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Abstract

This thesis is situated at the intersection between the three themes of
education in Africa, impact assessment and Information and
Communication Technologies (ICTs). Specifically, it seeks to develop a
critique of current practices regarding monitoring and evaluation of ICT for
education within Africa, and explores plausible alternatives to such practices
that would make the benefits of education and technology more available and

structured towards the poor and marginalised.

Two participatory case studies of ICT for education programmes in Malawi
and Ethiopia were used as the main empirical focus for the research. These
involved working in partnership with implementing organisations, whilst
simultaneously abstracting myself so as to evaluate the evaluation process
and assess tle underlying reasons for what was occurring. These case studies
were supplemented by three international participatory workshops and a

pan-Africa survey of ICT for education practitioners.

The findings from the empirical work are examined within four ana lytical
contexts. The first of these analyses the different methodological approaches
employed in the case studies and considers the limitations and opportunities
encountered. The second focuses on the role of partnerships within ICT for
education programmes, especially in regard to their impact in defining the
nature of monitoring and evaluation processes. The third investigates the
marginalising of pedagogy within many ICT for education programmes,
especially in regard to educational outcomes. The fourth explores the
significance of aspiration within technology related development initiatives,

focussing on consequences for effective impact assessment.

The applied nature of the research emphasises the need for both critical
rigour and innovative alternati ves in assessing ICT for education in Africa.
This thesis concludes by demonstrating the ways in which monitoring,

evaluation and impact assessment can be positively reframed inthe light of



the research findings to emphasise process, participation, capaciy

enhancement, and the centrality of education.
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1. Int roduction

Significant attention is currently focused on the potential for ICT sto assist in
leapfrogging educational problems within developing nations (Pye and
Stephenson 2003, Tinio 2003, Leach 2005) and there is much enthusiasm
for a possible technology-e nabl ed Obreakthrough i n
p.6). However, considerable debate surrounds the question of whether the
infusion of technology into education has actually instigated more than
incremental changes to the field. Proponents assert that the last decade has
resulted in the emergence of O6a Obrow
pagination) with technology positively affecting student motivation ( info Dev
2005) and, when implemented with fidelity, leading to a significant increase

in learning (Linden et al. 2003, Lemke and Fadel 2006). This is challenged
by sceptics who argue that achieving structural technological change in
schools takes far longer than anticipated (Cuban 2001) with no substantial
evidence existing that the introduction of technology has yet caused any

fundamental changesto education (James and Miller 2005).

Establishing which of these positions is a more accurate reflection of reality,
or, more precisely, what are the conditions and contexts with in which one or
the other is more likely to occur, is a pressing concern. Ths is because in
addition to pedagogical concerns, the use of technology in educationis driven
by substantive economic, political and ideological motivation. An
understanding of the varying appropriateness and efficacy of using
technology within education in Africa has significant and long lasting
consequences for the wayeducation is undertaken across the continent. The
nature of these consequences is dependent upon effective monitoring,

evaluation and impact assessment.

Wagner et al. (2004) note that there have been a variety of outcomes from
ICT for education projects, with negative impacts including the reinforcing of
dependencies, imposition without community involvement and collapse due

to lack of funding or political commitment. Due to the rapidly increasing
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number of ICT for education programmes through the last decade, and the
varying degrees of success they have experiencedhere has beenincreased
recognition of the need for monitor ing and evauation to assessimpact (Ting
Seng Eng 2005). However, overall ICT for education strategies remain weak
(Guislain et al. 2006) with major institutions only gradually incorporating
initial baseline surveys, monitoring of progress and rigorous evaluation of
impact into their projects (Batchelor et al. 2003). Having assessed a wide
variety of studies, Kozma (2005 p.2 1) concludes that
relationship between the mere availability or use of ICT and student
|l earni ngo. Ho we v eneric asbeetigne, ntetre arel significante

knowledge gaps remaining regarding what works and what does not. As

t her e

summarised in an infoDev( 2005 p. 5) report, Odespite

studies, the impact of ICT use on student achievement remains difficult to

measure and open to much reasonabl e

Effectively assessing impact is a familiar issue encountered within every
sedor of development related work and grappled with by theorists and
practitioners alike. The agenda of thisthesis is to addressthe issue within the
specific context of ICT for education in sub-Saharan Africa by exploring
innovate and alternative approaches to monitoring and evaluation in an
attempt to reconceptualise the debate with an intentional focus on the
educational interests of the poor and marginalized. Sub-Saharan Africa was
chosen because it is the poorest region in the world (HDR 2009) and faces
the most severe challenges in primary education provision (EFA 2010). The
normative theoretical objective was crafted into a practi cal research agenda
through adopting an approach of sustained cyclical reflection on monitoring
and evaluation processes through engaging with two empirical case studies of
ICT for education programmes in Malawi and Ethiopia. Supplementing these
methods were three international participatory workshops and a pan -Africa

survey.
The way monitoring and evaluation is conceptualised is built into many

societal understandings of quantifiable value and progress (Watson 2006,
ITU 2007, OECD 2002). Linked to this is the popular assumption that the
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spread of technology constitutes a positive aspect of modernity and also
serves to inform ideas of progress and development (Brewer 2005,

Wainwright 2008) . This discourse feeds into the notion of pursuing
international dev elopment, a constantly debated objective within the global
community that is increasingly defined in terms of economic growth and

competitiveness (Sachs 2005, Collier 2008, Prahalad 2004). Finally, within

the development framework, it is education that is frequently heralded as the
primary means through which to achieve key objectives (DFID 2010, EFA
2010, EFA 2000).

In the light of this, Chapter 2 of this thesis engages with each theme,
problematising and exploring them in order to build a theoretical framework
for subsequent analysis and a foundation for the aim and objectives. The
methodology, Chapter 3, then provides an explanation of the variety of
approaches through which the aim and objectives were operationalised. In
Chapter 4, | document the findings of the monitoring and evaluation
exercises in Malawi and Ethiopia, providing the practical context of the case
studies for subsequent analysis that isstructured into four chapters. The first ,
Chapter 5, analysesthe development of the methodology, especially in regard
to the innovative approaches employed in the case studies of Malawi and
Ethiopia. The intention is both to provide a critique of orthodox practice and
give examples of credible alternatives through a cyclical process of reflection.
The second, Chapter 6, focuses on the role and influence of partnerships
within ICT for education programmes and the impact they have in defining
the nature of monitoring and evaluation processes. The third, Chapter 7,
assesses the issue of pedagogy within ICTadr education and considers the
reasonsbehind current emphases, especially in regard to the marginalising of
educational outcomes and definitions of impact. The fourth, Chapter 8,
explores the significance of aspiration within technology related education
initiatives at both a personal and societal level, focussing on consequences for
decision making and subsequent criteria for effective monitoring, evaluation
and impact assessment. Following these four anaytical chapters, Chapter 9
concludes this thesis by drawing the themes together, ensuring practical
application of the research and emphasiang the need for critical rigour,
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innovative alternatives, and the centralising of educational objectives in

assessing ICT for education.
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2. Theoretical context

2.1 Overview

Sustained investment in the wuse of | CT i
that almost every government in the world believes that technology and
education are the keys to compe)(seei ve a
also Temple 2001, World Bank 2007, Aghion 2009, OECD 2010). This leads

to the implicit dominant assumption that adoption of ICTs within education

is an inherently positive trend and a causal factor in promoting growth,

primarily defined through economic criteria.

