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CHAPTER ONE

INTRODUCTION

This dissertation studies a program entifRedgrama para el Desarrollo Educativo de
Guinea Ecuatoria(PRODEGE). Translated from the country’s officigdanish language it
means Program for the Educational Development obExgial Guinea (PRODEGE hereatfter).
A current development project, PRODEGE is basethei&scuela Nuevaolicy first tried in
Colombia in the 1970s to solve the problem of Hwated rural one-room school house serving
all five primary grades.

Context of Research Setting

The policy is being transferred into the uniqueisgtof the country of Equatorial Guinea
which is a small Central African nation with thetiliction of being the only Spanish speaking
country in sub-Saharan Africa. Smaller than th8.dtate of Maryland, it has a population of
just 736,300 people (World Bank, 2014).

When Spain granted the country its independend@®@8, it handed over a country with
one of the highest literacy rates in all of Afriddowever, with independence, Equatorial Guinea
lurched into an 11 year authoritarian regime whiehrly destroyed the country’s infrastructure
and closed its schools in 1975 (Lipski, 200Mast teachers left the country to work elsewhere.
The schools were reopened shortly after a coupii@tl979 but they remain in poor condition
(Krause, 2010). PRODEGE which started in 2006 efittst publicized effort at improving the
national schooling system since the schools’ reimgen

Life in Equatorial Guinea changed with the discgvafroil in the 1990s. Many
transnational oil companies entered the nation WHSS oil becoming a major player six years
into the development of oil production. Accordiegpublic relations documents HESS ol

supposedly had an eye towards the improvemenieofdhntry’s plight, anth 2004 the head of



HESS Oil, John Hess, expressed interest to thedergs Teodoro Obiang Nguema, in funding
an education project for Equatorial Guinea. Siiheegovernment plans on nationalizing all oll
plants but the industry has found that the workdaneeds more education in order to take over
the plants, the president suggested an educatopecpr The government and HESS both agreed
to set aside $40 million for a 10-year projecthéimplemented in two five-year phases. The
first phase would focus on primary schools andsx@nd on secondary schools. Currently, the
first five years of the project are completed amd tissertation will focus on this elementary
school phase.

HESS initially agreed to provide $20 million wittiet government matching the funding
to total $40 million. The amount would later bereased to $50 million. The $25 million that
HESS gave to the project accounts for only a skofeéhe billions of dollars the oil corporation
has made exploiting the country’s resource. Theegunent’'s commitment was equally weak,
evidenced by the fact that it did not pay its matghHunds, until the project wasell underway.

It was three years down the road in 2009 that H&E&@/®the first of the government’s matching
funds. HESS also maintains complete control dverptroject’s finances and rather than have
money changing hands, the government pays forrbjeqt through payments of oil to HESS.
This bypasses the Equatoguinean Treasury and tregrguent bureaucracy, thereby saving time
and potential government corruption (Kraus, 20I@RODEGE is the product of this private-
public partnership.

The Academy of Education Development (AED) was dskamplement PRODEGE.

The organization operated for more than 50 yeassassulting firm working with education in
the United States and abroad until it changed hembdecome FHI360 in 2010. It self-identified

as an non-governmental ageryt was a for profit organization posed to workRIRODEGE



with years of experience on projects with majordimg from USAID, the World Bank, IMF,
etc. It had worked implementing the transfer ofEseuela Nuevgolicy in Latin American
countries since the 1980s.

When HESS turned to AED for the implementation BPDEGE it would not state the
amount that it was prepared to pay for the projéastead it instructed AED to conduct the
initial project study’s needs assessment and rémwtmuch money would be required and the
budget was thus based on the actual need. AHi2isdle designer and implements PRODEGE
for HESS. The corporation plannedrémain informed through monthly reports and a HESS
committee planned to meet every three months irstdoy Texas to discuss the project’s
progress and challenges with AED (Kraus, 2010)riiuthe first phase of PRODEGE AED
dissolved and reemerged as FHI36(h 2011 PRODEGE management was being condugted b
FHI 360, however all PRODEGE AED staff remainecatt TheMinisterio de Educacion,
Ciencia y DeportesMECD - Ministry of Education, Science and Spdissthe governmental
agency in charge of implementation of PRODEGE dk wED/FHI 360 has a panel of experts
and education technical advisors with the prograchteas made it possible for ministry officials
to shadow these experts in the day to day impleatientof the program. The aim is to increase
the capacity of the government officials to takerothe project and continue its development
once AED/FHI360 leaves. PRODEGE is currently cdaed a project under the MECD but the

ministry is considering bringing it up to scale andking it a permanent program.

! USAID suspended AED from working on its projecaséd on an investigation that revealed “evidencenbus
corporate misconduct, mismanagement, and a lackerhal controls, and raise serious concerns giarate
integrity” (USAID 2009). The head of AED also shawly revealed his 2007 salary was $879,530. Adjgcts
were sold to FHI and the head of AED then retired010. Eventually AED ceased to exist and on JuR011
became FHI360. This occurred in the last yeampiémentation of PRODEGE. However, the investigatio
surrounded projects in Afghanistan and Pakistandéahehot affect the staff working on their implent&tion of
PRODEGE.



Problem Statement

In 2004 UNESCO did a report on multigrade schoolafrica. These are the one room
schoolhouses that have only one teacher for atldofive elementary gradeg.he report by
UNESCO stated that Equatorial Guinea had 586 sughgrade schools which were inefficient
with high repetition and dropout rates. The teashere not highly qualified and not able to
cope with the large class sizes of up to 150 stisdehhe situation was critical in Equatorial
Guinea, with schools with no electricity, no rurpinater, or any bathroom facilities. At present
there are some schools that did not even havedhirbuilding and could be found functioning
in a chapel in a church (UNESCO, 2004).

When PRODEGE started, AED also found the situadiog. At the onset the country
did not know how many schools it had or how manylents attended the schools. No school
map was available before PRODEGE actually mappedlbschools with a special GPS data
based system which produced a map of the schottke icountry as well as a listing of
enrollment and teacher information for each schbefore PRODEGE there was no information
system in place or any data to be used for thdioreaf education policy. For this reason very
little information has been written about the ediocwal system of Equatorial Guinea.

AED also found that many of the teachers were #gtjuest village volunteers that had
finished only primary school themselves and feveleas were certified. A two-year teacher
training and certification program for 1200 teach@most half of the total teachers in the
country) was instituted as part of PRODEGE andaetthe certification of 982 teachers.
University students were selected to train in Veieéz on an active learning practicum

development in order to infuse active learning radttogy in the University and a lab school



was attached to the University for student teachiingre was also a teacher tutor program to
coincide with the active school facilitator progranidressing teaching quality.

When AED started work more than one-third of thelehts repeated first grade leading
to a 20 percent total elementary school dropoet (RRODEGE, 2010). For this reason, as they
mapped out the schools, they also gave out a sdovelye predominately male teachers in first
grade. The survey results revealed that the teattaat little knowledge of active school
pedagogy, working instead with traditional pradcioé dictation, copying and little active
participation. It was therefore decided to focBIDEGE's first five years on active schools
methodology, particularly in first grade. Howeveince most schools were multigrade, this first
grade focus included all teachers. Initially thegram started with just 40 model or
demonstration schools to be infused with activerlieg. The active schools component of
PRODEGE is the focus of this dissertation.

Action Plan

After the needs assessment was completed in 2@k began on the ten year project.
As mentioned above, currently, the first five ypkam has been completed. A timeline included
as Appendix C will help follow the implementatiohthis first phase. The second phase has
been in the process of renegotiation for the lastyears. PRODEGE'’s website is no longer

active, however, according to the earlier PRODEGEEbsite (http://redprodege.oydhese are

the goals of the program in their entirety:
Ten Year Strategic Vision for Education in Equabuinea

AED’s initial study of the education systemEquatorial Guinea concluded that teacher
development and child learning are priorities fou@ational improvement. For this reason, the

program’s focus is on teacher development and -@@idered active schools.



The plan for the second five years will enahke national expansion of successful
experiences to reach all schools, and achievenmeptemary education will be expanded to post
primary education and youth development. In tenrgjghe strategy for improving quality in
education will bring together a variety of qualdiyanges in child and youth learning, in the
classroom, in schools, in the community, and innttagagement of the education system.

The Five Year Action Plan

The goal of the initial five year program aslaunch the transformation of the nation’s
educational system, focusing on primary educatitn,a high quality source of educated young
men and women, and to provide children and youth thie skills needed to succeed in the
socioeconomic development of the country. Duriregséhfive years hundreds of teachers were
trained, active learning training materials wergributed and modern instructional methods
were developed and adapted by local education §simiieals to meet school needs.

The Goals of the Five Year Action Plan (FYAP) idelu

e A national active learning program based on theifipaeeds and aspirations of
Equatoguineans.

e Forty model primary schools with teachers usingvadearning approaches in the
classroom and improving girls’ and boys’ acadenadgrmance. Model schools
remodeled and equipped with furniture, learninganals, and school supplies.

e An accelerated teacher certification program depedicfor upgrading the teaching
quality of teachers in need of formal training.

e Two National Quality Teaching Laboratories in exigtfacilities of the National Teacher
Development Colleges in Malabo and Bata. Laboresdiocused on giving practical and

effective teaching skills to new teachers.



e Twelve hundred teachers applying active learnimgcgrles and methodology in their
classrooms.

e Capacity building of the MECD, including a policiapning forum that provides
leadership in quality change and uses accurateaidndnformation system to plan for
future reform efforts.

The implementation of this FYAP will result in anittioning model for education in
Equatorial Guinea, which can be expanded nationvRdegress on these activities will be
monitored and evaluated jointly with the governmamd Hess Corporation

These goals led to an action plan for the PRODEegt. The first two goals are the
most important to my study of the transfer of ppli&ctive learning in primary schools is at the
core of theEscuela Nuevaolicy that is being transferred to Equatorial Gaa.

Purpose and Significance of Study

This study will explore how Equatorial iBea set about changing its school system with
a transfer of policy first used some 40 years agdauth America. It will examine a private
public partnership forged by an oil company an@aegnment that set off the phenomena of
educational borrowing in Equatorial Guinea by pdowy the opportunity for a for-profit
educational consulting firm, Academy for EducatiodDavelopment (AED) to use its expertise
in designing the first primary school educatiororaf in Equatorial Guinea’s history since its
independence from Spain in 1968.

The purpose of this dissertation is three-fold.e Tibst purpose is to explore the transfer
of policy theories in action. Does the literatorethe transfer of policy address the transfer of
policy that has been put into motion by outsidedésrwith willing nations? Are the theories that

center on policy transfer a key referent for thamnation of policy implementation at every



level, especially reaching to the classroom le¥al@ording to the theories explained below, the
very poor results from the needs assessment dgmeparation of PRODEGE would

supposedly cause a nation to be willing to adqmilecy proposed by outside forceEscuela
Nuevahas been a very successful education innovatiochwias been transferred to many
countries. Its adoption has been proven benekts@where and this success should serve to
convince other host nations to accept the policysaswn, if the policies explained below hold
true. However, this is the first time tHascuela Nuevaas been transferred into an African
setting. Equatorial Guinea did not find the polayits own. The policy was possibly chosen by
outside forces at a time that the government wagpding with an economic boom its
educational system was unprepared for. This wilalstudy that explores the decision to take on
Escuela Nuevas a case of policy transfer and its acceptanoeaidifficult context. The results

of this exploration should serve to further the enstanding of policy transfer and the theories
surrounding it.

The second purpose is to follow the adaptatictheEscuela Nuevaolicy. This will
require comparing the featureskgcuela Nuevareviously identified as required for success
with those in place now in Equatorial Guinea. Stsdhow that thEscuela Nuevanovation
has been successful in its transfer when it has bdapted by the country it is transferred to
(McGinn, 1996; Schiefelbein, 2002). It must be d®al to fit into its new context and it is an
innovation that lends itself to this molding; yetere are core features that need to be in place.
These elements will be looked for in order to fadhptation.

Finally, Equatorial Guinea is an especiallased and heretofore understudied African
setting. Its educational system has rarely beameed. This study could serve as a point of

reflection for a country that is quickly developimgrastructure and slowly addressing the social



services needed to sustain this rapid growth. €kalts of this study will inform national
education authorities as well as all PRODEGE sthfhe features necessary to sustain the
policy transfer. All measures should prove usedwther African countries considering the
transfer of th&escuela Nuevanovation into their educational systems.
Research Questions
This study was guided by three primary questions.
1. How was theéEscuela Nueva Policghosen for an education reform of the Equatorial
Guinean Education System?
2. How were the essential elements of Bseguela Nueva Policgdopted, adapted or
neglected in order for the policy to settle inte thral classrooms in Equatorial Guinea?
3. Who and what factors have been most influentisth@possible

indigenization/divergence of this innovation?
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CHAPTER TWO
LITERATURE REVIEW
Policy Transfer Theories

The academic literature was reviewed to identifypatential reasons for borrowing or
lending of educational policies or innovations mder to inform how it was done in Equatorial
Guinea. The following theories emerge as the nmogortant: Externalization Theory by
Jurgen Schriewer; the Theory of Policy Attractigniavid Phillips; Three Approaches by Gita
Steiner-Khamis: The Consensus Approach, The Gupproach and the Culturalist
Approach; and finally, the Theory of Certificatiand Decertification by McAdam, Tarrow and
Tilly. These are all very important theories in fredd and will serve to guide my study.
Schriewer’s Externalization Theory

Jurgen Schriewer developed a theory in 1990 to antive question of why a country
looks outside its borders to find a solution toeitiication problem. He starts with Luhman’s
reflexion theory written in 1997. This is wheresitthought that an education system, or a
country forming its education system, has a sd#remtial and reflexivity system that allows it
to reflect on itself. The country looks within kisrders for solutions to problems for self-control
and self-knowledge. However, self-referential syst need some interdependence. They open
up and look elsewhere for stimuli, internationalgpective and solutions. Schriewer (1990)
believes looking outside the system stabilizessirstem itself and makes it totally bounded as
an autonomous system from other systems and theoeament. He explains that looking
elsewhere for policy happens when looking withitsfeo solve the problem. Schriewer also
speaks of the interruption of the self-reflexivitfya country forming its education policy when a

policy is imposed on it from somewhere else. TheeadEscuela Unitariatried several years
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before in Colombia illustrates this point. Befardew rural schools in Colombia had ever been
given any trainings or materials. UNESCO was ablenswer its needs with a policy
formulated by experts from other countries all rmepin Switzerland. Colombia was willing to
accept this policy as it had not formulated a sotubn its own. This follows Schriewer’s theory
of externalization.

The theory seems fairly straightforward and leau®s with the sense that a transfer of
policy follows a unilinear path. Externalizatiolhosvs us to explore how and why a nation uses
foreign policies and will prove useful to this dissition. However, it does not account for the
historical and cultural reference embodied in tbkcy being transferred nor how the borrowing
nation may ignore that history and culture, insteadeloping the policy with its own culture and
history. Luhman’s theories of self-referential sbdystems take the internal historical and
cultural factors into account when a country coasscknowledge production. On the other hand
externalization is more about reacting to an irdeamange and filtering the reception of an
international environment once introduced to a igisgstem to solve an internal problem
(Steiner-Khamsi, 2004).

Phillips’ Theory of Policy Attraction

Besides Schriewer’s externalization theory expldialeove, David Phillips (2004)
formulates a theory that he calls “policy attrastidHe states that there must be a stimulus or
catalyst that makes a nation look beyond its barttefind a solution to problems. This stimulus
can be the end of a devastating war, political geanatural disaster, new alliances with other
countries, or mounting internal dissatisfactiornillps then considers four stages in response to
this catalyst. In stage one there is then aadttn to policies that have “externalizing

potential”. The borrower looks to a target courftiyits policy because of a desire for the same
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level of development or a feel that the policy §am the borrowing country because the
borrowing nation feels they are similar to the &ingation or a policy itself can also be noticed
for its success.

In Phillips’ second stage there are decisroage. These decisions can be made with the
true hope of finding guidance in the other natiae®®rm or they can be phony decisions just
looking to the appealing features of the policyythee attracted to. The decision can be realistic
with considerable planning for its implementatiaken into account, or can just be acceptance
of a quick solution. Phillips’ third stage therthe implementation and subsequent adaptation
done in the borrower nation including any resistan&nd finally Phillips’ fourth stage is the
process of absorption into the borrower countrysems. This final stage may act as a stimulus
for the reform process to begin again with différemtcomes.

Phillips has diagrammatically presented his thes a continuous circular progression as
this theory focuses on the progression of the pafhito its new environment. When Phillips
arrives at the final stage of indigenization itas a look at how the whole process would start
again. Lingering in the complexities of a policgrisfer is not called for.

The two theories of externalization and pobtiyaction both speak of countries that are
ready for accepting policies elsewhere from thewpeint of people living in more developed
and willing countries that can easily cross bordersdeas. The theories speak from a European
perspective of close neighboring countries thakatbe stage in development and reflection
necessary for a country to successfully seek apteiment policies on their quest for a better
education system. This type of transfer includesérmed decision making which in reality

does not always exist today.
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Steiner-Khamsi is a foremost scholar on taadfer of policy. She has three approaches
for people to use in analyzing the transfer of@e8. In her consensus approach she includes the
two theories above but develops these theoridsetéinal outcome of an international model of
education. She then also looks at transfer otpdtiom two other approaches: the conflict
approach and the culturalist approach. Thesevasapproaches include situations where policy
transfer is imposed on a country which is much nooraplex. Imposition includes a variety of
differing local reactions and problematic impache following are a summary of all three of
her approaches.

Steiner-Khamsi’'s Consensus Approach

With the consensus approach Steiner Khamsihgateducation systems developing
along the same lines as global modernization; temding nations and evoking the same
response from educational systems. This leadstm@ergent educational system that emerges
as an international model. The idea is that natiook beyond borders for something that looks
appealing. If it does not work it supposedly skloubt survive as a policy to be borrowed again
later as only the successful policies should reraaipart of the international model.

But the problem is that there are many exampfainsuccessful policies being
transferred. For example, Thomas Luschei (Stefiermsi, 2004) chronicles the beginning of
Escola Ativain the Northeast area of Brazil. He states thats ironic that Brazil’s interest in
the adoption of th&scuela Nuev&olombian policy grew just as doubts about theo@uidian
policy were increasing. The borrowing was moreuimet with Schriewer’s idea that governments
borrow policies at times and in situations whereaternal reference is needed to bolster the

legitimacy of the government and its policies. ekfa new president from the Northeastern part
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of Brazil had just been electéscuela Nuevavas borrowed and thus also had to do with
validating the most recent election while discredithe work of prior regimes.

There are countless examples of nation sketeswing floundering policies. For
example, when discussing British and American dhorrowing, Halpin and Troyna (1995)
found that it rarely had to do with the succespanticular policies in their countries of origintbu
rather had to do with legitimizing other relatedipes in the country.

Focusing on Chile, Argentina and Uruguay, Bamste (2002) shows how various
nations can borrow the same policy and then usdieydor differing purposes. In his article he
shows how two decentralized nations (Argentina@hile) and one centralized nation
(Uruguay) use the policy of accountability diffetign The two decentralized nations use the
accountability policy to legitimize their regimeéccountability can highlight the inequities in
school districts and between marginalized groufiserefore, after receiving high stakes
assessment data, Argentina and Chile, widely Higeithe data to parents and public
communication media (newspapers and internet).ryewe, including the government, could
then play the blame game. Support for the weakes¢ws was rhetorical. It was not really the
regime’s responsibility anymore as the educatisgatem had been decentralized.

In contrast, Uruguay’s centralized system uilsegolicy of national assessment to reflect
on their efficiency. Government officials in thraduntry therefore disseminate the information
only to education ministry staff; it was not dibuited to the parents as in the other countries.
Doing so would have undermined the government’giflegcy. Instead the purported use of the
data was to aid in the decision making for suppgrthe failing students. Politics plays a

considerable role in some policy transfer.
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Steiner-Khamsi points out that the consensus yHacks a contextual and historical
dimension in its debate. She raises doubts abbeth&r globalization necessarily leads to a
world culture or international model in educatiomauestions the international community of
experts agreeing on a common model of education.

Steiner-Khamsi’s Conflict Approach

Steiner- Khamsi’s second approach, the confpgtreach, considers that there is also
borrowing that is imposed on nations by neocolommderialism. The borrowing is not
voluntary. Again it leads to convergence, albethvgome countries always left economically,
politically and educationally dependent. The depel countries become the model for the
underdeveloped countries, regardless of faileccigdi Many believe that instead of
globalization here what is really at play is the émoanization or Westernization of other
countries (Steiner-Khamsi, 2000). Steiner- Khamsiwell as Schriewer above, both warn of
the interruption of the self-reflexivity of a compforming its education policy which comes into
play when a policy is imposed on it from somewledse.

The literature on imposed education borrowing isegcomprehensive. The major
policies have been pushed and propagated by the lkanders/funders on the world’s stage such
as the World Bank, USAID, IMF, etc. Bilateral Flimg and/or loans are ‘conditioned” to make
certain kinds of educational reforms (Stromquif)2). Countries assure the receipt of funds
only by agreeing to the use of these reforms.

For example, there is the policy of assessrimergccountability purposes. Even though
many researchers Tyack and Cuban 1995, Morrowlangs 2000, Singh, Kenway and Apple
2005, Miller 2008) have found that accountabiityh high stakes testing has undermined

education in the United States, conditionalitieadted to government loans ensures that the
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policy be borrowed by country after country. Lipm@002) shows how the policy of
accountability has left teachers of the poor, teagto the test and undermines the teaching of
critical thinking skills and problem solving forgtvery students who need those skills the most.
And yet this is the policy that we are now expdagtirOther countries borrow it because they are
forced to endorse accountability norms and prastic®rder to get loans.

Another policy the neoliberals push is decdigation. Decentralization and its
autonomous schools produce no significant studgmnesement gains in evaluations (Malen et
al., 1989; Hannaway et al., 1993; Stromquist, 2092} it has been extensively imposed as a
condition to loans and as part of structural adpestt packages. When a school system is
decentralized the more advantaged schools aresfatwith the advantageous community
support they receive (McEwan and Carnoy, 1999)wéi@r, the more disadvantaged schools
many times do not have the support necessary t@atpeithout centralized funds. The needy
are the most negatively affected. But the policasrowed in order to get more funds or as a
requirement for debt relief.

Privatization is another policy pushed by dbads to loans. Couched in a rhetoric
aiming at higher efficiency and equity, privatizatis aftermath of higher user fees leads to less
accessibility and the repercussions of less p@xpenditure often results in teachers without
credentials, which then leads to teachers produomgr quality learning (Stromquist, 2002).
This is not considered by the neoliberal organiregiwhich endorse the borrowing of these
policies in the name of cost effectiveness. Onbsthwho can afford user fees can send their
children to the private schools, even if the feesvary low. The rest remain in the public

schools that have now had their funding given epghvate schools in search of cost
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effectiveness. This leaves the poorest with IbksE(van and Carnoy, 1999). However, the
policy is borrowed as mandated.
Steiner-Khamsi’s Culturalist Approach

Steiner-Khamsi’s culturalist approach is the ontg ¢hat does not believe that there is a
convergence. With this approach she focuses oretwtion of the local to the cultural
imperialism that comes with this type of educatlgraicy transfer. It is not about convergence
of education but rather highlights the interacti@tween the countries. This policy transfer
comes with cultural imperialism and highlights difhg local cultural reactions.

Appadurai’dModernity at Largg1996) chronicles how local cultures react to
globalization. He explains how new cultures fornatacept policies in ways never intended by
the lenders. Homi Bhabha (1994) speaks of hybriiies forming as one such reaction. All of
the diversity in nations now challenges the nobba uniform reaction from a nation state’s
educational system. There are no longer natiom&um education values reacting in unison to
a policy that has been borrowed. Class, racejatyiand gender all enter into the reaction to
education reforms. Steiner-Khamsi (2000) sugdestiser research on the local reaction to
policy borrowing amongst the differing cultural fmns of a country.

There is also the fact that the culture bomgwthe policy must recontextualize the policy
for it to fit in its new environment. Borrowingpolicy cannot just be the simple act of copying
it. Once it has been received it must be re-adiajotenake it work in the new country. There is
tension and nuance in its negotiations into the cewntry. Steiner-Khamsi says that it is
“indigenized” (Steiner-Khamsi, 2004 p. 59) or hade translated so that in every country it will

look differently.



18

Capacity should also be considered when ammsgvthe question of borrowing under
pressure. Today underdeveloped countries may nptdpared to implement the critical parts of
the policy in order to sustain it in the new enumzent. The new nation may not have the staff
required to implement the policy or may need gonegnt training support in order to sustain the
policy. If the government is incapable of givifgtiraining, the transferred policy will flounder.
Many policies end up leaving the nation states deeet on the organizations imposing the
policy borrowing. Without the capacity to implentéime policy, the borrowers need help and
the lenders send in their “experts” to fix the gesh. Current development discourse has
“capacity building” on many expert’'s agendas.

Steiner-Khamsi states that some organizationsider imperialistically adapting the
education to limit the opportunity they are tramsfey. This special type of adaptation of policy
before the transfer, where there is a watering dofithe education provided by the policy, leads
to a second rate type of education, more ruralrmmdacademic. When the adaptation happens
by the lender before it is transferred, it manyesightfully receives local resistance because it
provides limited future study or access to urbaiora(Steiner-Khamsi, 2004).

Research into the resistance to this typelaptation leads one to the conclusion that all
imposed transfer does not always get implemen$diner-Khamsi (2006) tells of the situations
of resistance in several African nations. In Kaayd in Nigeria, the adapted colonial education
system policy that was transferred with lower exgigons was just ignored by locals. In Kenya,
a group started its own schooling system outsidettapted schooling. This schooling system
had the true English curriculum they sought to tw# instead of the adapted watered down
version. In Nigeria, there were protests whencthlenial system was changed to the watered

down adapted system. In the South of Nigeria, thrgged the missions providing schooling
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there to return to the more difficult colonial sst.  Steiner-Khamsi (2000) also found that in
Ghana there were both traditional tribal chiefsvai as western educated Ghanaians lamenting
the fact that the education transferred to theimtxy did not allow for political, social and
economic parity with Europeans so they fought tetiome the colonial system’s curriculum.

The resistance to the watered down version shoatghk imposition does not always get
implemented by the local. However, the weakeestatmetimes has but little chance of
resistance with few alternatives and little fundawgilable.

This theory is richer than those previously diseas It allows for a deeper analysis of
the actual transfer and acceptance process dahtimgpoth the cultural and historical aspects of
a transfer and will prove the most useful to mydgtu
McAdam, Tarrow and Tilly’s Certification and Deaéidation Theory

McAdam, Tarrow and Tilly (2001) look at tramsional policy borrowing and lending in
social movements and political struggle (Steiner#i, 2004). Certification happens when
external authorities validate an actor, their penfances or their claims. Decertification happens
when the validation is removed by the external atities. This theory lays the groundwork for
looking at policy transfer in the time of politicathange. Politics has a strong influence on the
implementation of education policy leading to sfiedocal interpretations. When there is a new
regime, self-reflection on past successes stapstedd the new regime looks elsewhere for
reforms that are more in compliance with internagicstandards legitimizing their new policies.

For example, Silova (2004) explains that Solegacies and Westernization all came
into play in Latvia as it included schools taughthe local Latvian language. In its quest to
enter the European Union, Latvia was envelopedtermational discourse on language of

minority educational policies. It was considereuauanan rights issue that had to be addressed in
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order to become members of EU. Latvia had sepaci®ols for different ethnic groups and
before their application for entrance into the Bhs was a policy that had been under attack.
Now the new discourse allowed Latvia to reframei¢lsee and continue the separate schools.
The new discourse had certified their separatedsivathout ever changing the ethnification
issues with the separation of ethnic groups. Thani example of the phony borrowing of policy
that both Phillips and Steiner-Khamsi speak of wad used for certification.

The certification decertification theory focusespmiitical change and local political
reaction to the transfer of a policy. This prorsise help in the analysis of a transfer of
politically charged transfer of policy or into anronment that is tightly controlled politically.

In conclusion to my literature review on policyrisder theories | find that there are many
policy transfer theories that can shed light onldeginning of the policy’s life in a new context.
They can be used to watch the adaptation and sabihiy of a policy in a new country. My
dissertation seeks to explore how these theoriply &p the transfer of policy in Equatorial
Guinea. When looking at how tlescuela Nueva Policyas chosen for an education reform of
the Equatorial Guinean Education System | will balgd by the theories of externalization and
policy attraction. The theory of culture and cartfvill guide me in the exploration of how the
Escuela Nueva Policywas adapted in order for it to settle into thekgtassrooms in Equatorial
Guinea. The question of whom and what factors th@en most influential in the possible
indigenization/divergence of this innovation wi# guided by the culture and certification
theories. However, the literature highlighted abdwees not develop a relationship between the
theories. How these are further developed andreitéged is an area my research will focus on
in my study of the transfer of policy in Equator@linea. My study will be sensitive to the

connections. And thus in my analysis, | will lodksely at how the theories are linked and begin
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to account for the processes of cultural transmimssi local as well as global and national
intersection.

The following is a literature review discuela NuevaA search through the literature
was done to understand the essential componetite pblicy that is being transferred and to see
how it has been previously transferred.

Essential Elements &scuela Nueva

Escuela Nuevavas put together by former teachers working fergducation ministry.
They were trying to respond to their country’s defint rural education conditions. The remote
schools of Colombia that they wanted to reform biaé teacher with the responsibility of
teaching all grades in one classroom. Teachersdvadesources relying on hand made
materials to teach with. Their student body live@gricultural areas with families needing their
children to leave school temporarily for help witirvests. The sons and daughters would miss
large blocks of time returning out of sync with tiest of the class. There was a lot of absence
causing a lot of repetition of grades and finallggping out of school. The curriculum came
from the urban areas of Colombia and was not relketeathe students in rural schodiscuela
Nuevainnovators started to change the above condititishelp from UNESCO (Colbert,
Gelvez & Mogollon, 1988).

Constructivism

Escuela Nuevés a constructivist program. In my literature ewiit was first my
intention to find literature that explicitly linkezbnstructivist theories to the program. However,
no literature on the program ever links it explicto theory. In an effort to remedy this lack in
the literature and link this education reform tvery strong theoretical and sound pedagogy |

will now explore the theories underlying construsim. There is a link made between the
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program that UNESCO first brought to Colombia ia #960s calle@&scuela Unitariaand the
Escuela Nuevarogram in the literature. This link is made mgtbthe founders dEscuela
Nuevaand other writers (Schiefelbein, 1992; Colbertlvée & Mogollon 1988). It is therefore
assumed in this dissertation that this sound pEglag/as in UNESCO'’s origindscuela
Unitaria. However, the literature is never explicit in lingito this theory.

