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For decades education has been a key focus of Norwegian public development aid. During recent years
heavy criticisms have been raised about its efficiency and the administration’s professional competence
has been questioned. It is suggested that lack of evaluation skills and knowledge cause many failures.
Evaluation has both a learning aspect and is concerned with the extent program goals are achieved. An
empirical study on Norwegian development aid to education is presented and discussed, ans possible
reasons for the criticism is analysed. A historical legacy of “practicism” being preferred to academic based
competence, populist ideals, an affluent national economy and the fact that ‘education’ in itself is a
diffuse field - are among the reasons for the presentunfortunate situation. In order to increase relevant
competence, and by consequence, more goal effective aid, certain structural and training means are

suggested.

Introduction

Norwegian development assistance has been
criticised by many, and for different reasons,
for several years. Norwegian assistance in
its first 25 years has been summed up thus:
“Generally speaking one might say that Norwe-
gian technical assistance has two characteris-
tics: it is extremely well intended and extremely
unreflected. It is well intended in the sense
that we willingly undertake responsibilities and
tasks in excess of our capacity and knowledge”
(Dyhus 1989:121). Gyhus underlines that this
unreflected attitude has a negative effect when
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it also is found in the political and administra-
tive establishment and thus implies basic lack
of competence underpinning decision making.
To cope with the problem of lack of compe-
tency, knowledge and skills, a new type of in-
sightis needed, new methods and working atti-
tudes that gives preference to fault-finding,
analyses of mistakes and above all, to learn
from them. In recent Norwegian policy docu-
ments the intention of taking this challenge se-
riously seems clear.

This article discusses problems concerning
efficiency of education projects in Norwegian
development aid. It will be investigated to which



degree the findings on the leadership’s compe-
tence in evaluation and education can contrib-
ute to explain shortcomings in relation to edu-
cation projects as strategies to reach over all
aimsof Norwegian development aid.

The article reflects on the findings of an em-
pirical study on evaluation and education as
development aid. The study was carried out in
Norway and in eight southern African coun-
tries (Welle-Strand 1998). Focus was on Nor-
wegiankey actors’ understanding of education
and evaluation in development aid. Empirical
findings, literature of the field, and new signals
from the Norwegian aid administration trig-
geredan interest to gainknowledge abouthow
the administration really looked upon educa-
tionasanaidstrategy,andhowkey actors viewed
educational evaluation as a tool to make the
strategy goal-effective!.

In what follows, a brief introduction to lit-
erature on evaluation, organisational learning
and educational evaluationwill be given. Then
the scene of education and evaluation in Nor-
wegian development will be generally described,
prior to a discussion on learning from experi-
ence. The findings from the empirical study will
concisely be presented, and finally there will be
adiscussion and reflection on the findings.

Key Concepts

The term evaluation has been used to refer to
many different concepts and activities. Those
who seek to understand its nature is forced to
struggle through a confusing tangle of concep-
tual and semanticclutter. There is a wide agree-

! Various investigation techniques were utilized; lit-
erature review, content analysis of recent policy docu-
ments in the area of education and development aid in
Norway, informal discussions, 60 interviews with a selcc-
tion of managers/administrators of Norwegian develop-
ment aid, interviews with key officials in Ministries of
Education in eight southern African countries, as well as
with other donors to education.

ment that evaluation is an important profes-
sional specialisation, butithasbeenwidely dis-
cussed whether evaluation is a profession or a
discipline. (House 1993, Weiss 1998).

Evaluation can encompass the various stages
oflife cycles of a project, program and policy —
from conception, through execution, through
impact. Those who are responsible for policy
makingwill have to addresskey questions at the
stage of a policy formulation. When these key
questions are answered with retrospective data,
then evaluation occurs.

Internationally, researchers frequently have
been asked to carry out evaluations of educa-
tional projects, not least in developing coun-
tries. When a researcher operates as such, and
not for instance, as a consultant he will have
the research community’s criteria of quality
and professional merit as his main frame of
reference. The consultant, on the other hand,
might have concerned himself more with the
mandator’s criteria than those of the research
community might, in order to stayin business.
Consequently — researchers’ evaluation reports
—although pretending to be professional have a
tendency to become distant and vague, seen
fromthe mandator’s pointofinterest. Research-
ers’ motivation tend to be more directed to-
wards what may be regarded as genuine and
new knowledge by the scientific community.
The form and content of their reportsmay often
be difficult to understand for non-researchers
involved in the project. Thisimplies that a tra-
ditional research study may be of limited use
for those whowouldlike to apply the results in
practice. In addition, ithasbeen argued thatit
takes a long time before a research report is
published.