This thesis focuses on the monitoring and evaluation of ICT for education in
Africa and utilises the topic as a lens through which to assess underlying
issues of methodology, partnership, pedagogy and aspiration.In order to do
this | begin with a theoretical context that engages with the three foundations
of this thesis. The first of these examines the role of education within
development, the second the philosophy of technology, and the third the
priorities and constraints surrounding monitoring and evaluation. |1 t hen
draw together and build upon these by considering the nature of ICT for
development, providing an overview of its progression and utilising aspects of
development theory to emphasise the benefit of critical approaches.
Following this | highlight the ne ed to engage with the complex and disputed
consequences of using ICT in education, exemplified through considering
plural and participatory technologies. Th is chapter closes by returning to ICT
for education in Africa, demonstrat ing the need for rigorous m onitoring,
evaluation and impact assessment that engages with education, development

and technology.
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2.2 Substance, rationale and approach to education

2.2.1 Introduction

In considering the role of education within development | focus on the
prominence of education within development agendas, the way in which
education is conceptualised and undertaken and the underlying reasons for
this. The discussion is based upon the premise that good quality education
should constitute a high priority within developme nt initiatives (Sperling
2008, The Basic Education Coalition 2004, Watkins 2001) because of its
potential both to provide basic literacy and numeracy (DFID 2010, EFA
2006) and also to catalyse highend skills such as critical thinking, creativity
and decison making (Brighouse 2006). Alongside this, | challenge the
dominant conception of education as being justified through catalysing

economic growth and provide an alternative liberal rationale.

2.2.2 Substance of education

Providing access to education has long been recognised as a key development
priority ( Colclough and Lewin 1993, Jolly 1969) and currently holds a
uniquely prominent position within global development agendas. This is
reflected in the Millennium Development Goals (MDGs) (UN 2000) where i t
is the explicit focus of goals two and three (Figure 2.1) Education is also an
implicit requirement in achieving the remaining six goals : especially
promoting health (Smith and Haddad 2000, Vandemoortele and Delamonica
2000) and gender equality (UNICEF 2009, Save The Children 2005, Abu-
Ghaida and Klasen 2004, Herz and Sperling 2004, Rugh 2000).

Goal 2 T Achieve universal primary education

Ensure that all boys and girls complete a full course of primary schooling

Goal 3 T Promote gender equality and em power women
Eliminate gender disparity in primary and secondary education preferably by
2005, and at all levels by 2015

Figure 2.1: MDGs (UN 2000)
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In addition to the MDGs, t he Dakar Framework for Action adopted at the
World Education Forum in April 2000 reaffirmed the global commitment to
achieve Education For All by 2015 (EFA 2001)(Figure 2.2).

We hereby collectively commit ourselves to the attainment of the

following goals:

(i) expanding and improving comprehensive early childhood care and

education, especially for the most vulnerable and disadvantaged children;

(i) ensuring that by 2015 all children, particularly girls, children in difficult
circumstances and those belonging to ethnic minorities, have access to and

complete free and compulsory primary education of good quality;

(i) ensuring that the learning needs of all young people and adults are met
through equitable access to appropriate learning and life skills programmes;

(iv) achieving a 50 per cent improvement in levels of adult literacy by 2015,
especially for women, and equitable access to basic and continuing education

for all adults;

(v) eliminating gender disparities in primary and secondary education by
2005, and achieving gender equality in education by 2015, with a focus on
ensuring girls’ full and equal access to and achievement in basic education of

good quality;

(vi) improving all aspects of the quality of education and ensuring excellence
of all so that recognized and measurable learning outcomes are achieved by

all, especially in literacy, numeracy and essential life skills.

Figure 2.2: EFA goals (EFA 2001)

Al t hough c o n s iomkeaf ¢hd mastoexcitng pleilges that the

i nternational community has ever madeo6 (
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progress towards the EFA goals has remained slow in much of Africa. A
considerable body of literature demonstrates that gender parity, class sizes,
teacher training, limited places at secondary level, sporadic attendance and
low overall attainment remain significant challenges (EFA 2007, 2009, 2010,
Mulkeen 2009, Bennell and Akyeampong 2007, Save The Children 2005,
Herz and Sperling 2004). Across sub-Saharan Africa there are on average 44
pupils per teacher in primary school (EFA 2010) and an estimated 32 million
children out of school. In the light of this it is predicted that another 1.6
million teachers will be required in employment by 2015 in order to provide
primary education for every child (UNESCO 2006a). Indeed, at current rates
of progress it is projected that in 2015 there will be more children out of
school in the region, and across the world, than there are today This is
primarily due to the fact that the rate of enrolment increase has slowed and is
now being surpassed by population growth (EFA 2010a).

The challenging and complex situation that these figures exemplify is the
context within which any ICT for education initiative in Africa must find
relevance. Considering how best to undertake effective monitoring and

evaluation of ICT for education initiatives is th erefore dependent on

considering two qwhysldwecdusate?d i hddressed bys t ,

reviewing the dominant economic rationale for education, revealing potential
flaws, and presenting instead the philosophical foundations of liberal
education, exploring the impact this has upon the way in which ICT for

education programmes are assessed. Inthe light of the answer to this

0

guestion, t he s econhbw dohve edadatedWithinctldsh s i der s

the provision of widespread access to good qualityeducation is identified as a
long-term priority (Herfkens 2002, Watkins 2001) , with an acknowledged
need for greater engagement with flexible approaches to learning (Mayer
2004).

2.2.3 Rationale for education

The prevailing global rationale for prioritiz ing investment in education is

encapsulated well by the World Bank (2007 p.1): 6i n todayods
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characterized by intense global competition and rapid technological change,
the key to prosperity is a well-educated, technically skilled workforce
producing hi g h val ue added, knowl edge i
Widespread consensus exists between Western governments that education
is central to ensuring competitiveness within the global economy (Schleicher
2006, Temple 2001). Positioning the provision of education as central to
sustaining prosperity and economic productivity ensures significant financial
support for the sector, perceived as a worthy investment due to the
subsequent national benefits (Aghion 2009, Friedman 2006 , Boissiere 2004,
Hanushek and Kimbo 2000). This notion is ultimately founded upon the
human capital theory of Adam Smith (1776) and supposes that the value of
education should be defined largely on the basis of the resultant increased
income. When the promotion of economic growth is the foremost
development priority (UNECA 2007, G8 2007) then educational agendas are
ultimately subsumed within this, forming a useful tool in attaining to, or

legitimising, the pursuit of the overarching goal.

The anticipated economic return from educati on results in a certain form of
investment in education being legitimised and promoted (see Woessmann
2003, 2002) . This serves to position the school system as subservient to an
overarching economic and political agenda and as the datural 6 place to
inculcate a technological literacy viewed as central to economic advancement
(lllich 1970). To Iillustrate the implications of this, Brighouse (2002)
articulates the possibility of a situation arising in which the economy is no
longer most effectively served by providing universal access to education and
is instead strengthened by restricting access to education for all but an elite
minority. This hypothetical context demonstrates the importance of
promoting an environment where agents external to market forces constitute
the primary driver for education (White 2002). Although education and the
market are not inherently antagonistic, it is imperative that schools and
education systems primarily o6éorient
who will have to deal with the economy, and not to the needs of the economy
i tselfd6 (Brighouse 2006 p. 28) .
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The critigue posed to the market through liberal education principles is

useful in constructing a viable alternative to an exclusively economic

rationale for education. Thi s IS grounded histori

assertion that promoting liberal education is a key for avoiding hegemony
and ensuring society remains free from domination by an approved state-
sanctioned ideology: in this instance, free market capitalism. Commentators
following this tradition have isolated what they consider to be the defining
rationale for such an alternative approach to education. For Freire (1970), at
the radical edge of liberal thinking, the purpose of genuine education is to
enable critical engagement with the world, developing the capacity to solve
problems and serving as an emancipatory tool through developing a critical

consciousness among the poor (McLaren 2000 p.6).

