tast the performance of
childran in schools that arg using the contrasting appreaches. Even if we have not
always thought about this when designing a programme, it may still be posable to
apply mdicalars of learming achieverment later,

Example 1 — learnlag through mother tonguwe, tn villagas in Mali

In a poar district in Mali, whers less than ten per cent of children attended
school, S3C UK supported communities in two remcte villages to build their own
sthools. They used an attemative government curriculum {called the Pedagogie
Convergente) and village adufts whe had some schocling were trained to teach,

Many government education officials were sceptical that a =chool with
unqualified teachers could succeed, but there were two featuras of the
cumiculum that SC UK staff beheved might help children do better than those= in
govertment schools,

1. The Pedagogie Convermenis teaches through the local language, rather
than French, for the first few years.

2. The community was invalved in adapting this curiculum to reflect real life
conditions in the villages,

It was obvious to earty visitors {0 the schoals that the children were learming
enthusiastically and making pregress in basic literacy. Howewver, there was as
yet no way to compare this with the pregress of children learhing through
French In govemment schools, The project team took steps to change this. In
collabaration with the local education authority and the communities, a set of
quality indicators was developed, which is now being used to monitor the
progress of the children in the village schoclks. At thee same time the education
authonty was asked to introduce tests at the end of each scheol year — the
same ones that are used in government schools — so that it will ba possible o
make comparisons,

For mara detail, eea the casa study in Towerns Responsne Sols

Another uaeful function for 5 UK educahon programmes to support, 15 the
development of maore appropriate outcome indicators within national systams, A
project in Pemu took on this challenge, and defined educational outoomes in quits
farreaching qualitative tarms:
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Exampla 2 — indigater development and polley debate in Peru

Ini the mid-1580s there was concemn among NGOs and educationalists in Pery
that the government and World Bank (a mapr investor in schools) ware placing
oo much =mphasis on measunng education cutcomes that contribute to
sconomic griswth, rather than children's needs or human development.

In responge, SC UK supported an education 'think4{ank”, Fore Educative, to
produce g set of child-focused indicators. A wide network of people working in
sducation was used, and syentually agreed the basis on which these
indicators should be salected. Thay considered the following to be the basic
rizeds of all children:

survival protection  affection
understanding participation recreation
creativity  identity [iharly

seven indicators wets identihed for each basic need. This pracess highlighted
the importance of factors thal had not previously been seen as important to
monitor, such as the relationsnip batwean students and teachers.

Cne cribiciam of these indicators is that they rely too heavily on things which
cah be easily counted, (g, number of schools offering cocupations! skills
workshops), rather than seeking more qualtative information. Nevertheless,
these child focused indicators have besn succassiul in sparking debate,
between policymakers and stakehcolders, on how to achieve and measure
imprsvernents in education quality, by analysing children's needs as a starting

Pt

These indicators were conceived as a {pol for avaluating education guality at
the: national level, and Foro Educative used them as part of its advocacy wark,
with the Ministry of Education. A National Consultation was held on education,
with this pilet projact on indicators being considered as one of the tools for
reform.

Fror el didail, sae thé casa stedy in Towsads Responsive Schogs

Indicators of good educational processes

The results of the Peru project point to a critical aspect of evaluating education —
it is the process tself that matters, A large body of research in education shows
that children have huge learning capacities, which are sekdom fully whlized. Vitat
determines whether they can leamn effectively is the learning environment — the
relatonships between leamer and teacher, the methods used, the procagees

11



which suppart teachers to create positive leaming environments. So, to
encourage better educational quality, the desired change is better educational
processas, Measuning chandge In these s lkely 1o b a more réliable indicalor of
improved qualiy than measuring namowly-definad outcomes.

Example 3 — children's own indicators of education quatlty in Colombia

Partly inspired by the concept of child focused indicators pilgted in Fery, a
project in Celombia supportz children and young people in primany and
secondary schools to develop therr own indicators of education qualty. The
ohjective 15 to improve educalion guality by identifyving changes that can be
miade within theair ewn schools — many of which are abowt process rathear than
outcomes — as well az influsncing policynakers in local and national
education authorties.

The prgject is wing caried out through three national NGOs (Volvamos a la
Gante, Paug VI and CINDE) in a sebaction of rural and urban primary and
secondary schoaols, where work on child rights was already underway thraugh
students councils and child nghts committees. The childret run workshops o
analyse the purpose of education, produce indicators of education quality, and
agred on plans of action to achieve these indicators,

The process is child-led, in line with the participatory philosophy of the project,
but the success of the projedt depends slso on the commitment and co-
opargtion of teachers in the school and of local education officials. The first
phase of the projact is complata, with each school having dafingd s own
indicatars. The parlicipants ara now ambarking on the second phaze, in which
plans of action will be put into practice o try 1o bring about change in schools
and with pohcymakers.

In applying indicators of good sducational processes, wa nesd to Kesp in mind
that we are not measuring absqlute leavals {eg, of teacher =kill in using =uch
methods) but the direction of change. Many education systems have a baseline of
approaches that are far from ideal, and the starting poirt difers enormoushy from
ong contexd o another, Teachers’ axpasure 1o the naw methods may be vary
recent in some cases, longstanding i athers, there may he good matenals to
back up interactive teaching in some contexts, none in others. What is more
irpurtant is to measure change from the given starting point. Once we are
conhdent that such changes are happening, and are being internalised so that
they are |ikaly {o last, wa can make some reasaned assumptions aout their likedy
impact.
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Indicators of educational impact

Measuring impact is about identifying changes {expecied or unexpected, positive
ar negalive} which have come sbout as a result of a paricular inbervention. If our
purpase is to work out wheather real benefits arsse from SC UK programmes,
these ara the kind of changes to focus an,

SC UK guidance on measuring impact suggests that we consider what impact has
beet achmved within any of the fellowing five 'dimensions of change'.