Scientific researchers do not carry out the
great part of commissioned evaluations. The
‘bulk’ operating in the evaluation market does
not seem to have a theory based orientation.
One ratherfindsdifferentversions of common
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sense ‘means-ends’ approach. Due to the in-
creasing request for evaluations a commercial
consultancy market has developed. Public
and private institutions, as well as private con-
sultants, withvery different educational and pro-
fessional backgrounds, have undertaken evalu-
ation tasks in the field of education. Bearing in
mind the economic rationality and motivation
created by market survival, it seems fair to
think that evaluators quite often may find it
‘necessary’ to meet the mandator’s specificpre-
conceptions and vested interests related to the
evaluation. Evaluations conducted under these
circumstances may frequently tend to be lip
service, and, may substantially influence both
the formand content of the evaluation, and not
least, the conclusions.

There seems to be little agreement upon the
understanding of the concept organisational
learning. But if learning is defined as the ability
to detect and correct errors and thereby to
improve the functioning of an organisation,
organisational learning thenimplies to identify,
remember, and use structures and procedures
that improve the problem-solving capacity of
anorganisation and make it better prepared for
the future (Olsen & Peters 1996).

But, practice is different. Policy-makers and
administrators do not necessarily search for les-
sons. Theirabilityand willingness to learn from
experience is often limited. Especially in less
dramatic circumstances, learning may be ig-
nored, while in periods of critical historical
change, people make serious, even desperate
effortsto understandwhatis happening to them.
However, ambiguity and uncertainty do not
eliminate strong conviction in political life.
Feedback about results may be of limited rel-
evance,because behaviour is driven by norma-
tive convictions and basic principles, rather than
by cost-benefit calculations and a hunt for im-
proved efficiency and adaptability. ‘Believers’
are unlikely to modify beliefs, behaviour in
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the light of new experiences. Believers tend tg
see what they expect to see and what they hope
to see.

It has been great variations, even ‘unneces-
sary’ to document effects in public bureaucra-
cies. A study of eight democracies (Olsen &
Peters 1996) is concerned with how govern.
ment organisations learn about themselves ang
their performances. One result of the compara-
tive analysis was that it was a significant dis-
crepancy between what is wished, expected and
planned, and to the way learning from experi-
ence functions in practice. Democratic govern-
ments are expected to consult the past, they are
assumed to modify their understandings, evalu-
ations, and behaviour on the basis of experi-
ence. The learning aspirations in democratic
polities are high.

In the comparative study by Olsen and Pe-
ters (1996), the case of Norway emerged as a
surprise in the analysis. In the rhetoric and the
conventional analysis of politics in the 1980s
there should have been few better candidates
for significant reforms than Norway. It had a
large public sector in terms of both employ-
ment and expenditure and also had a tradition
of large-scale intervention by the public sector
in economy and society. Despite this, Norway
changed slowly and cumulative very little
during this period. This absence of significant
reform appears in part a function of the accep-
tance of such a system of government by the
average Norwegian, combined with the relative
affluence of Norway. There was no feeling of
crisis.

Further, the ways in which the past is con-
sulted do not guarantee improved performance
and increased adaptive value (Olsen & Peters
1996). In Norway, a new consensus developed
during the 1980s on which forms of governance
are most efficient. The consensus was so strong
that few found it necessary to study the effects of
alternative forms. For instance, in budgetary



reforms, governance by objectives and results
was accepted without any systematic analysis
of the conditions under which it would work.
Thereislittle documentation of actual achieve-
ments, and no thorough evaluation has been
made (Olsen 1996). Compared with the other
seven countries, Norway stands out as a reluc-
tant reformer. It isheld thatNorwegian changes
have been piecemeal and incremental rather
than comprehensive and system transforming.
It is argued that one reason could be that this
partly was because Norway has been one of the
most successful welfare states. The Norwegian
case is summed up with reflections on reform
patterns verify animage of a slow learner. The
question is also raised whether slow learning
processes can everlead to better adaptation and
improved adaptability, so that the public ad-
ministration is able to do better and be better
prepared for the future (Olsen 1996:205-208).