More recently, and situated within development literature, Sen (1999 p.11)

suggests freedom as the ultimate purpose of education, positing it as the

maj or access point for ensuring that

own destiny and help each othero to
Other liberal views on the role of education promote its place in catalysing
autonomy (White 1982, Winch 2005), individual well -being (White 2002),
self-determination (Walker 2005), social capital (Putham 2001), creativity
(Chomsky 2000), flourishing human life (Brighouse 200 6), democracy
(Barro 1999), and capacity for critical reflection (Paul and Elder 2005) and
engagement (Hirst 1993). Whilst stemming from multiple perspectives, these
theorists each encapsulate the notion of educational value as somehow
intrinsic and not su bsumed within a solely economic agenda. The education
process is ascribed with inherent value due to the individual and communal
good, regardless of whether it is externally deemed to constitute a perceived

benefit, such as the promotion of economic growth.

2.2.4 Approaches to the practice of education in development

It is estimated that 60% of children in Africa who complete primary school
fail basic literacy tests (Selinger 2009). Although recognised as a dual priority

(Sampa 2003), steadily increasing attendance and decreasing overall levels of
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attainment (Fredriksson 2004) indicate that, contrary to the emphasis in the

MDGs, improving educati on guality while e

nsur.i |

chall enge than administering expa&hsi on o

It is clear therefore that examining what is being taught to children in the
classroom and in what manner they are being taught is of critical long-term
significance (Patrinos and Kagia 2007, EFA 2004). This has major
implications for the manner in which teaching is undertaken, in regard to
both theoretical approach and curriculum delivery.

In both the developed and developing world, conventional classroom
education has traditionally been shaped through a rote-based approach to
learning (Smith and Ngoma-Maema 2003). This was widely criticized in
Europe, Australasia and North America during the latter part of the 20 t
century, with increased acknowledgment that the primary goal of education

cannot be simply to learn a set of prescribed answers whichform the basis of
assessing attainment (Croft 2002). This reflects a shift towards focusing on
the priority aim of developing capi
present and future needs of the particular learners in question and the
communit y , given the particular <circu
2004 p.2). Although subject to much recent attention, ideas regarding more
flexible approaches to education have been circulating, albeit with a variety of
different labels, for more than a century. Dewey (1897) exemplifies this
through his concern for educational reform and the campaign against
authoritarian approaches in favour of experiential education, linked to the

discovery-based approaches in vogue today.

This shift has resulted in much educational discourse presenting learning as
occurring in one of two possible models: the first is rote-based where the
teacher transmits knowledge to a waiting audience, and the second is
constructivism, a student centred approach emphasising autonomous
discovery learning and minimal teacher input (Cromer 1997). However, such
dichotomising fails to acknowledge the subtle nuances of applied classroom
teaching that clearly fails to fit into neatly prescribed categories. Outside the

theoretical realm, every learning and teaching experience falls somewhere
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between these two extremes as a result of multiple factors and pressures.
Again, although often ignored, the combination of both forms of learning has
long been acknowledged, with Dewey (1938 p.28) notng that all schooling
falls somewhere along the Oexperiential

Despite the propensity to polarize debate regarding classroom practice as
either rote-based or constructivist, Brighouse (2006) views no fundamental
tension between the two extremes. He suggests that both forms of learning
are vital for promoting increased autonomy and ability to live well because
approaching the world critically is dependent on first being taught facts about
it (Brighouse 2006). Whilst in agreement with this concep tual representation
of a balanced education, it is necessary to consider potential areas of
disconnect. The first is that whilst promoting free enquiry in education it is
also important to recognize that the reality of the current educational
landscape in the majority of African schools is far removed from this
pedagogical blend, with most classroom activity still predominantly didactic
and based within the previously mentioned rote approach to learning
(UNICEF 2010, Selinger 2009, UNICEF 2004, Watkins 2001).

The second is specific to the question of ICT for education where technology
enhanced constructivism is often presented as an allencompassing solution
to rote-based deficiencies. It is important to recognise the limitations of a
constructivist model to teaching and learning (Mayer 2004), regarding with
scepticism those who promote its uncritical adoption in education and
instead viewing it as one aspect of pursuing a flexible and guided approach to
education (Kirschner et al. 2006). Within this it is also necessary to be
conscious of the motivating factors behind the vocal proponents for
increasingly constructivist approaches to education in developing regions.
The strongest voices in favour of this pedagogy are often the same as those
advocating an increased role for technology in education and promoting
private sector interests (see Lemke and Fadel 2006). This raises concern
surrounding the promotion of constructivist learning as a tool for private
sector aspirations to inculcate an increasingly technology dependent mode of
schooling and education.
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Indeed, there is insufficient problematising regarding the rationale for

education and approach to appropriate pedagogy within ICT for education

initiatives. As Kellner (2002 p.155) notes, the technological revolution
Oprovides educational reformers with the
be restructured to promote democracy and human needs, or whether

education will be transformed primarily to serve the needs of business and

t he gl obal The mnplinatomsy @ .this in the specific context of

monitoring and evaluation are explored in Chapter 8.

2.3 Historical and current perceptions of technology

2.3.1 Introduction

Following this outline of the role of education, | now examine the philosophy
of technology and the position it holds within society. This begins by
outlining the frequently dystopian portrayals regarding the impact of
technology that were prevalent in the mid-20t century. | contrast this with
the naive optimism now espoused by certain commentators, somewhat
reminiscent of early 20t century thought. Within this setting | argue that the
increasing influence of ICT within developing countries necessitates a stance
of critical engagement to ensure that the benefits of new technologies are
made available to those who need them most rather than only those who

have the economic resources to access them.

2.3.2 Impact of technology

The emerging digital age has been | abell
with current advancements in ICT heralded as being of greater significance

than both the industrial and print revolutions (Castells 2000 p.9) and

technology promoted as being potentially the most significant agent of

change in the modern world (Chambers 2006). As Floridi (2002 p.2) asserts,

Ono previous generation has ever been e
acceleration of technological power over reality with the corresponding social

changes and ethical responsibilitieso. H
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promoted t o b e cteristie teahriolbgy of mir dimea tactually,
rhetorically and e(Fleridi 2002 p.2) o Bhrs aspfurthec al | y 6
developed by Wagner (2009 p.368) in the specific context of poverty. He

notes:61 n an era of increasinglagdeodnanici sati o
domain where one feels a greater pressure of rapid change than that of
technology. And, there is no domain where it appears that the gap between

rich and poor seems to be | ai d Sbhchrdmamate cclaingsst ar kK1 y
although contestable, serve to demonstrate the magnitude of the
technological shifts occurring. It is therefore necessary to acknowledge the

complex and contrasting implications they embody for society, and

specifically developing contexts (Castells 2000).

In order to build a fo undation from which to determine the most appropriate

approach for monitoring and evaluating within the context of ICT in

education, it is necessary to engage with the progression of philosophical
understanding regarding the relationship between technology and societal
development. The conclusions of such a discussionform a vital foundation

for understanding why and how monitoring and evaluation are undertaken,
rejecting technological determinism and advocating a stance of applied
critical engagement. The practical job of assessing the use of ICT in education
in Africa is founded upon, and driven by, the underlying, often subconscious
philosophies of technology that stakeholders adhere to. It therefore follows
that undertaking rigorous and effective monitor ing and evaluation is
dependent upon a more conscious engagement with the implications of these

foundations.

2.3.3 Philosophies of technology

Technology and associated innovation was perceived in Greek philosophy as
distinctly inferior to the immutable ar ts. There was widespread suspicion of
technol ogi cal innovation throughout this
affairs € something that persons of t ho
(Winner 1995 p.69). Only within the moder n capitalist structure of p ost-

Enlightenment Europe has technological innovation attained a position of
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central value within the ethos of society, primarily due to its significant
potential for wealth generation. Since this time, the increasing momentum of
technological innovation and its potential consequences for both individuals
and society has been the subject of sustained philosophical debate.