The constructivist perspective as described hanebe linked to the program as it is
evident in theEscuela Nuevarogram. This constructivist perspective is fodny more than
one renowned pedagogical theorist. Piaget wasodke theorist. The construction of
knowledge for Piaget could not be seen as existpagt from the learner (as a copy or imitation
of reality) but knowledge was instead arrived avamn each situation; thus the principles of
adaptation, accommodation and reflection replaeentition of given truths. Therefore, Piaget’s
idea of constructivism abandons the notion of thespve observer. He encourages learners to
pose and test new hypotheses in response to ngatigits. This is manifested in an active
classroom with the student in control of his leagjistarting from what he knows and adding to
that knowledge daily. This active learning is of&scuela Nueva’'sssential elements
(Peterson, 2012). Another theorist, Vygotsky, addtie pedagogical theory of constructivism
by focusing in on the social and cultural aspettshowledge construction. Vygotsky believes
that knowledge cannot be separated from contextrarglcommunity should participate. A
teacher, then, serves to create activities thatwitle a learner to subject mastery and cultural
assimilation including the community in the lessoAslding to Piaget’s vision of a classroom
we now have an active classroom with relevant culuim and the community participating as
was present in the Colombian innovation. Anotheotist that adds to this constructivism

pedagogical theory is John Dewey. Following hisideratic and self actualization goals, he



23

adds the element of self instruction to the comsitrist classroom. Dewey believes that
learning conditions should permit students to persssentially independent objectives based on
their own experiences, interests, and concerns.eswnodel of constructivism situates the
teacher as a classroom facilitator whose role igtp students, as autonomous agents, design
their own learning experiences in response to patgariorities and objectives (Hyslop-
Margion, 2008). The democratic principles of catithinking and reasoning, problem solving,
conflict resolution and self-determination amorgsgfroup of equals are all present in the Dewey
classroom. These democratic principles are allgmteis the innovation and there are also
different levels that a child may achieve on a sahjbased on his interests in the curriculum
guides which are another essential elemefisciiela NuevaMontessori is another theorist that
adds even another layer to the constructivist getsge. In Montessori classrooms child
centered learning allows for child sized furnitéwe group work and Montessori allowed
students to choose and carry out their own aawisit their own pace and their own inclinations.
The four theorists all lead to the a constructipistspective included in tlescuela Nueva
program’s classroom with an active classroom legrnelevant curriculum, using the teacher as
facilitator guiding the child through self instrigrt and individualized promotion. As this is a
description of thé&scuela Nuevarogram it is evident that it is rooted in sourdi@gogical
theories. The vision of a constructivist progracorporates all four of the theorist. These
theories came to rural Colombia in the form of agpam that had a major impact on rural
schooling.
Escuela Unitaria

In the 1960’'s UNESCO had been propagating a progralledEscuela Unitariain Latin

America. UNESCO first set out in Colombia to dgrteachers in methods of teaching all
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grades in one room and then sent experts to ggirtflyggam started through a teacher institute.
Oscar Mogollon worked under these experts as hanbethe director or principal of the first
modelEscuela Unitariato be annexed to the teacher institute. Latehdtged the program
expand to include all 150 schools in the Pamploegiéh (Colbert, Gelvez & Mogollon 1988).

Escuela Unitariawas so well received the country tried to take gcale. However, even
thoughEscuela Unitariawas considered a good program it had issues cpntieati did not allow
it to take hold when trying to nationalize it inlGmbia. According to the originators BScuela
Nuevaeach UNESCO expert had a different element tleat #mphasized. One would focus on
the active schools pedagogy; another would focsteaud on allowing the community to rise up
through the school. Yet another expert would famuglexible and individual student
promotion. This hampered the program from beirtgpnalized as there was not a consensus
amongst experts defining tlsscuela Unitarig solution to Colombia’s rural schools (Colbert,
Gelvez & Mogollon, 1988).

The education ministry staff in Colombia (\Wc€olbert de Arboleda, Oscar Mogollon,
and Hernando Gelvez) came up with some solutiotisetBscuela Unitarigprogram
(Schiefelbein, 1992). They changed it to makeatkwvith their country’s realities and rural
school constraints and renameg&scuela Nueva.The basic tenets of tlescuela Unitaria
remained in the new program:

e Relevant Curriculum

e The Teacher as Facilitator

e Active Learning

e Community Participation

e Individualized Promotion
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e Focus on Rural Schools with Disadvantaged Students.

Escuela Nueva
In 1975Escuela Nuevavas formed with the expressed interest of natinimgl the sound
pedagogy oEscuela Unitariaonce weeding out the difficulties it had had indDabia over the
course of the 10 years that it was in existenceeth&he major changes came in the form of
mechanisms and materials and operating stratefjtee program. In order to realize the goal of
taking the innovation to the child and classroomBElcuela Nuevarogram focused on 4 main
components: curriculum, teacher capacity trainiragning for administration officials and
community participation. Also, all four stakeholg@vere considered: children, teachers,
administration and community members (Colbert, &el& Mogollon 1988). The changes made
to Escuela Unitariaare explained below:
Relevant Curriculum

An obstacle to the diffusion @scuela Unitariawas the fact that the knowledge
conveyed in the upper grades was brought from Ctéddrbooks which were not relevant to
Colombia. There was little direct relation neitbetween the local environments nor with the
community. All learning was done in the classrowith little application to the Colombian
community or family relations outside of the classn. Escuela Nuevanade guides as text
books relevant to the Colombian rural child’s Biied community.

The Teacher as Facilitator

Guides

TheEscuela Nuevéeam tweaked the operational strategies oEdmiela Unitaria
program and included materials that allowed foeasier diffusion (Torres, 1991). For example;

theEscuela Unitarigplan included an idea that each teacher shoulerdeicussion and activity
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cards for the students to use independently. ffésl the teacher to watch each group progress
at their own level and speed. These cards alldivedeacher to become a facilitator rather than
the authoritarian lecturer of the past. HowevdrewColombia tried to duplicatescuela

Unitaria into more schools, the expansion produced a lobofplaints from teachers about
these hand-made activity cards. Not all teachadsthe time or the desire for such labor
intensive lesson planning. The production of thels was the most difficult and produced the
most outcries (Colbert, Gelvez & Mogollon, 1988).

Escuela Nuevéept the teacher working as facilitator but chahtiee cards, transforming
them into ready-made published guides. These prergded by the government as well as the
initial materials needed for the activities. Tearshwere no longer expected to make the cards or
shoulder the costs for the materials for the aotisi(Colbert and Mogollon, 1990).

First, there were guides for the teacher emjlg the concepts that the students needed to
complete their activities. This assured the coreeygre taught correctly. The activities were in
ready-made teacher lesson plan in the guides.eMere also guides for the students to use
themselves without the teacher having to tell thdmat to do. Rather than a text book provided
for every child, one guide was given to every fstwdents working in a group. The guides were
not consumable, proving cost effective. Since theas no individual material provided it was
possible to keep the classroom well equipped (Cbdyed Mogollon, 1990).

Active Learning

The plan was for the students to enter the claggheir guides and the materials needed
for the activity (also now provided) and indepertiedo their activities in groups with student
government facilitating their staying on task. iMas teams worked on different activities at the

same time. The learning was active and engagiddtamatically linked around science and
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social learning lessons. Infused in every aspettieoclassroom was an active learning approach
from Escuela Unitarigs sound pedagogy. Students spoke and reasonke@adh other as they
solved curricular problems. The ease of the gugkensured a positive change in the classroom
(Edgerton, 2005).
Community Participation

Learning materials were found in the commuaitg many community members were
taught how to replenish learning materials forgblool as part of theéscuela Nuevachool-
based trainingsA strong connection between community and schoal eeouraged and
fostered. Parent groups were formed to participapgograms aligned with the teacher centers.
Families were encouraged to come to the scho@dddo the curriculum and advise on ways
the schools could teach more relevant materiatlseio children. The community as a whole
was brought in to enrich the curriculum as well l{f@ot, Gelvez & Mogollon, 1988). Parents
were called to the schools for more than negatrements and the community as a whole
became a partner with the schodlarents had trainings at the schools at which wexg
encouraged to help their child at home.

Indvidualized Promotion

Escuela Unitariaalso had a special promotion system that allowedesits who were
absent for a long period of time to return to clasd continue their work at the point they had
ended working in the guides before they left. Tihisalled a “working at your own pace”
(towards promotion) and kept students who wererglisem having to start all over again the
next year. They continued to work from where thag last been in class and possibly could
catch up to the rest of the class with extra timeipto their studies. Repetition of grade was

reduced. With self-esteem intact the students akl®to continue on a trajectory that would
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allow them to complete primary school. In Colomlnawever, withEscuela Unitariathis
individualized promotion became more of an autoomaitomotion with teachers just passing
students on to the next grade which allowed stdienddvance through the grades without
having mastered all of the material and caused gredlems in the schools. This individualized
promotion was included iBscuela Nuevaut it was explained through a work at your ownepa
in the student guides. The child who had beenrdlis®l to return to where he left off in the
guide. One activity followed another through atuhieachers could then keep track of how the
child was progressing and not just send him orgaéxt grade for the new school year. He
would complete the previous work before moving ahnext grade’s guides.
AssessmentAssessment of student work was also differetit@Escuela Nueva
program. At the end of each activity the teachas given the authority to decide whether the
child had mastered the material. The child renthmethe activity until exhibiting mastery or
was given a new reteaching activity. It was thievaes that formed the formative assessment.
A summative written assessment was only givenaetid of the unit, included with a few of the
answers so that the student could evaluate hisleavning. Reteaching activities were included
after each incorrect response so that the studed continue onto mastering the objectives.
The students were given three grades with a speuifinber of activities tied to the three grades
so that they knew exactly how many activities thweywld have to complete to be considered an
excellent student, a medium student or a low studed could plan their school day
accordingly. This also allowed the students toknadrtheir own pace within their abilities and
special interests. A student could therefore gtefaor slower than his classmates in a subject,

depending on his capabilities or motivation, ad aglhis absences.
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Teacher Training and Support

Training of the teachers undescuela Unitariawas inconsistent and there was little
support in the classroom to ensure attitude chaimge® teachers. Supervising administrators
were also not supportive. For example, approvallahnovation was required before a teacher
could change curriculum and method to include #we Bscuela Unitariamethod. However,
because they had not been trained in the new m&tfea supervisors supported the change to
Escuela Unitariasuggested (Colbert, Gelvez & Mogollon, 1988).

Escuela Nuevaad a more comprehensive training for the teachémsas much more
supportive of teachers than any other program iloi@bia had been. An especially important
element in this programs teacher training wasttiatraining continued in the teachers’ own
classrooms. After large training§scuela Nuevé#&rainers went back to the classroom with the
teachers and helped them implement what they hewl toained to do. To combat old attitudes
there were also teacher circles which were fornoeithat teachers could talk with other teachers
about problems arising. There were guides toitatsl the discussion in these circles with
examples providing discussion topics allowing foedo share with colleagues and better one’s
craft with suggestions from others who had beesirmlar situations. The emphasis was on
supporting the teachers as they changed their waypervisors were included in the trainings
and were schooled on how to be supportive of thehters (Edgerton, 2005).

For the teachers, the materials were introduceebikshops focused on four stages of
training teachers how to handle five grades simelbasly in one classroom. The first was an
orientation workshop explaining the program and howrganize the classroom, school and
community into the program. The second stage wasth use the materials and how to adapt

them for their particular students and context.cheas were asked to actually do the activities in
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their students’ guides so that they would see wiaat expected of their students. The trainings
were active and not the usual classes given thiéeag¢Colbert and Mogollon, 1990). The third
stage of training was on the library and how tcaoige and use it. And finally the fourth stage
had to do with the model schools, demonstratingithwe active learning pedagogy. Through
these trainings a sense of community was fostarezhgst teachers iBscuela Nuevachools.
Supervisors attended the trainings with the objeatif learning how to replicate them in the
future (Colbert and Mogollon, 1990).

Materials. The education guides for the students containedational Colombian
curriculum, but adapted to the rural environmeviethods for adapting the guides further were
included in the second stage of the teacher trginfk basic library was provided for each
classroom with supporting materials for active gtu@he timing of the delivery of the materials
was coordinated with the timing of the trainingsisat they went hand in hand. Training in the
teacher’'s own classroom was timed shortly aftegixag the materials. This allowed for
continuity (Colbert and Mogollon, 1990).

Pioneer Group/Steering Committee

A separate department for the administratioe®fuela Nuevavas established in the
ministry offices to deal with the problems that #tministration encountered regionally in
support of the administration of the program. Tegional department was also responsible for
changing the attitude of supervisors from one tifcezing teachers to that of supporting the
teachers (Colbert and Mogollon, 1990).

Both Oscar Mogollon and Vickie Colbert de Arboledarked in the ministry during the
10 years thaEscuela Unitariawas in existence in Colombia and then were aleddabnders of

Escuela NuevaOscar Mogollon was especially instrumental iag@thg the policy to make it
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work in Colombia. Colbert also became a strongpadte for the program and the two ended up
working to diffuse the program all over the wortd most of their lives. Oscar Mogollon died
of cancer while working on the PRODEGE program gqu&orial Guinea which was modeled on
Escuela NuevaVicky Colbert de Arboleda continues to work inl@mbia with hefEscuela
NuevaFoundation.
In summary these are the essential elemeriEsafiela Nueva

= Relevant Curriculum

= The Teacher as Facilitator

= Active Learning

=  Community Participation

= Individualized Promotion

= Focus on Rural Schools with Disadvantaged Students

= Pioneer Group

= Teacher Training and Support

Materials included with thEscuela Nuevare: learning corners with resources needed for

lessons, classroom libraries with 100 volumes, erattic manipulatives, guides for each
student group, and group work type of furniture.

The basic tenets &scuela Unitariastill remain as part of thEscuela Nuevarogram
today. The sound pedagogical theory that formecdttdmstructivist perspective has helped the
program to succeed as it has been transferred leésew TheEscuela Nuevanovators were
able to make this pedagogy work in their countryabdging or changing things just enough to
allow the teachers to successfully implement tlog@am. The most important changes listed

above are: 1) the creation of guides with releamticulum that can turn the teacher into a
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facilitator and allow a student to take controhdd or her learning; 2)) the creation of a pioneer
group or steering committee to advocate for thgm and 3) the increase in training and
support for the teachers teaching under the diffmnditions of multigrade rural schools. The
program put a focus on the teacher. Teachersupmosed through trainings; help in adapting
the program; provided with materials; linked to doenmunity; allowed to assess their student’s
progress and given the responsibility of writing tfuides; supporting other teachers and
ultimately expanding the program. This focus amtdacher is key to the success of the program
All of the changes helpdfiscuela Nuevéo become one of the most important education
innovations in rural schooling in developing coigdr It has had far reaching impact around the
world.

Escuela Unitariawas brought to Colombia with the hope of making itationwide
program. However, as mentioned above, there westacles to that aim. Vicky Colbert de
Arboleda in her booRhe Transferring of Educational Technology in Cadbe(1979) shares
her lessons learned when transporting techniquethads or procedures generated in another
context. The pioneer team took all these lessamézl into account when they nationalized
Escuela Nuevas well. She states that when one transfersigslone should keep the
following six features in mind:

e With the introduction of a methodology one mustsidar the capacity of the
implementers to implement said methodology.

e To carefully consider the introduction of elemethigt take into account the working
conditions and political context of those set te@xe the new policies.

¢ The administrative structure necessary may nohésame as the structure the policy is

being transferred to.
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e There must be an analysis of the pertinence op#necular context to the imported
policy before implementing it.

e Being wary of trying scientifically interesting esqgments with little potential for
generalization.

e Before converting the transferred policy into aioval policy, first constitute the policy
into a systemized and evaluated program. In otloeds, try it out as a small pilot

program and evaluate it before scaling it up.

Today, some 30 years later Colbert de Arbdsedards ring true. Issues around
capacity and context play an important role inghecess of policy transferEscuela Nuevaas
been transferred frequently. It first was takesdale from a 150 schools pilot program to
become a national program. Currently it is no longexistence in Colombia, however after its
nationalization the program was and continues todesferred to many countries.

Method for Diffusion of the Vision

There was a precise method of implementatonhie nationalization discuela Nueva
in the rural schools of Colombia. This method besn turned into an “ideas kit” and followed
in other countries.

In Colombia the program was diffused bit lityamd that is now part of the procedure for
the diffusion abroad. As the innovation went froggion to region model schools were set up
first. Initially the teachers for 70 model schowlere trained on the active school methodology.
The guides and learning materials were distribtdetiose schools. Then the creators of the
reform followed the teachers back into their classis and spent days in their classrooms
guiding them into the use of the reform. This tvamfor many weeks. Weekly discussions with

the creators and the model school teachers wetde hEhe teachers were asked about concerns.
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The concerns were acknowledged and advice on hewalte the problems the reform was
posing for the teacher was given. There was conttadback (Edgerton, 2005). Once the
teachers were sure of themselves and the credttive ceforms felt that the teachers had
internalized the active school methodology, thenrttodel schools were turned into places other
teachers could come to observe. Neighboringadkacher trainings were held. These
teachers then came to observe the model schotlgesacThen, instead of the creators, the
model school teachers now followed the neighbosititpol teachers back into their classrooms
and stayed with them until they were sure of théwese The neighboring schools were then
turned into model schools and the reform continieefidn out throughout all of Colombia
(McEwan, 2008).

In other countries, as stated above, for tirpgses of diffusion, the main components of
this innovation have been turned into a type of“&f ideas. Successful transfer comes from
adherence to the precise method of fanning theranog@ut throughout all of the country’s rural
schools. As in Colombia, the program is diffusedhe adopting country bit by bit (McEwan,
2008). First there is a team chosen that incliatkecation Ministry officials and special
teachers chosen for their success in the classapahtheir links to community. They visit a
country that has already started the reform andrebgheir model schools with active schools
methodology in action. The team then meets witipfeewho have written the guides in the
country they are visiting. They are taught hownfase their country’s curriculum and
knowledge of teaching into guides for their couribgether. They write the first grade student
learning guides with the original team teachingriheow to infuse the curriculum into project
based learning. The team then returns to theintcptio meet with a larger group of teachers in

their country. Together the chosen new countrghtees write the guides for second and third
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grade and guides for fourth through sixth gradenaaay times borrowed from another country
(Kraft, 2004).

For the teacher trainings, specially chosenhers are trained and then become the future
trainers. Model schools are established and egqdippth the materials necessary. They do not
start being observation schools until they havéegathe teaching method correct. The
implementing agency diffusing the program followe teachers from their trainings back into
their classrooms and guides the teachers in plabmgrogram into their daily practice.

Observations are then done by neighboringasteachers. The model school teacher
trainers then go into the neighboring school tedstodassrooms and spend a lot of time with the
neighboring school teachers. They encourage tekawing them how to teach the new active
school methodology in their own classrooms. Altedchers involved, the novice learners and
the teacher trainers coming from the original obsgon model schools are empowered with
new teaching methods and support and camaradémeinfiovation then fans out in the new
country (Edgerton, 2005).

In summary the steps to the method of diffusion are
1. A special team of teachers are chosen to lmeguiiters.

2. This team goes to visit a country that alreaalyfscuela Nuevan place.

3. The team learns how to write a guide in theotountry and writes a first grade guide with
the teachers from the country they are visiting.

4. They write all the other guides with teacherthigir own country.

5. A special team of teacher training facilitatare chosen.

6. Model schools are chosen, equipped and traméd models.

7. Neighboring schools come to observe the modedac
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8. Neighbor schools are trained by model schoahess.
Factors for Successful Transfer

Over the yearSscuela Nuevaas been transferred to many countries. The &aken
elements oEscuela Nuevare important to the successful transfer of thigmm. Beyond
those elements, these have also been found torbeupaly essential elements to a successful
transfer: Teacher Support leading to a bottom-gptdion and expansion process in the hand of
teachers; Community Participation; Adequate Fundimgping of distribution of materials;
Teacher training on active learning; and finallyrianeer Group to help form social consensus.

Teacher Support leading to a bottom-up adaptaind expansion process in the hand
of teachers. Escuela Nuesapports teachers. The guides with readymaderigdans were a
hit with teachers. Guides took work away from tis@chers, rather than add more to their
workload. The ministers were mindful of the needupport rather than burden the teachers and
this was one of the reasons tEatuela Nuevavas so readily accepted in the classroom, no
matter the country (Levin, 1992).

The teacher empowerment is the key. Theadas of capacity building and training
involved in teaching the teacher how change natticemaiculum to handle a rural multigrade
class. The feedback in the actual classroom ofeheher is important. Training continues until
the teacher can feel successful regardless ofttidtat the teacher is still teaching all the ggad
at the school. That is empowering. It leads tefarm built from the bottom-up. If a teacher
needs to further adapt a program that empowersedaher will find a way to not lose its basic
elements. No matter what she has to do to makprtgram fit in her classroom the students
will be active participants in the learning shéaisilitating. This flexibility of the program

allows for its sustainability, no matter the coyntr
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This adaptation of a policy happens all theetin teaching. A teacher is not being
successful with her students and does not likevieryone likes to be successful in their work.
So, the teacher tries to make everything work &rdnd her students. She changes the
mandated policy just enough to be able to trulghehe curriculum in her classroom and really
reach her particular students. In the end, teacer street level bureaucrats (Lipsky, 2010).
They take a policy and implement it their way.a lfeacher is not comfortable with the policy it
will not take hold. When this organic way of rafdng schools takes hold, the reform’s
diffusion begins in whatever country it is beingrtsferred to. The creatorsEdcuela Nueva
understood that focusing on the teacher’s acceptahthe policy was very important. The
whole program is about supporting teachers. Téigdd in successful implementation.

Community ParticipationThe community was involved. For example, thegpaon was
also expanded to include resources for the a@sviti the guides in kits. An original set of
manipulatives kits was given but more importantifeisustainability a procedure was provided
for involving the community in replacing the manigtives with natural resources readily
available to the community. A strong collaboratim®@tween community and the school was thus
established and nourished. In fact, the coffegvoig association in the first area to implement
Escuela Nuevaecame strong supporters of tecuela Nuevéormat of the reform and
sustained the reform in the schools by committegpurces to the schools for future
manipulative purchase and trainings and over gdhagion. Community involvement also is
seen as an essential element to successful imptatioen

Adequate FundingColbert, Chiappe, and Arboleda (1993) state thairty funding for
a larger effort was also important. And that adstration of the expansion must be appropriate

for the program to expand nationwide successfullyoking back to the precise method, one



38

sees that the program will always be started duiyobit. But if the goal is to expand for an
entire country’s rural schools funding, administratand the things that made it work on a small
scale must all be in place. This includes the destration model schools and all the trainings
follow-up back into the classrooms. All are comsetl essential to successful implementation.

Timing of distribution of materialS he ease of transportation was also essentitd in i
successful implementatiorEscuela Nuevaad a kit of materials and lessons that were
transported easily from school to school. Teactwer® willing to listen to the trainings about
such a program since they had heretofore not been gesources. Correct implementation of
the program also includes timely resource distrdyuas the classroom needs all of the materials
to arrive shortly after the training. The easérahsport allowed for the materials to arrive & th
same time as the trainings were given. If theeelang lag time between the trainings and the
receiving of materials a teacher will continue dpwhat she has been doing in her classroom
and is less likely to incorporate the innovatiotoiher classroom when it finally arrives. By the
time she receives the materials she has forgdteemiportant points made in the training or no
longer is convinced that the reform matters. Timéng of the arrival of the materials is an
important element of successful implementation p€dl| 1990).

Teacher training on active learninghe innovation, however, focused on processes
instead of products. The materials were imponathe process of training the teachers and
process of giving feedback to the teachers in th&im classrooms were the most important
elements of the program. Also, another processfa$ing active learning and incorporating
into every facet of the program was extremely inguar

When the reform is put into another county iew context must be infused into the

program. Local context provides a backdrop todsethderstanding and memory. Oral
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traditions of folklore and history of the area, plebverbs, artwork and other local information
should be included in the guides written for thevrm®untry. The context taught must be

relevant to the student. The program’s flexipiitlowing for these changes creates a successful
transfer. This adaptation of guides is an esddati¢or for successful transfer.

Pioneer Group to help form social consensidisocial consensus must be achieved
before the program can enter into a new counttye Colombian education ministers involved
in the formation oEscuela Nuevéormed a steering committee. They stayed together team
and continued to work on the expansion of the @nagr They moved up to leadership roles in
the ministry and remained together throughout.EAsuela Nuevavas expanding the steering
committee was able to convince its critics to attep program. The steering committee
convinced curriculum experts thascuela Nuevaould be used by teachers that had not been
trained on individualized instruction methods. St@am also convinced these experts that the
non traditional methods did in fact allow for legu of all the curriculum objectives. They were
also able to convince the powerful teacher unibasthe program was not going to reduce the
numbers of teachers with its multigrade systemeyTublicized their success and had other
teachers in Colombia soon calling for the progranthay heard of the succdsscuela Nueva
teachers were having. The steering committee \8asable to convince text book publishers
that there would still be a need for books. The took library that was provided to each school
as part of the program made up for the fact thasthte was now printing its own textbooks with
the guides. They also explained to the publisti&sthe students were being given a love of
reading and an interest in buying more books. Watproblem came up was dealt with as
time went on. A social consensus requires mangtéao be addressed over a long period of

time, but a social consensus is critical for susttgédransfer. The steering committee ended up
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working for the program’s acceptance and its constfinement for 15 years and as mentioned
above, went on to diffuse the program in many coesthroughout the world with UNICEF,
USAID, AED and FHI 360.

In conclusion, for a successful transfer of thisqyoelsewhere all of the essential
elements of the program must be implemented, vidtbecattention given to these elements as
well:

Teacher Support

Community Participation

Adequate Funding

Timing

Teacher Training on Active Learning

Pioneer Group.

The literature on the successful transfeEstuela Nuevaas been generated by its founders
with lessons learned from their vast experiendeansferring this program all over the world to
better the education of rural students.

Name Changes

Escuela Nuevaas been adapted to various degrees in many @ainffhe name has
changed along the way. But it is sE$cuela Nuevaln Brazil it is calledEscola Ativain
Guatemala it is calleBscuela Unitariain Panama it is callescuela Activain Chile it is
calledMece Ruralin El Salvador it is calledulas Alternativasin Nicaragua it is calleBscuela
Modelq in Honduras it is calleBscuela Activa Participativ&scuela Nuevan the Dominican
Republic it is calledEscuela Multigrado Innoadan Paraguay it is callellita Iru, in Mexico it

is calledinteractiva Communitariarin Peru it is calledprenDesin Guyana it is called New
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School, in the Philippines it is called Active $oll Child Friendly School and in Equatorial
Guinea it is called PRODEGE. Currently the Wdskhk reports that three countries in Africa
are experimenting with improving their multigradeal schools model but only Uganda is using
theEscuela Nuevguides. The program there is called the New Schioothe World Bank
study done in 2009 the Ugandan program had eroagthad few teachers trained in multigrade
teaching (Mulkeen, 2009).
Evidence

In Colombia the evidence that the policy prmeilwas mixed. In 1992 Psacharopoulos,
Rojas and Velez did a quantitative report on tHeeaxements oEscuela Nuevan Colombia.
They looked at 1987 data that measured third dtiddgrades in Spanish, Math, Creativity,
Civics and Self-Esteem. They found achievemehgtce increased in all areas except fifth
grade math. A closer look at the scores findshtgkest achievement in any category, a mere 50
percent average. Nonetheless, the increaBsdnela Nuevacores over traditional school
scores was statistically significant. The studnds as evidence that the program advanced the
education of rural students in Colombia and theldvonmediately took note. When other
studies later found less enthusiastic results tioeyd all be linked to problems in the
implementation of the programn 1991 Loera and McGinn did a study of first ahold graders
in Colombian rural schools. They found their dates skewed because of all the different
variations they found to be titled &scuela Nuevachool. In some cases, traditional school
teachers were using the self-instructional guideis thieir students anBlscuela Nuevachool
teachers were not. Therefore, this 1991 studydaumsignificant difference in the scores of the
students in a traditional school andEstuela Nuevachool. In 1998 another study and the first

international comparative study done by UNESCO'8n_,American Laboratory for Assessment
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of Quality (LLECE ) found that in rural school irof@mbia there was higher than expected
outcomes than those found in urban schools inchiaitry. According to the study this
indicates that even in unfavorable contexts, th@iegtion of appropriate and consistent
measures such &scuela Nuevaan significantly improve student outcomes. Affeba,
Colombia was the only country of the region whéeural sector outperformed the urban
sector, except in megacities, mainly due toEseuela Nuevarogram (LLECE, 1998).
Regardless of the effect of expansion on the programplementation in Colombia, and the
somewhat inconsistent evidence, the program wasdftaibe an important step in introducing
quality education to rural areas. For this reaberpolicy began to be transferred to other
countries. The evidence in these countries agaimxed. However, when evidence is negative
there are always problems with implementation ined|

A study was done in both Guatemala and Pikdound that there was positive
correlation betweekscuela Nuevaarticipation in small group work and achievemgline,
2000). Both the Guatemalan and Perutacuela Nuevarograms had more small group work
and thus more achievement in language and maths{@ffield, 2004). In Guatemala a further
study was done on the democratic and non violemavaers present iEscuela Nuevatudents
vs. traditional students (De Baessa, 2002). Thegsured leadership (directs lesson) sense of
equity (takes turns and shares) and interpersdfeaiteeness (helps others and expresses
opinion). Another study was done in Guatemala@loonking at academic achievement
(Chesterfield, 1996). This study compared 1998001 scores on a national achievement test
and found a higher gain in math, reading, concaptsresolution of problems in children that

attendedEscuela Nuevachools.
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Internal efficiency rates show less droppingjia AprenDesschools in Peru
(Chesterfield ,2005). The rates continue betten thahe traditional schools but over the years
seem to be decreasing. The thought is that theedee is due to attrition in teachers trained in
the Escuela Nuevactive methodology. In a national exam on thetargf communication
curriculum,AprenDesschools consistently had higher overall masterglgethan the traditional
schools.
Problems found with Policy Transfer

There have been problems with the transfer ofgblky. Even though it has been
transferred to so many countries it has not alvieen successful. The first transfer of the
policy took place from just the region of Pamplam&olombia to the entire country. This
happened as the country decentralized and thera wessive transfer of teachers trained in
Escuela Nuevactive methodology so that some schools couldustain the reform. The
Escuela Nuev&chools then received new teachers without adedraahing. Some trainings
received were improvised and not the same as imdghebeginning of the program. Then, the
timing of the delivery of materials and the tragsnwvas not coordinated. Municipalities had not
been told that the schools would changBgouela Nuevand therefore did not support the
change. Some schools wéiscuela Nuevan name only, the teachers did not implement dny o
the strategies and all the components of the refdira trainings were shortened and there was
less feedback and time spent with the teacher iltnmplementing the program in their
classroom. Finally, it was found that mismanagerneshto the weakening of the program

(Colbert, 1993).
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In Honduras, they first sent teachers to visitEleuela Nuevdemonstration schools but
never had the guides adapted when they returnbdy dlso never had trainings. Both of these
elements have been found to be essential.

In Venezuela no demonstration schools welbéshed. The guides were also not
adapted. In Ecuador the guides were adapted arslitijects were updated, but when they were
adapted they lost some of thecuela Nuevanethodology. In Bolivia the guides remained in
traditional mode and are missing the instructiamgtie students. Students had to then wait for
teacher instruction which was counter to the pnogrd he teachers were trained but there were
no demonstration schools from which to sustainréferm.

The elements that were mentioned above assa&cgefor successful implementation of
the policy in a new context are crucial. Even tjiothe policy ofEscuela Nuevaas been
turned into a materials kits and an ideas kit \aithrescribed procedure and actual guides written
on how to expand nationally or transfer to anotteemtry, the guides and procedures do not
always work. The key to the success of this paegms to be that it grows organically.
Escuela Nuevavas home grown. It started from the bottom ughenclassroom making
teaching a multigrade classroom easier for a teadhgave resources and trainings to teachers
who were hungry for both and then it allowed theame teachers to adapt the program to fit
their classrooms. As the steering committee saat wiorked in some classes and did not work
in others they continued to refine the policywés growing one step ahead of the designers.
They too had to adapt to the policy taking on usidife. It would take such a passionate
steering committee to do the same in another cpuniihey would have to ensure that all the

elements were in place and then constantly work thiém.
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In conclusion, this literature review of the stugdavailable on thEscuela Nueva
program give an understanding of the sound pedagbifjieories and processes and materials
included in theEscuela Nuevarogram. The literature review also explains psses and then
the obstacles and challenges faced in previousfeemof this policy and this information will

serve in the analysis of the implementation ofagfer of this policy into Equatorial Guinea.
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CHAPTER THREE

METHODOLOGY

This inquiry aims to increase our social understagndf the little studied education
system of Equatorial Guinea. A policy transfer imissed an educational innovation from a
different context into the crippled Equatoguinedaneation system. The original country setting
of the innovation is an ocean away rendering ctasgact with the original context of Colombia
difficult. While exploring the transfer of polidhreories we will follow the adaption of this
policy into its new context. Close attention viaél paid to the multiple forces that have been at
play guiding and shaping the policy being trangféyadapted and shaped both from above and
below. Horizontal forces come together with theieal both in local reaction and as global
outside forces joining together in shaping thedfared policy into the isolated rural
classrooms. The policy has been transferred ime@African setting in order to transform the
education of disadvantaged rural Equatoguinearestsd This study will inform implementers
of how to improve the implementation in order tstsin the program and increase the quality of
education for these rural students.