What is meant by educational evaluation and
competence building? Among others Habermas
states that “the critical role of the social scien-
tist, is the responsibility to restore practicians
to awider consciousness”. An interpretation of
this statement goes well with the concept ‘edu-
cational evaluation’, in the sense that the social
scientist (the researcher or the evaluator) should
act as an agent of liberation to his contemporar-
ies. Habermas states two types of rationality,
the ‘System World’ (the cognitive rationality)
and the ‘Life World’ (the irrationality or emo-
tional world, in accordance with Weber).
He interprets the historical development as
moving towards increasing rationality, and
he stresses the importance of logical reason.
(Habermas 1969). To counteract the negative
effects of a ‘cold’ rationality of the system world,
Habermas also advocates the importance of
‘command freedom’ communication

Itis here seen as paramount that to be opti-
mally valid, reliable and credible, evaluations
ought to be research based. This means that to

evaluate education projects credibly, compe-
tence in education as a discipline seems to be
of crucial importance. Essential components
of such competence are; knowledge about a
country’s education policy, and how this is ex-
pressed in a nation’s curriculum and policy
documents, knowledge about the country’s
contextual framework, its culture, history and
economy, and the frame factors forimplement-
ing the given policy. In addition to such knowl-
edge, it is seen as crucial to have the skills in
educational planning, in teaching, in supervis-
ing, and inevaluating. Earlierstudies (Agapitus
et al. 1991, Welle-Strand 1995) found that most
of the Norwegian development assistance to edu-
cation mainly has been managed mainly by prac-
tical experience based competence, or, on com-
petence based on teaching experience ina certain
subject. With all respect for the knowledge and
skills acquired through practical experience, it is
difficult to believe that this can replace compre-
hensive academic studies. It is difficult to think
that only practical experience oronly theoretical
foundations would give sufficient competence to
implement Norwegian policy in education and
development aid. One could claim that theory
withoutpracticeleads to an empty idealism, and
action without philosophical reflection could
lead to mindless activism.

Education as Development Aid

In Norway, education projects seem to have
played a central role in development aid for
decades. And it seems reasonable to ask for the
expected outcomes, and what have been the
actual results? What competence (the united
content synthesis of specific knowledge and
skillsin a certain field) is presupposed by those
in charge, to secure that education projects can
be a good strategy in relation to the over-all
aims for Norwegian development aid policy?
The relevant competence will always depend

75



on what your task is, and what responsibilities
youhave.Here,special attention is been paid to
the competence in education and evaluation of
the actors in key positions of public and private
Norwegian development aid.

In February 1993, for the first time in the
Norwegian aid history, an independent com-
mission of experts was appointed by Royal De-
cree, assigned to analyse the changed inter-
national context and to suggest how the
main political goals of Norwegian North-South
aid policies could best be realised, both by
public authorities and by non-governmental
organisations. The Commission was also asked
toconsider strategies and instruments for a co-
herent North-South aid policy and discuss meth-
ods of achieving the objectives in an efficient
way. The report (Royal Norwegian Ministry of
Foreign Affairs 1995-1), a comprehensive re-
view, looked at the experiences, and investi-
gated whether aid had worked, and if not, why.
The Commission was critical to the cost-effi-
ciencyof Norwegian development aid, and rec-
ommended improved quality assurance and
emphasis on external evaluation. Among its sev-
eral recommendations, the report emphasised
education, competence-building and institu-
tional development as key areas in future Nor-
wegian development assistance. And, in a
Report to Parliament, 4 Changing World it is
emphasized that education will be increasingly
more importantin Norwegian development as-
sistance. The recommendation to the Parliament
from its Foreign Affairs Committee (Royal Nor-
wegian Ministry of Foreign Affairs (1995-2))
also focused on education as the centralissue in
future Norwegian development aid. The deci-
sion of earmarking a minimum of 10 per cent
of all aid money to education projects, was
made in Parliament June 10" 1996, the share
gradually to be increased to 15 per cent.