Conceptions of the role of technology within society in the early 20t century
were defined by a broadly uncritical, although not unregulated, perspective
(see Dewey 1930). This optimism was in contrast to later theorists,
exemplified in the Frankfurt S chool, disillusioned through witnessing the
destructive power of technology and crafting a dystopian critique in
opposition to an increasingly technological society. Significant and frequently
polemicised theses regarding the place of technology within society were
developed by a succession of philosophers during this period. For Ellul (1964
p.219), the increase of technological domination had impact at a more
fundamental level than any official ideology with which a society may align

i tself such as |l i beralism or soci al

i sm,

A

abstract concept of the economic manbo.

(1964 p.J) conviction that technol ogi cal pr o
phase of the extensions of mané, i ncreas
and reducing humanity to the point wher e
organs o f the machine W%4 p.56)0 Thi§ M @rounded m

Hei degger 6s (1954) assessment of tech

fundamental violation of humanity, constituting a central dimension of his

critique on the Platonic ontological foundations of western society. More
recently, related emphases have been sustained by Postman (1992) wh
suggests that current social and cultural values have become subservient to
modern technologies, especially the computer, leading to the destruction of
humanity through removing all ultimate meaning, direction and purpose.
The outworking of dystopian portrayals such as those illustrated necessitates
a rejection of technology due to what is perceived as its intrinsically

dominative and destructive nature.

In partial contrast, Marcuse (1964, 1968, 1969) proposed a perspective

somewhat less intrinsic in its rejection of technology, focusing attention on
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appropriate application in recognition of the potential for exploitation. He

rejects the neutrality of the machine and emphasises the place of power,

asseting that technology constitutes a historical -social project that asserts

Owhat a society and its rhl mag &antdentdéstn
(Marcuse 1964 p.25). He argues that this 'new technological work-world'

binds technology to capitalismandd o mi nati on, because Ot he
of social control are technological (Marcuse 1964 p.11). The projected
outworking of this is the enforcing of a socio-political system with totalitarian

tendencies, increasing the oppression of the working class ad producing a
one-dimensional thought system of technical rationality that delegitimises

critical opposition. In the light of this Marcuse emphasised the need for an
alternative liberated technology that can promote a non-dominative society,

targeting his critique at the current prevailing expression of technology rather

than the notion of technological advancement itself.

2.3.4 Practical implications

A weakness with the Marcusian perspective is his presentation of technology

as a singular entity which is only capable of being utilised for one of two

options: either maintaining the status quo or entirely restructuring society
through 6a science and technology releas
and exploitationd (Marcuseinglséne9asmn 3 1) .
abstract philosophy but is of limited practical assistance in the complex realm

of applied engagement, especially when considering the specifics of ICT for

education. The limitation is highlighted by Feenberg (2003 p.42), who notes

that ohie logic of dystopia is too totalising and does not correspond to the

rather chaotic realities of technical i fed.
active involvement is therefore dependent upon acknowledging the potential

for a third option that is base d on critical engagement and embraces a vision

of technology that encompasses a wide variety of tools which have potential

to be utilised simultaneously for a multiplicity of different purposes and

desired ends. Such conflicting opinions surrounding the mu ltiple and varied

potential uses of technology within a development or, more specifically,
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education context are usefully illustrated by the debate between Helmreich

(1999) and Lansing (2000) centred on digital technology and water.

Advocates for critical engagement (Feenberg and Hannay 1995, Vogel 1995)

dismiss the assumption that technology has autonomous and static
functional |l ogic as deterministic, fat al
of t he present and nNo gui danceploBor t he
Arguments that position technology as the primary structure of society (Ellul

1964) can be simply contested on the basis that technology, in itself, is

ambivalent. Put simply, technology can be used eitherto serve the interests of

those in power or to transform the nature of power relationships (Castells

2000). Emphasising the Omalleability of 1
dichotomy and recognises the potential for incremental change, diversity and

choice as well as complete paradigm shift. Thus technology is positioned as

subservient to people and as a potential element of both liberation and

subjugation (Vogel 1995).

Feenberg (1995 p.20) makes the important point that although a dominant

experience of recent history has been the use of échnology in hindering
participatory democracy, it is foreseeahb
than one type of technological civilisation, and may someday be incorporated

into a more democratic society than our
this stance within the specific context of current ICT, pointing to its
emancipatory and transformative potential, serving to enliven democracy,

create networks and redefine power to t}
takes precedence o0V elndeed, Ip&entillindieasons mff powe |
this are found in participatory web -based technologies such as blogging and

twitter and | retu rn to discuss these later in this chapter.

Offering practical steps towards a view of technology that could help bring
about such a transformed society is dependent upon holding lightly to these
abstract reflections and engaging with the practical implications of rapidly

shifting, technology -induced, time-space interactions in both developed and
developing contexts. Once it is recognised that the application of technology
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can instigate both harm and good, it becomes necessary to form a framework
for promoting principles such as political transparency, social creativity and
individual freedom. It is such issues that constitute hol istic definitions of
social and individual development (Sen 1999) and thus should be central
elements within any ICT for development and education initiative .
Employing technology effectively within development therefore requires a

normative agenda, harnessing the potential of technology to help form a

Onearn i enated societyd where dhumans consc
responsibility for the world, transforming it on the basis of needs that are
discursively expressed and social decisions that ared e mocr ati cal |y

(Vogel 1995 p.38). If achievable, this has the potential to break the
determinist link between technology and domination, challenging the notion
of technology as seltgenerating and detached from society, and
simultaneously shifting it s position away from one of unquestioned

acceptance.

2.3.5 A note of caution

Having outlined this perspective it is necessary to add a cautionary note.
Despite the potential for critical engagement, this is rarely fully realised
within an arena dominated by private sector led, unquestioned adoption of
technology. Whilst rejecting dystopian critiques on the basis of their
essentialist claims, it is important to acknowledge that many of the fears they
articulate are currently being realised to varying degrees as a consequence of
uncritical social choices regarding what constitutes development and, more
specifically, the appropriate application of technology in education. This is
particularly pertinent in the light of recent naive optimism regarding the
potential of new digital communication technologies within the
contemporary world and the presumed inevitability of positive change from
their promulgation (see Battelle 2005, Sunstein 2006). Such populist
approaches serve insidiously to undermine and delegitimi se a critically
engaged approach.l return to consider the implications of this for assessing
ICT for education throughout Chapter 8.
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A more reasoned approach is offered by Castells (2000), who highlights how
ICT has caused a diminution of hierarchy withi n structures and instigated a
transition towards reliance on a network -based approach to social and
business interaction. Although still idealistic, his analysis of potential impacts

is more appropriate than the generic optimism often expressed. However, it
remains important to avoid transposing such ideas, reasonable in a
developed context, simply to be assumed as being applicable in the
developing world. To do this would be a naive oversimplification: optimism

regarding the potential of ICT to dissolve or realign hierarchies and power
relationships must be tempered with realism regarding embedded structural

inequalities that dictate much use and abuse of technology.

Regardless of the context or level of optimism, the spread of technology
serves to raisethe consequential stakes across society, with a simultaneously
increased potential for both greater control and manipulation and also
liberation and freedom (Feenberg 1995). However, in spite of this there exists
something of a philosophical vacuum regarding how society defines what
constitutes an appropriate response to the power, opportunity and potential
danger offered by new technologies (Winner 1995 p.65).This reality requires
more than a superficial acknowledgement, focusing attention on intentionall y
maximising the non -subjugative potential, recognising that the progression
of democratic society is intrinsically aligned with perceptions of and

responses to technology (Feenbergl999).