The methods chosen for this study are the best@aking a complex process. The
transfer of this study has many actors and decisiakers with different motivations and
backgrounds. | have chosen methods that will &ésitv for description and analysis of this
complex social endeavor.

Quialitative Study
Qualitative research methods were employed to getr@ comprehensive and dynamic

picture of this complex transfer of policy. Resdears using qualitative methods use field notes,
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document analysis, observations with planned pod¢dceeping focus on the theoretical
framework of the study, interviews with semi staued protocols that allow for a narrative to
form, focus group protocols that help weed out asian, audio and video recording and
pictures and drawings in order analyze and creatdistic picture of the transfer of a policy
(Merriam, 1988). The researcher gathers triangdldtga from various sources in order to
describe the phenomena being studied from all aregie perspectives. Member and cross
checking between layers of actors allows for answ@be compared for a more valid, reliable
and credible analysis (Yin, 2009). The descriptiaéure of qualitative research allows for a
better understanding of the complex rebirth oflElseuela Nuevaducational innovation.
Qualitative methods will paint a comprehensivejsta and natural picture of the policy transfer
(Stake, 1995). It is for these reasons that myysgpecifically uses the qualitative method of
case study.
Vertical Case Study

This study more specifically uses vertical caségtmethodology. A case study delves
into a case to qualitatively explain a boundedesyst A vertical case study sets the analysis to
stop at layers of influence on the way down todlassroom (Vavrus, 2009). There are macro,
meso and micro levels that are all looked at aceas$ level and down the different levels.
These levels are detailed in the table below. Tyme of vertical case study allows for a study of
the PRODEGE education program with an analysisoof tiheEscuela Nuevanovation it
replicates has been handled at each layer on itslean into the classrooms of Equatorial
Guinea. Special attention is given to the negatretiand adaptations of the policy at each layer
of decision making. There are three main levett wiibgroups within explained in Table 1

below and the description below it.



48

Table 1Vertical Case Study Levels

Levels Decision Makers Secondary Players

Global — Presidents of HESS Global — HESS Staff and
Leaders Oil and AED AED Staff in United States
L ocal- President of L ocal — Education Minister

Equatorial Guinea

Global — AED in country Global — Teacher Trainers
Implementers PRODEGE staff L ocal-Special Teacher Team

Local — Adjunct PRODEGE | and Teacher Guide Writers

staff

L ocal- L ocal-
School Staff Education Ministry Teachers

Supervisors Students

Principals at School Families

This table has three rows placing the three lewktbe vertical case in decision making
order, First leaders, then implementers and firsdlyool staff. The row further splits into two
horizontal parts; thus further splitting the demmsimaking order. For example the President of
Equatorial Guinea is on a higher level of the Ledeeel than the Education Minister. However,
both are in the leader level when compared to tdi€ is the Implementer level. All of the levels

are comprised of both a global and local sectioitwvls present in each box of the table above.
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Within the Leader level | start with the global gidents of the US Oil Corporation HESS
and the president of AED who first met to talk abactive learning. The local counterpart
would be the president of the country of Equatd@alnea who met with the president of HESS.
Place to the side, are the global HESS staff ogtbend in Equatorial Guinea; who met with
the US based staff of AED, and then met with tleall&ducation Minister in charge of all
schools in Equatorial Guinea. These actors arerh@ presidents in stature but are still very
important in the Leader level. Both horizontal bexdisplay all the actors that make up the
Leader level with global and local counterparte@ach. The leaders are the first level that my
vertical case study addresses.

Within the Implementer level the first box ssawtith the global AED staff living in
Equatorial Guinea such as the Director of PRODE®@EBezlded in the local ministry offices.
Local Equatoguinean adjunct PRODEGE education mnynéctors are the counterpart of this
global group. Displayed on the side of this fivek and under this first box’s group in hierarchal
stature are the global teacher trainers that caome Eatin America. The local counterparts are
the team of special teachers to be trained to toedfurainers and the teacher guide writers also
considered the pioneer group. All of these aatoraprise the Implementer level and are the
second level that my vertical case study addresses.

Within the School Staff level | start with teepervisors working in the local Education
ministry and the administrators of schools and utigem the local teachers, students and
families. The study will explore the global redsding less in the schools. | looked at the flow

down the levels and then back up.
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General Data Collection Strategy

In order to accomplish this vertical case gtuemployed as wide a variety of data as |
could. Each level had various data sources in dadereate reliability, credibility and the
validity of the data. | planned to use interviewiservations, focus groups and document
analysis. However, as with any study there werstraints explained in a constraint section
below each data source. Due to these constraihtsrdaerviews, observations and document
analysis were included in this study.
Interviews

Interview s were conducted with loosely and semicstired protocols allowing for rich
narrative coming from open ended questions. If fg@emitted an interviewee was just asked
what their experience was with PRODEGE and this gakstion would produce a two and a
half hour taped narrative with few interjecting gtiens on my part. The questions on the
interview protocol designed before the study wereagered in the narrative. Therefore those
guestions from the protocol were only asked ifriagative did not naturally provide the
answers necessary to understand how the policgfenawas accepted and changed by the

interviewee. Of the twenty five interviews condeatfor this study only four were one hour

interviews, the rest were from two to two and & halr interviews. The respondents were eager

to speak about their experience to someone whdaéed studying the program. In the field, all
interviews were conducted in Spanish (the offi@alguage of Equatorial Guinea). Some of the
interviews conducted on Skype or in the office&EHI360 were in English, others in Spanish.
Transcription of all interviews was done in thegaral language of the interview.

Teacher interviews were conducted on site durieghks. My experience as a teacher

allowed me to quickly bond with the teachers | whserving and interviewing and a thick
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description has thus been created from my timegquieboguinean schools. My interviews with
staff took place during breaks in school hours ibinéeded follow up phone interviews
continued after the two day observations. The untrs were longer more loosely structured
narrative type interviews to make up for the lirditene spent in the classroom. Teachers were
very willing to share their experience with a fe@lleeacher.

Respecting anonymity, | interviewed 4 Leaders,rfilementers and 10 School Staff for
a total of 25 people. Protocols are included asefppx B.
Interview Constraints

The official school start date in Equatorial Guine&eptember™ however once in the
country | discovered that the actual start daterfost of the schools was on Octobef e
Monday after Independence Day celebrations. fimimg limited who | was able to interview
as the ministry officials were involved in the baging of the school year with a new minister. |
repeatedly went to officials’ offices only to waittire days to then be told there would be no
interview possible on that day. Appointments asemade in advance. | spent approximately
between 25 and 30 full days waiting for intervidwgas not able complete. Instead |
interviewed those who had been in the ministry WARODEGE first started and now work in
other capacities. | also deconstructed infornmafiom the implementer level to reach a thick
description of what happened with the Leader lawel with ministry officials at the beginning
of PRODEGE.
Document Analysis

Document analysis from FHI360 and government docuswere also used to gather
information on PRODEGE. The program had a compbokreinforcing the education

ministry’s data collection which by all accountssa@nexistent before the commencement of
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the program. AED/FHI360 was very helpful in shgrthe baseline documents they produced
with the government and all other documents antkts compiled by the government under
the guidance of PRODEGE while the program was feecef

Observations

Observations were originally planned in four rugethools for two full weeks but because
of the constraint below were only done in threeosthifor two full days. A preliminary visit of
introduction and explanation of my need for anmvitav and observation was conducted without
notice. Oral permission was given by each pridaipadvance. Once, arranged for the next
day, each school visit was for two full days. ldisey 22 years of experience as a school teacher
to focus in on the learning of the child in ordeunderstand the quality of the teaching. This
experience also allowed a thick description to Ib@ioed in two days time. Since the rest of the
observation time planned was going to focus onrafhyais of the guides | asked for and was
able to receive from FHI360 in Washington D.C. enptete school set of guides and studied
them over Skype with the writer of guides at FHI2&0ing her time in Colombia and Peru.
Also, the use of the guides was observed in classsand explained by Equatoguinean writers
in interviews in Equatorial Guinea. This allowed taebserve and analyze all the planned
elements.

Observations in the classrooms were done withtstdberence to the protocol (See
Appendix D). Photographs of the schools and resedirawings were done to help in the
description of the settings. Field notes went onnd) the entire observation. This allowed for a
thick description of the policy in action in thehsols. After the observation, a summary of the
experience tying the observation to the theorefremhework was included in a chronological

log. | drew on my 22 years of classroom teacheeggnce to allow for credibility.
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Observation Constraints

Two full weeks of observation at each of four sded@d been planned assuming that
school started on the official start date of Sefitenbth. However, since school started on
October 12 | could not visit four schools for two full weekluring my visit
Focus Groups

Focus groups with both parents and with childrerewtanned but due to the constraints
no focus groups were done in this study.
Focus Group Constraints

Because the school year actually started a maomdha half after the official start date

the ministry was just starting its initial schookatings in the schools after hours. The ministry
was visiting the schools at the time | was obsergchools and | had to plan my visits around
their meetings with staff. No visitor could be thie school grounds while the ministry was at
the school. Since the focus groups could onlyrbenged after school hours and on school
grounds it was impossible to organize either fagnasips with students or with their parents.
Language of Data

In the field, all interview and observation comnseewere conducted in Spanish (the
official language of Equatorial Guinea). Someld interviews conducted on Skype or in the
offices of FHI360 were in English, others in Spanigranscription of all interviews was done in
the original language of the interview. Most docuisavere in Spanish. Only pertinent excerpts
of documents or interviews were translated intolihdor inclusion in this dissertation.

Unit of Analysis
The vertical case study is on the bounded oathe program PRODEGE. The first five

years of PRODEGE’s focus was on the primary schoblsguatorial Guinea. Fifty four model



54

schools were remodeled and infused withEkeuela Nuevactive learning. Model schools
were the schools that first received all of thegpamn’s resources, materials and in-classroom
trainings. PRODEGE and the innovation transfennéal the schools serve as the whole unit
that is bounded by those forty schools. As expthinechapter two, model schools serve as
observation schools for the neighboring schoolstraéto the program’s expansion. In
preparation of the field visit the implementers &vasked which schools were most successfully
operating as model schools and efforts were madehade two in the sample in order to watch
the transfer of policy. The other school that wasan the list of most successful schools was
randomly selected; however, the criterion useclaction of all three schools was that they
must be rural and multigrade schools. FHI360 omlg & total multigrade schools included in the
54 PRODEGE model schools. Rural multigrade clasaswere chosen for the study of the
transfer ofEscuela Nuevanto PRODEGE model schools because they were Bdatela
Nuevawas originally designed to support. For this reabwee rural multigrade model schools
were observed and analyzed.

Also, at first the plan was to focus more onftlst grade levels but the study ended
focusing as much as possible on the whole scheohlding all of the grades at the three schools
visited. The program’s success presupposes thdests learn to read in first grade in order to
be able to read the guides used for independenpgrork for second to sixth grades.

Originally it was assumed that it there would bengnabstacles for the country’s first graders
reaching this goal. For example, reading AED’siag®ion that there were no pre- kindergarten
or kindergarten classes available which would aktwdents to learn the letters, shapes and
socialization in preparation of learning how toddéawas assumed that no child would be

reading in second grade. However, there is a vepylar preschool program in every school in
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Equatorial Guinea. UNICEF was instrumental in mplementation right after the call for
Education for All. The quality of the preschoobgram is outside the scope of this study,
however, after five years in preschool and one ye#rst grade | observed all second graders
reading in the classrooms that | visited. Morénow | came to this conclusion will be in the
School Staff Level findings. The fact that thedgints were reading changed my focus from first
grade class to the whole school with all gradesiesl.

Also it was assumed that there would be atdaeguage barrier. Most students come to
school speaking tribal languages, encountering iSpdor the first time in their lives at school.
However, language is not as large an obstaclenagth the five years of the Spanish preschool
program addressing the problem before the childredirst grade.

Since this study focused on schools with disadygdahildren of rural poverty, the
sample of the study started in classes for thoaetexral students. Again, | chose schools for
these students to see the policy transfer in actiomanted to watch how the policy was being
received by the students and how it was being addpy their teachers.

Figure A below shows how the base of the otasa was used to look at all the levels
involved in the decision making for the adaptatidnhe policy. The middle circle represents
each school. The boxes on the side represent hiee letvels mentioned above and their

influence on the schools.
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Figure A —lllustration Showing Connection between Classroowh @ase Study Leve
Data Analysis
The analysisf data commenced with the first interview andtfolservation conductec

The analysis continued throughout the entire samythen continued on after the d
collection had ended. First a daily log of memxgl@ning where the study took me anhat
data | was able to collect was kept in a chrogical journal (Creswell, 2007) dated the da to
match thidog. All the day’s data wi placed in a separate dated electrditec The memc
written about this data collectirincludes a summary @fhat | learned on the specific day ¢
how the information all ties back to the researgbggions and thectical framework. This ke|
my study focused. It also leéd analytical insights that cot be tested theaxt day. | used the
memos for the@urpose of finding cod. Daily the data wasead, transcribed and categori:
into frequent codes andawring themes. All themes wenoted in memo form in th

chronological log.
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According to Strauss in qualitative researatiing is done to fracture the data and
rearrange them into categories that facilitate canspn between things in the same category
and that aid in the development of theoretical epite (Straus, 1987).

Transcribed daily, codes emerged from da&fdings with comparison between other
interviews and observations on the same level fieachplementer and school staff levels).
Interviews transcription were electronic with easynment addition. All observational notes
College ruled notebooks contained all observatioo&s with wide margins and written in short
paragraphs, answering observation protocols in(ee Appendix A). This allowed for codes to
be written right on the notes (Crossley & Vullianip84). There were both substantive and
theoretical codes that linked the data to a lapgeture. The literature review has made explicit
the desirable features that have made previousfanof theEscuela Nuevanovation
successfulCategories were formed from the data. A searchdiationships was conducted as
data was read and reread. Once the categoriesfoaméhe readings, the data was categorized
under the codes of top down, bottom up, outsides®rtiming, training, adaptation, curriculum,
remodeling, pioneer group, etc. Once the datadead broken down into categories by broader
codes then sub codes were formed within each catéguecessary. For example, the code
guides, had sub codes of: curriculum, local contamxdl active direction. The goal was to get
down to the smallest unit of the data and the iaahip between the data and the interviewees
across each level. This added to the validityhefdnalysis of data studied.

Limitations

This study was approved by the University of Mangat a time that the United States

did not have an ambassador from Equatorial Guikeaificacion Angue Ondo was transferred

to Spain after serving in Washington D.C. from 260%012. The new ambassador did not
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arrive before | left for Equatorial Guinea to do stydy of PRODEGE. | therefore was unable

to receive permission from the government to dostagy before leaving. | was told by the
embassy to go to the ministry offices in Malabodoeive permission. When | arrived there was
a new minister of Education. PRODEGE has seeneaixeducation ministers since it was
inaugurated. Each time a new minister arrivedrighe had to be brought up to date on the
project. | arrived in Malabo, Equatorial Guinaeastjas the new minister was being brought up to
date and the second phase of the program was beguaiated with HESS representatives. It
was for this reason that | was told that only @eimission would be granted during my stay in
the country at the beginning of the school year.

Equatorial Guinea is a very difficult countoytravel in. It is not used to foreign visitors
outside of the major urban areas and does nottnavel systems in place. Lodging is extremely
expensive and there is no public transportatiaheéncountry and it is again very expensive for
travelers to get from one town to the next. Tréwyeforeigners is also tightly controlled by the
government. Itis necessary to have written pesimisto travel out of the larger urban areas.
On the island of Bioko | was able to find a taxvdr who was willing to take me to the villages.
In order for a taxi to drive me to the schoolsditad, it was necessary to pay for a license.
Large stickers were placed on the side doors asf ine taxi had received this proper permission
to travel outside the city. Beyond the licensejezkly letter had to be filled out by the licensing
office explaining the route to be travelled. Alc&ers, documents and this letter were checked
every day by various military check points along thute to the schools. | was thus able to visit
three schools on the island of Bioko. However,itbase | was living in lost power for five days
and also water for two weeks. In trying to remadysituation | thought to travel to the

mainland and continue my observation of schoolthercontinent. However, once off the island
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and on the continent side of the country, | cowdtifmd a taxi driver willing to take me into the
interior of the country to visit schools. There &w hotels outside of the main urban area of
Bata and therefore travel to and from schools énitiberior was impossible. Therefore no
schools were visited on the continent. Howeves, should not discredit the observations done
at three schools on the island of Bioko. The dlahBioko is the most developed part of the
country. lItis heavily populated. Because oftheoa plantations there it was where the
Spanish first developed and where the capital @cthuntry still stands. Today, Bioko is an
important area of the country where many oil congmhave their offices and thus most major
business transactions take place. The observatmmes for my case study never were intended
to generalize to the whole country but rather i tcase study form, delve into the uniqueness of
each school. Thick description remained the fafusay visits and observations.

There are expected limitations to this studiyt stem from the knowledge that there has
not been much recording and reporting of educatidata before the PRODEGE program. The
government was not sure where all of its school®wead there were no attendance or data
systems before the project. As part of the nesdessment AED found the schools and added
them to a GPS data system so that the governmaltt start maintaining records on its schools.
Because previous data was not available it wagdiffto find baseline information or historical
records. It was for this reason that the studud$ed on the policy transferred in 2005. There is
another limitation in that | draw on a very smalhmber of writers for information on the
country. | looked for common threads from previoesearchers to come to a credible
description.

PRODEGE is being implemented under difficulifocal and material circumstances. A

consequence of this is that critical problems matyhave been reported in some interviews. The
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implementers in D.C. (judged from previous intewsewith them) also tended to paint a rosy
picture. To counter this, there was substant@ésichecking of the information given by
different levels vertically as well as horizontaligtween each level. Nothing was accepted
without corroboration from other actors. Also,dears were visited to corroborate that their
declarations can be observed in their classrooms.

The infield part of the study was only for apgmately three months. This is only one
third of the school year. It was also done atttdginning of the school year. To counter the
length of the study chosen schools for observatiere schools with teachers that had taught
for all five years of the PRODEGE reform. Theiperence allows them to quickly get started
in a school year and apply their practice withghedents of the same community and same
families in order to develop the program quickly.

There may also be reluctance on the partaafhiers or parents to relate their experiences
for fear of reprisal from the political regime. i$lwas countered by ensuring anonymity. An
ethical oral contract was created to show that aod#/stated, recorded or written will ever be
linked to the location or name of the person. ptaemise of no information sharing was orally
agreed to by the researcher and subjects and mgomi®r all taping was sought before any
interviewing began. If the interviewee was not ¢onmable with taping the digital recorder was
turned off and put away.

| could only see schools on the island of Biok was not in control of my choice of
schools within the bounded case of PRODEGE modds. It is for this reason that | chose
three rural schools as central to the study. Rigss of resources and training, rural school
populations are the most marginalized in Equat@iaihea. | followed the policy transfer to its

roots in a continent an ocean away.
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Researcher Positionality

A researcher brings perspectives that infleghe way in which she analyzes data. Itis
my intention here to present my biases as transpar@s possible.

| have been a teacher of marginalized langlesyaing students for 22 years. This
colors every visit | have with a teacher, evergstaom | enter and the way in which | consider
education at large. But | also had already live&quatorial Guinea and realized the context of
the country would certainly change my definitionediucation. | have visited rural schools in
other countries and have previously confronted tbality against my own definition of
education and the schooling of literacy and numergocusing on the lens of researcher
allowed me to see the reality of the schools tetwithout assumptions.

| was raised speaking Spanish in the homdearded to read and write the language at
the University of Berkeley as a Comparative Litaratstudent. Knowing the language of
Equatorial Guinea allowed me to understand lesbemg) observed and easily interview and
later transcribe and translate all data collecfddt knowing the tribal languages of the country
kept me from fully understanding conversations somes peppered with both languages at
once or code switched into. However, all schooltndone in Spanish using teacher voices.
Being a teacher that spoke Spanish afforded me@esa not expected for a white American
PhD student studying an African school.

| lived in Equatorial Guinea for a year in 2005talight Physics in Spanish for Marathon
Oil to forty four 22 year old students preparingo®plant operators for a new Liquid Natural
Gas plant to be opened on the Marathon compoutalight off of the compound in the center
of the city of Malabo while living on the compoundhis prepared me for the country’s context

to a certain degre€lhe country is much more difficult to live in withbthe support of a major
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oil corporation. Their compounds provide 24 hoecticity and water, transportation, sanitary
conditions with medical access and many ameniiasthe general population of this country
does not have access to. This previous experiadagotlinfluence my opinion of oil companies
as corporations, but rather enriched my understgnali daily operations.

Being an American raised by an immigrant #tzindoned an authoritarian government
colors the way | approach countries living undertstegimes. Having previously lived in
Equatorial Guinea prepared me to expect certairtdtrans to my study. Effort was made to
plan a study free from political bias. | desigmeyl sampling with such limitations in mind. |
purposely chose multigrade rural schools on amdsthat was inhabited by a minority and
disadvantage tribe. | knew these schools wouldbéddast likely to have political intervention. |
steered clear of conversation about politics arairefpcused my lens of researcher on all work
in an effort to counter this bias and remain preif@sal.

Ethical Consideration

No observation or interview was started withowtfireceiving expressed agreement from
the subject involved. With the tight governmemahtrol of the country and fear of reprisal
common, all subjects were promised anonymity. Slsheere visited initially for permission
from the school personnel to be observed. No tawias done without permission and subjects
were assured that all taping would be solely f@r loxg the researcher in transcription. All
transcription would be anonymous with pseudo namnesles used to describe the person and
respect that anonymity. Photographs and filmingewmt allowed in the country until the recent
use of smart phones made it very difficult for doeintry to enforce. This history is ingrained in
the culture. However, only a few subjects mindezltaping. Most were happy to allow taping

and spoke freely about PRODEGE.
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CHAPTER FOUR
THE TRANSFER OFESCUELA NUEVA O EQUATORIAL GUINEA

This chapter will look at the implementation of thecuela Nuevaolicy in Equatorial
Guinea. | start with background of the countrysque geography and political history to guide
the understanding of the difficult obstacles AEDQ bhadeal with in their well planned
implementation. | will then present the verticake study findings of all three levels. | answer
my first research question of How was #scuela Nueva Polioghosen for an education reform
of the Equatoguinean education system? with tise lfeader Level findings. My second
guestion of How were the essentiacuela Nuev&olicy elements adopted, adapted or
neglected in order for the policy to settle in theal classrooms in Equatorial Guinea? is
answered with the second Implementer Level findinbise third research question of Who and
what factors have been most influential in the fidesndigenization/divergence of this
innovation? is answered in the final School Staf¥¢l Findings. All findings follow a very
complicated timeline that | have provided as adablAppendix C. My narrative will follow
this timeline in order to describe the transfetn&Escuela Nuevaolicy into the hands of rural
students and teachers constrained only by theitigsoin their whole hearted acceptance of an
educational innovation meant to change their lives.

Background of Country

The Setting

As of 2013, the World Bank reports the populatibiquatorial Guinea as 736,300
people which makes this tiny country in Centraliédrsmaller than the size of the U.S. state of

Maryland. The government offices are locatedhanisland of Bioko which is inhabited by
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only 260,000 Equatoguineans. To do any officialayoment business, the remaining population
must travel by plane or ferry from their homes loa thainland. The continental region is
couched between Cameroon and Gabon with the mdjantcity Bata, on the coast. Malabo,
the capital, actually lies in the insular regioasdr to the country of Cameroon. This disjointed
geography created difficulties for the people tfangig Escuela Nuevéo Equatorial Guinea as
well as poses challenges for teachers on the @nitirDecision making education ministry
offices only exist in Malabo, on the island of Bm&nd there is no infrastructure connecting the
different geographical regions and no public tramtgiion exists in the country.
Political History

Equatorial Guinea is the only Spanish speakingSaiftaran African country. It was a
Spanish colony for 200 years, gaining independ@an@868. In his book on the history of
schooling in Equatorial Guinea, O. Negrin Fajardodudes that when compared to other
Central African countries, Spain’s education systeas able to produce high literacy levels and
a much higher social and economic situation in Euedl Guinea. However, “Spain’s
unfortunate greatest weakness was in its choiteagders for the country’s independence”
(Fajardo, 1993, p. 169). The country not only waable to sustain the level of development
Spain had established, but the new leader, Framblscias Nguema, drove the country into
utter chaos and general destruction. He produd®daaly tyranny from which the country has
yet to fully recover (Fajardo, 1993).

Shortly after Macias was handed power he chattgedonstitution of the country and
made himself president for life, ruling for thestiyears of independence (1968-1979). These
are what are known today as the “eleven yearsradrte Previous researchers Fegley (1989) and

Decalo (1989) both recount how Macias’ personatdaits and madness conditioned his
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brutality. One such trait was a crippling infertgrcomplex which Decalo (1989) argues
stemmed from Macias’ lack of education. This leel tuler to have a severe disdain for
intellectuals as evidenced by the fact that a rtteee months into his rule, he killed many
people of letters without cause. In fact, Mac@séd most of his educated peoples into exile,
leaving his country ill equipped to deal with thalapsed economy (Decalo, 1989, p. 51).
Schools, libraries, press offices and churches wlesed. National teachers fled to teach
elsewhere and Spanish nuns from catholic schoals @xdled. Few educated people wanted to
remain in the country.

The inferiority complex also comes into play in Neet expelling of all foreigners from
his country. Just the sight of the Spanish fldglsting flown prominently over his now
independent country, prompted a severe lashinggainst all remnants of Spanish colonization
(Fegley, 1989). To curtail the freedom of the Speds, Macias instituted a tight control on any
travel by all foreigners in his country still ingale in the country today. In reaction 7,000
Spaniards fled the country; taking with them mdvant 15,000 local service industry jobs,
causing economic paralysis (Fegley, 1989). Nigeegatriates brought in by the Spaniards to
work on the cocoa plantations were expelled froendbuntry in a bitter dispute with Nigeria.
The population fell by a third of what it had bdmefore independence. The exodus left the
country in isolation. The coco and coffee tradé athcommercial activity that had flourished
under the Spaniards and the service industry tttrapanied it diminished. As tax revenues
disappeared all social services came to a hali€lfefy989). Macias singlehandedly created an
uneducated populace living in poverty with no aahi abroad. Yet he maintained his rule for

eleven years with stories of super natural powers.
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The son of a witch doctor, Macias manipulated tradal beliefs and religion to
legitimize his reign and to terrorize his populatiato immobile submission (Decalo, 1989). He
had skulls collected and displayed for venerat®healearned and skillfully used each clan’s
magic (Fegley, 1989). The tyrant insisted on beated The Tiger as the animal was thought
to be immortal and invulnerable, creating fear sino one in Equatorial Guinea had seen one.
Tribal clan leaders were instructed to spread tkadiof his powers. Fear of his magic was so
prevalent that when he was executed only foreigops would pull the trigger, as his own army
feared he would return as a tiger and hunt thernd@rause, 2010). Macias played with the
superstitious elements in Equatoguinean societydate a feeling of fear so strong that it caused
almost total apathy and political impotence (Klbg#eg, 1978). “The dynamic of fear and
apathy created during Macias’ regime is still phlpan Equatorial Guinea today.” (Krause,
2010, p. 110). This fear of government has nowladeost ingrained in the culture and is one
of the findings of this study to be developed mostw.

Randall Fegley presents excerpts from a comprelnetsok at original documents in his
book entitled Equatorial Guinea, an African Tragedye excerpts paint a thick description of
how as time went on even Macias mental capacitycatied into question. For example, the
excerpts of his presidential speeches show thgtvileee at times incoherent and include his
being guided by voices. No one knew quite whosesbmetimes he would stop himself in the
middle of a speech, listen quietly for a moment dresh, completely off topic, talk about
opposition leaders that he had killed (Fegley, 1989

Anecdotes about Macias insanity abounded (Feg@89)L Another of Fegley’s excerpts

of a refugee’s interview explain that he reporteuyl a table set for 12 at his presidential palace
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and then sat alone while his servants looked omwbuld call out the name of his victims and
then carry on a conversation with the dead peapleshom the table had apparently been set.

It was around the time of this incident that foroeMacias’ government began to align
in order to consider overthrowing his governmefih important part of those forces was
Teodoro Obiang Nguema, his nephew, who was in ehair@lackbich prison on Bioko. All of
Macias’ political opponents were thrown into thearmus prison (Decalo, 1989). There
execution followed torture, beatings and starvatior the average citizen trials were a rarity,
punishment was administered directly by Maciasusiég forces and suspects were imprisoned
without due process (Kraus, 2010). Obiang wasqfatte security services that are to date
comprised of Macias Nguema'’s relatives, kinsmemfMongomo (a village on the continent)
and part of the Esengui clan of the Fang tribe @ 989). Although less severe at present,
this dynasty still rules the country under the et today. Obiang was the person that rallied
support amongst this clan and others in power etbvow Macias.

Around 1975 Macias increasingly withdrew frbm stately palaces in Malabo to his
home village of Mongomo. He left his governing lo¢ island of Bioko to his nephew, Teodoro
Obiang Nguema, and that of the continent to hie piesident. In Mongomo, Macias hoarded
the country’s treasury, rarely using it even to pesycivil servants. It is said to have begun
rotting on the village’s soil (Decalo, 1989). Sildiers in his National Guard went to him to
complain about not being paid for eight monthseytwvere immediately killed. One of them
was Obiang’s younger brother. This caused histbfene loyal nephew to begin gathering
support and joining forces to overthrow Maciasalooup d’état in 1979 Macias’ nephew took
over, forcing his uncle to flee under fire with twoitcases filled with treasury money from his

home in Mongomo. Macias was later captured, tridtlexecuted. The eleven years of terror for
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Equatorial Guinea had ended. However, the couetnained in the hands of a highly
centralized power.

The immediate aftermath of the coup, albeortly lived, was a major relaxation of the
reign of terror. In 1979 Obiang opened prison ddorfree 5,000 political prisoners, reopened
schools and churches, and paid thousands of emibsits back pay (Decalo, 1989). He stopped
the isolation of the country calling for foreignvastment in Equatorial Guinea, as he promised
to restore order and revive the economy.

However, there was no denying that the new rulex @gamplicit in the many atrocities
that occurred under Macias rule. When Obiang tkedias he did so for the first five years of
crimes. If Obiang tried Macias for the last sbaygof crimes Obiang would also have to stand
trial for similar atrocities. Educated exiles wesdled upon to return to help rebuild the country,
but distrusting Obiang, few returned. Aid starteghour in but as Fegley asserts in his book on
the regime, “Underneath all the aid lay enormowbj@ms which money could not solve”
(Fegley, 1989, p. 179). Systemic corruption asaxpld below remained.