Common dimanzion: of change of 5C UK work
1. direct banefits to children
2. wider impact on policies, practice ideas and beliefs
A enhanced chidren's participation
4. reducing discrimination (eg, by gendar, dizgabilty or ethnicity)

5. improved parnership and collaborative werking {(ey, with local NGOs or
qovanment, capacity building, innovative forms of partnerahi).

Yhichaver area we are concerned wilh, we need o be realishe about the extent to
which wa can ohserve impact, and — ayen where impact is clear — how far we
can atinbute those changas to our intervantions.

+ Hew much can you expect to ohsarve now?
Initiativas to improve education dquality can have an impact at several
different stages during a child's school career and heyond. The changing
attitudes of policy makers take fime to show results in practice, Within the
cumernt penod, we may only be able to measure the beginning of such a
timeine.

» What else may b2 baving an impact?
Everything — from an individual child's ability to kkam, to the sffactiveness
of a whole school systermn — will be affected by external factors such as
conflict, migration and HWAIDS.

The key iz to be realistic about how much we can demenstrate, how far we can
track impact, and how far we can attribute the changes to one parficular =et of
initialives, However, the dificulty in ‘proving' links should not discourage us from
making sensible judgements, For instance, t may be imprachcal bo try 1o prove
that a geod sducational exparisnce, promeoted by our programme, has produced
better-adjusted children with skiliz which will halp them {0 cope ina changing
scoiety. {however confident we may be that thiz is the case). But, we may be abla
to show the mare immediate impact of our intervention on teaching methods, on
childran’s axpeariance in schoal, an thair self~esteem and conhdence. (1 soMme
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cages, 3% in the example below, the impact of our work may include unexpected
benefits.

Exampla 4 — health aducation for girls in Afghaniztan

In the troubled poitical cortex] of Afghanistan under the Taliban, health was
one of the few areas in which it has bean acceptable for gifs to receive
sducation outside the home, Modules, specifically for use with gids, were
prepared by the SC UK haalth educatar to convey simple but important health
messages. These were used by a number of partner agencies working both
within Afghamstan and in Afghan refugee camps in Pakistan. The praject was
wall received by communities who saw the content of the coursa as extremely
relevant ko their needs, and the participation of girts.

An evaluatn carred out by the 1leam confirmed that the project had nat only
had a dirsct impact on haalth, but had alzo had an impact on evels of
ampowarmeant, self-esteem and confidence. The project had given girls an
opportunity to come together outside the home, to take part In an education
programme, and to acquire knowledge and skills which sllowed therm 1o take
some control over their lives and that of thair familias. Mothers who had not
received an education themsalves, reparied that they were able to learm from
their daughters.

Adapting indicators to changing objectives

Impact indicators only make sense when related to objectives, The objectives of a
piece of work (B8 project, a set of activities, a programme} are what impact you
hope to achieve; the impact indicators are the mweans by which you can show
whather those objectives have baeean achieved.

The abjectives for a project are decided al the outset, and il is often expected that
indicators should also be decided in advance of doing the work; 5o an orthodox
project proposal will include a set of indicators under the 'moniboring and
evaluation' heading. Howeaver, we need to be cautious about this. Some overall
indicators do need to be agreed in advance, but it is important also to allow for
flesxibulity.
= As work progresses and participants gain practical expenenca, it is likely
that new indicators will amearge that can be used to give more useful
inzight=s imlo changes in education quality.

» |n some cases, defiming indicators may be an integral part of the project
iteedf, and therefors they should definitsly not be pre-sat, A vanety of
stakeholders (feachers, parenis, chilkdren, etc} may be involved in this
process of developing the indicators.
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i may pa that we are required by donors 1o produce indicators at the outset, as
part of a funding proposal 1o geat work =tarted, Howavar, we should not be afraid to
change our indicators if they tum out not to be useful during monitoring and
evaluation, ar if we discover new ores. This is likely to be particularly frue in
amargency situations wheare the cantext is unstable and programmes nesd 1o
respond 1o the changing situation — as objactives change, so indicators need Lo
be reviewed and adapted. The important thing is to be clear about why they have
been changed, and 10 incorporate the leszons leamed into our planning.

Exampla & — children displaced by war in Sudan

Children displaced by war in Sudan have ended up in Khartoum slems, whera
there is fo aducalicnal provision. The Khartourn authonties are not responsible
for providing education for childran from outside the provinee. SC UK obtained
dangr funding to support the displaced communities ta sat up their own
schockz. This included teachers” salaries in the shart tarm, while {rying to
persuade the Khartoum authorties, through advocacy, to take over
respansibility for teachers’ salaries in the long berm. This was stated in the
griginal proposal as a programme objective [ ensune sustainabilty. However.
the advocacy sirategy failed, and SC UK has had te revies its original objective
and continue o provide teachers' salanes for humanitaran reasons, as the
schooks would otherwise cease 1o function. The reasons for this change have
had {3 e axplained, to persuade donars to continue funding the project.

Indicators as a framewark for change

There are some strong advantages 1o the programime in having indicators jeinty
agresd sarly on, and clsardy communicated, a5 these can provide a framework for
making the changes which the project aims at.