From the Commission’s analysis of lack of
competence, it seems fair to assume that most
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of the Norwegian development assistance g
education, either has been managed mainly by
administrative cxperience-based competence,
or, on compctence based on just teaching
experience in a certain subject. On these
premises honorable contributions have oftep
been made. The weaknesses, though, seem
to have been the projects’ lack of consistency
with the recipient countries’ education policy,
lack of proper planning, lack of organization
frame factor analysis in the recipient socio-
-cultural context, and lack of formative and
summative evaluation of projects and schools
as organisations.

Other empirical studies (Agapitus et al. 1991,
Welle-Strand 1993, 1995) have confirmed the
critique of much Norwegian development aid.
These studies have concentrated on develop-
ment aid and the evaluation function in educa-
tion projects. The findings have been that evalu-
ation had most often been incidental and not
deliberately used as a tool to improve goal
achievement in educational projects or pro-
grams. Neither had the function of evaluation
been consciously related to the projects’ration-
ales and plans, among other reasons due to the
leadership’s ideological orientation, with insuf-
ficient emphasis on rational planning and evalu-
ation. Evaluation had come impressionistically
afterwards, and only incidentally performed in
aresearch-based, valid, and reliable manner.

[t seems fair to assume that most of the Nor-
wegian development assistance to education,
either has been managed mainly by practical
experience-based competence, or, on compe-
tence based on just teaching experience in a
certain subject. On these premises honourable
contributions have often been made. The weak-
nesses, though, seems to have been the projects’
lack of consistency with the relevant countries’
education policy, lack of proper planning, lack
of organisation frame factor analysis in the
certain social cultural context, and lack of



formative and summative evaluation of projects
and schools as organisations.

Did the Aid Administration
learn from Experience?

There has been a major shift in policy thinking
aboutdevelopment aid in the last decades. The
enlightenment approach was central for a long
time, and still is to a certain extent in some
circles. This idea was followed by the diffusion
theories and the idea of spreading innovations.
Then came the wave of communication
and, crosscultural communication, in particu-
lar, stressing the principle of equal status be-
tween the parties. Paulo Freire“sidea of critical
conscientiation has also been important; and
recently the notion popular participation is in
focus, at least for Norwegian aid. Further, as a
result of the downfall of communism/socia-
lism, a new trend is noticeable: business orien-
tation, market economy, liberalism and
accountability, while at the same time most
international funding and technical-assistance
agencies advocate a local perspective (King &
Buchert 1999).

In development assistance, a main purpose
of planning and evaluationis to facilitate good
choices of goals, strategies and methods. Most
development organisations share the same
basic aim, to make development assistance
increasingly useful to the target groups. This
importance of evaluation isclearlystated by the
Norwegian Agency for Development Co-opera-
tion (NORAD): “Necessary prerequisites for
evaluationinclude clearly definedstrategiesand
goals, and a project structure which facilitates
the flow of adequate and up-to-date informa-
tion to alllevels. These conditions are essential
both for project improvement through evalua-
tion, and for appraisal of the overall effects of
the project”. (NORAD 1989: partI: 17) Even
if the importance of evaluation is so clearly

stated, the impression from media, literature
and research, is that the effectiveness of Norwe-
gian development aid in most sectors is hardly
debated.

Findings and Discussion

Ithasbeen attempted to investigate which prob-
lems concerning efficiency of education projects
inNorwegian development aid have been found.
And it has been asked: To which degree can the
findings contribute to explain shortcomingsin
relation to education and evaluation of educa-
tion projects as strategies to reach over all aims
of Norwegian development aid?

Three main problem areas are identified in
theuse of education as a strategy in Norwegian
development aid: (1) lack of clarity, and signs
of contradictions, at the policy level’s formula-
tion of goals and strategies, (2) contradictions
within the aid administration aboutunderstand-
ing of the concepts of education and evaluation
and the function of education projects, both due
to the lack of clear signals from the political
level, and due to the competence and attitudes
towards education at the executive level, and
(3) these problems manifested at political and
administrative levels have possibly affected
shortcomings in implementation of education
projects.