The country was so devastated that whetwarkers arrived they were warned to come
prepared. Inthe 70s United Nation DevelopmengRm personnel coming to the country
were advised to bring their own light bulbs or ba#s since the electricity was unreliable and
very expensive. They were warned that there wagasdor cooking and really nothing to cook.
For example, in a pamphlet for expat consultareéd N listed that there was no fresh meat,
poultry, eggs, butter, cheese, rice, milk or flauailable in the country and explained they
would have to be imported (Fegley, 1989). Annviavee explained that that even in the 80s

he would take a bus to Cameroon to receive the aiavesgetables that they had ordered, as there
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was no delivery system in Equatorial Guiieaedically the country was a disaster area with
malaria, hepatitis, dysentery and the whole arfayopical diseases rampant. Medicines and
drugs were unobtainable in local pharmacies anatingber of doctors was very limited
(Fegley, 1989). And yet as the aid to combat tiesgble conditions entered the country, the
ruling elite immediately started to siphon off fln@ds. A World Bank consultant named the
ruling elite Tropical Gangsters; recounting thainfr1979 to 1981 much of the $36 million that
entered the country was allegedly stolen by thengisieclan with familial ties to Obiang
(Klitgaard, 1990). Today, this clan still constés the ruling elite in Equatorial Guinea.

Under Teodoro Obiang Nguema’s authoritariamneghuman rights are still not
respected today (Human Rights Watch, 2013). Ralibpponents are frequently detained and
held without charge. This abuse prompted the dritations Human Rights Commission to
state that there has been no major change inttietisn of human rights in Equatorial Guinea
since the coup d’'état in 1979 (Fegley, 1989). Then@ission called for greater access to full
participation in politics, the economy, social andtural affairs for all of its citizens. In
summary, the situation remains difficult for Equgumean citizens.

An international push for human rights hasseaua slight change in investment in social
services but little data is available to track thange and what data is available is unreliable.
Obiang opened schools in the beginning of his rgigmever, he only opened some schools.
When 17 of those schools on the island of Biokoewesited by UNESCO they found most
without black boards, pencils or text books andheas awaiting pay (Krause, 2010). In health,
life expectancy improved from 42 in 1979 to 48 894, the infant mortality rate decreased from
130 to 111 from 1985 to 1995 and vaccinations wereeased by the World Health

Organization (Krause, 2010). Only modest improvemésilowed Obiang’'s promises given

2 Personal interview, by Skype to South America, édelger 7, 2013.
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shortly after the coup d’état. In the last figugemted by the World Bank in their 2012 Poverty
Index 77 percent of the population of Equatorialr®a lives in poverty.

Teodoro Obiang Nguema Mbasogo still rules yodas of this writing he has been ruling
Equatorial Guinea for 35 years. Itis rumored tiats now ill and that he is grooming his son
Teodoro Obiang Nguema Mangue to take over, havamged him the second vice president of
the country in 2012. Despite his rapid rise & gflovernment his son is best known for his
lavish play boy lifestyle.

In conclusion the political history of Equatorialii@ea has been tumultuous. Surviving
Spanish colonialism for 200 years, it suffers twtharitarian presidents as a young country with
only 44 years of independence. This nation hag §imm a nightmare regime in the extreme
sense with a mad leader destroying the countrpother bad dream of a lesser degree, less
tyrannical perhaps but still extremely authoritarial he country’s political history has an
influence on every facet of society today. The fesearchers who have entered the country
have found it manifested in a sense of apathyarmptipulation. Klinteberg, when speaking of
the fear created by the political history foundttlhéed to a feeling of fear in Equatorial Guinea
that was “so strong that it cause[d] almost topathy and political impotence” (Klinteberg,
1978, p. 52). Kraus explains when speaking ottimeate today under Obiang; “The dynamic
of fear and apathy created during the Macias reggratll palpable in Equatorial Guinea today”
(Kraus, 2010, p. 109). On both of my trips intsttountry | was struck by this sense of apathy
and after personal interviews with teachers anifl avald only attribute it to the political
history. Such a history also creates a great feapposition and a blind acceptance of the
authoritarian rule. | found people afraid to evprak of opposition. Krause states “Outward

acceptance of, apathy toward, or support for thiegulass has long been a survival mechanism
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for many, if not most, of the country’s citizensea if privately they disapprove of the political
regime whose power permeates through all levetooiety” (Krause, 2010, p. 204). | also see
it manifested in a paralysis of decision whichnsbedded in a bureaucracy unwilling to make a
move without obtaining approval from superiors.isTdiffects the progress of the country and
will also affect the transfer of any policy intcetbountry. The sparks of change produced by
this transfer of policy lay the foundation for tsl@oring up of social services in the country and
thus lends great importance to the program brotagtitese 54 schools. The discovery of oil that
starts off PRODEGE'’s policy transfer into the coyritas had an extreme impact on the nation.
Oil discovery has magnified foreign influence ampeioed the country to more scrutiny.
Oil Discovery

The discovery of oil in 1990 drastically changed tountry’s economic condition.
According to the Oil and Gas Journal, overall Equiat Guinea had proved oil reserves of 1.1
billion barrels in total as of January 2011. Sita®85 production in the country has increased
dramatically. In 1995, oil production was 5,000rk& of oil produced daily (bopd) and
according to EIA’s Short-Term Energy Outlook, tleiotry is currently producing slightly over
300,000 bopd. This means that Equatorial Guineaeésof the biggest producers of oil in the
world having ranked from"to currently ranking 35 (There are only eight more years of oil
production predicted as the amount of oil produseticlining) (IMF 2012). In 1980 The
United Nations Human Development Index showed ExigdtGuinea’s GDP per capita at only
$470. In 2010 it was $18,387. That is an increds2812.1 percent. The oil revenues
represent 90 percent of government revenue an@@@m of government export earnings (IMF
2012). However, more often than not it is the elitkeng class that benefits from the country’s

economic growth as again 77 percent of the coustiihlives in poverty (World Bank, 2012).
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The world took note of this large discoveryodfwhich brought with it large
multinational corporations and international tradeuatorial Guinea could no longer be an
isolated country. Human Rights Watch organizatiamsvell as the multinational corporations
have called for Obiang to correct his injustic@fie government instituted laws against false
imprisonment and corruption but they are rarelyerdgd.

Aware of his poor image Obiang has employed an AgaeiPR firn to help him
present his government in a better light. He aladed social projects in the country with great
fanfare. For example, he had a neighborhood hbght on the edge of Malabo. Itis called
Esperanzavhich means hope and has cute pastel coloredecoakier homes with cement
sidewalks and manicured small front lawns. Thisistark contrast to the rest of Malabo. The
houses have running water and electricity at sezadtes than in the rest of the city. He slotted
the houses for the poor, but in actuality alloweddlite clan members to buy blocks of the
houses and then rent out to those who could affenh, again allowing the elite to benefit from
any government project. To be fair, a few emergmddle class families have been able to buy
starter homes in the neighborhood. But the paatrttie properties were supposedly slated for
cannot afford theth

Other investments include such reported by the tMddalth Organization which reports
Obiang’s investment in health has increased tordep¢ of GDP and that life expectancy
improved from 48 in 1994 to 53/55 in 2009 and thatinfant mortality rate decreased from 111
in 1995 to 100 in 2009. Improvements have been readecially in the combat of malaria.
However, the main source of the change came wéltétalyst of a Marathon QOil partnership.

With Marathon trainings and funds the malaria prbfeas helped with the decrease in mortality

3personal interview, Washington D.C., 2012
* Personal interview, Malabo, 2013
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rate. The influence of multinational nations loakio do a bit of PR work of their own has
created some change in the country’s social sesvice

In 1976 the US Ambassador was returned ttBand the government ended relations
with Equatorial Guinea when Macias handed the as#ults an insulting letter that scared him.
He fled the next day. Now that the oil industrgasheavily involved in the country an embassy
had to be reopened despite the human rights waolaitiThe United States quietly reopened its
consulate in Malabo in 2006.

HESS Oil entered the Central Africa regiothwis acquisition of Triton Energy, a small
independent Oil company. In 1999 Tritan Energgakgred a large oil reserve in the La Ceiba
field of Equatorial Guinea. HESS was looking toatsify its base and now one third of its
business comes from Equatorial Guinea. In 2011 H&B8ade $37.9 billion and is currently
on the Fortune 100 list of top American Corporasion

HESS Oil has a history of working on educatooblems in countries where it works
and widely publicizes its works for public relat®onMajor oil companies are image sensitive
and understand that improved social behavior &\iko enhance their reputations and
strengthen their brands (Krause, 2010, p.74).ekample, in the 1980’s HESS oil was in St.
Lucia when a hurricane hit and destroyed many dehdaeon Hess started a fund to repair and
construct schools and funded it for 20 years. dvatg in his father’s footsteps and protecting
the corporate image, John Hess, the current CEEESS, looked to work on improving the
education system in Equatorial Guinea. He is plath@outside forces that entered the country
with the discovery of oil. Regardless of the matign, transnational Corporations involved in
the industry of oil have changed the country forev@RODEGE is a project showcasing such

change influenced by outside forces.
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This vertical case study of PRODEGE will stophe three levels of influence involved
in the transfer of thEscuela Nuevarogram. The analysis is deepened by the demuoript
actions and background brought into the countripthe program. To further the narrative there
is a timeline (Appendix C) that shows the stops stads the program had in the beginning. A
school year starts unofficially on the first Mondafyer October 12 and lasts until June of the
following year. Officially the program startedJanuary of 2006 and lasted until November of
2011 when AED left the country. However, the fadtarts leading to the program actually
starting on July 1, 2007 leaves only four schoargdor the project’s implementation. The
narrative of what actually happened in the transfehe policy ofEscuela Nuevé&éo Equatorial
Guinea follows the influence of action and powettigally through the levels described below.

Leader Level

The main actors in the Leader Level are the pressdef the American firms HESS Oil
and AED and the president of Equatorial Guineadddrthem are the HESS staff in New York
and Houston headquarters and the AED Staff supigoRRODEGE in Washington D.C.
Finally the Education Minister is also in the Leatevel. The following are the findings of my
study that include an analysis leading to the an®ivey first research question: How was
Escuela Nuevahosen for an education reform of the Equatori#ih&n Education System?

There are two conflicting stories on how PR@EEactually came to be. The first
narrative is according to interviews with head iempenters of the PRODEGE program. This
narrative has John Hess first meeting the headcati@my of Education Development (AED),
Stephen Moseley, striking up a relationship with i about 2003 or 2004 .They had a
discussion about improving education in Africa. c®imn Equatorial Guinea and seeing that

basic education was in a very poor state in thetrguJohn Hess contacted Stephen Moseley to

® Personal interview, AED offices, Washington D.Zanuary 2013
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talk about what kinds of programs AED had expemrenth to help poor rural areas without
electricity or water and difficulty of access. WWas especially interested in primary programs.
Stephen Moseley and John Hess continued the catiwardor about a year and a half before
Hess ever approached Obiang. Never having beéquatorial Guinea, Mosley would offer a
program as an idea and Hess would ask for morennation. There was never a formal
proposal. One subject stated “It was almost #eeifporogram emerged from concentric circles
starting with a meeting of the minds leading tovasations leading to a simple concept paper
leading to a more complete concept paper and yinalan elaborate presentation.” Stephen
Moseley and John Hess came to an agreement alpoodicam based oBscuela Nuevaecause
this had worked so well in Latin America countrvesh similar conditions. At this point the
government of Equatorial Guinea had not been irachlvOnce John Hess was happy with the
idea, according to interviewees, the project idea presented to the president of Equatorial
Guinea.

In the second narrative, emerging from in@wof ex-Equatoguinean ministry officials,
the story is quite different. The initial meetiwgs between the president of their country and
John Hess. John Hess did have the initial ideat eds for any type of social program. Both
the Health and Education sectors were consideiedording to the Equatoguineans it was the
president’s decision that an education program avbel best for the country. Later, John Hess
told the head of AED of the president’s idea, hg\wasked the president’'s permission to contact
AED for ideas on the program design. The presides very pleased.

The assumption in the first account is thatftmder and head of a large multinational
corporation would know best about education prsjéetcause of his father’s involvement in

such and because of his powerful status. In thision the AED’s director knows best about a
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country he has never visited because he has wamnk®dhilar situations in Latin America and
assumes the country will be the same becauseakspibe same language in assumed similar
rural areas. The assumption in the second aceetimit the president is the one most concerned
with the education of his poor populace of whiceréhhas been no evidence of until now.
PRODEGE is the president’s very first attempt @nfy his crumbling schooling system.

Regardless of who started the initial discuss,j the project landed on the desk of the
director of Latin American Programs instead ofifgjlto the director of African Programs at
AED. The use of the Spanish language in Equat@uahea was the deciding factor for this
decision®. In interviews, the staff at AED was asked how plolicy ofEscuela Nuevavas
chosen for PRODEGE. All those interviewed stated it emerged from a needs assessment
done before the project began. However, the fafigwecounting of the initial meeting between
AED and the president of Equatorial Guinea shows ttat were other forces at work.

In 2004 a Hispanic woman was chosen as the in-cpbhetd of the project. Along with
the president of AED she met John Hess and the theat into the country to visit schools. On
that same trip there was a meeting with the presidbere she accompanied John Hess to
present the project. The purpose for the meetiag tev introduce the president of AED and the
female project director to Obiang. The AED in-caoyrgroject director offered some suggestions
for a program to Obiang and her presentation irexiutie active schools componen&stuela
Nuevagiven as an option. In the in-country projecedior’s presentation there is a table
included that shows where AED has been involvetl wansferring=scuela NuevaThe names
of the projects in two of the countries tikstcuela Nuevavas used as a basis are listed and how
they were implemented in the country and achievesneinthose projects continue in horizontal

rows besides the projects BASE in Nicaragua andBE&uatemala. This answers my first

® Personal interview, January 2013.
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research question showing that policy transfer akesady a given before the needs assessment
was ever done in Equatorial Guinea. It indicates the driving force of this policy transfer was
not the needs assessment but instead was chogdilhyNonetheless, the president was very
pleased with the presentation and gave his appesdhimost importantly took it on as his
initiative. No project is allowed to begin in Eqoaal Guinea without the president taking it on
as his initiative. Obiang thus inaugurated the pogin his country at this meeting.

Another important point of this meeting was thasbslevas confirming his agreement
with the president. They had agreed that it wasgyto be a large scale education project
funded by both HESS and the president. Up unsl plaiint nothing had been signed. AED did
not sign this agreement until they had worked up@ion plan. This agreement signed was
only between HESS Oil and the government.

AED’s assumption that Equatorial Guinea was gombe like any other Hispanic
country because they spoke the same Spanish lamggiagparent with the staff they hired for
the needs assessment and later for the projedy pevious workers from Latin American
countries were brought to Equatorial Guinea. Whamought this point up to an Equatoguinean
former education ministry official he told me ttret does not consider himself Hispanic. He
understands that the Spanish colonized his coanitiygave them the Spanish language which
unifies them, but he looks on the Spanish langasgeast that, a language. The man speaks
many tribal languages as well as English, Rus&iemch and Spanish. He only lets his culture
define him, not the language. This individual ghiat he was confident in his African identity
and did not like being considered Hispanic. He dowdt understand why AED brought so many
Hispanics from so many different Latin American etiies to work on the project and

considered AED a United States based country angrihject ideas coming from the North in
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the hands of the U.S. companies of HESS and AEDturn AED staff looks at this program as
being a case of the South helping the South throluiglise oEscuela Nueva

John Hess also finds it important for hisibess to be thought of as the initiator of the
program. On any corporate presentations of the PR&BDprogram the fact that this was
HESS's initiative is important. HESS repeatedbtas that the company wants to leave a
country it works in better off than when it entetad country and AED staff insists that John
Hess is genuinely interested in education projeétbsvever, there is no denying that it is good
public relations for HESS to be known as a comphaydoes good work for the developing
world. HESS’ logo is on all materials for the PRBEGE project.

The final assumption is about the presidemmigibtive. If there is no presidential
initiative then the program could not be fulfillbgt the education ministry. In this very power
centralized country the president must be at tlael lné the decision. His initiative is the
approval for the work on PRODEGE to begin. Wheerwiewing teachers and principals every
single person said that the program was their geesis idea and that it was their government
that chose the program to come to their countiyeylknew that HESS’ money was involved
but they were convinced that the idea was a presal@ne. Two former ministry officials
interviewed said that the idea started with JohasHrut that he only presented the idea to work
on any type of social project. They did not coesithat Hess had the idea to work on the
education of their country. That decision was tpegsident’s.

The first agreement between the president#i8S was signed quickly. (This has not
been the case for the second phase.) After tisisdgreement was signed in 2004, AED was
contracted by HESS. At this point no budget f@r pnogram had been decided on. It was to

come from the needs assessment done in the cdunthe in-country director and a team of
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eleven international consultants. According toHESS staff interviewed, the needs assessment
took place from August to November of 2005. TheDA&Eaff interviewed say it started a little
later and lasted until the end of the year, blittstok place over three months. However, the
needs assessment team of eleven was not all thiére same time. One would come for a
month, another for two, etc. At the very leasbudh, there was always someone accompanying
the director visiting the schools and interviewk®y actors. Each expert was responsible for one
subject’s assessment. They were assigned a mioisicial that was with them at all times and
they purposely fully informed the ministry of evéring that they were doing. The team visited
about 25 schools including all sorts of differgmes of institutions: night schools, adult and
secondary schools; both rural and urban, to gewtia@e picture of the educational system of the
country. About 50 people were interviewed fronfatiént sections of the government or
educational system, as well as people from the W8dssy and HESS Oil. All stakeholders
were talked with: parents, young people, women ggppeople from other ministries like the
ministry of women, ministry of mines, as well agiwMinistry of Education officials.

For the AED staff this was the very first titinat this needs assessment happened before
the proposal was written. Usually AED worked witBAID and other aid agencies where the
proposal came from the top down. AED staff bedgthat the needs assessment allowed for a
proposal written from the bottom up. Every AEDflstaember that was interviewed insisted
that theEscuela Nuevarogram came from the needs assessment. Buttadidome from the
ministry or the people interviewed. Only one adth interviewed for this study and in general
few people in Equatorial Guinea had ever heafdsauela Nuevand those that had, did not
have the power to suggest it. As explained eafliElD chose the program before the assessment

was done.
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The needs assessment team included an erpatih of these fields: Institutional
Strengthening and Alternative Education, Youth Eden, Quality of Education and Teacher
Training, Evaluation and Community Participationpfary Education, Secondary Education,
System Planning and Active schools. What is isténg to note is that on the needs assessment
team there were many experts that had extensiveriexgge withEscuela NuevaOscar
Mogollon was one such expert. As explained ab@ve/éis one of the founders of the program,
but on the needs assessment he is listed as aeréaaming expert. There is also a researcher
that has written extensively @scuela Nueviaand is listed on the experts list as a primary
education expert. When interviewing some of thepfeon the needs assessment team | was told
that at the end of their stay they were alloweth&et together at the HESS offices. Some only
sent their assessment of the section they weremsgpe to assess to AED by email. Others
stayed in Equatorial Guinea and worked togethénerHESS offices. As they each spoke of
options they could think of to correct the probleimsy had encountered they were steered away
from projects that would advert money away fromHEseuela Nuevapproach.

When former Equatoguinean Education Minisfific@ls were asked their opinions
about these foreigners on the needs assessmenoteaamswered that the people of his country
knew what their needs were. They did not needate lpeople that knew nothing about their
country come and tell them what the needs werew&tesurprised at their expectations of his
country’s educational system and condition of tfeosls. They had explained to him the
conditions they normally found when doing such sssents in Hispanic country rural schools.
He explained to me that the schools in his counwte established permanent fixtures, not the
temporary wooden structures these foreigners vedkint) about. He also questioned their

looking on the internet for suggestions to propgdeations to the current situation in his country.
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He wondered how such solutions could ever changgegband expect to be sustainable in his
country. However, he said that the final solufpwmasented of active learning was the ideal
solution and that he was very happy that the tegcimethodology had been introduced into his
country. More on this will be developed later.

The findings of the needs assessment weretoeta@ ministry and it was at this point
that the ministry input was asked for. For the npast they agreed with the findings as they had
informed the findings as well as were kept abreasthat the needs assessment team was
investigating. The ministry steered the projewtdals a teacher certification and training
component in order to improve the quality of ediarat And they asked for institutional training
for the ministry. Escuela Nuevand its active schools component were not sugdyéstéhe
ministry. Some of the needs assessment team eettonAED’s Washington D.C. offices with
the director. They went over the summaries and themed an action plan. The action plan
was completed at the end of 2005.

The action plan is significantly different thevhat had been presented by AED as
suggestions to the president in the original mgatirthat it encompassed the need for teacher
training and institutional reinforcement (AED, 2008 he one common thread is the suggestion
of trainings for active schools that come fr&scuela NuevaThe changes addressed the results
of the needs assessment.

Results of needs assessment

The needs assessment found that out of th@ri®ary schools that the country had, 459
were multigrade schools or incomplete schools,megconly up to third grade. Approximately
58 percent of school aged children were enrollesthool with 20 percent of these repeating and

with a 20 percent drop-out rate. In first grade tépetition rate was the highest with 35 percent
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of the students repeating. One out of every sibdiEn actually graduated primary school.
There were also 71 secondary schools (7-12) andihiwersities. Approximately one out of
every four school aged male youth was enrollecaosdary and one out of every three girls.
At that time that meant that there were 75,000 isg&axy-school-age youth that were not in
school (AED, 2006, p. 1). The assessment desdfiiie$ack of educational and corresponding
employment opportunities for youth as posing aoserichallenge to development and a
significant risk for social stability. The studysalfound that only one half of the country’s
teachers had received teacher training, meanirdetvehad received training or practice in
proven teaching methods (AED, 2006, p. 1).Teacpnegominantly implied teachers dictating
and student passively copying from blackboards. [&ble of trained teachers was decidedly the
central problem identified by the needs assess(@é¢tid, 2006, p. 9) and AED wanted to focus
on the main challenges of quality teaching andniear
Budget

Once the needs assessment was completedsthessions over budget were done in
private between HESS Oil and the government of Exgizh Guinea. AED was not involved.
Former HESS officials state that the two partie®ead to set aside $40 million for the project.
HESS would provide $20 million and the governmeatid provide a matching 20 million
dollars. For the first three years the governnaithinot pay its matching funds. However, in
20009 it did, in fact, start to pay for the projé§taus, 2010, p.192). In his dissertation on
corporate social responsibility in Equatorial G@anKraus states that HESS maintains complete
control over the project’s finances, and the gonent supposedly pays for the project through
in-kind payments of oil to HESS. This bypassesEfeatoguinean Treasury and the

government bureaucracy, thereby saving time anehpiat government corruption (Kraus, 2010,



83

p. 192). However, AED interviewees state that mec&me to them for distribution from the
Ministry of the Mines. No other ministry in Equatd Guinea funds projects as the Ministry of
the Mines holds all funds. The actual paymerdragements are under a confidentiality
agreement and no official ministry official or aoyrrent HESS employee would corroborate the
information above. All do insist, however, thag theeds assessment drove the budget. The final
agreement to fund the project was signed in JuB0O6, but it would not be until mid 2007 that
the project would actually officially start.
HESS Hands Off

An agreement then was signed contracting A&cinplement the project. AED became
the fourth party on the Memorandum of Understandtieigveen HESS, the president, the
education ministry and AED. From that point on HES80k a hands-off approach. All funds
for the project were distributed by AED, all dadgtivity was planned, implemented and
monitored only by AED staff. John Hess only wani@dates quarterly and these were not
always done in person, as time went on many ofifftiates were by phone and over time
occurred less frequently. HESS’ corporate so@gponsibility office explains that their
expertise was the oil industry. They were conftderAED’s expertise and in their 50 years of
experience in education projects all over the wddBSS did help out with logistical problems
that came up and was also called on to dig wat#s wesome of the schools. However, AED
was the director of the project.
Work Plan

In September of 2006 AED arrived in couritnya three day planning workshop. At that
point there was no AED staff in the country. Thegmse of the workshop was to come up with

the first year’s work plan. A plan had been comgiby AED staff from previous work on active
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learning. Interviews suggest some of the langueagechanged to allow for the proposal to
move forward in Equatorial Guinea. For exampleypus work in other countries had included
language about the teaching of democratic prinsjenpowerment of girls and bilingual
language components. These were all removeckiprigsentations in Equatorial Guinea.
What was presented was accepted and then AED andithistry went through the action plan
line by line to make changes as needed. Repor&g@gyone was in consensus with what was
presented, mainly because they had been kept alofaslat was going to be proposed based on
the needs assessment.
Three Components

A decision was made to break the project inte¢ltomponents. Each component would
be independent of the other but all would repothsole director of AED. As the needs
assessment had highlighted a great need for teaiei@ng and teacher training was the first
issue brought up by the ministry, when AED arrivethe country, the first component
established was for the training of teachers aat ttertification. The second component was for
institutional strengthening since there was vituab data on the schooling system and no
information on the schooling system used in plafgally, the third component was for active
schools. Since the active schools component isdoas theEscuela Nuevaolicy it is the focus
of this dissertation. The other components infagshhow the active schools component was
implemented but are not the focus of this dissertatThe original plan was to establish 40
model schools PRODEGE active schools. For theqaarpf this study the creation and
implementation of these schools will constitute Bseuela Nuevaolicy that is being

transferred.
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Minister's Help

AED staff explains that they had the crucial @idhe newly appointed minister of
education. He had been a previous Minister of Mlizwed had been in the initial discussion about
this project while serving that ministry. Givinget green light quickly allowed people to get to
work and this education minister was very enthusias doing so. There was also the added
bonus that he had been a teacher himself and eglbpa good one. His experience in education
helped push the project along in what could hawnbery difficult circumstances given the
bureaucracy problems plaguing the ministries ofcthwntry. The Ministry of Education is

organized in the following hierarchy (Rodriguez 12D
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Table 2Hierarchy of Education Ministry

Level One Minister

Level Two Vice-minister

Presidential Counsel for Education

Secretary General

Secretary of State in charge of Higher Education
Regional Delegation of Education

Level Three Technical Bodies of Execution: General
Direction of Early Childhood and Preschool, of
Primary Education and Literacy, of Secondary
School and Vocational Education, of Educational
Planning and Program, of University and
Research, of Youth and Physical Education and
Sport as well as the General Inspection of
Education Services

Level Four Administrative Service Bodies under the
Secretary General: Personnel, Administrative
Coordination Section, Section of International
Relations and Scholarships; Economic Section,
and Registrar and Archive Section.

Level Five Administrative Service Bodies under the
Secretary General: Personnel, Administrative
Coordination Section, Section of International
Relations and Scholarships; Economic Section,
and Registrar and Archive Section.

Level Six Consultant Bodies of Coordination:
Administrative Board
Level Seven Autonomous Entities: National Commission for

Cooperation (UNESCO). National Commission
for Accreditation of Degrees and Certificates,
National University of Equatorial

The people in the top levels of the hierarahg/changed frequently. To date PRODEGE
has survived six Education ministers. Each sectientioned above works separately but
cannot progress on projects without the approvéhade in higher positions. The fact that the

first minister for PRODEGE had given immediate apait saved AED countless hours
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obtaining the proper documentation necessary tetgeied. When AED staff compares
Education ministers the first one they dealt witingls out. Once the plan was complete the
project officially began in October of 2006 withethctual work starting in 2007.

The leader level started the PRODEGE project dffwas not as involved in the
implementation of the program although it remaimgdrmed. The head of AED retired in 2010
as AED became FHI360 and the Education ministerchasged six times. But all other leaders
remained for the five years of the first phase RODEGE. AED started off the transfer of the
policy and as shown below then implemerEsduela Nuevavith difficulty in Equatorial
Guinea.

In conclusion the Leader Level findings speak ®\hry beginning of the policy transfer
into the country. This is the section where thesiens between forces come out in the
negotiations done in order for the policy to eriquatorial Guinea. Both decision makers
forming the partnership that funded this programgrfed ignorance of what they were
unleashing on the country. HESS and the presi@énthle choice and implementation of the
program to AED. AED chose a program popular inSbeth with successful transfer easily
accepted by democratic countries with which they &avealth of experience. This choice
answers my first research question of How wafitaiela Nueva Policghosen for an
education reform of the Equatoguinean educatiotesy® AED, an external force choosing
from its profitable repertoire, chose a construstiprogram for a country that had a very
authoritarian top down political system. It may have known the political system was so very
ingrained in this country’s nature, but even atgbant of the needs assessment, after
interviewing people and observing schools, theymdiichange course. The needs assessment

itself was leading to a foregone conclusion. Ttagpam had been chosen before anything had
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begun. A solution which in some respects comas tite North, in the hands of UNESCO and
AED, and in other respects comes from the Soutth g first implementation and revision
coming from Colombia, has been given to a courggfing from a past that has left it struggling
amidst corruption and greed. The ministry, theheas and students all now struggle to
understand the democratic principles embeddedeiptbgram and AED continues in its plan to
implement phase one of PRODEGE with blinders dile Implementer Level Findings will
describe this implementation process.
Implementer Level
The key actors in the Implementer Level are alDAR-country staff including

all the teacher trainers brought from Latin Ameri@é€D had a sole project director over all
three components and also hired a coordinatorad kach one of the three components. There
were many foreign consultants that came and woltdedarious time limits as well as a lot of
AED staff in Washington D.C. that helped with thegpiementation. Included in this
implementer level there are also Equatoguineamatigtaff members working with AED
counterparts. Finally, this level also includdsoéathe Equatoguinean educators chosen as
teacher trainers and guide writers in what wikktdie termed the pioneer group Escuela
Nuevas implementation. Anyone involved in the implertegion of PRODEGE, be they foreign
or Equatoguinean, is considered part of this impleter level.

The active schools component is one of the thregpoments of the PRODEGE program.
This is the only component of the program that sl@ath the transfer of thEscuela Nueva
policy. The active schools component is what | maw analyze in the Implementer Level. This
is not to be confused with the essential elemefisacfiela Nuevantitled active learning. Active

schools are what PRODEGE calls tscuela Nuevanodels schools in Equatorial Guinea. The
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active schools component includes: the school refiragl the distribution of group work
furniture and other materials, the trainings oflittors and teachers in their classrooms, the
guide writing, and the formation of a pioneer grolifis the true transfer of the policy into
Equatorial Guinea.

This is the level that answers my second researebtmpn of: How were the essential
elements of th&scuela Nueva Policgdopted, adapted or neglected in order for thieytd
settle into the rural classrooms in Equatorial @alh | will follow the transfer of all the
essential elements of tlsscuela Nuevaolicy as they are developed in the implementation
PRODEGE. Repeating the list from the summary séesal elements diéscuela Nuevéound
in the literature review, they are: Relevant Guuium, The Teacher as Facilitator, Active
Learning, Community Participation, IndividualizetbBhotion, Focus on Rural Schools with
Disadvantaged Students, Pioneer Group and Teacamiig and Support. This narrative of the
implementation of th&scuela Nuev®olicy in PRODEGE schools shows that all of these
elements were implemented in Equatorial Guinea. él@w, the following narrative about this
implementation of PRODEGE provides a rich desaripdf the tensions between the outside
assumptions and the in country realities and betwlee top down strength and the bottom up
fragility.

It was not until July of 2007 that the keyy®es in the implementer level were put in
place. The first task was to hire a coordinatorefach component that would answer to the In-
country director. The very first staff member tage in Equatorial Guinea was the active
schools coordinator. He was a former student ob©Ostogollon.