In the following example kom Sn Lanka, the agreed indicators were used during
the lifa of the project in a2 similar way 10 objectives, o achieve systematic change
which benefits childran. Then [atar they were used again as an instrument for
rmeasunng the achievements of the project, alongside other evaluation mathods.
The example highlights many of the key processes in using indicators in
education, 50 wa describe it in same detail. The condext is pra-achool education,
but the project’s focus on improving teacher-child communication and developing
active and interactive learning mathods, has relevance for all education
Processes.
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Examplae & — children’s devalopmant in a conflict area in Sri Lanka

+ The contex!

Trincomalkea Distrct is in the north 2ast of Sri Lanka, an area heavily affected
by conflict for 18 years, Traditional family and community structures have heen
undermined by war, displacement and the economic migration of kay family
members. Children were affected both directly and indirectly by conflicl and
displacemant. They increasingly lived in female-headed housshokds, and often
shared rasponsibility for the care of younger siblings, as mothers workead
outside the home.

It thns conlext, the importance of sary years provision in providing care, relief
and stahility is reflected by the many religious or community-based groups
which have sstablished over 300 eary childhood care and developrant
{ECCD) centres in Trincomalee. LNt recantly there was no infrastnictune {o
rmanitor and support pre-schools, while teachers, (who were largely untrained
and uneducated beyond secondary schooly. received little support. The pra-
schools that were considered to be good modals, featured children sitting on
kenches at long tables copying letters in small books. If there wara any
colaurful things on the walls, they were teacher-preduced charts or commercial
prasters,

» Tha pﬂ'ﬂj&ﬂf
SC UK became involved with the Ministry of Education in a project to improve

the quality of sducation in these ECCD centres through sustainable teacher
training. An inlernational member of stalf, with extensive ECCD expanences,
whas brought in to provide this training.

With the: support of the NGO and community sponsars of EGCD centres,
twenty pre-school teachers were trained i a senes of five residential sessions
and rmany one-day workshops, over a penod of two yvears, The training
coverad a range of topics aimed at halping teachers to ungerstand the basics
of child development and practical ways of responding to their educational and
develnpmental needs. The training was camed out in an achve and interactive
way 5o that the teachers began to understand the importance of thes |2arting
approach.

Cf the teachers trained, ten ‘'master teachers' were chazen {by their peers] 2nd
given further raiming, which enabled them to become mentors for other ECCD
centras in the district, This involved working with three or four pre-achool
teachers closa to their own echoal through exchange visits, faciltating one-day
training workshops and evaluating progress in each school.

s«  The feachers’ indicalons

Dunng the inftial residential training, tha teachers worked togather to idantify

indicators of education quality, ie, how they would know if quality education
(Confimuesd averaa]
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was being provided. After sharing ideas, teachers agreed on a list of indicatars
(5o below). The indicators were developed and owned by the teachers
themsalves, and they weara basead on the teachers' knowledna of what it is
possible to achiave in the resource-peor context of the Trincomalee ECGCD
centres. Nevertheless, the input of the consultant was crucial — drawing on
her professishal understanding of child developrment she was able to guide the
teachers towards indicators which focused on the guality of children’s learning

axperience, particulary the relationshin hatwean them and tha teachar.
Sometimes the teacheres had not considered that their normal behaviour was

an example of qualty: 'l thought everyone smiled at children and tred to histen
to them.” said one teacher fram a village outside Tnncomalese. The box on the
hext page shows some of the indicators chosen by the teachers

The teachers were asked to go back to school and assess their own work
according to the indicators. VWhen they found that they were not achieving all
of them, they were malivated to make practical changes in the schoal and their
aching mathods, Prograss was reviewsad in workshops over ane year.

Some of the lndicators of teaching quality developed by teachers in
Tricomaise [Natrict pre-schools, North East Provincs, Sn Lanka
teacher Rstens attertively to chikdren

teacher bande down to child's lavel and rakes eye contact
t=acher treats all children squally and with respect

ora-schood is neatly orpanised with toys accessibe to childran
children's work is displayed at their aye lave!

the writtan dally schedule shows a balance of indoor and otittdoor
play, and quist and noisy activiies

four or mera ammng carbres for mdividuals or small groups are sei
up and usad during choice tima. New leammg centres are indrociuced
or A regular basis

B the teacher uses choloca Uime fo move from group to group and from
child to child for brisf conversations and posiive sncouragement
9. each child has a spacial place for his ar her belongings

10. threugh the vse of halpars and parent volurteers the chikt:adult ratio
iz at 151 o balow

1. parerts work in the pre-gchoal o & reguiar basks and help supporl
the pre-schodl in cther ways

12. parant mestings are hald 2 least svery two menths
13. mfcmration on each chikd's devalopment is recorded
14. drinklng water is available for children wha do not bring thesir own

15. at the end of the session, the children and teachar replaca meterals
it order.

=L L

™

{Contnued ovaraal
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« The avalualian

After two years, the original 5C UK imemational staff membear was called back
to faciliate an evaluation of the impact of the training carried out by mentor
teachers with other pre-school teachers. The teachers’ indicators wers usad
onceE again &3 repants, training recards and monitaring visis werne reviewed,
They showed whether the changas had bean achiened that the teachers had
agreed would improve children's axperience of pre-school — in other wordz,
whather there had been changes in teaching {ie, the ‘process’).