Vague political aims
and dysfunctional legacies

Since development aid was made a distinct gov-
ernment responsibility, the top level political
formulations of aims and strategies involving
education have been rather vague. The lack of
clarity, and even contradictions seem to create
serious problems for those expected to execute
the policies, namely, the administration in
governmental agencies and NGOs. What could
be the possible root causes for these unclear
and even contradictory policy aims?
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One possible reason could be differentinter-
pretationsof the concept of education by differ-
ent groups of politicians and top bureaucrats.
Missionaries played a central role in building
up education systems in most of the present
Norwegian programme countries. And Norwe-
gian Missions still have a stronghold in Norwe-
giandevelopmentaid. In the late 1960’s and the
1970’s, when Norwegian development aid in
official terms was built up, the missionary back-
ground was still there, but new forces had ap-
peared. The de-colonising decades when many
were in favour of using education projects as
support to liberation movements, built on the
enlightenment theory and several versions of
socialism and communism. In the Marxist tra-
ditionstresswas put on subject knowledge that
could contribute to get rid of «false conscious-
ness». Both the old and the new understanding
often stressed the practical work as important
part of education. (Féagerlind and Saha 1983/
91) Particular for Norway was the absence of
visible proponents of liberal education, the ‘elite
education’ still found very much alive in e.g.
UK and France, and thereby a model for the
élites in the former colonies.

Also, Norway differed from e.g. Swedenand
England in the lack of interest by its universi-
ties of involving themselves in research and
training in the field of education and develop-
ment. Competence in the field of education and
development meant understanding different
education philosophies, educational policies
formation, economics of education, educational
leadership, educational evaluation — and differ-
ent socio-cultural contexts.

It is a paradox that Norway for a long time
being the “World Champion of development
aid”, giving the highest per cent of its GNP for
development aid, simultaneously is an ‘under-
developed’ country in terms of academic
institutions in the field of international and
comparative education. Hence, the diffuse
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understanding of the purpose of education among
the political decision makers could not be cop,.
pensated for by university trained professiona)
education specialists recruited to the aid ag.
ministration, like in the countries mentioneq
above?. Until recently, there were no such op-
portunities in Norway.

Inthe founding decade of publicly organised
Norwegian development aid, the 1970s, there
was also considerable general reluctance to the
principles of systematic goal formulationg
rational planning and research. Rationalism
and belief in experts were sometimes seen as
opposed to qualities like democracy, equality
and human good, seen from the viewpoint
of solidarity movements. And there was a
contradiction between recipient orientation and
the earmarking of funds to education projects.
When Norwegian development aid started in

“the 1970s, it was not proper for the political

level to tell the administration what it ought to
understand by ‘education’, and expected the aid
administration itself to evaluate or ‘control’
effectiveness of its projects and programmes.
Strict accountability measures might have been
interpreted as an unpleasant and distrustful con-
trol orientation towards either the Norwegian
programme officers or the people in the devel-
oping country that Norway intended to help.

The values and dangers of evaluation

The function of evaluation seems to be another
field where contradictory signals are given from
the political level to the administration. Inter-
nationally, evaluation of quality is frequently
seen similar to scientific research. Trygve Lie,
NORAD’s first Chair (and first UN Secretary
General) expressed strong reluctance to any

2SIDA (Swedish International Devclopment Coop-
cration) had six employecs with a Ph. D. in international
cducation.



use of public money for research activities in
relation to Norwegian development aid, saying
thatone NOK spent on research is one Norwe-
gian Crownwasted for the aims of development
aid. Hence, evaluation and research activities
could be perceived both asimportantand dan-
gerous. The attitude towards evaluation has
changed over time, from reluctance in the 70s,
tobeing politically correct in the 90s. However,
over time there are signs of “double talk” in
terms of the value of evaluation as expressed by
the political level. On some occasions evalua-
tion hasbeen praised as important feedback for
effective policy implementation. On the other
hand these opinions have not been followed
up sufficiently, neither in funding nor in
monitoring and sanctions. Evaluation seems
to have been much of an empty slogan from
the political level, and to a fair degree met by
ritual lip service from the administration. The
functionof evaluation is also hit by contradic-
tory organisational dualism. Everybody does
agree that evaluation is important in order to
learn, and in order to become more efficient
and accountable. Butevaluationisalso perceived
as “anti- democratic”. Evaluation may imply
distrust to certain groups or persons, since a
professional external evaluation most often will
show discrepancies between goals and achieve-
ment, as well as pointing out reasons for goals
not having been met.