Oscar Mogollon had always been very activin@implementation of other programs

based on his creation BEcuela NueveHis wife retells that he would frequently retdonhis
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country after spending time implementing the pragra another context and work to revise,

add to and continually bett&iscuela NuevaHe had previously worked with the head of the
Latin American Programs at AED in Washington Dwhjle the two were stationed in
Nicaragua. They were both looking forward to wagktogether again in Equatorial Guinea.
Oscar Mogollon had come to the country for the sestessment and then wrote up a report of
the needs and how his program could address tiaturning to the country for some initial
work, Mogollon then fell ill with cancer and hadleave. He, however, spent enough time in
Equatorial Guinea to make quite an impression ®educators. Those fortunate enough to have
met him say he was very enthusiastic and thatlaishings on methodology were a welcome
change in their country. They also speak of hizvacole saying, “He was a hands-on type of
guy; he was not an office bound worker. That vedigeshing.” Unfortunately, though, as he got
sicker he had to return to his home in Nicaraguhamsked this former student of his to go help
start the program in Equatorial Guinea.

The student had met Oscar Mogollon at the age @ 1971 at a teacher’s college he
was attending in Colombia. At that time Mogolloaswsing his time teaching at this college to
involve his students in the writing of the firstiges used in his program. After learning how to
write the guides with Mogollon the student had gont learn how to teach tiescuela Nueva
program in his first teaching assignment undemtatehful eye of a teacher that was good
friends and a colleague of Mogollon’s. The studbet went onto lead the implementation of
the program in an isolated region of Colombia dyitime nationalization dEscuela Nueva
Eventually he worked in the capital city writingides in arEscuela Nuevé#nstitute and later

took the program abroad. He was well versedemptiogram.
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For PRODEGE he first met with Mogollon in Niagua and worked out an
implementation plan. The plan includes most eldsm@und in a book entitled Hadizscuela
Nuevawritten by Oscar Mogollon in the 1970’s in Colomlaind are listed in the essential
elements section dascuela Nuevan chapter two.The PRODEGE plan, however, includes how
the elements ikscuela Nuevaan address the exact problems taken from thesraessg:ssment
work done in Equatorial Guinea. The coordinatexperience withescuela Nuevgave him
confidence that he would be able to implement tha pe worked on with Oscar Mogollon.
When the student arrived in Equatorial Guinea i@&0e was the only AED staff member
besides the director and administrative person@eice officially named the coordinator of the
active schools component he was first asked bylitleetor to go on an assessment tour of the
schools to determine which schools would be thes dnde selected as model schools. AED
was looking for characteristics that were needdaetsuccessful model schools. They especially
needed to find the people that were willing to waith the initiative.

The coordinator states that it was at this timé biadjunct coordinator became most
useful to him. The PRODEGE program was designedcdade in the implementer level adjunct
Equatoguinean staff members that would shadow Afafd and learn how to perform their
position so that they could then take over when A&Dthe country. In contrast the Active
schools component coordinator states that his atgoordinator was instrumental to his work
as a foreign expert. They both fed off of eacleoth a very collaborative way. The adjunct
coordinator was a ministry official that was presanall activities and helped the AED
coordinator learn to hone in on the personnel leele@ on his side to continue his work;
explained the protocols necessary to complete taskational, district and village arenas; and

was a great help getting all the permissions necgss travel.
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In its 30 year development plan Equatorialr®ai put infrastructure as its priority for the
first 10 years. In 2007 just as it began with &weéroads being paved throughout the country
PRODEGE started its travel to all the schools.véravas almost impossible with large
equipment blocking the already narrow thoroughdar&dd to that the tight control that the
country still today has on the travel of foreignamsl the coordinator states you have the makings
of a nightmare. His car was stopped constantligeabeginning of the technical work. He said
once they got used to his travel on certain rolhdsriilitary stopping and checking for
permissions lessened. However, if he was in néddaiments his adjunct coordinator was able
to facilitate the process which could have takemtin® for each one. He taught the adjunct
coordinator about accountability and financial mpdo be made to the in country director, the
AED office in D.C., HESS and the ministry. Theywla have periodic meetings that would be
done in conjunction with other technical teamsgdianning, evaluating, redirecting and
developing all of the yearly action plans togetfdreir relationship was beneficial for both and
more than just the mere capacity building techniguwas originally designed for.

The Choosing of the Schools

The active schools coordinator was paired witlizguatoguinean education inspector
general who knew the education system well. Atitine there was no school map of the country
but since the inspector general knew where moteo§chools were he could drive the
coordinator on the main highways from Bata to thgimof the continent and close to Malabo on
the island of Bioko so that together they couldklabschools with easy access. The inspector
general was told to stay close to the roads witly @acess as it was not AED’s intention to enter
remote areas. The plan was to select 40 schabise&r Malabo and 20 near Bata. These are

the major cities of the country and AED staff hadding at both locations. It would be too
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difficult to get to remote areas because lodgingladde a problem. The schools picked were
off of the main road and as the country is no higgan the U.S. state of Maryland rural schools
were never far from the main cities. AED had nemtion of making things too difficult for

their implementation of the program and were wglto ignore the more remote rural areas that
their program was specifically designed to addr&3se only has to travel a short distance
outside of the urban areas to be in rural schaudstlae schools in the urban areas were also in
poor condition and AED interviewegjsistify their decision to stay in the urban aredth these
facts. AED also knew from previous projects tlahe schools would drop out for various
reasons out of their control, such as the chanfyagancipal, or for some other reason and so
they picked about 46 in total to end the progrartinwie 40 promised.

The inspector general explains that the progaatually got started looking at the schools
when the Education Minister had gotten up in a mgedind banged his fist on the table insisting
the meetings stop and the program get startedaj#etbat it was at that point that he started the
tour of the schools with the new coordinator ohvaectchools late in 2006, almost a year after
the original start up of the program. This inspe&dt that a lot of time was wasted getting
started.

However, more time would be lost when the listaf®ls picked to be model schools
was presented to the ministry because AED receaMetlof criticism for not including every
tribe and district of the country. It is very impant to the country that every program be as
inclusive as possible. They were highly criticiZednot including areas that had more difficult
access and finally it was decided that there wbeldne model school in each of the 50 districts.
This changed the plan for AED. AED explained tiaty did not have the resources to add the

schools and go into such remote areas. If thedtehschools included schools at distances all

" Personal interviews in Washington DC, by phonenfigata and by Skype.
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over the country, more staff would have to be hieele able to monitor and train in each school
and community. They had enough educational gameés@uld train the staff but they could not
provide the planned equipment and remodel all #ve sthools. The new active schools
coordinator said that they had to go back to tlavdrg board on how to implement the program.
Since they already had 46 schools chosen theyhadsto add 8 more schools and make sure that
they represented the required districts. AED finatjreed and the budget was renegotiated at a
later date to be $25 million from each party. Téhange, though, slowed the beginning of the
program. But then even more time would be lost wjhshas the number of schools issue was
settled, the project was stalled once again wittageministry staff trying to be put on the
payroll against the contract rules agreement. ABB to call in HESS to renegotiate the project
agreement again and it ended up causing PRODEGI abother three months lost time to
recover from these renegotiations and start umpagai
Program Components
In July of 2007 the implementation of PRODEGE fingot underway. The active
school coordinator set about following the plarahd Oscar Mogollon had put together for
Equatorial Guinea. The program was designed fadecall of the essential elements found to
be factors for successful transferksfcuela Nuevan other countries. They are described below.
Pioneer Group

Inspired by how his mentor Oscar Mogollon had fadraegpioneer group that took the
program all over the world, the active schools domator also strove to find such a team in
Equatorial Guinea. The AED staff (including thaseially based in Washington D.C.)
interviewed Equatoguinean educators for this gwiip the hopes that once this pioneer group

was formed they would advocate for the permanendes&pansion of the Active schools



95

component of PRODEGE. When asked how the educates chosen, one interviewee stated
that the ministry decided and chose her to bevigeted. She had been working in their offices
of human resources but the ministry understoodghathad studied pedagogy in Spain and
knew that she was knowledgeable and that that ystiady chose her to be interviewed by AED.
There was a ministry official also present for imterview. Another interviewee, a current
teacher, explained that she was expected to fueniahge bottle of expensive whiskey weekly to
a ministry official and that once she agreed t@dshe was then also sent to be interviewed, but
she assured me that she was chosen because ofdvde#éige. According to AED staff, the
educators were asked questions about their knoweletiteaching methodology, team work,
aptitude and attitude. The active schools compbceordinator states that many were invited
but few were chosen. Initially about 20 peopleavenosen for training in a village near the
border with Cameroon. As time went on the group vealuced to only eight people.

However, because the project has currently begresdgd for two years, the group has
dismantled. Three of these eight are now workmthe Education Ministry, three are teaching
secondary school and at the University, one isild chre active learning facilitator, one was just
sitting at home waiting to see what happened wighsecond phase of PRODEGE and one had
lost contact with the group. The politics of tlegion does not allow for expansion of the
program without government mandates. When | askedterviewee about his thoughts on this
group joining forces and writing a proposal to fowernment facilitating the expansion of the

program he answered:

The guides had this line of thinking ietn. They spelt out how one should not
only state the problem but also think of alternedito resolve the problem. |

guess we should consider doing that. For now vilgwst wait for the
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government to tell us the program is not goingeéaontinued. Then | guess we
could try and have a meeting and see if anyonesstaniork on the expansion
as a group. We would need approval for that, thoug

In contrast to the pioneer group in Cdboemthe pioneer group formed in Equatorial
Guinea would also have to learn how to work in steay that dictates everything from the top
down. For a policy that was created from the bottg to be placed in such a top down system
means that the implementer must not only provigeaeer group but the implementer would
also have to teach the pioneer group how to finghthway in the ministry to allow for change
from the bottom up . It is essential in EquatoGailinea that that pathway be forged.

Community Link/Participation.

While on his tour of the schools the coordinatothaf active schools component
explained that he was also looking for the best teastart his work of makingscuela Nueva
sustainable program once the schools were chddersaw that the country had a strong
community organization that was based on the tubiaige lifestyle. Before deciding on the
schools he thought that he would tie into this camity organization in order to start the
program, as he noted that communal life had artfigance on the rural schools in Equatorial
Guinea. There was a communal need for health ggiéme and he knew that he could work
with that through the schools. He therefore sthrbeorganize a pack of ideas centered on the
community. Going to the community he formed spkecommittees: one for health and another
for hygiene, etc. He did this because he foundttieschools were very dirty stating that for
example there were animal feces everywhere, ambteed a lot of standing water, easily
leading to an increase in mosquitoes and consedguaataria. In the guides that were written

for the students these hygiene and health problesns later addressed. With the community he



97

formed committees around each problem so that¢beld find communal answers. He linked
these committees to the school with one committedkivvg on attendance. They were expected
to meet weekly reporting absences that could beectad. If the child was sick with malaria the
health committee was advised so that medicationeamtical care could be sought. The hygiene
committee was advised so that a sweep of standatgrwsites could take place. The coordinator
said he would go to each community weekly so they tvould have to have their community
meeting. There were protocols in place that hametadhered to. Once he trained a community
this way, the community would take over on its own.

An Equatoguinean interviewee that worked daily witis coordinator told me that when
they first solicited the community council to woskth PRODEGE the council expected to be
paid and since the funds did not exist they wouldagree to participate. However, once the
schools started functioning with newly trained te&xs and the materials were delivered to the
schools, the council was very pleased with the gadhey saw. When the coordinator
continued to insist on their participation, thegptually participated and the interviewee said
that the community continues to be very pleaset thie¢ way the school now teaches their
children. During my observations at schools | wasginely introduced to a community council
member who is responsible to report the villagekos! problems to the Education Ministry.

The coordinator astutely connected with this cduriRegardless of whether the pioneer group
will ever regroup and be able to expand the progtaoughout the country, the community link
supports the continuance of the program if onlthgir community. They are there to support the
teachers.

Continuing with the development of the comntyparticipation, the coordinator

instituted the Achievement Day componenEstuela Nuevan his active schools component.
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This is the day in which the school presents thmeaements their students have had during the
month in school. The community is invited and @ytakes place. Children put on plays,
present readings of poetry, etc. and the commuoityes together to applaud their success. This
is something thaEscuela Nuevaas always drawn on and because of the strong comyrink
between the community and school in Equatorial €aithe coordinator made sure to continue
Achievement Day when implementing the program théte had everyone participate with
presenting their achievements: teachers, studestsnts and community leaders so that all
would feel included. The strong community orgati@ain Equatorial Guinea stems from the
tribal make up of the country and is contrary te tbp down political system of the government.
It is a cultural structure of organization that kcblne reinforced by PRODEGE to help the
program expand in the country.

In someEscuela Nuevarograms in other countries the parents weredcaon how to
help their students with homework at home. Thengkdrom having parents come to just help
with student behavior was changed to look to parartinput on learning, both in helping their
child and in adding relevant community life to thericulum. An interviewee states that
teachers were trained on how to involve the comtgunithis way but there was no follow up in
the classroom. Marc Ginsburg et al. (2012) refiat the parents came more often to
PRODEGE schools but in the capacity of helping wl#ganing the school or contributing
resources. He suggests that perhaps the top dohticad system is at the base of this struggle.
Other studies look at the lack of parental inpuearning stemming from culture (Allen, 2007;
Chadwick, 2004). Another even more probable an$éie®in the fact that most teachers
struggle with this issue of employing parents igititclassrooms. Once a teacher employs a

parent successfully they learn to expand that mesoquickly (Plascencia, 2004) and with further
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training this may change in PRODEGE schools. Athese three reasons, the political top
down system, the culture and the teacher’s expsgiaiith community input play into the
teacher realizing her trainings in how to include tcommunity. In Ginsburg’s article he records
an interview with a teacher that states that stdendt know she waallowedto involve parents
in the school and would consider doing so afteititai@ing given by PRODEGE (Ginsburg et
al., 2012). There will have to be consistentirags repeated a number of times in order to
overcome the teacher’s need to have permissiam tedarn the new culture of including her
students’ parents in her classroom.
Teacher Training and Support

The trainings given to teachers were coordinatetbutwo of the components of
PRODEGE, both the teacher certification componadtthe active schools component. Many
of the active school teachers had been uncertiddghteers and were trained both in the
certification program and by the active schools ponent as well. The teacher certification
training was a two year course. It started in daynof 2008 and finished in December of 2009.
The trainings given in the summer were under thiwe@schools component and were opened to
all other educators in the country. This actiieasts component also focused on training its
pioneer group and facilitators separately.
Active schools Trainings

For facilitators. The active schools coordinator focused in on tamitng of the
facilitators and guide writers as one group of Eqgainean staff that he would have working on
his component and his component alone. Some séteducators were also members of the
pioneer group. He was criticized by other AED staéfmbers for having spent too much time

preparing schools with the proper furniture andenals before the actual implementation of the
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program began. It is unknown if this complainingfStinderstood the active schools
coordinator’s work with the community developmerdund each of the schools as well as his
training of the facilitators before the actual implentation of the program took place. As part of
the program the schools that were chosen to be Isodeols would either be completely rebuilt
or refurbished. The coordinator chose to waittbig remodeling while training his staff, and
preparing the classrooms. According to quartenhpres the remodeling ended in December of
2008 with 40 schools remodeled. The trainingsiefécilitators were organized around ten
different principles, although no one interviewedilcl remember what they were. A facilitator
states:
Each month a new principle was idtreed. We then had constant

accompaniment until we truly understood the prilecipWe would discuss it

and do presentations ourselves until we knew timeipte well enough to

teach it. Then we would teach the teachers irsoliools that same principle

in replicated trainings. Finally, the teachers Wdaeach the children. So

everyone had the same organization of traininganers, teachers and

students. And everyone had the first training tueth a repeated training.

And then the teachers taught the kids in the same w
The facilitator explained that the trainings wgreen every month lasting the entire time that
the first phase of PRODEGE was functioning. Adliting has now stopped as the facilitators
await direction from the government as to what Wippen with the program.

For teacherslin the active schools component there was two dfper of trainings. One

was for the 158 teachers in the PRODEGE activedstibat went on in the classroom year

round. The other type was trainings offered taedlicators in mass trainings given during two
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consecutive summers. These were offered to alhtxa whether working in a PRODEGE

model school or not. The first course was offereduly and August of 2010. The focus was on
first grade active learning methodology and evadwat This first grade focus developed in
Equatorial Guinea with the finding that it was tirade that had the most students failing and
that first grade repetition had the consequen@elafge over-aged student population. Principals
were also included in the trainings in that fewasal have a principal that is not also teaching.
Even some inspector generals are teaching, soaiméngs were including all three levels of
schools staff at once. Anyone that had anythindptavith first grade was slotted to be included
in the training.

Another active school component training was trajron theEscuela Nuevéeacher
circles. These circles allow for collaboration argst teachers to support each other in
evaluating their own teaching. When an issue d@pgteachers meet to help each other through
its resolution and better their own teaching pcastiwith each other’s help and this has fostered
closer relationships amongst the teachers.

There was also another support process taughtJesmary to May in 2011. This
training had two parts: one was about continualweation and the other was about forming
alliances with one another school allowing teachergsit each other’s classrooms to allow for
the radiation of the active learning methodologynfrone school to the other. Teachers told me
that both of these processes still exist today RRODEGE schools even though the program
has been halted during the second phase’s twongggtiation period. Since the teachers in the
active schools continue to use the guides in teaching of multigrade classes in the
PRODEGE schools during this program halt, theyiooetto practice the trainings they were

given during the first phase. The continual evatuathey were trained on is linked to the



102

change in attitude about student promotion. In22@1final report showed that first grade had a
decrease in students repeating from 35 perceri0ii B 28 percent in 2012.

The forming of alliances they were trained on stlhtinues despite the high cost of gas
and teachers struggling financially. The teaclkiescribed how they once packed lunches and
piled into one car and go to another school fordeng each grade’s teacher helping the same
grades teacher in the other school, but are nolrigdor funding to continue the process.
Marina Solano was shocked that when she went leattietcountry to retrieve her material she
found teacher circles going on in each of the skshtb@at she visited during that week. She
believes that the success of this training wilphi#le program survive. However, there is a lack
of funds that will most probably keep these cirdlesn flourishing. Teachers are part of the 77
percent of the population that lives in povert§iquatorial Guinea. Few have cars, let alone
money for gas. Most of the population uses taxiget from place to place and in rural remote
areas these are hard to find. Itis easy for AEIf & see that their ideas will thrive. They are
very positive about their program succeeding aastin the past. However, the difficult
conditions in Equatorial Guinea have not been a$@de in the implementation of the program.
The usual teacher circle guides written for theleain other programs in other countries were
not written for the teacher circles in Equatoriali®®a. This support would have been helpful,
but for now it is instead the collective culturetioé villages that has allowed tliiscuela Nueva
component to thrive within their individual commties. There are sparks of change evident
and a desire to expand. However, these trainintihaxe to be repeated and supported in the
classroom and funds will have to be provided ireotd make these sparks the dramatic change

they are capable of becoming.
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Bottom up Approachl’he active schools coordinator was very impresséu tive way in
which Oscar Mogollon had always started workinthatschool level. In our interview he
repeatedly mentioned the fact that this programtbddcus on the teachers and their
classrooms, that to instill the beginnings of anaadion reform one must first convince the
teacher. The head of the Latin American program#s=® also said in an interview that Oscar
Mogollon had taught him the importance of workingthe ground. The coordinator made sure
that the trainings for his facilitators and thectears were interactive. In their trainings the
educators were allowed to react with each otherfamd the emotional markers that brain
research has shown to be essential for a persetestion of material (Bechara et al., 2002).
They included art work and skits and group work gralp presentations and teachers were to
later pass on these ideas in their classroomgnifigg must be repeated often and must relate to
their classroom to benefit teachers. The repetitgnforces the learning. The coordinator made
sure that everything was repeated often, by fatdrs, coordinator visits, and radiation visits.
He worked at changing the minds of teachers thaitspant the last 30-40 years of an education
system dictating what students wrote in their notdds.

An interviewee told me that his definition of tradnal schooling was changed forever
on one of his visits to a school in Equatorial Gain He was expecting his definition of teacher
centered learning from his country in Honduras higa teacher teaching everything from the
front of the room and the students inactively l@agrthe information. Instead, in Equatorial
Guinea, he found the students were seated in aupdacing the teacher but, instead of
teaching, the teacher read from a book and thesedld. The students sat quietly and had
written what he read in their notebooks. They thad a recess break. During the break the

interviewee asked the teacher when he would beagxpt) the complex algebraic concept he
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had just read to the students. The teacher exgulahmat he did not have to do that, it was up to
the students to figure it out for themselves. Thewld only be tested on memorizing the facts
that they had been dictated. It would take afiataanings to transform this type of teaching.
The coordinator knew that and trained the factitato help him combat this problem. One of
the facilitator stated that this type of change Mdake much more than one year to take hold.
Some teachers would need years of repeated training

However, the trainings have started a change ist¢heols of Equatorial Guinea. An
interviewee told me that one teacher had trie@vent to his traditional method after the
PRODEGE program was halted but his students woatiédlfow it. They had experienced such
a change working with the guides and would not @cklio the old ways.

Active Learning

Students are now allowed to sit in groups and speabngst themselves while working
in the active schools of PRODEGE. They share vemick sometimes need to share guides to
fulfill assignments. They present work in fronttbéir class or in another classroom. This is a
drastic change from the old method of teachindgpn@sé schools. Many of the remaining 735
schools in Equatorial Guinea are still using tiadi&l methods. Some of the teachers never
attended trainings and some have, but they havkatge a class size and are lacking guides with
which to fully implement their trainings. Thesadgers revert to the traditional methods and
control student behavior with corporal punishmentcomparison, the PRODEGE schools are
active; however, how this has been received wiliunther developed in the school staff level
below.

Cooperative LearningAnother element of the active learning that waslemgnted

with the transfer of thE&scuela Nuevavas cooperative learning. PRODEGE classrooms are
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furnished with tables made for group learning. $thalents are then taught to work in groups.
In traditional classrooms, when there is furnitihe, seating is in pew like desks where students
face forward and sit side by side without sepamatim contrast in PRODEGE classrooms
students face each other and can converse andtegether. They are expected to talk. This
was a drastic change to the way that students taagit in Equatorial Guinea and proved
difficult for some teachers. The furniture ensutieat the grouping occurred. Ginsburg et al.
state that the extent of cooperative learning \&asly more than a seating arrangement in
PRODEGE schools. Again, this will be developed monmay observation section of the school
staff level.
Individualized Promotion.

Another component implemented in the transfeéEsduela Nuevavas the promoting of
a child at his own pace. A student is allowedvidlialized promotion in PRODEGE schools,
however, in discussion with a principal, socialmpation is not considered. A child must still
have learned the curriculum of the grade beforadpromoted, regardless of time of absence.
The guides are used to help the child catch uglzera is a new attitude that was trained in
workshops on continual evaluation that focus teeche facilitating the child’s success,
especially in first grade. The principal recountieat many students were previously held back
but that with the help of the new strategies thateataught in first grade workshops most of the
first grade students now ended the year readingvemd on to second grade. Marina Solano
said that the teachers she trained for teachisgdgnade were surprised to see how easy it was
for the children to learn to read. Her strategvdsbe further developed in the guides section
below. Also another interviewee insisted that se@aehers had set the criterion for passing first

grade too high and that PRODEGE had brought thizglib both for the teachers and the
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government. The teachers were taught a scopeegpueisce of reading; understanding what
should be expected of a first grader reader veltsaiof a third grade reader. All of these factors
had a profound effect evidenced by the decreasgpitition of first grade. The principal
interviewed was surprised at how it had changddsrtountry and was very pleased with the
results of the program because of this changawIr® evidence of over aged students at his
school.

Materials. Each PRODEGE School received manipulative matirahath classes and
a set of small plastic animals for science clasgexording to AED literature, they also
received a library of approximately 50 volumes I5r3® grade reading level with some
reference books for the older students as wellwéid@r, upon observations of schools below,
this library either no longer exists or was newsreived. In one school the volumes were
distributed between the classes and left just aldesks in each room. They were showing the
five years of wear as there is no provision inithplementation of the program for maintenance
of the materials. The government will have to deisth this issue when PRODEGE ends. Itis
difficult to ascertain how the government was imaal in the evaluation of materials being
delivered and trainings received. HESS oil sthffvged me a green colored power point that
included actual white boxes checked off besideshimgs HESS believed were accomplished by
the program. But there is no mention of how HE&R®e to this realization other than just being
told by AED that it was accomplished. There wasdiSS staff involved in evaluating the
program. As stated earlier they were very hanfis-bhie government also had no staff to
evaluate the program and it is not known if thdiof@ed up on reports given them by AED staff
or if the reports were only given to HESS. Neittiex HESS staff nor the government stated

anything in interviews about checking to see if thaterials had arrived or if all of the elements
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were in place before the program ended. Beybadibrary and manipulatives, each school
supposedly also received the guides detailed baloag with a narrative of the process of their
production. Later we will see that not all the gagdvere in place. The timing of their
production and distribution hampered the progréskis program. Nonetheless, the guides
were a very essential element of this program. Wthhe guides in Equatorial Guinea the
program would never have taken off.
Relevant Curriculum and Teacher as Facilitator

Guides. TheEscuela Nuevarogram includes the student guides which didtate
lessons the children complete while turning theheainto a facilitator of their learning. The
guides are where the curriculum is made relevaatttla@ policy is adapted and changed to fit
into the Equatoguinean context. As we first foanghe process of the production of the guides
and then analyze the way the guides were writtatteps of adaptations of the policy emerge.
The program can really not function correctly withstudent guides and PRODEGE spent a lot
of time in the design of their implementation. Ortéinately, all did not go as planned. The
active school coordinator is criticized on how laadiled the production of the guides. This is
where the Mogollon’s stepped in. First they worlasca team before Oscar Mogollon’s death.
Then, after his death, his wife, Marina Solanayme¢d to Equatorial Guinea to live and
complete the guide production. She explained imtview that she had been involved in her
work transferring her husband’s innovation all otrex world and now that he died she felt a
renewed sense of purpose to make sure that hisaseotinued on after his death.

Once focusing the program on the production ofgtndes, the Mogollons first took
some of the facilitators out of the field whereytheere overseeing the training in the classroom

and working with the teachers as facilitators tpprt their change of mode of teaching. Four
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of the facilitators were brought to the PRODEGHEGaef$ to write the guides. Not all facilitators
were willing to leave their posts as responsibletie implementation and training of the
teachers in their classrooms over large regiorteetountry. However, one former facilitator
told me that it was Oscar Mogollon that convinced,lexplaining that he would have a much
greater influence writing the guides used througlnsicountry versus helping just one region of
the country in implementing the new teaching metihogly.

Nicaragua. The four facilitators turned guide writers went b&a Nicaragua for a week
in 2009 with Oscar Mogollon. There they were taugbw to write a guide. This follows the
method of diffusion found in thEscuela Nuevéterature above. However, three of the
implementers interviewed state that contrary tdliteeature stating that the transfer of the policy
of Escuela Nuev#ollowed a “kit of ideas”, the kit was not alwagsictly adhered to. It is stated
in the literature that the visiting teachers wonrléet the guide writers from the country they
were visiting and then learn to write the guidethwihhem. This complimented tliscuela
Nuevamethod of having teachers teach teachers. Howtherdid not always happen and even
the writing of the guides was not a given stepllith@ countries thaEscuela Nuevaad been
implemented in. For example, in Nicaragua, whiereugh USAID funding of the BASE
projects and Excelencia project, AED implemertisduela Nuevé#or 15 years, no guides were
allowed to be written. According to Marina Solahe Education ministry officials would not
give up control of the curriculum nor abandon caotteaching material in order to have
classroom teachers use thgcuela Nuevéeaching guides. Marina Solano recounts thanadte
country would oppose the guides when confronted thié thought of abandoning current
material. The expense of the current materiaihditees outweighed the importance of the

guides, especially when education ministry offieiahd not understood the importance of the
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guides in the autonomous learning process. Inrbigraa the ministry also felt that the teachers
were not educated enough in curriculum and instradb be able to write the guides and there
was also the idea that they knew best. They wet@sed to programs instituted from the
bottom up.

It was up to the Mogollons to teach the Equatogan teachers/facilitators how to write
the guides. They first took them around Nicaraigusee how active schools were implemented
there and as they toured the country togetherlthelied at urban schools in the capital city as
well as in semi rural situations in Masaya and cleteprural schools in another rural province in
the north of Nicaragua. According to one AED o#idhis left a great impression on the
Equatoguinean facilitators as they were able tcoleer teachers with similar circumstances
infusing the active learning methodology in th@hsols. But what is most important to the
guide writing interviewees was that thecuela Nuevaolicy was adaptable to each new
context. They looked at the program as somethmgue to their country explaining that the
teachers in their country taught the active leaymma different way than they did in Nicaragua.
Most important to the method used in Equatorialn@aiwas that the students learn
independently. Through the use of guides, thereutmus way of learning is the thing one
interviewee was most proud of having facilitatedhis country. He later stated that the
strategies even changed in each region in exptathiatEscuela Nuevavas very adaptable to
its context. The guides and their writers werefitst to adapt the policy.

In Nicaragua they were taught the importarfab® guides and also how to actually
write them. Most importantly, though, Mogollorsaltaught them that if a teacher was not
involved in the writing of the guides teachers wbtilen consider the idea coming from

somewhere else and be reluctant to implement ta@futhe guides in their classroom.
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Mogollon made sure the guide writers understoottihaing teachers involved in the writing of
them was therefore key to the actual use of théagui They were not in Nicaragua to write
guides but only went to learn the guide writingqgess. Once they returned to Equatorial
Guinea, they brought together teachers in the surtonegrite the guides with them. Many times
it was the teachers that brought up the ideas wetedgevelop the curriculum: for example, what
supplies to use, how to breakdown the concept;Téiese inputs went into the end product so
that when the teachers received the guides theg faeriliar with the content. They knew what
the methodological focus was and were ready tohgestudents right to work with the guides,
implementing the new methodology as the studearniés for the first time with the use of the
guides.

The implementers explain that it took a loingetto find a copy of the curriculum. No
teacher had a copy in their classroom and nonleeoftiide writers had ever seen the state
curriculum. One interviewee explained that formigth modules he had to drive 2 hours into
the interior of the country to find the math cuafiem. He found it in a village school by chance.
A teacher at that village school had been on a atieerthat received funds from UNESCO to
develop the curriculum and he was the only one hduwa copy. The implementers asked the
education ministry repeatedly for a copy and theyenassured that a copy existed; however, no
one in the ministry ever produced a copy. Whes ithplementer found this copy he ran to have
it copied for everyone on the implementing teame ghide writers and collaborating teachers
used the copy this implementer gave them to inifutgethe guides. AED also hired foreign
experts to work as consultants with the guide wsitdnterviewed in Nicaragua one consultant
found that the Equatoguinean teachers working emgthdes had little knowledge of the

breakdown of concepts and teaching strategiesctorealearning. She felt that she had to take
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the lead in infusing the curriculum correctly ampeist many hours filling in gaps in the scope of
the guides from one grade to another. An Equat@guracilitator insists that the beauty of the
guides made in his country was that it was a prbdithe teachers who would later be using
them.