In evatuating the overall impact of the project, it was alzo important bo ook at
changes in children's leasming (ie, the impact) — had there bean a positive
change in children's experience of pre-scheol? In order to answer this
question the parents wers consutted, and this phase of the evaluation would
require a different =t of indicatora.

s The parents’ inoicalors

Linlike the previous process, where teachers agreed 3 set of indicators and
then monitared their work against them, for this phase of the evaluation & faw
‘open’ guestions were used to get parents to reflect on their child's progress,
Their rasponsas wana then grouped accarding 1o categongs. Thease cateqonias
had the same function as indicators (though they wera never called indicators)
in that they helped to summarnse, analyse and quantify the impact of the
project. In the same way that teachers had developed their own indicaters with
soime cutside guidance, parants wers sncouraged o produce these indicators
within 2 ramework set up by 2 profassional faciltator,

Farents' views were sought through interviews, questionnares and focus
groups in selected pre-schools. They were asked to reflect on what their
concerns had bean for their children, and what changes they had noticed in
them as a result of keing in pre-schocl. One of the questions asked was:
'Describe your general feeling about your child's pre-school expenence — for
your child'. The 119 responses fram parents in the focus groups were then
organised {by the parents themselves) into 9 categories.

Number of
Respoisas parents
1. erjoys fends by helbing, working and playing 22
2. demonstrates languags devslopmert 15
3. acis happy, acive and motivated for leammng through play 5
4, takes responsibiity for saff and belongmgs 14

5. shows Interast in creative activitles (making things, drawing, | 14
dancing, acting, singing}

8. shews enthusiasm for going to achool ang leaming 11

¥. exhibite mireased independance ard confklances 10

5. shows improvemant n sating and healtth habis L

8. respocts adulta and shows good manners. B
rCantirued gyeriagf)
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When the same question was put to parents through the guestionnaire, 3
different sat of categories was produced, but the concems expressed by the
parents (&g, 'child shows more independence’ and ‘child enjoys creative
activities') were similar.

[ eeddition v wiarkshap activities designed to help parents express how they
fedt about their child’s pre-schoal expenience, they were asked lo reflact on
levels of distress which they had noticed in their child before and after the
project to improve pre=schools. Unlike the open questions used bafore, the
ndicators used here were get by the facilitators: cards describing symptoms
axhibted by children in distress (taken ffom a hat drawn up by the Norwegan
aave the Ehiktr&n‘} weare placed on the floor, Parents were asked to put a
coured bean on each symptom that thay had ohserved in their child hefora
September 1959 (the start of the project), and ancther colour for each one
that they had cbserved mince. The significant decline in distress symptoms
reported may of course be due to a range of factors, but the impoitant thing is
that parents view their children as having hecome less stressed.

Cwring the four focus groups, parents not only provided rseful information, but
also anjoyed the activities, which were participatary and imteractive. Finally,
parants were asked to |ist the changes thay had sean i thair child and then
group them according to physical devsiopment, social-amotional
development, creative development and intellectual development. Most Sn
Lanka par=nts wodld report that they send their children to pre-school for
intalleciual devalopment, but when the question was approached in a different
way, the highest number of responses was in the area of social-emotional
developmert. A parent at one of the focus groups mada the following
comment. "W are mare aware of social-emotional development and maybe it
is mora important than we thowg bt Wil social-emotional growth help to
prapare children for primary schogls?
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SECTION 3: CHOOSING INDICATORS

A grest deal of ime and anxiety i3 gpent in trying to find the ‘right’ indicators to
evaluate programmes. The process of defining indicatars presents us with a
number of quastions and challangas, some of which we sxplore harae,

Reliability or insight?

Indicators are a2 means of systematising judgemeants — they help us come to
tmore rellable judgermeants than if we each simply reach our own conclusians.
Howevar, some individual judgements can be particularly insightful, and we do not
want (o miss the leaming that they can offer us by making the indicators tog nigid.
In any particular case, there will have to be compromises between the two

extremes.

choosing indicators:

Warkshop tocl 3 — SMART or SPICED indicataors ?

These two tables summarise the characteristics of two different approaches to

uge?

_SMART indlcators

Spacific Yinat things doss the imand 1o cha

Maxxrabis Can the ind|cator be measured ohyectivety xnd
et iy Y

Adterirshie i it pogsibie for B predect b scdesus the Inctesbor

koot bt rwcBeosbear radencad to e progact, and poactizalfoost-
affective 10 use’t

Tirmabourd Yyhan ahould the indicator be achieved by?

SPKCED indicaiorns _

Subjective informants may have unique insighta witich gree reffable
vfoadion which b anecdolal byt vakuable.

Parbicipatory Indlcators shicibd b deswlopad togariwer with Hross basl
placed to assess tham — thig mary be teachers, params or
childrae

bk ol Indicators cafinmd By [Deal Groups my reed bo b

comrLnicabla explained o extemal wxliences.

Crosg-checkad Check information by comparing different Indicetors or
proprass ana using diffecent informanis and rasitwods.

Ermpeaning Tha procass of saiting and using Inicalors sholid b
armpowerimg by nelping groups and ndividugle reffect on
twoir changing situstion_

Divarss LUsing {ndicators et by diferant groups, &g, nsn and

wwoman — informaiion gedthemsd shouid reflect theess
ol Narerl parspectives.

« Which ones do you haye experience of using?

= Yhich da you think would giva the most useful information about whather
education quality has improved?

o Could you combine them?

= In your own conteod, which charactenstics would be the most challenging to
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How many? How speciflc?