An affluent national economy
creates problems

Norway’s glorious legacy of missionaries’ and
later, governments’ considerable aid to devel-
oping countries, have created a favourable opin-
ion among the Norwegian people towards con-
tinued large grants for aid. When this positive
opinion coincides with an affluent oil economy,
the political level seems forced to act, in the
sense of actually spending the money allocated

for aid. Projects and programmes ar¢ put into
actionwithoutclearly questioning the capacity
or the professional competence of the adminis-
tration in the priority areas. Today there are
increasing Norwegian budget allocations for aid,
while other countries are decreasing theirs. Es-
pecially in the field of education and develop-
ment aid, Norway is the donor, putting ‘fresh
money’ into the education sector, while most
other donor countries are withdrawing or
decreasing their support. Hence, Norway tends
tobe ‘popular’ because of the money, but may
also be seen as an ‘easy’ co-operation partner
both for other donors and for recipient coun-
tries. (Lauglo 1995) It is not seen as likely
that Norwegian grantsto education projects or
programmes will be monitored very closely. At
the same time Norway’s education assistance is
met with cautionby recipients. Norway has sel-
dom been professionallyvisible inarenaswhere
research oneducationanddevelopment aid have
been presented and discussed.

The political levels’ challenges
to the administration

The end of the 1990s saw signals of an
upcoming neo-rational ideological agenda. Nor-
wegian tax payersare still in favour of develop-
ment assistance, creating a positive normative
pressure on the politicians. Although there is
still an affluent national economy, there is also
an increasing demand for accountability, as the
reportsabout the level of costs and goal achieve-
ment by recipients are asked for by the Norwe-
gianpublic. And, there are questions about the
benefits for Norwegian foreign policies also in
commercial terms. A clearer market conscious-
ness is emerging. The Ministry of Finance, the
Auditor General and the majority in Parliament
are steadily and more loudly requesting ac-
countability from the aid administration. Hence,
the administration is now met with a new re-
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quirement. It is asked to be more specific and
accountable in their achievement of goals and
their use of large budgets for these goals. Still
the policy goals are unclear, and still the admin-
istration consists of roughly the same peronnel
as in previous decades. So, how do they meet
the new ssituation? What do they think about the
education goal-effective strategies and of pro-
fessional external evaluation? And, how do they
intend to meet the requests from a new ideo-
logical agenda at the political level?

The administration’s attitudes,
motivation and competence

The aid administration is the political level’s
executive tool established to implement the
goals and strategies of Norwegian development
aid. The primary target groups, the Norwegian
opinion and the international donor commu-
nity, see the attitudes, motivation and profes-
sional competence of those responsible for the
implementation as decisive for the success level
of Norwegian efforts. The empirical findings of
this study have documented a limited level of
professional competence in the field of educa-
tion. What are the reasons for, and the conse-
quences of, thissituation? How capable are the
publicand private organisations to become more
efficient and accountable? Are they able to be-
come ‘learning organisations’? These questions
will be discussed briefly based on the empirical
findings.

The troubled field of education
as a professional field extending
the classroom

Education is a troublesome concept. All Nor-
wegianshave “aneducation”. They have all been
students for many years. They subjectively know
what education is. Only a few have graduated in
“education as an academic field of study” at
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university level, yet others have met educatig,
as the “subject of pedagogy” in their teachey
training. Among aid administrators, three Maiy
understandings of the concept of education ap
found: (1) the common sense notion, namely,
education is what you get from schooling, Q)
education as the teaching techniqueslearned in
teacher training and (3) education as the cop,.
petence achieved through several years of study
at the university. The last, and academicajly
based understanding of education compriseg
the why’s, what’s and how’s of organised leamn-
ing at individual, organisational, state and in-
ternational levels.

The aid administration’s different opiniops
about education as aid strategy seem to be rooted
ina different knowledge of aid history in general,
and of Norwegian development aid’s use of edu-
cation in particular. Some background variables
stick out. Those in favour of more academically
based competence in education tend to have a
higher education themselves. They tend to be
managers and they are men. Those favouring
practical experiences as the overall important
aspect of valid competence in education tend to
have a limited tertiary education themselves,
some with experiences as schoolteachers. The
greatmajority of them are women. Hence, the
two main groups of opinions on education have
significantly different frames of reference for
their perceptions and interpretations of the edu-
cationstrategy.