Despite the varying potentials, the primary current use of technology is as a
tool of global capitalist hegemony, serving to define linear conceptions of
progress, legitimise consumerism and enable the statusquo to be
maintained. Indeed, choosing to engage with a topic so delicately positioned
at the interface of conflicting agendas could easily serve unwittingly to lend
credence to the aforementioned technocratic, expansionist agendas. Any
attempt to develop a pro-poor alternative to this system requires intentional

subversive action, caution and humility. This in turn requires a clear
framework for decision making that is distanced from the worldvi ew of global
capital and instead focuses on the priorities of the poor and marginalised.
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Such an undertaking is central to the rationale for this thesis and constitutes
a core objective of my monitoring and evaluation (Wagner 2009). Assessing
the manner in which technology, within the context of ICT for education in

Africa, can be utilised to bring about the most good and least harm is a theme
that recurs throughout the analysis and especially in the discussion regarding

aspiration in Chapter 8.

2.4 Foundat ions and priorities in  monitoring and

evaluation

2.4.1 Introduction

Following the above discussion regarding education and technology, | now
focus on the place of monitoring and evaluation and the quantification of
value within society. In order to understand this , it is necessary to examine
the extent to which quantifiable imp act and increased efficiency havebecome
synonymous with perceptions of value across different secbrs of society,
especially in relation to notions of development. Both the positive and
negative connotations of this trend are explored, expressed through
accountability and good governance discourses. Following this, | scrutinise
the modernist foundation for such an approach and outline the benefits for
pursuing an alternative form of monitoring and evaluation work based on

critical realism. | then close this section by focusing on definitions, outlining

conventional understandings of monitoring, evaluati on and impact
assessment and explaining how my working definitions for the research are

situated within these.

2.4.2 Quantification of society

The attempted quantification of the information society and associated
impact of ICT on education has been the subject of numerous reports
(UNCTAD 2005, OECD 2005, OECD 2006, ITU 2007, UNESCO 2007) and
research (PenalLopez 2009). As one example, the ITU has developed

numerous quantifiable and input -based indicators for the monitoring of

progress towards target 18 dthe 8" MDG whi ch st at es, o1
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the private sector, make available the benefits of new technologies, especially

i nformation and communication technol ogi

i nclude 6tel ephone l i nes 80d poplul at apn
per sonal computers in use per 100 popul
popul ationd (I TU 2003) . A similar approa

to measure ICT for education, with frequently promoted listings of

quantitative indicators of ICT f or education resources ¢
devices (computers, printers, projectors) per school, number of
students/ teachers usi ng t he I nternet pe
monitoring and evaluation (Kozma and Wag ner 2005) as summarised below

(Figure 2.3). It is pertinent to ask why the predilection for quantitative and

input -based indicators has developed in monitoring and evaluation of
development and within ICT for education more specifically. In order to

address potential reasons for this, the following discussion reflects on

broader trends within society towards increased efficiency, accountability

and quantification of value.

Conventional national education indicators for monitoring and
evaluation:

- Total public expenditure on education

- Educational expenditures per student

- Relative proportion of public and private investment in educational

institutions
- School enrolment rates at various levels
- Instructional time

- Class size and ratio of students to teaching staff

Conventional national ICT for ed ucation indicators for monitoring
and evaluation:

- Presence of a national educational ICT policy

- Presence of a master plan with a timeline

- National expenditure on ICT in education

- Ratio of students to computers
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Availability of computer networks in schools
ICT as a separate subject in the curriculum
Integration of ICT into the curriculum

Number of schools incorporating ICT

Figure 2.3: National ICT for education in

2.4.3 Implications for development

dicators (UNDP 2004 )

In the latter half of the 20 th century a significant transition has occurred

across European and North American society towards increased emphasis, in

both public and private spheres, upon fiscal accountability, return on

investment and quantifiable indicators of impact. This is associated with the

development of a distinctly target driven culture, with subsequent

implications for the manner in which development is both conceptualised

and practiced. The MDGs are indicative of this trend, offering quantifiable

objectives, detailed schedules and pojected completion dates for eight

internationally agreed goals (United Nations 2000). Alongside this, the Good

Governance Agenda is established as the primary framework for aid

allocation within the international donor community, emphasising good

governance, transparency and capacity development as key criteria for

funding (Commission for Africa 2005). The same trend is reflected in donor

emphasis on international
for funds (DFID 2006) and the Paris Decl aration (2005, statement 44)
agreement t o 0 emiented Irépartng ande sasskssnsent
f r a me woSinklaslhj . UNESCO (2003) adheres to the link between

accountability and monitoring and evaluation by identifying it as their

primary tool for ensuri ng the proper spending of funds. These emphases are

measur es

demonstrated in the widespread use

tool for improving the efficiency of project interventions through strategic

identification of inputs, outputs, outcomes and im pact (OECD 2002). The

impetus and rationale for mainstream development work and objectives is

therefore founded on an increasingly results-based approach (Clark and
Sartorius 2004) , wi t h

achievementof outpu t s , out comes

strategies

and

I mpactso
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These trends within development policy and practice have both positive and
negative manifestations with significant ideological and practical
implications. The rationale in p romoting effective governance isthat it should
lead to a decrease in corruption and facilitate aid reaching intended
beneficiaries. This in turn should lead to positive feedback on donor
willingness to increase support. Likewise, increased monitoring and
accountability of aid allocation an d spending through a systemised feedback
of results is intended to promote confidence that support given makes a
positive difference. However, the ensuing tendency to promote definite
dimensions of impact and the restriction of development work to activiti es
that can be contained within a quantitative framework also has significant

negative consequences.

The development industry becomes structured towards promoting
programmes that are disposed towards having pre-determined impacts
(Kleine 2009). In additi on, implicit assumptions of neutrality, objectivity and

universal applicability (United Nations 2005a, ITU 2007) that accompany

more positivist conceptions of impact can serve to delegitimise alternatives
and sideline equally significant subjective aspects of development and
education impact. This applies particularly in the context of deciding whether
quantitative or qualitative measures should be prioritised in educational

evaluations (see Chapter 5). Qrrent emphases ensure that monitoring and
evaluation are no longer at the fringes of development (Elkins 2005) but
occupy central, frequently scrutinised, and often profoundly confused

position s within the sector (George 2008).

2.4.4 Focus on efficiency

Considering the implications of prioritising definab le impact within
development is linked to broader questions of efficiency and quantifiable
return on investment within the wider aims of society. For Borgmann (1984)
and Ellul (1964) an increasingly technology-based society has the perpetual

quest for efficiency as its ultimate goal, willing to sacrifice anything not
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assisting towards this end. The implication is that monitoring and evaluation

constitutes an explicit t ool wi t hi

productivity, and control that now drives tech nological choices in the global

economyd (Winner 1995 p. 82) . Promot. i

problematic, but it is equally futile to propose the adoption of an anti -
efficiency position. As Goulet (1983) makes clear, efficiency is an

indisp ensable tool for those who would seek to humanise the world, it is the

ng

t

form of efficiency that requires redefi

(Goulet 1983 p.621). Similarly, Feenberg (1999 p.199) notes that it is too
simplistic to dismiss all technologi cal progress as the unidirectional goal-
oriented pursuit of efficiency as i

the contemporary struggle for a humane and liveable world . 6

It is therefore clear that whilst increased efficiency should not constit ute a
goal in itself, it may also be utilised as a means through which to achieve
more substantive humanising goals. This emphasises social relativity
(Feenberg and Hannay 1995) and the need to resist panoptic depictions of
linear progress towards perpetually increased efficiency, whilst promoting
critical alternatives and the ability to learn and develop in the midst of

uncertainty.