It is essential to keep indicators to a manageable minimum, while at the same
time ensLnng that they cover all the key areas in which we are sesking change. It
may ke halpful o select a small number of main indicalars, each being supportad
by more detailed 'sub-indicators’.

Example 7 — braaking down sets of Indlcators

The UK based NGO, Leaming for Life, supportz a number of community
education propects through partners in india and Fakistan. Discussion with
partners during field visits identified thet while systematle evaluabion was
taking place, the indicators ware not producing infarmation that helped (o
analyse the quality of education being providad. For example, project monitors
were asked o rank children's reading skills as ‘goed’, "average’ or ‘poor’ and
1he answers given were oo general o be useful.

Nevertheless, the initial indicators had sarved to outline the areas that partners
wanted to analyse:

= heatth, hygiena and surroundings
» recind keeping

* teacher

« [fe skills (pahaviour, confidsnca, interaction, knowledge of surroundings,
etc)

+ l=arning skills {reading, wiiting, arithrnetic, listening, dependency on groupy
teacher)

+ syllabus planning
s grouping of students.

The next step was to break down each of these areas into more detsiled
indicators. The ist drawn up was long and complex, and the challenge was to
find practical ways of using it during dassroon observation. A senes of
classnoom observation schedules was producad, each focusing an a differem
area, the aim being fo focus on just one area during each chservation zession.
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Qualltative or quantitative?

We often feed under pressure to demonstrate our achievements with stabisics,
particulary when avaluating for accountability purposes. There is a tendency to
ancent an argumant if it 15 backed up by numbers, but the fact that you cannot
count zomething does not mean that it is not imporkant, particulary if you are
trying to measure improvermnent in education quality. [t is difficult, for example, to
measure a laving, safe anvironment, bul we know how impertant i is for children's
davalopment,

The fact that cur focus here is on education quality doas not mean that we arg
interestad only in qualitative information. Guantitative information can be
indicative of education quality, feg, numbers of ctuldren dropping out), and
numbers can alsg suggest othar questicons, for example, why are children
dropping out? — it may be because of external factors or because quality is poor.
Numbers can be particularly useful, then, if they are linked to qualitative
infarmation.

One way of communicating qualitative infarmation in pumbears s through a suryey
of attitudes. This is a way of taking opinions into account and tuming them into
statistics (&g, number of people who feft their children had gained in corfidence).
This way of presenting informaben may be useful (&, for comparson between
groups), but it may alsa hide the detail that may be essential for us 1o understand
if we are o take action 1o improve sducation quality,

Sensitive to different groups?

The process of choosing and using indlcators gives us a chanee to find oot about
inequaliies batwean diferomt groups in society by highlighting the different
challenges, needs and parspectives of groups which are often invisible, such as
girls, ethnic mincrities, and children with disakilities. [t is important that we take
this oppurtunity $0 that we, and the communities we work with, can recognise
inequalities where they =xist and ind ways to address them.

These differences often come up during avaluations, even though they have not
been planned for, for inztance when exploring the reasons why children drop out
of school, they may be different for boys (eq, going out to work) and girls {eq.
canng far younger siblings). The Rexibddity to changs and adapt indicalors {as
discussed above) allows us to incorparate thesea issuas into our work as they
emerge, but we should alzso find ways of building sensitivity fo diference intg
project objechves and the way we select and use indicators.

¥uhat does this mean in practice? To give an example, if one of your indicators is

increagsed interaction hatwean teachers and students', and thic is to be measured
using classroom cbeervation, it is important that the cbsarver lpoks at which
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students intaract mare with the teacher — are thara morg exchanges with boys
than with gifs? Or doas tha teachar tend {o interact more with one social group
than ancther? What about any children with disabilities?”

Do we nead a haseline study?

A baseline study is a way of racording a picture ‘hefore’ and 'after’ our intervention
&0 that we can measgure change. In =ome cases this can be helpful, but it can also
be limiting. Change can be unexpected, and relying an indicalars which were set
on a baszeline at the start of our programme can mean that we overlook important
changes which we were not [aoking for. What is important is that people are given
the chance to reflact, for exampls, ‘what changes have you noticed in the
teacherfclasses/children's behaviour etc?'. In this way, valid and useful
conclusions can be drawn without reference to a baseline study.

Who chooses the indicators?

All thosa involved in the education process can potentially be involved ih choasing
indicators, and a participatory approach to development suggests that it would e
desirable for this to happen. The reality, however, may be more complicated,
given that those involved probably have differing percaptions of what quality
education is.

In Section 1 we talked of the necessity for us. within one organisation, to reach
agreement on cur understanding of quality education. As far as possible we iy to
base this on a professional hody of glohal experienca {and not just SC UK's tam
axperancea) about what is goed developmentally for children. Howewver, many of
the paople we work with {education officials, teachers, parents and community
leaders) rmay not share ths understanding of children’s devalopmeant. If they were
asked o write a list of the things that would indicate improved education quality, it
might ook very differant from our list,

How do we reconcile our values and professional aims with our balef in the
importance of paricipation? If we are professionally convingad that certain
changes are impartant for children's aducation, and this view is not shared by cur
partners, clearly it is inappropriate simply to push our views regardless, K is
equally inapproprate simply to accept our pariners' views without debate, The
chalienge is to 3¢t up processes within the programme that will enakls us and our
partners to come o a consensus on what is needed for children in this context.
Thig should involve quastions of how children develop, and the value of aclive
lsaming. The resulting consensus will be reflected in the chowe of indicalors; but
there may still be a need to include some on which agreement cannot be reached.