Mogollon remained in Nicaragua as his illness progressing. He edited the writing of
the guides from Nicaragua and sent them onto [HE€ never returned to Equatorial Guinea as
he died in 2009. The guide writing continued iruktprial Guinea under the guise of the active
schools coordinator but this task was not his digeer Only the three first grade guides were
distributed at the end of 2009. The second tdhhgixadde classes was using active learning
methodology but had no guides until near the erghate one. AED also contracted a few local
artists to illustrate the Equatoguinean guides.odly one would comply with a request for an
illustration in a timely manner the guides endethwist that one illustrator. An implementer in
the Washington D.C. offices of AED would receive thaterial from Equatorial Guinea and the
edited pieces of text from the country and finalbmpile it in Washington D.C. with the
illustrations and local photos with the help ofraghic designer. She explains that the guides
made for Equatorial Guinea were of better quahgntAED had previously produced. The
illustrations and photographs were insisted upothbyministry as the usual cartoon like
drawings were not acceptable in the country. Tim& Equatoguinean products were then sent
to a printer in Korea and returned to Washington I{ESS would then transport the guides
back to Equatorial Guinea and AED in country stedtild then transport them to the
classrooms. Not all classrooms had been completplipped at the end of the first phase of

PRODEGE.
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Guides for First Grade.The PRODEGE program separated first grade frometsieof
the multigrade school. Multigrade schools havenged because of the increase in population.
Today in Equatorial Guinea most schools are nodohgused in a one room school house with
just one teacher for all grades. Although theesaafew still like that for the most part schoals i
Equatorial Guinea are made up of five or six sepattassrooms housing the pre-K classes, a
first grade class and then a second and third gpliteclass which is called multigrade in
Equatorial Guinea. Both'2and ¥ are taught at the same time by one teachBis many
times taught on its own or mixed with th& &nd &" split class. Sixth grade was just recently
returned to primary. Each grade has a separatke galilowing them to be used in a class where
the grade is separated or in a multigrade classadlmwing for each grade to be taught at the
same time with one teacher.

Since a student must know how to read in ordestothe guide the first grade guides are
made for the teachers only. Indicators are givith suggested activities for teaching the
concept in an active method. More on the readirsgegjies for first grade are noted below. The
students use their own notebooks or loose papdradrsupplies in order to complete language
and math assignments. If paper is not availabl@PRGE provided small white boards for the
children to use at their desks.

Guides for 2 and 3? Grades. The guides from ¥ through &' grade are made for the
students and not the teacher. For PRODEGE the gjfide™® and ¥ grade are the most
elaborate with all color printing and beautifuliBtrations (see Appendix D for an example). A
student must know how to read in order to completeguides. According to one of the guide
writers the ministry dictated that in first and eed grade subjects were not to be taught

separately but rather the teaching should be istgpdinary. However, the text books did not
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reflect this. This is why PRODEGE guides haverdardisciplinary focus. The Equatoguinean
interviewees explain that this focus was dictatgthe government but PRODEGE was the one
that dictated the method for teaching the interdis@ry material. The guide writers then made
all of it tie to the Equatoguinean context incluglfiolk tales, songs, food and culture, etc. It was
important to them that the guides reflect the sttglesurroundings as heretofore the texts in
school were from Spain with the names of Spanigirsi mountains and regions and about a
Spanish life that had little to do with what theldten in Equatorial Guinea were experiencing.
This infusing of the Equatoguinean context candresiered another adaptation.

The learning is guided in such that the guiddshel students that this material would be
best understood by working in a group, another ephwould be best understood working with
the family and yet another independently in a lijprdf it tells them to work in the library it tedl
them where to find the information they need (as gage of this book) and it then tells them
what to do with the information they find. It cagehe technical direction that the teacher would
normally give to a whole group. Homework is alsduded in the guide. Evaluation is infused
as well with students being told to seek the tegslevaluation when a certain assignment is
completed. There is one guide for each child. yi&iein groups and read the guides together
and then discuss what is being asked of them. thegéhey complete the assignments. The
teacher comes by to see if they are on the rigloktand if need be corrects them. More on their
actual use in practice is in the school staff level

Guides for Upper Primary GradesThe guides for the upper grade¥-@") were thrown
together quickly in order to complete guides foemvgrade throughsgrade before the end of
the first phase. One informant states that what émeled up doing was use the guides as an

active approach to the use of the text books. clineculum was not infused in the guide per
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say, only when the said curriculum was alignechtotexts. The problem some schools
explained was that not all schools have enoughtteaks. They are in such high demand that
some have ended up on the black market. Suppogetllymor is that there are enough texts
for the student population but since they end @agmoney makers, they are hoarded to be sold
to the schools. However, this information is imgbke to corroborate. For now, the guides
allow for more students to work from one text baskit puts them into cooperative groups and
allows for actions around the sharing of the infation contained within the texts or sends
children to the classroom library for more informoat The quality of the guides is also not as
elaborate as other guides. There is no colorardthwings. They still have Equatoguinean
faces but there is little illustration showing thukeal surroundings as included in the second and
third grade guides. No interviewee spoke of anyuateon system put in place to focus on the
guality of the program’s materials. It is unfortte#hat the quality of these guides was not
guestioned. It is unknown what types of qualityleation systems were put in place, either by
AED or the government.

Each guide had three parts to the learniigearn, | Practice and | ApplyThel Learn
piece of the guide explains the concept to ledime| Practice section gives activities for the
student to guarantee the learning of the concepthiave just read about. For example if they
are learning about adding and subtracting theytlwam play store, buying and selling in a group
in class. The Apply part is done at home or in the community wheresthdents continued to
develop the concept in their real life situatiofszaluation is included at the end of each of the
three parts with individual formative assessmeatisrlevaluated by the teacher.

First Grade Reading Strategie3he first grade guides go hand in hand with thst fir

grade reading strategies that Oscar Mogollon asavhe taught in Equatorial Guinea in 2008 in
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a summer teacher training workshop under the astiieols component. They first set about
changing the teachers mind set in defining firsidgrreading. Reading was explained as more
than just calling out the sounds of isolated lsttbut rather was interconnected with
communication and comprehension. In order to reedhad to recognize words and know their
meaning; with the meaning being paramount. Reashogld be connected to their prior
knowledge and have to do with their daily life matly. They explained that students needed to
be immersed in a culture that valued reading wheoks were readily available. However, it is
very difficult to buy books in Equatorial Guinedhe country has set up small kiosks in Malabo
and Bata near the center of town which each hasyalimited number of books, no more than
five, and a few magazines. The kiosks are callechational library. With the 77 percent
poverty rate it is rare to see anyone purchasiongok at a kiosk. In front of most grocery stores
there are men selling low cost comic book typeissoout of wheel barrows. These are popular
because of the cost, however, it cannot be satdhkacountry has a print rich culture. The
texts and now the guides in their classroom wergbmhe first reading material the children
were exposed to. PRODEGE did provide librariesotoe of the schools. However, not all
schools still have that library today or never reed one.

First grade had three guides called projeEt®ject One was calleédy Name It was a
guide that was meant to awaken the need for readdiydearning to read his name and the name
of his classmates and teacher he becomes motiiatedrn to read. As most first grade
curriculum at the beginning of the school year llgdacuses in on the child and his world, the
study of his name is considered a significant stibjén this first guide they call on the teacher t
see the diversity of learners that they have iir tlassroom and had them look to cognitive

capacity and psycholinguistic competence in ordeeach each and every student and develop
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lifelong readers. They ask the teacher to be patéh their students for in most traditional
classes students are controlled and motivatedanstick. The following is a description of the
first guide for first grade. It is presented hereshow the teaching of reading process that
PRODEGE introduced to the teachers of Equatoriah€zu | will later explain this Project in
practice as some of these lessons were obseryeddtice at the schools.

The first guide has eight strategies in it f@atmg a constructivist classroom that shows
the significance of reading to a child. The guitkets out with small assignments a child can
easily gain success with, bestowing self-esteencanfidence. Students need a sense of
accomplishment at the outset in order to remainvatsd to learn. With this in mind, the first
strategy is calletlVhy did they name me my nam#&?®is has the student learn very simply why
he was given his name by his family and he is téeked to come and present the history of his
name to his classmates. The students dictatette#cher their story which is later read to the
class. When she has completed writing it she gkstudent if her reading was correct in order
to allow the student to see the relationship betweerds and thoughts and written stories. The
instructions to the teacher explicitly explain thath this exercise students learn that what is
said can be written. There are also songs and €laéout the names of all the classmates.
Included is a chant in the Fang language whicheddanguage of the majority tribe. First there
is a lesson on morals explaining how one shouldibeto everyone and then students learn to
describe their classmates and learn the charaaterisey must use to describe someone. The
teacher is to make a table with different charasties as headings and place children’s names
under each characteristic. The table should beedast the wall.

The written name is posted around the room leattirije sense of pride in one’s unique

name and why ones name is important. Posting aisiktransforms the stark traditional
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classroom into a print rich environment. The clpldces his story that he dictated to the teacher
under his name and later is asked to find it withteacher questioning how he was able to
distinguish it. His first name is thus the firsirtg the student learns to read. There is a short
paragraph about an Equatoguinean name read ttutthenss. It is taken from a book of national
stories that PRODEGE compiled and gave to eachoéclitois suggested that this paragraph be
copied on chart paper and when the teacher reatls ghould point to each word she is reading
with a ruler. This is so the students are exptsede idea of the separation of letters into
words. At the end of the 10 day strategy the teashgiven a checklist to see if the student has
been able to complete the first assignment ofitsedtrategy. If so they move onto the next
one. This evaluation at the end of a unit allowstéachers to immediately know which student
needs more help which they can then provide. PROBPtGused on the need for this constant
evaluation heretofore nonexistent.

The second strategylisan recognize my namen this section the student learns to
write his first and last name and can recognizéhign it is put on a card in different areas of the
classroom mixed with other students’ names. Sydkabke introduced cutting names up into the
chunks of sound that the students are then askgldde in boxes the length of their name.
Working in groups they read each other’s name.allireg of a paragraph about Spanish names
is read to them by the teacher and then compretregsiestions about the characters in the story
bring the sounds and words pointed out to lifed8tiis should be instructed to write their names
and put them in a decorated box drawn aroundeachiers are told in the guide that drawing is
an important activity aiding in the developmenfioé motor skills needed to later trace letters.
Such instruction to the teachers serves to reiafthre teachings of the trainings the teachers

attended. Again there is a mini lesson on monaksngthe students. These lessons are
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interspersed throughout the guides. At the ertle@b day strategy the teacher is given a
checklist to see if the student has been ableatm l® recognize his name and if so they move
on.

The third strategy i$ | can recognize the sounds of the letters | ezad my name and
that of my friendslt starts out with a four paragraph story aboahidd who does not know
anything in comparison to the other students irclass. They get his name wrong saying the m
instead of an n in the middle of his name. After thacher reads it he asks students
comprehension questions that lead to the recognitiadhe error. The teacher separates each
letter into a separate box on the board makindetter sound for each letter as he places it in the
box. Once the name is complete he erases itremdhas students pick up letter cards to put in
the boxes together on the board. Each time a Isttorrectly placed in the box the teacher then
asks which letter comes next. The students aredbked who else in the class has a sound that
is in the name on the board in their own name hay &re asked to come to the board and line
up the sounds. For example, an s is in the miofdiee name on the board and another student
has an s in the beginning of the name both nangeglaced on the board with the s sound
forming a line:

JEE
SONIA
RGA
This exercise introduces the concept of first, nd@dgthd ending sounds. There are many songs,
games and activities to this section that devdiggpdoncept over 20 days.

The fourth strategy isread and write my nameStudents are asked comprehension

guestions about the reading and are asked strubttmés such as “How does the story begin?

How does it end?” Then the student spends thetaaxdays working in groups with letter cards
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spelling out his name and learns to auto corregets help from the group developing the
cooperative learning th&scuela Nuevases as its base. There is also a note to thleersain
this section explaining that a child must write igne every single day from now on, be it on
paper, on the board or in the dirt. A story readppropriately about the memory.

My full name is my identitg the fifth strategy.Names are tied to tribes and region and
are compared for length. All four names of an Eggainean are explained. Numbers are
introduced to count the letters in the names. Naofistudents are then categorized by length.
A child learns to write his full name over the cesiof 20 days.

The sixth strategy is calle@e construct new words using the letters in ouregnn
this strategy before a reading is read to the stisdbey are asked for previous knowledge which
is a strategy to motivate their listening and emgyg@n literature. The story is a very short story
with local names and setting. Comprehension questgain immediately follow so that the
students see that one always reads to constructingealhe story is about animal protection in
the forest and the teacher is expected to expankeotopic. Direct and Inverse syllables are
introduced, again tied to names. The letter inbitvees technique is extended to form the names
of animal species, tied to the animal theme instibey. Over the course of 20 days the students
play with counting syllables in song, poem and ¢f.an

In strategy Me construct sentences and text with meatiiagtudents learn to go from
the oral to the written. At the beginning of tisategy a story is presented. The students are
then first introduced to a multiple choice compredien question. Then they are asked to finish
the story. The teacher writes the ending as tdesits dictate. This is a common technique
used to introduce the process of writing. The etiisl are also introduced to the five W

guestions (who, what, where, when and why) to nsake they continue with the key characters
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and plot. Later with the teacher they write nanaesipn words and objects on cards. They are
then put in boxes and placed on a shelf. The styuldls three of these cards and makes a
sentence out of it. It is explained to the teathat the students are not ready to learn grammar
rules; the idea is just that they form a senteringentive spelling is allowed and encouraged.
Over the course of ten days they continue devetpiarts to form paragraphs. The evaluation
for the teacher now allows for more discriminatwith a choice of letters corresponding to the
level of advanced, medium or low writing ability.

And finally, strategy 8Ve alphabetize namesds the project. Teachers are warned not
to make this unit about copying names. They wiaatstudents always to see writing as
something used for the construct of meaning. Thaents alphabetize the names in their classes
for use on the list of auto attendance that isteratomponent foEscuela NuevaEach class
makes a calendar and the students daily mark phesence in a given month. That way they
know how many days they have missed, as well agetigher and ministry. There is also the
introduction of Achievement Day and students lgarwrite an invitation to their family to come
and celebrate the fact that they now know how &adl i@nd write. The evaluation at the end of
this strategy is for the entire project.

The rest of guides also have the studentsaeq based work. It is explained that this
will allow a student to stay on a subject longed artegrate reading, writing, speaking and
phonological awareness. A balanced approach sedefer a child to learn to realscuela
Nuevawas based on sound pedagogy. Previously onlgegbeding of letters of the alphabet
was taught in Equatorial Guinea. With PRODEGEirajs the teachers were taught the
importance of first grade, explaining that if aldhwas poorly taught to read in first grade it is

difficult to reverse in the future grades. An AliDplementer explained that the teachers in
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Equatorial Guinea soaked up the strategies vegkiyubecause they had never been trained
before in any one set way of teaching reading.s&lé it was harder to implement thecuela
Nuevaapproach in other countries to teachers that ha@ mnaining because one first had to
correct the old way in order to teach the new widpwever, an implementer from Honduras
retells how in the beginning she heard a lot ofstaace with Equatoguinean teachers explaining
that when the teachers in Spain had accepted #yWeaching interactively they lost control
of their classrooms and that they did not want thdtappen in their country.

The second first grade guide is called the stodehas the beginnings of math instruction
developed in an interdisciplinary text. The fifiedt grade guide is called My Country,
Equatorial Guinea and incorporates social studids tiwe continued development of reading.
The first grade guides were whole heartedly accepyemost teachers in Equatorial Guinea. All
the teachers | interviewed found the guides to telped in the teaching of reading in their
classrooms.

Infuse Contextln an effort to see how these guides have beenediaptheir context |
offer a comparison between a second grade Langiuidgguide section on the family that is
similar in content to another section from a secgradie guide from the AprenDes project in
Peru that AED also implemented. As stated abogdtjuatoguinean student guide has three
sections | Learn from pages 6-22, | Practice fraggs 22-25, and | Apply from pages 25-30.
The illustrations are large and multicolored depgthe surroundings of the rural children. The
text talks about more than just who makes up alfamit goes on to speak about activities that
one does with a family to keep their house and camiy clean and body healthy with exercise.
Included in the | Learn section is a tap on presiknowledge about families, done with a

partner, as a group discussion about an observatiaiamily with oral questions to answer.
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Then there are three sections to be done indiviigludhe ending activity is a conversation with
the teacher about what they will be learning inuhé.

This is different in the AprenDes guide. Theretisms are broken down differently. In
the AprenDes it is Previous Knowledge, Basic Knalgks Practice Activities and Application
Activities. The pictures are small and not as cougpecific. They could have been used in any
country for white children with black hair. Theespfic directions for work to be done in pairs,
groups and individually are the same in both coestr The content covered is a bit more
difficult in Peru than in Equatorial Guinea with reonritten assignments expected. How this
passed inspection in Equatorial Guinea warrantstepre This could be that this section on
family is in the very first guide of Equatorial Gwa and in the second guide in Peru. In
Equatorial Guinea this first guide is the verytfgside that a student uses and that may be why
the content is simplified. An Equatoguinean guidder told me that it was in the guides that
the writers were able to make this program thein.oWhey were able to infuse their
surroundings and culture into what was written.mparing the guides from the two countries
the uniqueness of the Equatoguinean stands ow.P€huvian guides are more generic and
simpler and therefore surely more cost effectiBet the Equatoguinean guides are more
specific to the context and that is maybe more ntgmd than cost when such large amounts of
money had already been put aside for PRODEGE.

The Equatoguinean guides are large factors in @rdzing theEscuela Nuevarogram to
the new context. Even though the content is theestsrpresentation in the guides is unique to
the country. This adaptation was encouraged by AR@also by the government insistence in
the graphic design. However, it was the teacheitsngrithe guides who ultimately adapted the

guides to be their own.
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Adaptation. The use of guides in the classroom for autonomearsiing was a new
method in Equatorial Guinea. Traditionally studerspected oral versus written instructions
and the guides presented a very different wayarhiag in the classroom. It was therefore
necessary for the facilitators to validate the gsitbr the teachers and also for the students to
learn how to use them. While validating the guiihethe classroom they saw that some of the
chosen activities were not as cooperative as hoptahy interviewees suggested that just as
they were getting ready to modify or correct thedgs, the first phase of PRODEGE ended in
November 2011. They saw things in the classedllegtfelt that they could have included in the
guides. One interviewee recounts a story that évaumgh the offices in Washington D.C. had
been able to get permission from the governmentake small renditions of the Central African
Bank Francs (the country’s currency) and gave ttethe students in first grade as they were
working on a math guide’s lesson about buying atlihg, the students chose instead to use a
type of money they used in their villages. Witkittvillage barter system children typically use
the paper that they wrap Chiclets in as money.yTherefore, understood the concept being
taught and chose to use these wrappers to buyedingithin their classroom, leaving the
expensive money renditions on the shelves in thescboms. Each color wrapping has a
different value. Even attempts by Washingtondonect the guides to the context were again
adapted by the classes. The facilitators wouldtikkave continued modifying the guides to
incorporate all of the adaptations found. Onelitator, when asked if the program’s component
of teaching teachers how to adapt the program o PRODEGE she explained that
because of the timing issues it had not, but tleengte above shows that even without explicit
trainings on adaptation, the policy lends itselatiaptation into its context, beyond the

presentation in the guides. The children even tth@oprogram. Sparks of changes with
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adaptations are evident. This answers my seconthaxdesearch question. The guides start
off the adaption of thEscuela Nueva Policgdapted in order for it to settle into the rural
classrooms in Equatorial Guinea. This adaptatroegss has not been fully developed or
realized but there are sparks of change evidettigimncorporation of the culture in the guide and
the students’ reaction to it. Who and what factage been most influential in the possible
indigenization/divergence of this innovation is malifficult to say with few actors feeling
confident enough to truly take on the adaptatimcess. However, for now, the guides prove to
be the catalyst to local reaction. This react®present in the students’ way of incorporating the
guides into their lives, but also are evident iaraling teacher behavior.

Since the halt of the program teachers still tebeyghthe facilitators to come work with
them in teacher circles. They facilitators intewed explained how they are even still fixing the
guides to work in their region’s classrooms eveasutih the program has halted. The facilitators
lament that they do not have the funds to contmodifying the guides and helping the teachers.
They lament that the first three years of the progwent to the learning of the method and the
forming of the structure of the program. They ustind that some of the delay was inevitable
but they wish they could have had more than a gearcompletely implemented program’s
practice.

Timing

Because of the two false starts of the programtla@diming of the remodeling and
furnishing of the schools and the two year duratibthe teacher certification program it is
important to note that the active schools compod&hhot really function as was planned until
the year before the end of the first phase. Taehieg began although all schools were not fully

equipped with guides. Beyond this the coordinatates that it usually would take between 6
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months to a year to train a school to usebeuela Nuevarogram. Marina Solano had been the
guides expert on previous AED projects. She toddtinat on other projects the timing was
always very complicated. They arrived in a coundrjirst train the teachers on active learning
methodology and also started the guide writingaetince. This took time on any project and
five years was never long enough. She felt they there especially successful in Nicaragua
because they worked on three consecutive projeatddtaled a span of 15 years. It was
especially hard for the process in Equatorial GainBecause of her husband’s illness she would
work via email when she could and went to Equak@isnea sporadically until she could
permanently stay there for the last year of ploae The coordinator worked on the guides but
this was not his expertise. For this reason theeguwere late in their development and the
teaching was more difficult without them. Manyifaators interviewed complained that the
program ended just as they were really gettingedlawith their work in the classrooms with
teacher training. Once the teachers had beerfiegytihe schools had been remodeled and the
furniture and materials had been delivered thepsttive training within a teacher’s individual
classroom could not develop fully as the progracheeintoo soon. All of those pieces did not
come together until one year before the programsuapended.

Also, as with any project, there was also a ladtaff change along the way and one
facilitator complained that the vacations did naincide between expats and school personnel.
He said that that caused even more wasted timeexample, when Marina Solano returned to
work on the guides in September 2010, the coordiratthe active schools component left the
country. This left her to implement the entire gament which the facilitator interviewed
explained took time for everyone to get used té Efuatoguineans interviewed lamented the

timing.
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Although the teacher training on the new medthogy started almost at the beginning of
the program, for the first three years of the frear phase of PRODEGE there were no guides.
In the fourth year certain grades were delivered there are still some schools that do not have
complete sets. BecauBscuela Nuevavas a drastic change to the approach of teacbimipé
teachers of Equatorial Guinea, and because theguaie considered key to the implementation
of this program, it was very difficult for the tdears to implement the new methodology without
the guides. The country had invested money intstheol system previously when they bought
Spanish texts books, distributing them throughbatdountry in 2005. The texts did not give
more than facts and no methodology was includdte facts were not aligned to the
Equatoguinean curriculum; they came from the Spacisitent, introducing Spain’s geography,
etc. One facilitator explains that while they wediffor the guides, in order to ensure that the new
methodology would be implemented, many facilitatwoild write out active and cooperative
schooling instructions for the use of these tradai texts. The facilitator says that once the
guides were completed and the teachers were abketthem he saw a great change in how the
teachers taught their multigrade classes as wélbasthe teachers infused the new active
methodology. Another interviewee says that he theatvthere were three major moments in the
process of change from the traditional method athéng in Equatorial Guinea to the new active
methodology. The first moment was when the teacivere trained in the new methodology;
the second was when the facilitators were senippat the teachers in their classrooms and
then the third moment was when guides arrivedt asighe teachers were falling into the rhythm
of the program PRODEGE was halted with the endheffirst five year phase and negotiations
for the second phase holding up the reinstitutioth@ project. Every interviewee truly lamented

this timing.
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Moving Teachers From Model schoolBhe PRODEGE coordinators pleaded with the
government that the teachers that had been trainactive learning be allowed to remain in the
PRODEGE schools. One facilitator stated thatighrsot being adhered to and teachers are
moving because some rural schools are being clo@edand teachers are being moved to urban
areas as there is severe overcrowding in urbarosechélow this affects sustainability of the
PRODEGE program should be further studied
Conclusion

The implementer level is made up of both foreigraerd nationals. In examining the
transfer of a policy that has been so successfetiariing education reforms in other countries
one can see why the foreign contingency would bekgo choose a readymade policy for
Equatorial Guinea. The program came with a wedigleed framework which was tried and
true. Oscar Mogollon’s need to better the livesunél children all over the world is evident. As
part of AED’s staff he reworked and revised thegpam over the course of 40 years intent on
making it work in many different contexts. His geof giving the program to teachers has
been a key component of the program’s successofAttie AED staff had learned this from him.
AED was extremely careful to employ people that Wadked onEscuela Nuevéype of
programs or had similar experience. Their choicgtaff that had the knowledge of all of the
components of the program and how to use the azghon of people in the new country was
essential to the success of this program in Eqai@Guinea. However, there were a lot of false
starts for the program and the time for implemeantiras shortened because of it. The program
has always been a complicated implementation butst more so in Equatorial Guinea.

The national implementing staff in Equatofzalinea had little experience with the

program and few had even heard of it. This counay not allowed ideas to flow readily from
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other nations and PRODEGE implementers visiting geuntry with new ideas were a novelty
to be studied at first. However, with time, thegnam won them over and the policy transfer
has had the beginnings of a success in their cpuRroblems of timing and breaks in
momentum may prove fatal to the program shouldytheernment try to hold the program back
and not allow a reinforcement of the 54 PRODEGHesthestablished. National implementers
all speak of the rich experience they had whiledoigtg their country’s education system with
PRODEGE. They were chosen because of that cadibgtter the lives of Equatoguinean
students and a pathway for them to continue shioelldeveloped before leaving the program in
their hands.

Adaptations have begun to take place. The guidierasrand government have infused
the country’s context into the guides and furtledining and validating of the guides should
allow the teachers to then enter into the adaptatrocess. For now, in answering my second
research question, there are sparks of change qidlicy transferred taking place with the
guides started by the guide writers. Any adaptatn@de has been done by the guide writers.
All the essential elements were implemented indegree or another, but not all of the elements
have been understood by the Equatoguinean educavolged in the implementation of the
program. In a country that does not have democpatiticipation it is difficult to say that this
constructivist program has been fully implemented & ready to be enriched by educators that
truly understand what adapting the program entdilse sparks of adaptation are there. They
come out when one first reads the guides but nmangig is needed and revision of guides
needs to be done before | can definitively ansiWwersecond research question and say how the
essential elements &scuela Nuevhave been adapted. The adaptation process iomulete,

just starting.
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Repeating the list from the summary of essentaheints oEscuela Nuevéound in the
literature review, they are: Relevant Curriculufhe Teacher as Facilitator, Active Learning,
Community Participation, Individualized PromotighiFocus on Rural Schools with
Disadvantaged Students, Pioneer Group and Teacaenig and Support. Relevant curriculum
exists in the guides as the guide writers weradicio infuse stories, folk tales, poems and
relevant information to their surroundings. lll@tons are included that also include the
Equatoguinean context and can be seen as a geeaiein the country which had never before
had its context reflected in texts in schools. sTikiin fact an adaptation. However the guides
need revision so that they serve their purposaroing the teacher into a facilitator of active
learning, these two elements need to be furtheeldped. Looking at the second essential
element, the community participates in that thealrcouncils support their schools with the
Ministry of Education and help the teachers in mtben monitoring the behavior of their
children. However, they have yet to enter the pssf helping to enrich the curriculum in the
schools which will lead to more adaptation. Thedlalement of individualized promotion exists
and has been implemented, it has changed the gegirablem in PRODEGE schools. The
fourth element of focus on rural schools with disattaged students continues because of the
Education Ministry’s insistence. They resisted diéside forces and made AED include all
districts, even the most remote. Quality educatvas brought to rural model schools with the
hope of later expanding the program to all neigmgpschools and thus reaching all rural
students. The fifth element of a pioneer group feawed but this element will have a very
difficult time in developing in a nation that doest take initiative and rather awaits direction.
The pioneer group in Equatorial Guinea cannot ffghits cause of PRODEGE schools without

approval from the authoritarian governing clan.e Bixth element of training and support of
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teachers leaves teachers having received traimngass and in their classrooms. However, the
teachers have yet to enter the process of adaptatio this may keep the policy from being
adapted and diffusing rapidly in Equatorial Guinea.

In conclusion, the complexity of this policy traeseven permeates the answer to my
second research question. AED designed and implexh¢he essential elementsisicuela
Nuevainto the PRODEGE program but these essential elenaga placed in the hands of
teachers that cannot sustain the program. Theguitiers have infused relevant curriculum in
the guides. These Equatoguinean guides providee#duhers with the opportunity to further
adapt the program. However, the teachers do rmw krow to use this democratically designed
bottom up program in their country teaching anthgwunder authoritarian rule. This will
become more evident in the following observatiohthmee schools described in the analysis of
the school staff level.

School Staff Level

This level shows the policy in action. The schewkl is the only level that does not
have global actors practicing. Outside globaldsrplay a role but it is in this level that we
analyze the local reaction and negotiation of thadfer of policy. We will learn about these
negotiations by observing these local actors: dib&ict administrators in the ministry, inspector
generals that are many times also practicing teacpancipals who are almost always also
practicing teachers, and teachers, students anddhelies.

This is the level that will answer my third resgaguestion: Who and what factors have
been most influential in the possible indigenizatiivergence of this innovation? Observing

how the program has been received in the schodlsead to an analysis of the most important
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actors and factors in adapting the policy beingdfarred to Equatorial Guinea. | will first start
with a brief description of the school system oigation.
School System Organization

The schools in Equatorial Guinea are organizetderfollowing manner. Primary school
consists of three parts: two stages of preschoekr primary grades 1-3 and the intermediate
grades 4-6. Grade 6 was recently added to pris@rgol. Preschool is free and compulsory.
The first stage starts at the age of 1-3 yearsaotithe second stage is from 4-5 years old.
Preschool is very popular in Equatorial Guinea arodt classes are overflowing. The country
demands a teacher certificate in Primary Educatiander to teach preschool. This requires a
teacher to finish secondary school and then atigmfessional program that lasts for three
years.

Primary School can now start at the age od&ry, heretofore the age at the start of
school was 7 years old. Itis also free and cosgyl At the end of Primary School an exam is
given to receive a diploma. The student who filiésexam must attend a vocational secondary
school. There are three official categories famary school: Unitarias for grades 1 and 2 only,
Graduadasl® through & only, and NationalStthrough &' grade. Teaching Primary School
requires a certificate which is obtained by attagdhree years in a professional school.

Secondary School consists of two phases Wwétduration of four years taught in two
year sections. The first phase is called BasiB@#&and the second phase is trechillerato
(senior secondary school) phase which consistws@htore years and ends with a diploma. If a
student so chooses he may complete the ESBA andythen to finish théachilleratophase

while in a professional school. To teach the ESBAse of secondary school a University
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degree is required. To receive this one mustiasts the secondary exam and a maturity exam.
After three years in the university and a deferfsetbesis one receives the university degree.

There are three alternative teaching pathwaysxiliary, Monitor or Volunteer.

Volunteers are unpaid teachers. The auxiliaryranditors are helping teachers, also unpaid.
The alternative teaching pathways require the aehment of certificate within five years upon
pain of being removed from the position. Anyonéwa university degree in whatever subject
may also teach. These require a letter of pedagbgptitude from the university. This position
is considered temporary. Many students take ttesrative path as there are few jobs in the
country in the other professions that they havdistii

Seniority and certification enter into playevhteachers are redistributed, which can
happen at any time and for any reason. Stiperedpad to those who must teach in remote
areas and/ or take on administrative responsé#slitis well. There is also an increase of pay with
seniority. Teacher pay scales are not published.

A teacher is paid for 8 hours of work, 5 taaghhours and 3 extracurricular hours. By
law students do not receive more than 20 hoursasb@er week. In secondary there is a part
time teaching position of only 10 hours per week.

There are private schools all over the countryesehmay have some modifications to the
above organization but all private schools arerotietd by government regulations.

The official start of the school year is Septenti&but in reality most schools do not
start until after Independence Day on the Mondésr&ctober 12. The school year should last
200 days, ending June'30

The following are descriptions of the three schatdged and my observation of the

PRODEGE program in action. This is a unique lodk the classrooms of this country’s
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schools as they are developing a spark of champe.application of this policy takes place in
three different circumstances, each reacting d@iffdy and yet unified in their quest for change.
The observations provide a rich description of guBcy in practice in difficult circumstances
described for the first time in the following fieldork.