In the light of this, the foundation for current dominant conceptions of
monitoring and evaluation may be called into question. The standard
epistemological foundation is that truth can be proved through observation
and repeated experiment. Because all variables within a process are
ultimately knowable one can be confident in assuming results based causality
and universal applicability. For Eyben (2005), such a preoccupation of
donors with results -based management reflects this and is indicative of the
unequal power relationships maintained with recipients, facilitating a
privileging of certain perspectives over others. Dissatisfaction with this has
led to a growing emphasis on alternative systemsbased approaches to
evaluation where external evaluators attempt to understand the historical,
social, cultural, religious context within which they are operating (Horstman
2004). Inde ed, these emphases significantly shaped my own approach to
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monitoring and evaluation (Chapter 3). Recognising the importance of
positionality and subjectivity enables movement away from the presumed
rationality of a solely results-based approach (OECD 2002). However,
recognising the necessity for moving away from a logical resultsbased
orthodoxy is still largely marginalised within monitoring and evaluation in

the arenas of both theoretical reflection and practical implementation.

2.4.5 The place of crit ical realism

Critical realism provides a critigue of the confident epistemology of
modernism, whilst maintaining a normative aspiration to instigate positive

change through effective monitoring and evaluation . This provides a pathway
between the objective and the relative, in acknowledging the role of both
observer and subject and the formative influence of both (Wright 1992). The
development of contemporary critical realism within the social sciences
(Bhaskar 1975) emphasises human involvement in processesand the
influence of soci al conditions and

generative model of causation in which the outcomes of the activation of

struc

mechani sms al ways depends on speci fic

Relativism is acknowledged alongside maintaining an optimistic perspective
regarding the potential of hum an interaction with the world consciously to

reflect upon, engage with and alter reality.

The notion that truth, although existing, is never fully or objectively
observed, has profaund implications for both the theory and practice of
monitoring and evaluating. It leads to a recognition that overly prescriptive
approaches can result in unintended disempowerment both generically and

in specific reference to ICT for education. Linking to wider conceptions of

devel opment , George (2008 ©p. 31) not es t

role to play in the unfolding of the sub

oppressive strategy cannot be employed w

Acknowledging that monitoring in itself can constitute a potential tool for
capacity enhancement and development necessitates a dynamic relationship

between subject and observer. In turn, this facilitates an appreciation of
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being rooted in specific socio-cultural and historical contexts and the process
of mutual shaping through an intervention. This demonstrates the value in

reconceptualising approaches to monitoring and evaluation, avoiding the
certainty of positivism and engaging with participants in humility i n order to

facilitate progressive change (Haraway 1995).

It is important to note here the close relationship between the private sector
and many ICT related education initiatives . This is a theme that | return to
throughout sections 6.3.2 and 8.5.2. One challenge that results from this
association is the profit motive of the corporate environment that tends to

lead to simplistic cause and effect and prediction-based monitoring tools.
Effective programme monitoring within the development sphere requires a

more holistic and ethnocentric approach, consciously revising the efficiency

paradigm conventionally employed (George 2008).

2.4.6 Key definitions

Significant and ongoing contestation exists regarding appropriate definition s
for the three terms dnonitori ng§ @valuation6éand dmpact assessmen® This is
unsurprising as it reflects the underlying tensions between different sectors
regarding appropriate interpretation and emphasis (Watson 2006, Elkins
2005). A recurring project within this thesis is the ren egotiation of these
terms within the context of ICT for education. However it remains useful to
provide clarity by situating the discussion within current understandings and

working definitions.

The t wo wor ds Omonitoringé amdlto eval ua
conjunction to encapsulate the task or process of assessing programme

efficacy. Indeed, throughout this thesis | frequently utilise the joint term for

this purpose. However, it is important to note that this does not mean they

are synonymous. The OECD (2002) definitions in Figure 2.4 exemplify the
conventionally accepted distinction between the two terms.

Monitoring OA continuing function that
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on specified indicators to provide management and the main stakeholders of
an ongoing development intervention with indications of the extent of
progress and achievement of objectives and progress in the use of allocatec
funds. 0

Evaluaton. 6 The systematic and obj eangiowv
completed project, programme or policy, its design, implementation and
results. The aim is to determine the relevance and fulfilment of objectives,
development efficiency, effectiveness, impact and sustainability. An
evaluation should provide information that is credible and u seful, enabling

the incorporation of lessons learned into the decision making process of both

recipients and donors. 0

Figure 2.4: Defin  itions of monitoring and e valuation (OE CD 2002)

The clear emphasis is on monitoring as a continual process and evaluatbn as
an event that is temporally defined and distinct. James (2004) makes a
similar distinction between ongoing performance monitoring that

emphasises performance andtarget tracking, and discrete evaluations that
assess impact and effectivenessWithin t his broad categorisation there are
numerous additional terms conventionally utilised to describe specific

approaches to monitoring and evaluating of programmes. The OECD (2002)
provides a useful synopsis of the various relevant terms(Figure 2.5).

Ex-ante evaluation: 6 An evaluati on t hat

i mpl ementation of a development int

Ex-post evaluation: 6 Eval uati on of a devel opl
been completed ... the intention is to identify the factors of success or failure,
to assess the sustainability of results and impacts, and to draw conclusions
t hat may inform other i nt e rSummative o
evaluaton :0 A study conducted at the eng
that intervention) to determine t he extent to which anticipated outcomes
were produced. Summative evaluation is intended to provide information

about t he worth of t he p r mdppeadent 0
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evaluation : 6 An evaluation carried out b
control of those responsible for the design and implementation of the

devel opment intervention. o

Formative evaluation :0Evaluation i ntended t
most often conducted during the implementation phase of projects or
programs. 6 ThMid -ternsevatuatibnat: 6 &v abuat i on
towards the middle of the period of

Participatory evaluation 0 Eval uation method in
agencies and stakeholders (including beneficiaries) work together in
designing, carrying out and interp
Self -evaluation: 6 An evaluation by those wh

and delivery of a development inter

Performance monitoring : 0A continuous ptingo and ¢
analyzing data to compare how well a project, program, or policy is being

i mpl emented against expected resul't

Program evaluaton :6Eval uation of a set of
attain specific global, regional, country, or sector development objectives.
Note: a development program is a time bound intervention involving
multiple activities that may cut across sectors, themes and/or geographic
areas. 6 Thi frojecsevatuatibnat:d@dEvabuati on o
development intervention designed to achieve specific objectives within
specified resources and implementation schedules, often within the
framework of a broader program. o

Process evaluation: 0An evaluation of t he
implementing organizations, their policy i nstruments, their service delivery

mechani sms, their management pract.i

Figure 2.5: Additional related definitions (OECD 2002)
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The third term that requires definition is impact assessment, also known as

impact evaluation. This refers to the Opositive
secondary long-term effects produced by a development intervention, directly

or indirectly, intended or uni nt en 4.4t is(canEe&d 2 00 2
with the attribution of change, with the central question of what would have
happened to the intervention beneficiaries had the programme in question

not been operational (World Bank 2007 a).