Example 8 — involving partnera In chooslng Indlcators

In aur example from S0 Lanka, consensus was achieved through an encternal
profassicnal working with groups of teachears to devalop indicators which were
based on a shared understanding of child development {the consuttant's input),
but which were also practical and relevant in the local context (the teachers'
input). [t was not until changes had been mada in the pre-schools that the
cammunity was asked o participate by reflazting on the changes thay had sasn
in their children,

In our example from Colombia, on the othér hand, the participation of children
and young people is e of the central objectives of a progect in which chikdren
identfy their cwn indicators of educaton quality, and use these as a asis for
improving education in their schools. This is appropniate and possible in a
context whare the schools paricipating in the project already have a radition of
children's participation through student councils.

Invoiving participants in selecting indicators, where this is practical and possible,
can withaut doubt bring many added benefitts, including an increased sense of
owmership, insights into choldren's development and educatianal needs, and 8
battar understanding of the project's approach and ohjectives, There ara also
risks, including raising expectations {eq, that any probems ientifed duning
avaluation will be met with increased funding), and the danger that those invohed
will feel that they are being judged, or that the security of ther project depends on
the findings of the evaluabon.

Are we imposing our values?

Education is an area lozded with values and theze differ widely acrozs societies.
One of the tenzions in defining indicators of education quality is that we may feel
thét we could be imposing our fusually Western') values. YWe nead to be honesl
about the fact thal, as an international organisation, it is impossible to have a
value-free intervantian in education,

Our values are based on the UNCREC, which not only makes clear ehikdren's night
to education. but alss mandates us to promote S5 the aghts of the child throwgh
educalion, as well as to challenge values and practices which may undermine
those rights, Viea halieva, for examphe, that gifds should have the same educational
opportunities as boys, although in some of the contexts in which we work this view
i2 not shared. We alao believe that children should not be beaten al achool, bul
we know that corporal punishment is widespread and believed by some teachers
and parents o be an effective aducational tool.
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Workzhop tool 4 — valuses in education

The following statements frorm the UNCRC relate to education and represent

the valupes which we pramate, Which ohe presants the greatest challenge in
your context?

= Al nghts apply to all children without discnimination on grounds of gender,
digability, ethnicity, religion and cltizership.

v Children have a right to sx¥press opinions in any matter which concems
thern.

«  Stykes of school disciphre should reflect the child’s human dignity.
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SECTION 4: APFLYING INDICATORS

Whert developing indicators, it is vital to think about how they are to be used to
gather information {and whe is going to use them), as well a= how that information
is ultimately to e used. In this section we cover some of the paints which should
be consideread when using indicators in the process of monitoning and evaluation,

Means of veriflcatian

A brst step might B ko think systematically through how you can venify each of the
indicators selected, This was the appraach taken recently in Burundi, where staff

produced the following for a non-formal education programme in an emerngency
cantext:*

Examipie % — non-formal education in an amargency in Burundi

Indicator Mesmes of verification
increased out-of-achon! student congut pre- and post-best mtendews
knowisdge in core subjects with tern pet cent of children bafor: and
after participation in programme
improved quality of claas o grou manthly evaluation of animatars
iapdership recards of dally lesaon plars
increased youth participation and moithly review of attendance bock
retaniion

exdstence of materials and equipment | designation of community council
with us= rmanaged by the community | membaer in chaige of wsed iwentory

checks at the end of each month
estabishment of reguiar meetings for | president of committee schedules
the community lsadership council meetings bl-monthly
parcentage of parents contributing animator records of parert
time to centre aciivities participation

A% ths above example shows, it is more difficult to agree on an effective means of
verification for some indicators than others; 'increased youth participation” lends
itself to & quantitative means of verification, but 'improved quaiity of class or group
keadership’ demands more qualitative analysis. In this case, the means of
verification (monthly evaluation of animatars' records of daily lesson plans} is
qualitative and depeands on the subjeactiva judgemeant of the evaluator, This
example slzo highlights the limitations of linking each indicator to one practical
‘means of verification’. Ywhile lesson plans may tell us much about the quality of
class lesdearship, they do not tell us how the leszon was delvered or what the
impact of content and teaching methods was on studemts’ learning. What may be
naadead is a careful choice of further sub-indicators,
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Qualitative indicators such as ‘increase in student conhdence' or ‘level of salf-
esteemn’ are often included in avaluations of education quality, and wvarifying such
indicators always presents a challenge. Qualitative avalustion approaches, where
parbeipants are asked to reflect more generally on change, and where their
observations are then analysed (such as the review work with parents in our
exampla from Sri Lanka) tend 10 produce mors useful information. Howaver, thege
approaches rely on the skills of the evaluator {0 analyse panticipants’ rasponsas,
compare with other information, and draw conclusions about whether, and to what
extent, the indiators have been met. This kind of approach is mere commen
where evaluaticns are carmed ot for l=arning rather than aceauntability,

Who should use and verify the indicators?