Observation at School Number One

The first school visited in this study was in thstdct of Riaba on the island of Bioko.
To get to the school we had to climb a hill outhed squalor of the city of Malabo. Roads are
paved and well maintained on this side of the thla®@nce out of the sight of the city the
vegetation is lush and green. The sky is alwagyg gs we enter a tropical rain forest on the way
to the school and the gray blue ocean is seewigtance along the entire route. As we climb
the hill turned mountain the rain increases andhes people walking along the highway off
guard. They scramble to cut large banana leavitssmachetes to use as umbrellas.

We arrive at the small village which is on a stbép The streets of the village are
unpaved and the rain forms streams down the Biliildings in the town are either permanent
stucco buildings with cement floor or wooden staues. There are large pot holes from the rain
and few people out and about. We pass a smatamnyilbarracks on the right with little piglets
walking in front of it. Next to an old Spanish lstghurch on the right of the road we come to a
long school building slanted on the hill.

The school is a building painted in two toned walith yellow on top and green on the
bottom. All PRODEGE schools are painted these talors. There are two pavilions of
classrooms, each with four classrooms in a strdigét The other pavilion was built by Noble
Energy five months ago. One of the rooms in the BRGE building is used as an office. The

other classes are a preschool room, th& gfade classroom and finally the 8/grade
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classroom. The newer pavilion has two large ctasss with the latrines in the center. This
pavilion houses the first grade class and anoti#h §rade class. In between these two
pavilions is the skinny steep play area where stisdeannot really play as it is extremely muddy
with streams of water running down the hill throughRain is a constant.

| enter the principal’s classroom to introduacgself and ask permission to come and
observe his class. This visit is unannounced. sthéents are gathered all around him in a semi
circle as he explains something. | see their PRGBEGuides on their tables and the groups of
students around their tables in the semi circleeylhave made one cooperative group in front of
the teacher. They are discussing something olteoPRODEGE guides as a whole group on
this unannounced visit. The principal invites m@bserve his class on the very next day.

On the first day of observation | arrive a gthool at 8:30. | am told as | enter that the
ministry is coming. | think to leave, but am tdkat they will not be arriving until after classes
and the teacher is insistent | observe him ondhst | therefore settle into the classroom. |
leave my things in a closed cabinet by the teasldsk. The teacher has no chair and since
there is not an extra one in the classroom he doesffer me a seat. The classroom was
supposedly remodeled but after the 5 years it Itikkst never was. Later the teacher explains
that the materials used to remodel were poor agicthiat is the state of all the PRODEGE
schools. The plaster is mold stained and fallstaplaen touched. He points out that the cement
floors are slanted. The room is very dark as tieli¢tle natural light on that day. | almost
cannot see to write and later have to go to thieatider a few hours to write the observation in
my notebook. Students and teacher are used ol itla their work without the light. There are
6 windows painted dark green. | have been toldwhen they first went to the schools the

windows were very small and that for the remodethmegywindows were made larger. They have
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green trim and shutters with green decorative niited on the interior to keep from being
broken into. These windows let the little natdigtht and humid air into the classroom. There is
no well or any water at all on campus instead thdents put buckets out at the end of the roof
to collect rain water. There is an old abandasteetl behind the school. The building across
the play yard supposedly has latrines but theyaaileed and | never see any student use them.
Inside there are no shelves or place for manipgati There is no resource corner in the corner
of the room. No library exists; the only readingterials available are the guides and text
books.

Student furniture is made of thick dark brown wodthere are two thick trapezoids fit
together with 3 openings on each side, one for saakent to put their materials in. A matching
wooden chair fits in front of each opening. Soméhefchairs are starting to show the wear of
five years. There are no singular desks. Thi® BRGE furniture forces group seating. lItis
the only student desk available. The teacher wal&and and monitors each table. The students
seem to be on different units. He sits with théthey need him to help them. There is no chair
at his desk. Even though he limps he is constandlying from group to group. The teacher
does not sit at his desk.

The students are quietly talking to each otheseems they all know each other and have
been working together for a long time. They arthatend of primary school in this &/6lass.
Rather than working in groups it feels more likeytlare just sitting in groups. Three of the
groups have a card hanging from the ceiling thatthair jobs listed. On the hanging mobile
they also have their favorite group song and somgtibout the group that makes them special.
The students do interact but about the work ingilndes which is more an independent type of

work. They are not working in unison about onggut Students will ask questions of each
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other and share their work, but there is no otlkévity but the work they are completing from
the guides. There are no experiments. The 2Ekstadre self-controlled and remain on task
with little direction from the teacher and thereasstudent monitor. They finish their
assignments in guide one and then get right ted¢lsend guide that they already have at their
desk. The students wait for the teacher to motiteir work but do not waste time in the
meantime. They remain seated quietly working. Wihenteacher comes to their group they
welcome him. If he feels he needs to explain shmgtin more depth to their group they run to
get his chair and help him sit at their table. réhe a sense of respect and cooperation that
permeates the room.

Later, the class forms a circle watching studpnésenting their work done as groups in
the Math guides. They explain the standard formimers and how to expand into place value.
They decompose a standard number into its parts4,682 = 2,000+500+80+2 and then they
must explain why they did it the way they did. Thacher is behind the circle in the back of the
room and prods the students to better explain asong their communication skills. “You are
supposed to take a number and add zeros.” wasoepted as an answer. They struggle to
communicate the meaning, but one or two succeée@. tdacher then comes to the front of the
room with a manipulative that explains place valud reteaches the concept to the class. He
uses a sort of abacus. The students all say #itay. gThe teacher walks around to check
notebooks to make sure the students have donedtieright. He corrects kindly. They are then
told there will be an exam on the unit soon and i@y should now know the concept.

The class that | observed was a class whersttldents were quietly on task and engaged
in their work. There was no evidence of anyonartareading difficulty. To ascertain this |

walked around the class to each group and stoaddehch child as they took turns reading
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from the guides. | then looked at their completgalk to see that everyone observed was able to
follow the directions in the guides and did the kvoorrectly. This was done before the teacher
had any input. It is therefore my opinion as a beadhat all students were able to fully read the
text in front of them and discuss it amongst thdwese They did language arts and math classes
one after the other and waited for the teacherduation.They were patient as they knew the
routine that meant he would work with everyone,\was with another group. It is evident that

the guides have been used as they are showingeifie Wheir work was more cooperative in

the sense that they helped each other sharing avatknowledge but not a project based
assignment that they were working on together.

When reviewing their'8 grade and'Bgrade guides | only looked at the first of thesthr
guides for each subject. This observation was don®ctober 24 which by all accounts was in
the beginning of the school year and they shoutdran the second guide until midway
through the year. In the entire fifth grade sostadies guide there is only one experiment that
involves adding salt to water and tasting it. Tés of the group work is for the students to read
together in silence or fill in a table of informati taken from their text book. In the science
guide they are asked once to use magnifying gldkaes never saw in the classroom. The rest
of the guide asks students to comment or explaervthe instructions are for group work. In
language arts the group work expected is to anquestions orally or to just read something in
silence and then comment on it. There is littrimction for reasoning or active learning.

| observed almost no work in group while | washa classroom. The students waited
for the teacher and listened to his instructionsmtiney presented their work to him as a group.

Otherwise they worked more independently than tegret The teacher gave the same
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instructions to each group as he made the rouitdsy did not have concerns about the subjects
nor did they seem in control of their learning.eTtkacher was still the purveyor of information.

In the Math guide there are problems that the stiso@e asked to comment on or do as a
group but during my observation most studentsdidsthem on their own, only asking for help
if they needed assistance. They are also almastyalasked to copy a section of information
from the math guide into their notebooks. The @néstion that the teacher had them do about
the breaking down numbers was in lesson four. rierk was presented as a group on the
board. The group stood in front of the class amquagned it although the guide does not instruct
the students to do this. The guide tells themttim groups and show the work to the teacher.
He extended the presentation so that all the stadenld hear his critique.

When the teacher retaught the place value coneeptls presenting work from lesson
two in the guide. The whole group df/6" grade was listening to both the student and teache
presentation but the work was only from tffegsade guide. Teaching a split class is difficult.
Different teachers approach it differently. Sommets when teachers are teaching to a split class
they teach it as if it were one grade. Other tithey have separate days of the week for each
grade or they may teach both grades at differemggiof the day. With the guides the teacher
was able to teach each group their appropriateegeackl work in small groups. However, the
whole group presentations | observed were onlpfograde. He called on th& grade for
comment after the presentation had been corregtéaelteacher’s critique but they declined.

This teacher was in the PRODEGE certificapomgram. He was very enthusiastic about
the program. He says that traditionally his stisl@ould have been controlled with a stick and

that he really likes that now they can sit and oeaguietly amongst themselves and that there is
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no more justification for using the stick with lsitudents. His favorite outcome of the program
is the mutual respect between teacher and studtestevident in his classroom.

In contrast to the description of traditiotedching his teaching was active with
manipulatives, if not the work of his students.was the guides that instructed the students in
quiet seated tasks. Observing this class exptagguide writer's comments earlier on how
they had seen that some of their instruction wetesary cooperative or in this case, active, and
had to be revised.

Regardless, the teacher explains that hetBeggogram as a great difference from what
schooling was like for his students before. Hé¢estéhat before getting the guides there was very
little reading done in class as they were lackiragenals and thus a student could finish primary
school with a very limited reading skill. Now thbgve increased their reading abilities with the
daily reading done in each subject’s guides. Hésfthat this is an important change in his
country and hopes that this program continues. primeipal also told me that he and his fellow
teachers still try to go to visit the satellite gols in his region and gets together with the
neighboring teachers to show them active learrdegs. As a group they are trying to form a
teacher organization to get the funding neededmdirtue this on a more regular basis. This
teacher was trained often by the coordinator afacchools after he attended the certification
program and wants to continue his developmentamptiogram. He thought the fact that they
would come to his classroom and to the classeseobther teachers in his school was extremely
helpful and wants them to continue.

The next day | was told to come and obsereditht grade teacher in the newer building
across from him. He would let the teacher knowheW! arrived the next morning | went to his

classroom to make sure he had told the teacherébbfeent to her classroom. The students
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were alone in the classroom. The teacher hadstilarrived and did not arrive until 9:30 AM.
The students had been working quietly in the ctawsrfor two and a half hours before his
arrival; they each had the two guides on their desid continued the work in the guides without
the direction from a teacher. One of his stud&itkme to go to the other class and she would
tell him that | was looking for him. This was pfdbat theEscuela Nueva guides allowed for
instruction to happen whether teachers were then@t In this rural school the teachers were
residents of the village. They had worked at tfeos| as volunteers before becoming certified
teachers. But this is not always the case. Somestieachers have to travel great distances to
get to the schools they teach and the guides dHevgtudents to get started while the teacher is
on route. In this case the teacher did not tellwhg he was late and | did not ask.

| went to the first grade class. The teaetas expecting me. She told me that the
ministry had arrived at 4:30 PM yesterday and heat khem well into the evening. They
demanded she go to the Ministry office in Malaboetceive some documentation. She therefore
was just waiting for the principal to arrive in erdo have her class covered and then would be
leaving, but she invited me to stay until she left.

Her classroom was the more recently remodeled.clasgas in stark contrast to the
PRODEGE class | was in yesterday. The outsidBeobtiilding was the same yellow and green
but the room was very different than the PRODEGHRadel. Most notably different in that the
classroom was very well lit. The weather was glg@gain and the sky dark, but the light was
very bright in this room with 6 florescent stripghere is tile on the floors and 4 large windows
of 3 panels each which are trimmed in finished wand include the very rare screen. Tile is on
the walls along the bottom of the wall around thenn ending at the height of the windows. The

rest of the wall is painted a clean white. An A&m pattern stencil has been painted around the
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room in a pretty light blue which is also the cabbithe chalk board. There are two doors which
Different from most classrooms which have only eaeving as entrance and exit this room has
two doors. Most of back wall is built-in cabinatsd shelves for manipulatives of which there
are many: buckets of brightly colored pattern kigavooden counting blocks, and another of
rocks. The teacher explains they are requirecttargiterial from the surroundings for math.
Furniture is the same as in tH&&" classroom; only smaller for thé' grade size children.

The teacher is the only person with the guide. [®hets out that she is teaching the
indicator that distinguishes between capital andlkletters, each representing one sound.
Nothing is on the board for direction as the cla@iddo not yet read. Students are quietly seated
in groups and writing independently. They get uewthey are done and bring their paper to
the teacher for her to correct. She remains sexdtedr desk and they seem comfortable with
her. She explains what they need to do to makeloek look neater and be correctly done
letting them know they need to take pride in theirk, she will accept nothing less. They go
back to their desks aiming to please her. Shernaestucts the class. The students are working
on an assignment without her monitoring the workievthey are in the process of completing it.
The teacher only looks at the work once they hawepteted it. One group starts to fight over a
pencil and she then gets up to talk to them. Theglve the problem and she returns to her seat.
She has 13 students of which only two are girleis Tisually means the class will be very active,
but in this classroom they are very well behav&be pre-K teacher has 35 students and trains
her students well as is evident in their behawherfbllowing year.

The principal arrives and tells the first grddacher that she can leave for the ministry. |

am not sure if he lets the class go to anothehtatoubling up classes or if he sends the
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students home. | am escorted to another classtodimish out my observation day with &'2
13 split class. This is back in the first buildingith observed in yesterday.

The lack of electricity is in stark contrast to them | have just left. The'43"
classroom has the same features as tHeditile classroom except that there are bookcasies wi
books and some manipulatives in this classrooam told that this school did not receive a
library. PRODEGE schools were supposed to haweedived 100 to 200 volumes but they are
not present in any of the three schools visitetthi; study. There is a set of plastic animals for
science that | see again and again in PRODEGEedabtere there is a white board easel as well
as a traditional green chalk board.

The class is made up of 22 students of which 13jale The teacher is active in that
she never sits at her desk; she is constantly oramit what the students are doing. This is the
first year that second grade has used guides. dileegeparated by grades in the classroom.
Three groups of second graders (in the same PROO&@HUre as described above) are sitting
in a line on one side of the classroom. The thratlgrs are seated in three groups on the other
side of the room.

The teacher first spends time with the second gsade@king sure they are correctly
completing assignments. For the most part theywareompleting assignments as they were
meant to be completed and she has them rereadiithe @nd explain to her what they are
reading. This helps them see their errors. Séistgthat they follow the written directions. The
students in second grade all read fluently. Agmimscertain this | walk around the class and
listen to the second graders read as each todkrniseading something from the guides. | do
not hear one child struggle. Rising second gradensot immediately follow written directions

and also many times have comprehension issuewjitbumy knowledge as an elementary
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school teacher | witnessed all the second gradersy opinion, at the proper beginning second
grade reading level. The teacher explains laténtita time they will start to understand the
routine. She asks me to return in six months abltban see them using the guides correctly.
The guides take time to learn and Marina Solande@xpthat teachers need to orientate the
students on the use. Many times teachers thinkdae just give the students the guides and
expect them to just start using them correctlye Tdacher makes her way around to all of the
second grade groups and then speaks to them ashbkr second grade group from the middle
of the room. She tells them that the guides sayrii@ the school rules under their drawing of
the school and none of them have done that. Simerttakes sure that the group that was not
given supplies has the construction paper it ne&ssninding them that the guide says that their
class has to be drawn in front of the house sh&agwill not accept anything else. Two
students then turn their paper over and start aggthey had animals there. As the students
engage in the drawing they are talking nicely toheather. They share about who they are
drawing with each other.

The teacher now makes her way over to the thirdegsgde. She sits at one table and
takes a guide from one student and reads the quedtiom the guides to the group. They do not
answer. She then gives them the answer. Shesifigg’t it this way?” The students can only
answer yes or no. More often than not the ansagittbe yes. This gives the students the way
they should be thinking rather than lets the sttglesason amongst themselves and come to the
answer themselves. When they come td #heply part of the lesson she explains to me that that
part is done for homework out of the classroomhgy stop the language arts guide and then go
on to a math guide. However, no student seems tmgm their own. When they are finished

they sit quietly in their group and await the teaxthvisit. Unless she approves it, they do not
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go on to the next guide. One group of second gsagiees off task while waiting. The teacher
shows her experience. She says nothing and st sier work with the third grade group and
looks at the table that is playing. The teacheegthem what is known in the teaching
profession as the evil eye. The room goes sil&hie then says, “You know that if | have to stop
my work for you more than once then | do not ggdar group and help you. If you want me to
go help you later, you better stop.” The secoradlgrs immediately get back on task. When the
bell is rung for recess her students continue wgrkintil she tells them that they can go outside
and play. The teacher controls and directs thannieag and their behavior. She is in control of
their supposed autonomous learning with the guatielsthe guides do not direct the students to
do anything other than wait for her direction.

The children all live close to each other. Theostls in the center of the very small
village and the children can go home on breaksneSare sent to move the water buckets
collecting rain off of the roof. PRODEGE did nag @ well for this school. They have no
running water. Our interview time during recessusshort by a community visit. | am told that
the visitor is a nurse and tutor. However, whétedsabout the topic of discussion, later | am
told she is worried about her son’s progress anteda see how he was doing. The visit is
more a typical type of visit by a parent to thealrather than the linking of community to
school that PRODEGE trained the teachers on. Hewydve fact that the teacher was so proud
about a parent coming to the school shows thakspmdrchange are at least happening when
linking to community.

In our interview the teacher explains that sheldesen teaching at this school since the
1990s. She started out as a volunteer with prehk;then moved to First Grade; and now

teaches the"¥3" split class. She says that she has only beeingygtid for her services for the
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last four years. Telling me that it took the minighat long to acknowledge her, she explains
that PRODEGE certified her. She says that whertalght pre-K most of her students left her
reading and that over the years she has nevey reallmany issues with retaining children.
PRODEGE did not improve her retention rate, howestee sees the guides as being very
helpful in giving her students opportunities foadeng and that this has improved their skill.
She has been able to share the secrets to hessweitk the pre-K teacher in their teacher
circles. This helps the school as a whole andsalge that it is for that reason that no matter
what they try to meet at least once a month. Tlseeascommunity of teachers and teaching and
a great respect for the students evident in thedays at this school.

This observation and School Number One shows lieatetachers at this school have
taken the guides and cooperative seating of thaetesits and found a way to continue, despite
these changes, to remain the purveyors of knowledge students are now allowed a social
freedom and are provided reading resources andaenmmath methods allowing for tactile
concept development. However, their teacher lissttontrol of how they learn and although
there are sparks of change happening in theirrdasstheir constructivist bottom up learning
has yet to be realized at this school.

In conclusion of the findings witnessed during alsagons of classes at School Number
One, the deciding factor that influences the lalta¢rgence to this constructivist program is the
top down political system of this country. The tigowvn authoritarian political system puts the
teacher in charge of learning and the studentstingdeedback and directiothe Dewey
theory of the child being in control of his ownieimg, grabbing a guide, working according to
his interests and using the teacher as a soundiagl o make sure they are on the right track to

understanding relevant concepts is non-existetmisschool. AED has left the country and the
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teachers have no way of receiving the constanbfeadthey would need to facilitate this
constructivist policy so foreign to these teachers.

The following observation will show a different Edlaeaction. Focus on the use of the
guides at this School Staff Level points out aetéht response to the materials provided. The
influence of this second school’s working enviromtnand conditions are noted as we follow the
transfer of policy onto the other side of the islari Bioko.

Observation at School Number Two

The second school visited was on the road to Lubhe opposite side of the island. It is
a more industrial side and was developed beforedde improvements were started. Large
trucks with quarry product and oil tankers travethe outskirts of Malabo on this road causing
pollution and traffic. Luba, which is about a tWwour drive away from Malabo, has been slated
as an oil hub with a new airport just having beempleted and a logistics center being
developed for the oil industry. Some of the oiinganies have started to put offices in the area
as the plan is to eventually move them out of Maldtor now, though, there are still small rural
villages along the road although it is awhile befare enter the lush greenery of the mountains. |
visit two schools along this route. The first dayrrive unannounced to introduce myself and to
set up observation times. The first school | trgthedule a visit at has a crowd of people in
front of the &' grade classroom. We decide not to disturb thetingeand continue up the road
to the church. Every village we visit has a churald a school constructed in permanent
structure in the center of each town. Later innd@rview with an AED teacher trainer | am told
she finds the same all over Equatorial Guinea.

We decide to search for the second school instiasl hard to find as there is just a little

rusted sign on a small pathway off of the highwaylihg behind a house. The small taxi takes
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me down the entire route into the jungle. It iggrhand there are groups of people using it to
walk from one part of the village to another. Ténex a clearing to the right of the path and in the
distance we see a church and a then a school tyibdiinted the PRODEGE yellow and green
colors. There is no road to the school but tirestbér cars and water trucks have dug into the
dirt. The small taxi follows through the dugouearo arrive at the school entering along with
three chickens. This is a very depressed rural aHpuses are more wooden structures here
covered with tin on the outside walls and rooffie Dnly movement in the sleepy village is that
of a few women weaving baskets together in frord bbuse across from the school. In an
interview with active schools coordinator he had toe thatEscuela Nuevavas designed to
give quality education to the children living irabareas. He stated that many times
governments would send the spoils to these arehtelithe teachers to teach a more watered
down curriculum to the rural areas because theestsdlid not need such a high quality
education.Escuela Nuevahanged that, instead focusing resources andrigaio give the
highest quality education to the rural areas. Thimmunity is exactly the type of area that
Escuela Nuevavas created for.

| originally chose to observe this schooldese it was on a list of only five multigrade
PRODEGE schools but its status, as that of manlyeomultigrade schools has changed over
time with the changing population. PRODEGE aldeedsall first grade classes to be removed
from the larger group so that they could be tatgiead separately.

| enter the one room school house. The stsd@e sitting on PRODEGE group
furniture in groups against the wall. Later thectesx tells me that the school did not have
furniture until PRODEGE distributed the desks ahdis and bookcases. The children just sat

on the floor. Now students are grouped by grad#stive proper guides on their desks even
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though this visit was unannounced. However, tieeoaly one guide per desk as the school does
not have the necessary number of guides for eadest to have their own. Guides are non
consumable. " through &' grades are taught in this room. They have doRRBDEGE
suggested and placed first grade in a room urgtf aed pre-K is also housed in another
separate building. The one room school house @doolonial building. It has high ceilings
and lets in a lot of natural light. | ask the teadprincipal about the remodeling of PRODEGE.
He states that they wired the school for electribiit that the town can only afford what is called
group electricity and that that only supplies gileityy from 6pm-8pm. Since that is after school
hours the school, for all intents and purposesnloaslectricity. However, even on a very rainy
day there is ample natural light. Walls havesame PRODEGE problems of mold and holes
from touching the walls as were found in the prasischool but the school house is not as dark
and depressing as School Number One. The cerdeudlobor is dirty but has a beautiful flower
pattern. Itis a pleasant classroom.

The principal is happy to show me his schd#¢ immediately takes me to meet the
other teachers. We go outside and across theqtiéed and behind a wooden building to arrive
at a temporary pre-K class. This classroom iseksing with gray wooden walls and cement
floor. It has a broken door. Inside there arditd® preschool students who come running to me
calling out: “The Chinese lady!” “The Chinese |&dyThe teachers and | laugh. “I am not
Chinese” | explain with a smile. We then go pasi thore buildings down the road to see an
even more dilapidated building. It is made of hontal slats of wood on a broken cement floor.
The top slats are opened to let light in and haseraen that is torn off and hanging off the wall
in some areas, leaving the room exposed to the masguitoes in the area. There is almost no

natural light. The first grade teacher has 13dchit for which there are not enough seats; they
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share a bench at one table. This is somethingstimatld be addressed when the government
plans to expand the program. Furniture needs tefdenished and provided for each student.
There is mold on the entire cement base for thedenavalls. The principal explains that
recently a member of the ministry was called to e@nd look at the building by a man on the
village education council. The ministry slated sit@ool for a new building to be built by a
Chinese construction firm it had hired for schahodeling. They told the teachers that this
first grade room was not to be considered a classr@ construction firm would construct the
classrooms so that they are all together. Asitdg now they are all a block away from each
other. The principal also explained to me that WRRODEGE came to the school they did not
slate his school as needing latrines nor a watéiraget continues servicing the community but
the principal had since had to call on Red Cros¢snteers to make new latrines. When the
ministry recently saw their condition they saidtttiat would also be addressed by the
remodeling as they were not in school ready cooaliti

When | observed these teachers teaching | waskdtguthe difference in their approach
to the guides. When comparin§-8" grade teachers at the other school with the teachke
one room school house | found a teacher who wasmwtterested in retaining control of the
students’ learning. In an interview he statedh@svas taught in trainings, that it was important
to allow the students to do the work on their owd anly call on him when he they needed him
to understand a concept. | observed this happemwiey asked the teacher to explain the
Roman Numerals to them. He pulled his white b@askl close to the group and gave that
particular group a mini lesson on how to write BR@man Numerals, but | also saw that he took
the autonomous nature of the guides a bit todH&rinterpretation of his training was very

different than that of the teachers in the othéost In contrast to the other teachers hovering
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until things were done the correct way, he didex@luate his students learning, he did not go
over what they were doing or how well they didHte let all four grades work alone in their
groups together. Many of the younger students wtresk but he did not seem aware of that
fact. After the mini lesson for the third gradbeswalked around the room and that in itself got
the students back on track. He did not give feeklloa what they were doing, nor the
orientation that the othef®grade teacher at School Number One felt was nagess

The short mini lessons that | saw over the couf$keotwo days of observations were
simply his writing out the facts on the board asds what he wrote, there was very little
explanation given on his part. He was active at tte was never at a desk but he only used the
easel to teach. There were manipulatives all theeroom on shelves but they were never used
in the two days | observed the class.

This is a teacher that has been teaching 14 yésss a kind elderly teacher that the
students respect. He never raised his voice otdhadrrect anyone while | observed. | noticed
that the older students did not use guides. Herta that this was because the ministry was not
cooperating with the text books and since the guwdere aligned with the text books they did
not help him. If there was a text book for an upgr@de group everyone in the class would
share it along with the work they did in their gesd However, he did not have sixth grade texts
at all. He instead had the sixth graders helpwith administrative tasks. For example, part of
the program calls for the students to keep tradgkef own attendance which the ministry then
collects the data for their reports. Sixth graelents were making the calendars on chart paper
with the students’ names on rows so that the stadarly had to check themselves in each day.
They were getting all mixed up as there was noncklein the room to use as a model. The

teacher corrected them but was telling them thexetivere only 28 days in October. It would
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have been easier for the students if a model had pwvided. PRODEGE provided student
games that perhaps could have instead been mdté msxlels for these teachers of little
resources. | asked the teacher what would happtretstudents aftef'@rade. He stated that
there was no middle school except for in urbansaré&ince there is no public transportation in
the country many students go and live with unclesxtended family in the city in order to
continue their education past 6th grade. Othetsspay home and quit school.

| also observed the first grade at School Nunilveo. Comparing the first grade
teachers between the two schools | had visitedigigfis the energy in the first grade teacher in
this school. He gave a very active lesson on¢nees for me to observe. The children get up
and move a lot. They are excited to answer histgues and show how much they know. He
has them feel the rough cement floor and the smeotiden desk and starts working on
descriptive words for the sense of touch. Instdagktending the lesson into individual work he
teaches them as a whole group and | never seewvioeknn the groups they are seated in.
However, the indicators from the teacher’s guideraet and the students learn the material
asked of them. There is some over age childrémsiclassroom. | never hear if they are late to
register or had been retained. This is in contaSichool Number One where there was little
over age children.

The two teachers at this school each integdréteir trainings in a different way. The
active schools coordinator had been to their schndltrained them both at the school and yet
their classes did not look or act the same. Gdaabe taught from a guide to the children in first
grade and another helped the students teach thesadsdbm guides at their desks for all of four
different grade levels. But even comparing schoaks sees the experiencekstuela Nuevan

action was very different at each school. Afteitung both | cannot say that all the PRODEGE
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schools had the same reaction to the transferlafypoEach teacher interpreted the training
differently. Every teacher is using the progrard participating in all of its facets. They all are
very happy with the guides and the way they ditieetr students to learn. However, it is the
traditional schooling method that they use as eregice. There is no denying that change has
been drastic and positive in comparison to theticagil method of teaching. However, the
policy has been individually accepted and adapaéter than in unison by all the teachers that it
has been handed to. Further training would gieepiblicy a national voice.

All the PRODEGE schools have the same materialdfzmteachers have had the same
trainings but different schools started out wittlifferent history. Some had no school building,
others did not need remodeling. The training I®fg¢bachers was different at each school.
Their beginning acceptance of a foreign policy walinfluenced by their past experience. In
comparison to the first school this School Numb&phas each teacher interpreting the
constructivist program differently. One, with ordysmall group of children, all on the same first
grade level, is able to use his trainings to impative lessons to his students regardless of the
harsh conditions they all work under. The fachattallows him this possibility is his training
received with the PRODEGE program. The other teaalno had the exact same training, but
has a large group with four levels or grades td déh uses the guides to control the groups
which he then comes around and imparts knowledgd @ way in which the children are
seated and speaking in groups has been a greajecf@arthese children; however, the children
in both classes are not the ones in charge of lgeining. They are given information in the
first grade with the teacher holding all the knosdge and teaching them in one whole group
lesson. In the other one room school house thewarking on their assignments as the teacher

has demanded and are allowed to come ask for Behes continue to fulfill their assigned



153

tasks. Again, the constructivist program is nalenstood by the teachers or developed by their
trainings. The guides do not serve to ensure giy®shange towards the democratic principles
at the base of the sound pedagogical program. &tielidg factors in any divergence to this
policy transferred are trainings and past expegaicunder the influence of the political top
down system.

School Number Three provides another look at Hogvpolicy has started to change in
the hands of these different teachers. My obsenvaitt School Number Three continues
describing this adaptation process in its infaagst
Observation at School Number Three

After three trips to School Number Three wally find the teachers without ministry
officials at the school. It is not far from thel®ol Number Two on the same road to Luba, but
this village on a hill is a bit more developed thhea village around School Number Two. It is
explained that the ministry had recently closedsthin the surrounding areas causing a great
change in enrollment in the school. New teachatslieen transferred to the school along with
their students. However, since the school was oy crowded the ministry wanted the school
to have two sessions. The village council wasnugrins and fought for the school to use a
building that had been built by Mobil Oil for itsgK class as the first grade classroom as well
and relieve the overcrowding. Currently the prestiotasses are in one classroom and that
leaves one large very brightly colored classroontHte first grade class. Located up the hill,
about a block away from the rest of the school pilnéding provides the space the school needs
to separate first grade and remain a full day @wgr The village council is very active at this

school and the community really supports its schdelas introduced right away to two
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separate council members. They were very welcommpl was told to come the next day to
observe.

For the next two days | observe a very ovewded classroom. The school pavilion is
the same as it was in School Number One with tbissssrooms in a row. | entered the last
classroom which is painted the same PRODEGE yedloavgreen but the room is dark and
dreary. The entire building is falling apart witte roof caving in and paint peeling. There again
are no screens on the windows and later thereliscassion in the town about an increase in
malaria. Two students go home sick with malariardumy observations.

The classroom houses both the first grade and"the3? grade split classes with a total
of 53 students. 20-25 students would sit comfoytabthis room. The first grade teacher has the
18 first grade students learning to write their eamShe does not do the activities in the guide
but has prepared the paper for them to print thexines on which she has drawn lines and dashes
on by hand. Perfect squares of colored constnugtaper are provided for the students with the
lined paper mounted in the center of them as back8he hands one to each child and explains
to them that no one will be allowed to write unlehke is standing behind them. Although the
children sit in the PRODEGE group work furnitureyrare not working in groups to learn how
to write their names. This is done with the teachéividually without space in the room for her
to even give the lesson to the whole group. Shdljotells them when they have done
something wrong and explains that if they do ndtl lbe pencil as she has taught them or lets
the paper move when she has taught them not tpwitlenever be able to write their name.
They must follow her every direction.