“The anti-academics’ in the administration
seem to have an upper hand in the decision
making process about the implementation of
education projects. This may be explained by
the hegemony of “the practice ideal” still being
strong in the society at large at the time Norwe-
gian development aid emerged as a Govern-
ment responsibility. Key present administra-
torswererecruited at that time. The ideological
climate of the 70s may add to explain the strong
position of the practical ideal at the cost of the



academicor “theoretical”. The practical based
competence was seen as more democratic and
jess elitist than the academicwas. At the level of
educational philosophy, the “hegemony of the
practical” canalso be seenas a consequence of
education progressivism and pragmatism, de-
rivingnot least fromJohn Dewey and his slogan
“learning by doing”. Today, both the ideologi-
cal climate and the educational philosophy of
the 1970s have changed internationally. The
professional, the academic, the intellectual, and
the buzzwords of efficiency and accountability
dominate the agenda not only of private busi-
ness, butalsoincreasingly of public governance.
The most recent ideology, after the downfall of
socialist regimes all over the world in the begin-
ning of the 90s, could be termed economic ra-
tionalism. Education systems all over the world
havebeen through comprehensive changes. Most
of the countries had to revise their education
system and its function seriously, due to eco-
nomic constraints. Norway is one of the coun-
triesthathas undergone onlyminorchanges, in
oontrast to most other countries. The strong oil
economy has not made structural changes and
strict accountability measures necessary. How-
ever, the practical ‘cadres’ of the 70s are still
employed by the public aid administration. As
public servants they are in lifelong appoint-
ments. They do not have to change their atti-
tudes, and they continue to have the power to
influence important decision-making. Hence
the “hegemony of the practical” may well sur-
vive for an uncertainnumber of years.

Attitudes towards accountability

The general ideological climate of the 1970s
included a reluctant attitude to ideas and ac-
tions seen as rooted in functional rationalism.
The alternative was often a process-oriented
humanism. In this climate, efforts of rational
planning, evaluations and accountability could

risk being interpreted as authoritarian and non-
democratic. The concepts of authoritarian and
authority were often mixed up. Both were seen
as inconflict with the ideologically correct hu-
manist and solidarity attitudes of the time. Forss’
study (Forss 1985) lends support to the above
interpretations. He found that even if UNDP
had evaluation as a central engagementsince its
foundationin 1966, and could thus be expected
to be highly professional in this field, serious
criticisms were raised about the value of
the evaluations carried out during the first
25 years of developmentassistance within the
UN system.

The stress on evaluation from the political
level in Norway recently, has had some visible
effects. Evaluation manuals have been developed.
(NORAD 1993) However, it has not been
mandatory to apply them when developing
programmes and plans. Nor has it been manda-
tory to evaluate projects or programmes. And,
there has seldom been monitoring of the actual
use of the manuals, mostlikely due to the “dual”
perception of educational evaluation as a tool
for improved goal achievements. There has
hardlybeen an “organisation culture” of check-
ingwhetherprojectshave beenhandled accord-
ing to stated goals, neither in the recipient coun-
tries nor by the Norwegian administration. The
traditional double-talk about evaluation, im-
portant and not important at the same time,
may have relaxedattention to the political sig-
nals. Hence, the handbooks and manuals have
been produced (because evaluation is impor-
tant), and not applied (because evaluation is
not important). There has hardly been a defi-
nite commitment to apply them, and there has
hardly been any sanctioning from senior man-
agement level if not applied by programme
officers.

Another reason for the administration’s lack
of interest to apply evaluation may be that edu-
cation is seen as a straightforward and simple
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practical area to assess, mainly having to do
with teaching in a classroom. Traditionally
evaluation inconnection with education ques-
tions in Norway, has until the late 1980s, been
related to individual students’ performance.
Norwegian education research did not have the
tradition of evaluating educational state reforms
on national programmes as has been practised
in for example Sweden. Hence, no particular
evaluation of education projects in relation to
developmentaid has caught the interest of aca-
demic research circles, or is given attention by
the Norwegian Research Council®.