The indicators may be used by different obsaervers at different imes during the
project — this will depend s how the monilening and evaluation are camied out,
and it is something that should be consklered when the indicators are chosen,

n FExlernal

Classmoom observabons, inkerviews, etc, can be carried out by an extenal
professional. or by a non-spedalist (project stafffcommunity member) who would
nead o receive some raining in advanca, It is important to consider the
pbserver's familiarty with, and sensitivity to, the cordext, as well as the potantial
for staff and students to feel threatened by the appearance of an external
assess00 in the school,

+ Teachers

Az the example from Sri Lanka shows, involving teachers in self-monitoring can
be an effective way of raising awareness of qualdy issues and improving teaching
skitls. Peer moniaring by teachers can be leas threatening to the observed
teacher than a visit by an external professional assessor, while tha teachear who
cbserves may alzo leam a great deal from reflecting on hisfher colleague’s
eXpErience.

s Commumty

Parents, students and other community members can be involved in monitoring
and evaluating education quality in a number of ways. In contexts where Parenit
Teacher Associations or Village Education Commitiess are well developed. il may
be appropriate to inyolve commlnity members in appiyving indicators directly
through ob=ervation. It may be sasier 1o invole parents and studsnts through
sunveys, workshops or discussion groups [see the example from Sn Lanka) which
may be directly linked to the indicators, but may be more informally argamsed to
elicit urexpected reflections,
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How lang do we have to achieve impact?

The 'SMART acronym (see Tl 3) demands that indicators should be
timabound’, and in some casas it may ba useful and possible to set deadlines for
achieving indicators, for example:

indicator of leaming environment: slean and hdy classroom with place for
each ahitd fo store work

to be achieved by and of IE month,

Other indicators do not lend themsslves to deadlines so easily, particulary where
they deal with things which can be achieved to 3 greater or lesser extent, &g,
improvemeant in studant confitdence.

How aoften monitoring is carried out, and at what point progress is measured
against indicators, are decisions which will be made as part of an overall
monitoning and evaluation plan, and depend on extemnal factors (such as reports
to donors) as well as intemal ones (such as resources and priorities), It is
impcrtant to bear in mind, thowgh, that failure ©© demonstrate impact in relation t©
a particular indicatar doas not maan that a project has failed, bt rathar that there
may ke other problems to be takan into account. Success also needs to be
judged acrozs the range of indicators that were chosen.

How do we apply the indicators?

As we have seen, indicators are a 120! to be used in the wider process of
monitong and evaluation — but what are thess processes? The following
workshop tool list some approaches.

Workshop tool § — evatuation methods
There are a numbear of methodologiss whare indicators can he uzed to
measure change in aeducation Quality. We list some of thern here:
questinairesfsurveys  interviews
workshops direct shaervation
amall team approach  PRA ols
rating systems triang uiaticn.
» Vihat do you understand by these terms?
« What ather ches could you add to this list?

» Yhich would be appropriate in your context?
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Can we measure change in education quality without indicators?

The indicator is only the starting point fwhal the word says — an indicaton) and
we should not rely too heavily on it; we still havs to exercise quite complex
judgement. YWhere it 13 impossible to back things up with evidence (bacauzse
conditions were 30 challenging of because it was impossibke to gather
information), wea hawe to rely on judgement. This may mean using ather methods
of measuring what has bean achisved.

Iry resent years, many prachtioners have been experimenting with different ways
of getting quelitative infarmation about prograrmme achievements, which do not
raly on indicators alone.

it can be useful to balance non-structured methods, {such as workshops, focus
groups, abservahon, anecdotes, ate), with more structured approaches invalving
indicators, In fact, this was very much the approsch takea in =n Lanka (see above
exampla) whara tha views of parents were sought in an attempt to understand the
impact that new teaching methods had on the experience of children in pre-
sshoals, Their observations and concems were then synthesised and grouped to
farm what was, in effiect, & list of indicators. The process usad reversed the
arnhodox approach of defining indicators and thean seaking avidence of chamnge,
inztead uzing evidence of change 1o define indicators.

What resources do we nead?

Vihen planning an evaluation and choosing indisators it is essantial o consider
what resources are nesded anddor availabla, It may b possible o camy out
zimple surveys and “bck list” evaluations with madest input in terms of training.
However, more qualitative approaches (such as interviews, workshops, ete) will
redLUire more resaunrces, in terms of time and the skills needed both to gather and
interpret information.

There are significant trade-offs here, requiring difficutt choices. Indicators that can
be quickly and cheaply measured may give incormplete and miskading
information abouwt progress, leading 1 bad pohicy decisions, Equally, communities
{as well as 3G UK staff) have Iitle spare time far complex monitoring processes,
which can be seen as a distraction from the aclivilies that contribute direcly to
chahge. As ever a balance needs o be struck, and the reasons for decisions
taken need to be clear,



Using the Information

Whaether the purpuse of your evalualion is acoountability or kkaming, what matters
vt 18 how well the information gathered is interpreted and what claims are
mada from it Where infarmation is mainly quantitative_ the resutts may largely
spadk for themsalves, bt anakysing and summarising qualitatnes informabion
demands mare skill.

As part of your overall plaboing process you should consider how results are to be
presented and shared, for examphke, through & report (namative or statistical} or a
presentation or workshop, It is particulary imparant 1o feed back 1o local
stakeholders (parents, teachars, students, local education officials). It is impeartant
hid anly to share the information widely, but to involve all partners and actors in
analysing this infformation, particularly o derve specific lessons leamed, to
idantify actions in responce to thosa lassons. and crucially, to agree who will take
responsibility for thosa actions. Whare they have been involved in the process of
aevaluation, stakeholders will have greater ownership of the findings and it is mora
likely thal the lessons kamt will be tranzlated into practical action and policies to
improve educaton guality.

Can we Influence international policy by developing better waya
of measuring education quality?

Many donors in the education sector currently focus on wa internaticnal
development targets:

= pender party in aocess o edudation {by 2005)

= universal access to basic sducation {by 2015).