It is important to consider the distinction between the terms both
conceptually and in regard to practical application. James and Miller (2005

p.59) summarise this well in specific regard to monitoring and evaluation :

6The monitoring process |l ooks at what
is being done. It could involve continuous tracking of activities,

review of the flow of service and activities provide by the

program ... Evaluation looks at performance against goals. This

can and should take place while the program or research

project is underway and is concerned with evaluating how the

intervention is meeting itsperformance goal s. 6

This distinction is vital, but a consequence has often been the positioning of
internal monitoring as inferior to externally -imposed evaluations. Thus,
whilst the terms and conventionally defined distinctions do provide a useful
framework for operating within the monitoring and evaluation arena it is
important that they are not accepted uncritically. Throughout the analysis |
problematise each of them through practical encounters in the various
research environments. This forms part of the broader project of this thesis,
redefining the nature of dependence, looking beyond the imposition of power
and highlighting participation and empowerment. In turn, this falls within
the overarching agenda to reconceptualise the nature of effective monitoring,
evaluation and impact assessment within the context of ICT for education

initiatives in Africa.
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Central within this is recognising that, whilst conceptually and practically

distinct, there is also considerable overlap between the terms. Indeed,

alongside distinguishing between the terms, James and Miller (2005) also

note the importance of the overlap between monitoring and evaluation. This

recognition, as adopted throughout this thesis, is both facilitated and

developed by emphasising the processbased and participatory nature of

monitoring, evaluation and impact assessment. In regard to this, a pertinent

question is posed by the Commission for Africa (2005 p.105): 6 f o r whose
primary benefit is monit or Reflectingondhiseval ua
is useful in defining where ultimate accountability lies within the plethora of

activity encapsulated by the terms. One dominant current perspective is that

monitoring and evaluation exists primarily for donors as a tool for ensuring

their criteria for good governance are adequately met (Watson 2006).This is
encapsulated well by a study from the World Bank (2005), demonstrating

how the results-based culture of external accountability defines orthodox
approaches. Watson (2006 p.5) notes how the study foundthat i ncent i ves
for monitoring and evaluation have been traditionally weak in the Bank
because of t he | ac kwitb intenaeweksereporting thagt cul t u
0t hey felt di scouraged from monitoring

guite as anticipatedd

Adopting a different approach that prioritises learning, two -way
accountability, process, participation, and beneficiary concerns is therefore a
considerable challenge (Leach 2006) that requires intentional engagement

(Wagner 2005b). Throughout this thesis | advocate for an approach to

monitoring, evaluation and impact assessment that recognises the

importance of efficiency and quantifiable indicators but also looks beyond

these, engaging with intangibles, promoting capacity development and

recognising that it is a dynamic and ultimately flawed process in which
Otaking risks and making mistakes is how
2005 p.121).
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2.5 Synthesis of overviews

The first half of this theoretical context has provided overviews regarding
education, technology and monitoring and evaluation. This has highlighted
their points of confluence and the tensions involved in engaging with each
sphere. Education, and especially the identification and attribution of causal
impact within education, is notor iously difficult to assess quantitatively.
However, a scientific rationality increasingly significant in defining value
within society serves to promote a focus on resultsbased assessment and
conceptions of value. This trend is particularly strong within areas of society
engaged with ICT and infused with the value of technical efficiency. The
international development arena is in no way immune from this trend and is
increasingly dominated by a results-based approach emphasising good
governance and accountdility. It is therefore unsurprising that one
encounters significant confusion and conflict when considering how best to

approach monitoring and evaluation within African education.

2.6 ICT for development: rigour and appropriate

engagement

2.6.1 Introd uction

The second half of this theoretical context builds upon the three previous
overviews by considering the history and current state of ICT for
development and particularly ICT for education. | highlight the need for
increased critical engagement, challenge the unquestioned economic
rationale for spreading technology, and utilise development theory to
exemplify this. The limited rigour in much ICT for development research is
then demonstrated through two issue-specific studies regarding the plurality
of technologies and the complex participatory potential of technology. In
closing | focus on the specific implications of each issue in the outworking of

monitoring and evaluation of ICT for education initiatives.
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2.6.2 M aturing of the discipline

Early ventures in ICT for development were characterised by a noticeable

lack of critique, with high hope that the emerging field might prove
something of a panacea for development. Heeks (1999 p.12) notes that this is
unsurprising due t o wbeeeridteclknblogy, ICastlend 61 i k e
themselves to sweeping statements about
Although the high failure rate of ICT for development projects is now more

widely recognised, an underlying assumption still exists in many sectors that
introducing ICT will in some way simply cause development (Parkinson and

Ramirez 2006). This has led to recognition that much ICT for development

research is overly descriptive and lacking in analytical rigour (Weber 2009,

Heeks 2007, Tolani-Brown et al. 2009).

Within the assumption of ICT as panacea for development, a primary
objective is to bring 6as much technol ogy to as many
possible so that they can obtain the cl a
p.15). This approach tends to promote a form of technological determinism

within ICT for development programmes. The popular belief that every

problem has a technological fix is promoted by optimistic neo-liberal
protagonists (such as Friedmann 2006) and ultimately serves to validate

society in maintaining orthodox understandings of process and social

relations. Such a perspective is also encountered within sectors of the

academic ICT and development community who casually adopt an uncritical

approach (see Breweret al. 2005). Goulet (1994 p.48) articulates well the

danger in this:

6 Much irresponsi bl e technol ogi cal cr
fostered by the benevolent attitude toward change that prevails

i n 0devel opedd societies. Mo s t sci e
researchers uncritical | y share the gener al SOCIi €
whatever is new is necessarily better. This bias gives them a

vested interest in perpetuating the innate tendency of

technology to impose itself independently of larger human

purposes.6
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It is important to engagewi t h  Goul et 6s warning and r ec
which the O0technology as developmenté th
popular conceptions of development. Technology constitutes a primary

symbol of capitalism and modernism, and much of what is labelled as
development also constitutes a subproject of this endeavour to strengthen

the discourse of capitalist social relations (Wainright 2008). Thus there are

only narrow conceptual distinctions between technology for development,

technology in development, technology as development and finally,
technol ogy as the overarching solution
within any such problematic metanarrative, it becomes easy to dismiss

creative alternatives and downplay internal inconsistencies, in this case due

to an unquestioned optimism regarding the place of technology within

progressive society combined with its symbolic power as an emblem of

individual and communal success.

The aspiration to be incorporated within the global market means that
leanings towards technological determinism may be significantly amplified
within certain developing country contexts. The developed world is observed
and a replica of its relationship with technology is desired. This is driven, at
least in part, by a belief that tec hnol ogy i s the causal f
problems and promoting development in the developed world, and thus can
instigate mirrored change in the developing world. Instead of recognising
that effective utilisation of technology constitutes one visible but non
determining dimension to development it is assumed that the uncritical
adoption of technology determines and signifies belonging to the developed,
modern or capitalist system (see Government of Malawi 2006). Such a
perception of technology shrouds the complex array of factors that contribute
towh at mi g ht b genuineddevdlogneent ¢Seén 1899) Likewise, it
perpetuates and exacerbates aspiration to technology and undermines the
place of restrained critique. The impact this has in shaping development
priorities and decision making is explored in Chapter 8 regarding aspiration.

Having outlined this issue | now focus on how it is influenced by a worldview
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that conceptualises ICT for development as an endeavour concerned

primarily with economic growth.

2.6.3 ICT as economic development

There is a noticeable lack of critique regarding the underlying rationale for

spreading technology (see Brewer 2005. The default assumption is that the
desire for mor e | CT i S uni ver sanb, ona
qguestioning. As a result there are numerous examples of conclusions

regarding what constitutes the appropriate use of ICT being reached on the

basis of description, without any substantive attempt at critical assessment

(see Addison 2006).

In sub-Saharan Africa it is widely acknowledged that promoting the spread of

| CTs is I|likely to 6create capitalist ter
point of most interest is often bypassed, concerning whether or not it is

actually desirable to promote a worldwide capitalist mode of operation. The

point is not to suggest that withholding technology is a desirable or popular

alternative but to question the assumption of development in post -colonial

societies as following a linear progression, through embracing technology,

along a predetermined course towards western modernity (see Sumner and

Tribe 2008). Indeed, the assumed consensus on the nealiberal rationale for

ICT within development deligitimises criticism and means few discussions

engage with philosophical concerns regarding technology in development

(Pal 2008). As a result, seemingly neutral technologies can be used in
Opackaging an economic ideologyd (KIleine

From a private sector perspective, such marginalising of critical questions
withi n ICT for development is clearly desirable as it means conceptualising
lessdevel oped regions as potenti al Oemer gi
as the norm. As Simon (2003) notes, this can define development as a project
t o matkeepedpled mor @s6l,i kseereadi ng and suggest
our val ues and cul ture. Al most i nvari e

underlying assumption of a civilisational, technological or political -economic
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hierarchy, with the donors at the summit, and the objective of d evelopment

assistance being t oSimou2003p.27).6 t he recipi el

Allowing only market forces to dictate the diffusion of ICT to developing

regions means there will always be marginalised regions (Kelly 2005), with

t h lottoin billion 6 , loogrtail®@ gr owi ng more sl owly than
2008) due to the inherent focus on maximising returns and continual

expansion. Corporate social responsibility has a significant and complex role

in this context but will always be entwined with and ancill ary to the profit

objective (Blowfield 2005, Ford 2009).