Even after the earmarking of funds to educa-
tion within aid budgets, there are no signs of
putting real emphasis on the evaluation of
education. The Ministry of Foreign Affair’s
Evaluation Office seems to have decreased in
status within the Ministry as an organization,
especially during the last decade. The Norwe-
gianmoney to the international donor-business
has become more important. Hence, the
field operations have increasingly been left to
multilateral organisations, thus limiting the
Ministry’s task mainly to be a money supplier.
The Evaluation Office may forsee a renaissance,
because of the recent governmental stress on
evaluation. A more rational approach implying
questions about accountability of Norwegian
‘investments’ may be coming up.

Concluding Remarks

Is it possible to change the current situation?
Taking into consideration the attempts having
beenmade inlater years there are limited reason

*By July 1. 1999, The National Research Council
did not support research within the field of education in
devcloping countries nor on education and development
aid, allthough this particular arca was stressed by thc
Norwegian Rescarch Council’s Report Strenghtening of
Research and Competence conceming Norway’s rela-
tion to developing countries (1997).
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to give a positive answer. Challenged to ma,
assumptions about the future, the most likely
answer would be: Things will continue mostly
like they have done up to now. All the money;,
there, all the ‘old’ people are there, and intemy
learning has not had a stronghold in Norwegjs,
aid administration. (Olsen & Peters 199g
Scanteam International as 1993) The overy);
motivation for the study grew out of the concly.
sion of a previous piece of research (Welle.
Strand 1993) which indicated that evaluation jg
often incidental, not research based and g
deliberately used as an educational tool jy
development aid. This assumption was reijp.
forced when reading NORAD’s new strategy
document, (NORAD 1993) finding tha
evaluation was now stated asoverall importap
for the success of development aid. Along with
that, however, arose some hesitations whether
this was an authentic strétegic shift or if the
buzzword of evaluation had just became part of
fashionable development slogans.

According to the analysis of the empirical
data and assessments made by the key actors
of the administration themselves, the main
findings are:

* Norwegian aid policy’s definition and use
of education in development aid is diffuse
and may be based on contradictory prin-
ciples.

* Perception and assessment of the educa-
tion strategy among the officers and man-
agers of the administration is varying and
contradictory.

* There is a critical lack of competence
in the field of education and evaluation
within the administration.

* The Norwegian organisation apparatus
established for implementing education
project, as part of the aid policies seems
inadequate at present, and not likely
to undergo significant organisational
learning.



However, in principle changes could be made.
The first condition then being that there was a
political will and responsibility to identify the
problem and dare to make the necessary deci-
sions, the relevantactions and sanctions. Educa-
tion has played a central role in Norwegian devel-
opment for decades. From the founding activities
of the missionaries, development aid has been
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NORVEGIJOS PARAMA SVIETIMUI: KAIP PANAUDOTI IVERTINIMA

TOBULINTI PARAMOS TEIKIMA?

Anne Welle-Strand

Santrauka

Straipsnyje nagrin¢jama paramos, teikiamos besi-
vystanéioms Salims, problema. Tadiau straipsnyje
§i problema keliama i§ paramg teikiancCios Salies po-
zicijy. Autor¢ siekia iSsiaiSkinti, kiek Sios paramos
efektyvumui padidinti gali padéti jvairios Svietimo
sistemos vertinimo procediiros ir biidai, leidziantys
nustatyti teikiamos paramos poveikj. Autor¢ teigia,
kad vienais atvejais jvairaus pobiidzio parama bei lab-
dara efektyvi, kitais — maziau cfcktyvi ar net apskritai

Gauta 2002 06 19
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abejotinas jos cfcktyvumas. Kartu isrciSkia viltj, kad
atcityje jmanomi tcigiami poky¢iai, jei tam bus palan-
ki politiné valia. Galima sakyti, kad tai pirmas to-
kio pobiidzio straipsnis, aktualus kick Lietuvos, tick
pasaulio Svietimo darbuotojams, besidomintiems §vie-
timo problemomis ir siekiantiems efcktyviai panau-
doti tiek gaunamg jvairaus pobiidzio paramg, tick
ju paciy teikiamg kitoms maziau iSsivysciusioms
Salims.
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