Netther of these targets has a quality dimenzion. This bizs against quality
improvements was compoundsd during the 19303 by the global assessments of
developments in education, compilsd by UNESCO for the Dakar Workd Education
Ferum in April 2000. Not only were the data collectad on enmciments often wildly
imaccUrale, but they alst covered up declining quality in many education systems
— quality simply was not measured, because it is so difficult to measure.

Most donors and intemational croanizations have now recognised the imporance
of improving quality, but few have much sxperience of meaasuring quality
imprevements in praclice. One of the reasons that donors still focus on objectives
which emphasise access al the expensea of quality, is that quality improvements
are dificult to frt within their traditional 'logical frameworks’, which are indicater-
driven.

There i5 now & skgtuhcant dermand from donors and UNESCO's Instibute for

Statistics for successful models of how to measure quality improvements in a2
straightfonward way. Ywhere the approaches aullined in this moduks are developed
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in practice. this will considerably strengthen our advocacy with both donors and
national govemments. Alongside our advocacy on modals for improving education
guality, we will be ahie to demonsirate how donors and governments can be sure
their Investments in guality are bearing fruit. This is essential if education quality is
1o be a genuine prionty within both national education plans and donors’ funding

decisions.
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FURTHER INFORMATION AND RESOURCES

Save the Children UK publications

DFID and 3C UK, Towards Responsive Schools - Supporting Belitar Schooling for
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Gosling, L. Tootkits, A practical guide to assessmen!, mondoning. review and
evaluralion, Development Manyal 5, 5C UK, Londan, 19895,
http:fwww savethechildren. org. ukfunclionsindx _pubs himl

Vitabb, D and Elliott, L., Leartg 1o Live: Monitoting and evaluating HIVAIDS
programmes for young people, SC UK, DFID and UNAIDS, 2000,
http: dwww =avethechildren.org ukdevelopment/global pubfindex, hitnt

Save the Children UK internal documents

“Indicators of Ghuality”, SCF/Tricomales District Pre-schaols, Northern Pravince,
Sri Lanka'ECD Unit, NEF Ministry of Education
Serafly indicators devised for use ai pre-schools, in English and local
larguages, wilh prelures. Good example of how lo approach challerga of
chevising sirmple and refavant qually indicatars.

Majica, R. “Participation of Children and Young Peopke in the Formulation of
Indicators of Educatlonal Cuality for the Design, Implementation and Evaluation of
Policies in Colombia”, SC UK, 2000

Privect descrption i English

Moltenc, #, Ellicit, L and Stubbs, 5, "Impact Indicators that Work for Peopla®, SC
UK, 1995
MNodes for SC UK staff supporling programmes which work Mrowgh
change in gwarensss, alfitices and behaviour,

Omidian, P, “Impact of 3C Child-Focused Haalth Education Project: Effects on
children’s self-esteem and status in the family™, SC UK Afghanistan Office,
Peshawar, Fakistan, 2000

S0 UK, “Community Based Decaniralised Chikd-Centred Education Managemeni
Informaticn System (C-Emis) for Surkhet (Nepal]”, SCF Project Proposal,
February 2000

Thesae documants are all available efectroneally from
www savethechildren. org.uk/davelopment



Extarnal publlcations and documents

SIDH, “A Matter of Quality, A study of people's percaptions and expectations from
schocling in rural and urban areas of Uttarakhand®, Res=arch paper produced by
Sanshodhan Research and Advocacy ¥iing, SIDH, 2000
Flesearch inlo parenis/communify percephions of education purpose and
guahty, analysing difference by sax, income and urbanisation. Concludes
with sfrong ampurment for decenirahsation snd grealer comrunity inpod to
improwe aducation guality and mtroduce ralevan! iraditional skitfs ancd
focal knowladge info e curreuiun.
bttt fhweeniy. sidh. orglresearch. himmeog

Chingpah, V. *Quality Education for All. The Monitoring Leaming Achigving

Project (ML&) Dezigns, Processas, Findings and Policy Implications™, Jan 2004
Summary of process, tools and indicalors Lsed in this projact o assess
tegrrunyg achrevement in 8 nurnber of countries. Focws on ieaming rather
than widet impads! of educalion, le, whether whal 15 learmi s useful Useful
fist af and of lessons feamed and mapor chalfengas,

http: Yupo.unesco.orgbookdetails asp?id=1460

Ponca Yantz, M, "Education guallty indicators based on the needs of children and
adolascents”, Faro Educativo (Educational Forum), 1997
Critical summary of the education guality indicafors developad by Foro
Educativo

Roche, C, impact Assassimenf far Devefoprnant! Agencies — Leamirngy (o valle
change, Devalopment Guidelines, Oxfam Publicaticns, 1998

www oxfam.org.uk

SC UK Developrment Manwal Tomkds
! From Deftning Custity in Sducaton. UNIGEF Education Sectlon Whrking Paper, June 2000,

* See modules on community and chikd participation, winch explore the importance of parbeipation
in mprowing esducalian quality.

* ddapted Hom a tabieoin Foresti, M, “Evalustion; purpases, ohipcts, cantest, iming”, SC UK
irtemal paper, Febryary 2001, {Adapted from Cracknell , 2000).

“ Mare detailed guidance and examples reganding gender sens(tvity can ba fownd i the
Guidediie s for Implementing the Save the Children Alfence Gender Equity Padicy.

Y Nicolal. &, “Children's Monitarnng & Evaluation Plan®, Intamational Red Cross, Burundi, 200,
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