The 2/3 grade teacher also has a very strong control at tik class of 18 second

graders and 17 third graders is doing. He doetehanyone go onto the next section without his
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approval and rarely gives it. He sends them badoteverything over again because it is not
done correctly. The three grades are interrupteerva 8 grade group comes in to do a
presentation. The principal has sent them to pietbeir work from his 8 /6™ grade split class.
They are scared and th¥ 23 grade teacher controls their presentation askiamtquestions

that they answer rather than the group being alliotegust find their voice and present their
work. He is loud and severe in his correction s@ds them back to their class because they did
not truly know the material. They are happy toseaThis interruption stopped the first graders.
They are all still waiting for the teacher to helpch child individually write their name. They

sit silently while waiting their turn. The teach®ad stopped to listen to the presentation and told
her students to be silent so they could listen. t®ince the presenters left she restarted. Many
of the first graders were just staring at the otfreup in the classroom while they waited for her
to teach them individually.

The 293" grade class is stopped by the teachers. Thedineach subject does not
follow the guides, he controls the time. “We wveilange subject”, he announces loudly,
clapping. Each group has one student who getsidgets his group’s guides off of the
bookshelf. The first graders continue waitingithurn with the teacher. There are
manipulatives on shelves, but they are never u3éds school also has a few large books but
they are left on the back table for the two dayd ttobserve at this school.

During the recess break | leave to intervieevprincipal in the new classroom. While |
am there the teachers | have just observed gethiegeith the teacher volunteer working in the
5™ /6™ split class. They all discuss how great PRODEGR/n | return, as a group they

explain how much they love the program and arergtheir government will bring it back.
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The teachers at this school have a different reac¢t the policy than that of the teachers
at the other two schools. However the most infliaéfactor of the top down political system
still pushes down the bottom up policy transferiHue teachers demand control of even the
slightest freedom dictated in the guides to thé&dobin and the students do not resist. The answer
to my third research question of Who and what fach@ave been most influential in the possible
indigenization/divergence of this innovation? is #ame at all three schools. The most
influential factor is the political regime of theuntry and its current top down system. This gets
in the way of the constructivist program Bscuela Nuev&om fully developing in the
classrooms. The teachers cannot find a way to lgoltbof the policy and make it their own
because they do not understand the democraticipiesallowing for self realization in the
classroom. The students cannot take hold of theyploecause of the same influence of the top
down system as they could not dare to take thaiivié to take control of their own learning.
There are sparks of change at these schools but mare needs to be developed and | question
whether the bottom up policy can actually flounisithese schools without further support.
Conclusion

At first glance, on the school level, PRODEGE hasrbvery successful in transferring
the Escuela Nuevaolicy to Equatorial Guinea. At each school oeessstudents sitting in
groups, talking to each other as they work togetinging guides to complete their respective
grade work. Because this is a drastic changeettrétaitional school in this country everyone
involved in implementing the program is very plehs@&eachers are enthusiastic and calling for
the program to expand to all schools and awaitmegsupport of their government. But on closer

scrutiny there is still much left to be done tdyumplement this program.
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Once observed in practice the program shbaisthe individual construct of meaning
has changed the way that the program is actuadlgtioed in the classroom, for although the
teachers all received the same trainings for ttoagnam, they approach it differently. The
acceptance of the policy can be influenced by gregnality of the teacher or a teacher’s past
experience. Repetition of the trainings must happea regular basis until there is a unified
approach t&escuela NuevaOne full year of implementation, with everythimgplace, is not
enough to fully implement a reform. The same &csighools coordinator came to all three
schools and trained them in the same way, witlséime active learning methodology. These
teachers also all had Marina Solano teach themtbawe the guides in their classrooms and
how to form teacher circles for help implementihg program. Yet, the way in which they
teach actively is manifested differently in thessi@doms observed. PRODEGE must continue to
teach the teachers in active methodology.

The guides can be used to explain how to allovdien to work cooperatively in order to
be in charge of their own learning. But these gsidiere written by guide writers and teachers
that had never been taught that way. Oscar Mogslitiness aside, in AED’s effort to help fit
Escuela Nuevanto the context of Equatorial Guinea the guideseamwritten by native educators
who could now use more focused aid from consultamntise revision of those guides explaining
the active portions of the lesson more explicitytisat the students and teachers not only are told
to do something actively, they are told step bp $tew to make it active. A teacher’s guide
could help the teachers be aware of the need @ lohd to experience reasoning. Problem
solving strategies can be taught by the teachetisasdhey themselves learn them and
understand the impact of letting a child come solation independently. In any case the guide

writers need more time to see the first volumegractice so that their revisions prove to propel
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the program towards a more active and cooperagfiaiion. Education reform takes much
more than a few years. Now that the framework iglace a concerted effort in getting the

procedures right should first take place beforea@spn is considered.
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CHAPTER FIVE
CONCLUSION

PRODEGE was well designed by AED. Focused on impgpthe quality of learning in
Equatorial Guinea, PRODEGE schools were remodaélediture for group work was delivered,
guides were written up and teachers were trainegtive learning methodology. AED staff put
as the program’s basis a policy with which they aatbkpth of experience transferring to many
countries.Escuela Nuevaad had success in the five Spanish speaking mwesi®®ED had
previously transferred it to and AED ensured thigtha lessons learned towards a successful
transfer were addressed in the design of the PRADEGgram. There was a lot of teacher
training on how a child learns to read and on adiarning as well as training on how to handle
a multigrade classroom. Teachers were providel guitdes that infused a relevant curriculum
including familiar stories, folk tales, poems, ctsaand songs and information about the
geography and life in their own country. A piongesup was formed and coaxed to rally around
an educational transformation. Funding was praViaed a social consensus was created. All of
these factors for a successful transfer stateldeniterature ofescuela Nuevavere put into the
design of the program and AED, regardless of homas received, had every intention of
implementing each and every factor while implemen®RODEGE in Equatorial Guinea.

To ensure its successful implementation they asksehan effective team composed of
people that had spent most of their entire liveslved with theEscuela Nuevaolicy in one
way or another. Every one of the AED staff intewed had the good intention of helping the
country’s children receive a quality education #mely spent five years of hard work in difficult

conditions proving that.
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The country’s educators received the policy witbagrenthusiasm. For the first time in
their country’s independent history they felt tlpgort of their government and clamored to
enter the program. In 2006, 1,200 out of the tot&,900 teachers entered the certification
process anxious to receive governmental recognaiong with the pay they had not received as
volunteers. 992 certified teachers left this cediion program with a wealth of new teaching
methodologies which they were eager to impart @wrtblassrooms. The facilitators developed a
sense of professional pride as they received trgiim how to support the teachers in changing
their country’s schooling system from within. Thars were appetent to abandon their old
authoritative ways to allow the children to realibeir own education and potential. Students
were happy to receive their autonomy and commuwtiere proud to have their children in
PRODEGE schools and continue to support the pesttiange in their children’s education.

My case study shows by delving into three schad&ssroom that there is evidence of
change. | cannot generalize, but the sparks afgdhare reiterated and generalized in every
interviewee’s comments stating that, when the fivet year phase ended, a marked change in
the teaching of children was evident in the 54 PEGE schools. Gone were the days of a
teacher reading content from a book and the stadeatning to note it down well enough to
memorize. Now students sat in groups talking abizeit work and calling on the teacher to
further their understanding of guides written sfieally for their grade level. The days of
teachers controlling behavior in the classroom @nihotivating classrooms with a stick in hand
had disappeared in PRODEGE schools. Now there wast@al respect evident at least in all the
PRODEGE schools observed.

However, the policy was left in the hands of edoxsawith a profoundly distinct view of

what a child needs to learn and how he shoulddgghta Given the country’s long traditional
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top down teaching history, stemming from Franc@nial education system and flourishing as
a reaction to crumbling independent government stippducators in the country with
PRODEGE received a constructivist policy that tawgtidren from the bottom up. This study
shows that this alternative pathway provided byablkcy is not yet fully implemented with only
one true year of the reform in place and the trgr@nd support ended. The policy also butted
up against a political system that AED did not @repfor when it transferreiscuela Nuevéo
Equatorial Guinea. The country’s top down politggstem has been ingrained in its people
surviving four decades of authoritarian rule and/palthough they enthusiastically grab onto the
policy, the Equatoguinean educators struggle t fays to organize and then refine and
expand the program. The political system reprodtioes$op down structure of transmission to
the students waiting in classrooms for the teashgirection for use of the guides; to the teachers
not finding a way to organize and adapt the progm@their particular circumstances; to the
facilitators who await government direction to negutrainings; to the guide writers who await
the government’s approval to improve the coopeeatiivection to the children published in the
guides. Although AED, in its quest to include @xitin the policy’s rebirth in the African

jungle, included pictures of villages and had pbaibthe true surroundings of the children,
throughout the guides, the organization did notyameehow the policy’s bottom up method of
expansion and its democratically principled wayeaiching would be received in the country’s
context. AED may have even had an oral story wriftem every tribal region of the country
and published it in a volume, for the children &vé in a in their school’s library to read and
included tribal songs and chants and poetry andtaansay that they did address having
relevant contextual design and implementation af tesign in PRODEGE. However, they

expected the entire program to exist with a bottigpniorm of learning that does not exist in the
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country. As AED encountered and struggled agaiheshighly regimented top down
bureaucracy they encountered in the country, asdoers bringing a policy from abroad to
Equatorial Guinea, AED did not address this buresaycs effect on its schools. This may prove
the program’s downfall.

An example of the above comes from following ttemsfer of policy into the writing of
the guides. The directions given for active acfivstquestioned by this study. Native writers
wrote the guides on their own as there could Ktle kiirection from the Mogollons at the
beginning of the program and the active schoolsdinator chosen did not have this expertise.
The guide writers had gone to Nicaragua to leakm toowrite the guides and they also had
editorial aid, but the guides ultimately do not @active direction for the students and lack the
autonomous cooperative learning expected fromrteings. The fundamental method of
education in a guide is not one that the peopkequfatorial Guinea knew how to use. Good
intentions aside, there is an integrity of one sidainst the integrity of the other at cross
purposes. In translation, there is all of AED’sisuctivist expertise on one side against the
Equatoguinean educator’s lack of constructivistvideolge of teaching on the other side.
PRODEGE did not address this difference yet asund itself only in the first full year of
classroom implementation. The teachers want tm lewre and are willing to help the program
expand, but they need more training to fortify tredility to adapt the program and then expand
it.

HESS is now in negotiations about the secdrae plan. In its initial 10 year plan it
stated that its goals would emphasize the secorsddugols in PRODEGE's second phase. This
shift in focus from primary to secondary schoolses at a time that the newly reformed

primary schools still struggle to find support aethforcement. In the past two years since AED
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left the country, the government has not stepped ad the program. The teachers hold onto
the policy with the help of the community. HESSikcbuse its relation with those in power to
see the beginning of educational reform providedized in the primary schools. The primary
schools need to be reinforced before taking thealguinean staff into another focus in the
second phase of PRODEGE. What will happen inuh&é remains to be seen. With a need for
better educated workers both HESS and the governenelmarked on a rich journey for a
comprehensive change. The transfer of policy hagigled a spark of change in the primary
schools and must now be stoked like a fire to camfeuition. Problem solving and critical
thinkers cannot be developed with just one yegradtice.
Webs of Significance

To truly encompass the complexity of thidigotransfer | look to the work of the
American anthropologist Clifford Geertz and his gaey of webs of significance (Geertz, 1973).
| imagine this complex policy transfer as two welbsignificance colliding. A&scuela Nueva
enters Equatorial Guinea, it comes encased in ahlatbncludes its rich cultural history and the
adaptations made in each country it has been #aesfto. The web contains its sound
pedagogy surrounding its active learning, the teapbsed as a facilitator to be supported,
relevant curriculum with community input and studeatonomy. Thé&scuelaNueva’sweb of
significance embodies its quest to better the lnfasiral students and most importantly, in this
country, the democratic principles of critical tkimg and reasoning, problem solving, conflict
resolution and self-determination amongst a grdigmgaals. The threads interwoven around the
policy also essentially include the significant gges of teaching teachers to take initiative to
adapt ando expand the program, to be leaders in changigig $ishool system by passing the

program to other teachers and empowering all.



164

The country also possesses its awab of significance. In this case it is an opposing
web. It contains four decades of authoritariae and its conditions of awaiting direction with
submissive compliance. Also bounded in the Equat@gn web are three major tribes; all of
their cultures united with a European colonial laage under an African identity. Finally
contained in the country’s web of significance israken education system longing for reform.

With much effort AED has situated these two websignificance within their cultural
context expecting integration of the two. But tive webs set off two integration methods that
are not identical because the particular form akeg does not directly imply the form the other
will take. There is an inherent incongruity andsien between the two and the two webs of
significance do not integrate in Equatorial Guingecording to Geertz, Sorokin, the Russian
sociologist, suggests the goal should be the tyj@egration similar where one finds an
organism in a social system where all the partaiaited in a single causal web. (Geertz, 1973).

However, after doing this study | do not see tmgle causal web that Geertz and
Sorokin speak of as forming automatically. (Geet®73) | pose the consideration that a cultural
synapses would have to occur in Equatorial Guineaupport the integrity discuela Nueva’s
web of significance. There is now no possibility the crucial bottom up flow of the policy in
the country and this is needed to sustain the palicts new environment. A cultural synapses
would allow children to gain confidence in contiodl their environment and education first in
small groups in their classrooms and later in teant® out in the world. It would allow for a
bottom up democratically principled program to exghbaaturally between teachers. For now the
bottom up ability stays dormant encaseddscuela Nueva'sveb. The educators are trying to
facilitate their students’ self-actualization, It students sit and await direction as expected in

the country. The teachers are trying to coopexateorganize but there is no teacher syndicate
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or union, there has never been any teacher ordgarizaor is there any organic organizing of
peoples in assembly in this tightly controlled counThe teachers await direction. The pioneer
group has been given the skills needed to expangdrimary program for the country, but
instead await direction. Only a cultural synapsmda unleash a bottom up approach in this
country.

The existing policy transfer discourse amongsbkos includes much written about the
interweaving of cultural contexts. This study amkfedges the need for such interweaving but
adds a new dimensionWVhile this interweaving of the two contexts does dastinguishing
between the webs of significandeeslead to explicit detection of the cause for theklaf
integration of the two webs. Fully understanding new environment’s web of significance
has proven essential in this policy transfer andacpossibly have allowed for the nurturing of a
cultural synapses to form, expanding the receiemgntry’s web in order to sustain the policy
transfer and totally integrate the two webs inte.on

A practical application of this added dimensiorthad forming of a cultural synapses
would possibly be for AED to use the tribal cousdil Equatorial Guinea to fire up the new
cultural synapses. The tribal councils in eaclagé constitute a collective community based
power thatcould possibly find a way to form a method of origarg the schools for expansion.
Each PRODEGE school was set up as a model or mgetiool that has satellite schools nearby
to expand the program to. AED or HESS could pdgsibnsider talking to the government
about funding a monthly satellite school meetingdritslal councils, where teachers and
community meet once a month expanding the Achiew¢iay celebrations of the mentor
schools to include satellite teachers and commumégnbers. The tribal councils, who have

been instrumental in supporting their model PRODEGIr00IS, could be in charge of the
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celebration and organization of the various comitesi The teachers would take it from there.
This would be a cultural method for organizing teachers beyond their schools that could be
sustained in the top down political system whickslacknowledge its tribal culture. The
students would then learn this bottom up approadheir teachers now taking initiative would
understand the need for student initiative and piasgo the students. This type of synapses
could be nurtured by the actors transferring tHepo

For now, though there has been no cultural syndpeessoff and now the interwoven
support of AED in the primary schools is completé&ED has unraveled their interwoven
support and left the primary schools. HESS now wémgo onto the secondary schools. If the
web of significance in Equatorial Guinea had besailyzed, if not at the outset at least when
AED had realized the bureaucratic system’s effadheir implementation of the transfer of
policy, then AED with HESS’ aid could have fired afcultural synapses and helped create a
integration of webs of significance that would alléor the teachers to sustain the beginnings of
change PRODEGE has sparked. The effect this dwud had on the country could have been
even more profound than their efforts to reformghbleool system of Equatorial Guinea. If the
students in PRODEGE classrooms with all the ciliticimking and problem solving they were
meant to learn could also learn how to start thoffjfrom the bottom up, the possibility of
changing their situations in life becomes more.real
Policy Transfer Theories

The current transfer of policy literature hardgptures this idea of the webs of
significance and | consequently find the theorseking. Jurgen Schriewer’s theory of
externalization and David Philips theory of poletyraction are too linear to completely

encompass the transfer of policy taking place WRODEGE. | consider these theories linear in



167

that they do not address the complexity of a temsThey speak of a common sensical approach
of looking outside of a country for solutions, find them and then implementing them in their
country. For example, as Schriewer’s theory staitis Luxman’s self-reflexion theory | see that
there is no evidence that the leader of Equat@iahea was actually looking inward to find a
solution to his education system. The few improgets that had been made to the system came
from a ranking for Education for All or UNICEF aiidl developing an initiative which opened
preschool classes in the schools of Equatorial €&uand had not come from a profound desire
to change his country’s schooling system. Wherptiesident reopened the schools in 1979 he
allowed Spain to send teachers and charity orghorsato send bits and pieces of text book sets
scattered to different schools in no uniform disition. Years later, Obiang was content with
what had been done and not until outside forcegesigd, with financial backing, did he

consider changes. Obiang’s looking outward foolatgon is much more complex than a mere
linear looking elsewhere. There were outside ®goling the change and bringing the

solution to the country before it was acceptedher€ is evidence in the political history of
Obiang funding education during 1997-2002 with ahl§7 of all government expenditure
(Krause, 2010, p. 144). tiie outside forces did not fund the program litzuld have been

done to implement the preschool policy broughhdountry in 1999 and perhaps PRODEGE
would not exist.

Schriewer’s and Phillips’ theories explain a polahosen by a leader as a solution to one
country’s needs. But they do not encompass a stigggrom abroad entering into the picture
and furthermore do not include an internationabargation such as AED as a second party
introducing the actual policy to transfer and inmpét. The theories could not explain nor

provide a conceptual framework for me to analyzeome but all three parties involved in the
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transfer of policy for PRODEGE with all of the diffing viewpoints coming from different
histories each party contained. President Obcange to the table with a history of schools
being closed down and not supported. The oil aatpan came with a history of seeing
education for the purposes of providing human ehpieED comes from a history of education
reformers transferring this policy into various 8ish speaking rural contexts. The policy then
entered a context with a political history that\pded obstacle to the transfer in the process of
transformation in the country. Schriewer’'s andIRis’ theories in the literature only touch on a
linear movement which does not explain the wayctimaplex interwoven transfer took place in
PRODEGE.

Phillips’ theory considers four stages of the ppti@ansfer process. In Equatorial Guinea
the initial stage comes from the oil discovery atlyst. There is a need for a Western approach
not only because the approach does not exist indtetry but for the target attraction that
Phillips speaks of in the first stage. Howeveradese the policy was originally created in the
south even this part of Phillips theory is too diepThe social, cultural and political complexity
of this transfer is not addressed. The seconcastatipe decision stage but in PRODEGE there
are many decision makers. Hess makes a suggesiibtinen backs away. The president calls it
his initiative and then backs off as well. AED s for all of them and is unaware of the
magnitude of the effect of the political historpdaso, although the implementation of this
policy transfer is well intentioned and truly plaghout as Phillips says is necessary to show a
true commitment to the transfer, the implementatatis short. The theoretical framework
Phillips’ work provides is again lacking when cafesiing all the many stakeholders and the
power each one holds. Phillips’ third stage expadaptation and even this is planned in AED’s

design. The teachers are to adagtuela Nuevéo their individual classroom situations. But
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this adaptation has yet to be developed; such atiaptof the policy will take more years of
practice on the part of the teachers. This isacobunted for in Phillips third stage. And the
final stage of absorption into the new context do&salways happen as the account of
PRODEGE has shown. As a framework to guide thé&siseof a program that has just had a
year of full implementation and has been suspen@etljps’ theory does not lend itself to the
complexity of the situation and does not providalbexplanation of what to expect when
analyzing the transfer of all policy.

Certification and Decertification do not really &pfo the situation of the PRODEGE
policy transfer. These theories deal mostly whtl ¢hange in political a regime which has not
happened in Equatorial Guinea for the last 39 ye@he influx of outside forces have called for
the regime to change in its delivery of social sy and Obiang could be seen as certifying his
willingness to do so when accepting thecuela Nuevaased program into his schools, but he is
not certifying his regime with this acceptance usranother national regime. | therefore could
not use these theories in the analysis of PRODEGE.

Gita Steiner-Khamsi’'s consensus approach alsaittiastd offer to this transfer of
policy. PRODEGE is based @&scuela Nuevavhich includes some unique features. There are
elements of democratic learning principles withigdeon solving and critical thinking skills as
goals. However, this policy could not really bensiolered a Western education model as it does
not exist in the North. It exists in several Lalimerican countries that have received the
program with USAID and World Bank funds, but it da®t have all the elements of programs
that those funding agencies usually advance, decentralization, high stakes assessment, cost
effectiveness, etcEscuela Nuev#s based on constructivist pedagogy with projesteal

cooperative group work and active learning. It esrfrom the South and is being transferred by
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the North into a developing African context. Tlmmsequent acceptance of the policy in the 54
PRODEGE schools does not show evidence of a consengdel; there is not even a consensus
in the way it is starting to be adapted in eacthefthree schools visited.

At first | was in agreement with Steiner-Khamsiandict approach with PRODEGE as a
product of borrowing imposed on Equatorial Guingaabocolonial imperialism. The borrowing
was not voluntary and leads to a unique Westerkdzhsouthern-active-schooling model. But
this theory implies something negative that dodssark in the country and leaves the country
inferior. With PRODEGEHEEscuela Nuevigeven though not fully implemented and with the
problems in implementation, the education systepraves the schools and the quality of
teaching and learning. It is not perfect but ieslmot have a negative effect on the education
system.

Nonetheless, Steiner-Khamsi’s culturalist apph seems to be a better fit to this study
than the other two theories. The political cultumgrained in the country under the highly
centralized power system described above has thkeguides into the classroom and without
saying a word has directed how the students amthées should react to them. And because the
trainings were not sufficient to counter this taweh system there is even diversity in each
classroom with different teachers in one schoagin®r’s culturalist approach helped me to hone
in on this complexity. She also speaks to the fieedapacity building in order to have proper
implementation. Because the system was so brakityie ®deginning of PRODEGE more time
and trainings would have to be given for properlenmgentation and sustenance. It is this theory
that best encompasses the divergent reactiong fodlicies.

However, | found the theories mentioned aboveitark cohesive thread for me to latch

onto in my writing. Instead | would hold onto tbemplicated timeline in order to further my
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narrative. | used the theories as a frameworle&mh step of that narrative and found parts of
one or parts of another to explain the actionsROPEGE’s development. But there was never
an overarching theme to help tie together the viehyand vibrant strands that constitute this
complex policy transfer: the three parties invdlwe the formation of PRODEGE, the needs
assessment driving budget, the multiple levelstiegecinder the weight of a top-down political
system. The transfer of policy is a very complegial process and when doing a vertical case
study describing the process at each level of actine needs a more encompassing theory than
any of the theories described above. Where theritgs were lacking the methodology | used
was extremely helpful. The methodology forced mguls on how the policy was being
transferred in a much more powerful way than tle®ties allowed.
Methodology

Vertical case study methodology is extremely useflloth analyzing the complexity of
this policy transfer as well as in organizing tinalgsis. Starting on the top level and working
the way down into the classroom allows for an obetewn of each level's influence on the
learning happening in the PRODEGE schools. Onelades what is happening on the top level
before entering the next level and this focusesatiaysis on the effect the top has on the
following level. In the case of PRODEGE the infige of the top level works its way down into
the student learning level at the very bottom efd¢hse. Had vertical case study methods not
been employed the influence may not have beensdly eated. The method also shows the
complexity of the tensions between the horizoraadés from abroad at each level and the
reaction to those forces. Vertical case study awes analysis of the complex process of policy

transfer.
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Future Implications

My study on the transfer of tHescuela Nuevaolicy to Equatorial Guinea may start a
discussion on the implications for policy transéésewhere in Africa. Specifically focusing on
the political system, currently there are approxatyalO tightly controlled regimes in the 54
African countries. When this policy is considefedtransfer to these countries with their top
down systems of government, a method for diffusirggprogram must consider this flow of
political power in its design. If a group of teach is to organize to fan the program out into
other schools, protocols must be put into placé thie government for this diffusion to continue
once the foreign implementer agency has left thntrg. The pioneer group chosen must have
connections in the government as well as know lmget around the diffusion road blocks. The
district supervisors housed in the ministry musliteed to the pioneer group who should be
linked to the facilitators who must be linked te tihspectors and most importantly to school
personnel. Using the introduction into a web ghdicance imagery, a structure must be found
for a bottom up approach in a country that curgeddles not allow it. This has important
implications in the sustenance of the program dnadilsl therefore be addressed.
Recommendations

In terms of recommendations | suggest that:

¢ PRODEGE reinforce its active school component engfogram’s 54 schools.

e Rather than use the same pioneer group staff iemafocus of improving the secondary
schools of the country the current group shouldet&ned to work on the primary school
reinforcement.

e All teacher trainings for the primary teachers dtidne repeated and further developed

(for example add trainings on the adaptation ofpitogram by the teacher).
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e The guides should be worked on under the guidahstaff knowledgeable in active
learning methodology. The new lessons should liedes the classroom before
changing the guides. Distribution of the new gaidbould coincide with reinforcement
trainings on the use of the new version of the gslid

e No expansion of the primary program should be awmred until the program has been
refined and perfected in the current 54 PRODEGHEary schools.

e The teachers should be given a method for orgapeainthat it is the teachers that
expand the program and sustain it in Equatoriah&aui

Escuela Nuevavas transferred to Equatorial Guinea to providaigueducation to rural

students. Just as it started to take hold theghiase of the program ended and AED pulled out,
leaving the teachers of Equatorial Guinea awalttiegy return. Sparks of change have started in
PRODEGE schools. For the sake of the rural stedeme day learning to think critically and
solve the problem of their difficult life in Equatal Guinea, the teachers must be supported in

fanning the flames.



174

Appendix A

Observation Protocol

SETTING
1. Is there evidence that the school was remodeled?
2. Describe lighting.
3. Describe ventilation.
4. Is there well water?
5. Are there latrines? Describe condition.
6. Is there furniture for group work? Describe thadition of the furniture.
7. Is there a classroom library? Where is it.
8. How many books are in the library? What is themdition?
9. Are there text books?

10.How many guides are there? What is their condition

11. Are there manipulative corners in the classroom?

12.Describe the manipulatives provided.

13.Draw a map of the school and its surrounding emvirent.

14.Draw a map of the classroom.

15.How many classrooms are there?

16.How many teachers at this school?

17.How many students attend this school?

18.What is the percentage of girl students?

19.Has this increased? (what is the evidence).
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20.Appendix A continued

21.What grades are taught at this school? When axetdught (is there more than one
shift)?
22.How many teachers teach here?

23.1s there a separate administrator or are the diutigded by the classroom teachers?

TEACHER
24. Describe evidence that active school methodaoilgeing used.
25. Are the students talking to each other?
26. Are the desks facing each other or the board?
27. How is the teacher teaching the firstigrs?
28. What is she teaching the first gradedswith what materials?
29. Is there a teacher guide for studeotigmork?

30. Is there a teacher circle guide?

STUDENT
31. What routines are observed?
32. Do the students know how to use the experireguipment?
33. Are they using the guides?
34. Do they know where to store the guides?
35. Are the students kept on task by a studedel®a What gender? If not, how is the
group managed?

36. How does the student leader interact with ¢aehier?
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Appendix A continued

37. How do the students approach the teacher Wwisgmneed information?
38. What happens to the equipment used when theriengntation is completed?
39. How many grades are in one group?
40. Where in the classroom are the Firsténs
41. Can the %' to 6" graders read the guides?
COMMUNITY
42. Document visits to school while observing
43. What is the purpose of the visit?
44. How long is the visit?

45.How is the visitor received by the teacher?

EXPANSION
46. Do other teachers from other schools visit/plese
47. How do they interact with the Model School tears?

48. Are they being trained in active school methogg?
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Appendix B

Interview Protocol

Protocol for Interview with in country AED staffrliplementers)

Colombia:

What was your involvement withscuela Nuevan Colombia?
How has the knowledge you gained while implementitegginnovation in Colombia been used

in the implementing of the innovation in Equatof&linea?

Transfers:

Where else did you work dascuela Nueva How was it changed in the different countries?

Equatorial Guinea:

How wasEscuela Nuevarought into the picture for PRODEGE?
How was the idea received?

How did this reaction change PRODEGE's design?

Implementation:

Tell me about the writing manuals process?

How did the training of teachers progress?

Tell me about the logistics of getting the materials to the classrooms after the renovation of
buildings. I want to really know about the timing.

Were the Model Schools set up as demonstrationoésho

Do you see anyone in EG emerging as advocatessafeform program?
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Appendix B (continued)

Interview Protocol

Protocol for Teacher Interview

How did you first learn of PRODEGE?

What was your training like?

Explain Active Schooling.

When did they do the remodeling of your school? evéhwere the students housed?
When did you receive the materials for PRODEGE?

Did someone come to train you in your classroom?

Do other teachers come to observe you teach?

Do you meet with other teachers with a discussigdef

What kind of support do you receive from the adsthnaitors of the school district?
How do you evaluate your students?

Are your first graders learning to read?

Are your students learning more now? Why do ygutkat?
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Appendix C

PRODEGE Timeline

2003-4

2004

2004

2005

2005

2006

2006

2006

2007

2007

2007

2007

2007

2008

2009

2009

2009

2010

2010

John Hess of HESS Oil meets Stephen MosélaizD
AED In-Country director is named fR @®DEGE

Meeting between John Hess, Presmfdbquatorial Guinea, Teodoro Obiang,
and AED’s Stephen Moseley and In-Country PRODEGIe&or

Needs Assessment from either August to NoeemibOctober to December
Action Plan Written by AED at end of Nedgssessment
Agreement between President and HESS in2Da@lg
First Action Plan with AED Signed October 200
Schools are chosen at end of the year
PRODEGE has first start up
Stop for renegotiations with more schoolseadd
PRODEGE has second start up

Stop for 3 months, April-July 2007 for renegtbdns about ministry workers on
contract

Second Action Plan Signed with AED July 2007
Teacher Certification Program begins JanRafg
Teacher Certification Program ends Decemd@® 2
Oscar Mogollon dies October 18, 2009

First grade guides distributed to schoolsedzer 2009

First teacher training for Active learningtii@dology and Evaluation given in
July and August of 2010.

Marina Solano arrives to work on the productbguides September 2010
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Appendix C (continued)

PRODEGE Timeline (continued)

2010 Second and third grade guides distributedhoas December 2010

2011 Continual Evaluation and Forming Allianceshwather schools trainings given in
May in 2011

2011 AED leaves Equatorial Guinea with Phase @nepteted November 2011

The four school years covered by phase one:
10/2007 - 6/2008
10/2008 — 6/2009
10/2009 - 6/2010

10/2010 - 6/ 2011
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Appendix D

Page from a Second Grade Guide. (PRODEGE, 2011)

Aplico

1. Elaboro una lista de los miembros de la
(A0 e:ﬁ familia que viven en mi casa.
'%ﬁ%"_&;}u 2. Escribo la relacién familiar que hay
% | entre cada uno de ellos y yo. Por ejemplo,
- | Nicanor Abeso mi papa.

3. Leo a mi familia el parrafo que escribi
Con la en clase para comunicar la idea: “Me
familia siento orgulloso de ser parte de una gran

familia”.
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