Recognising that Owestern market forces
devel oping regions ac cetal 00% @m25)lisyalualile best 0
in identifying the increased significance of digital marginalisation. However,

such approaches still largely fail to question the assumption that diffusion of

ICT is necessarily good promoting a reduction of th
2006, Panos 2004, Kelly 2005, Roy 2005). Heeks (2008 p.27) demonstrates

the same assumpti on, suggesting that wh
ICT4D 2.0, we confront the key technical question of how to deliver the

Il nternet to the remaining five billion p
key point is his uncritical acceptance that delivering, providing and

potentially imposing the internet is something that should always be aspired

to. The benefits of access to information and participatory communication

may result ultimately in affirmative answers to this quest ion, but it is

necessary to explore the reasons underlying the assumption, rather than

simply accepting it as truth.

Acknowl edging that ambiguities aref intro
digital technology enables discussion to focus on the conested place of power

embedded within technology and reveals as fallacious the assumption that
6connectivity i s al ways advantageous?©d
acknowledgement of the potential for both empowering and disempowering
consequence leads Mansell (D05 p.86) to call for increased focus of debate

on the politics of technology and embedded ideological agendas (Kleine
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2006). This also requires the adoption of a broader perspective regarding
development, challenging the notion that it is always synonymous with

spreading technology and market growth.

2.6.4 Alternative approaches to development

If technology, capitalism and the wider modernisation project do not have a
monopoly on development, then alternative framings should be explored
(Wainwright 2008). In order to address this | now review recent
contributions to development theory and shifting focus and priorities. My

main purpose is to demonstrate how

for development is often framed in a manner reminiscent of t heory from the
1970s. | begin this section by analysing the current context of development
theory and its recent progression, critiquing a solely market led approach to
the application of ICT in development and promoting critical engagement as
a positive aternative if ICT for development is to bring long -term benefit to
the most marginalised people (Weber 2009). This is well explained in

Mansell 6s (2005 p.93) observation:

O0Peopl ebs |ivelihoods do not <change

change in the light of the way technology becomes embedded in
the overall context of the local and the global. Where that
context is consistent with poverty reduction, then it is possible

for the newer and older technologies to make positive

contributions. 0

The recognition that development has often been synonymous with the

spread of global capitalism has led to mounting criticism of orthodox

t

he

practice. By t he 1980s Si mon (2003

development came to be challenged in some quarters as constituting litle
more than a self-interested Northern capitalist and geopolitical industry
seeking to extend markets and perpetuate spheres of influence in a manner

redol ent of the col oni al er aob. However

regarding the weaknesses of caventional development, significant

contestation remains regarding the most appropriate alternatives. This is
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unsurprising due to the widespread distrust of any grand narratives of
development emerging in reaction to the distinctive westernising discourse

that i1 s portrayed as constituting devel o]

Initial work in this vein was characterised as anti-development and

highlighted the extent to which modernist, conventionally defined
development theory had reached a practical and intellectual impasse

(Escobar 1994, Crush 1995, Ferguson 1999). Although this recognition

provided opportunity to reflect on the magnitude of the impasse , it broadly

failed to provide any alterative frameworks from within which to operate.

More recent analyses in the form of post- and critical- development have

sought to address this with a key outcome being a rearticulation of the moral

imperative for sustained engagement, positioning purely anti-development

ideas as largely obsolete (Simon 2006). Within the specific context of this

thesis, the key point is that much of the theory and literature relating to ICT

for development has bypassed, not yet encountered or almost entirely dis

engaged from debates of critical development theory, or even the impasse

that preceded them. Indeed, Simon (2003) suggests that rather than
constituting a critical voice, ICT for development theory has tended to buy

into notions of a O6devel opment continuum
embracing dominant meta-n ar r at i v e Stutirgriater day vemsians of
moderni sation theory6é6 (Simon 2006 p.15)
significant examples of alternative, critical perspectives, challenging this

notion in both theory and practice (Unwin 2009) and it is such work that this

thesis builds upon.

Promoting such critical approaches is aided by exploring recent alternative
conceptions of development and examining how they may affect ICT for
development and education. Easterl yoés (2006) theex posi
failure of many macro-level schemes within development is a positive
example of the aforementioned post-impasse position. He provides a critique
of those still advocating for grand narrative approaches (Sachs 2005) and
instead emphasises theimpossibility o f fully grasping the complex structures
and systems that underlie poverty. In doing so, he argues that it is futile to
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attempt to impose overarching solutions o n devel opment opr
(Easterly 2006b). Cameron (2005) proposes a similar shift in foundation

away from development as modernism, basing genuine development on the

universal right to non -deception and non-coercion (Cameron 2005 p.148).

Likewise, Sen famously contends that genuine development must be assessed

on the basis of whether it promotes freedom (1999) and the enhancing of

human dignity (Goulet 1983).

Imaginative restructuring of the way development is conceptualised and

undertaken is necessarily a constant process. It also warrants a cautionary

note as, in enthusiasm for rejection of a modernist approach, it would be

possible to fall back into similar traps in adopting an alternative discourse.

This is exemplified by challengingt he noti on t hat wer king
freedomsdé is the same endeavour as pr omo
The manner in which Sen (1999) links these twoendeavours is ultimately

problematic and is partially grounded in the flawed notion that immediate

access to a diversity of optionsis an embodiment of the good life. Rather, it is

plausible that a plethora of choices may lead to decreased weltb ei ng 6i n t
sense that we have to make more deci sior
(Himma 2007 p.270).

Adopting a critical approach to technological change and the associated
development implications is dependent upon clearly distin guishing between
increasingly complex choices and a reduction of un-freedom. Facilitating this

effectively is dependent upon understanding the most appropriate

intellectual foundations for ICT for development (Wilson 2006, Heeks 2008) .

This requires recognising the contribution of multiple disciplines within this

sector of research (Raiti 2007, Sumner and Tribe 2008, Lawrence and

Despres 2004, Schoenberger 2001, Ramadier 2004, Bruceet al. 2004).
However, i n contrast to Heeks:ndhiefaZly0 9) su
within the disciplines related to ICT for development, in this thesis | assert

that the primary foundation is located within that study which relates most
closely to the purpose and final ®bjecti
Odelvopment 86 (Weber 2009) .
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2.7 Educational technologies and increased participation

2.7.1 Introduction

Having considered appropriate approaches to development | now
concentrate on practical perspectives in preparation for the subsequent
analysis. First, | overview different technologies and the way they are
connected when engaging with ICT for education. Second, | focus on the
internet and how participatory communication and education can be
catalysed through increased uploading opportunities and online
communities. Following this | review the potential consequences, considering
issues of information and empowerment and the complex implications for

effectively assessing ICT for education initiatives.

2.7.2 Computers for  education

Much technology related liter ature is based on the implicit assumption that

the term Ocethpoakesensyoonymous edudatiomkd 61 CT
(see Kozma 2005, Roy 2005, Steinmueller 2001). The result is a popular
conceptualising of ICT for education as an exclusively computerbased arena.

One consequence of this is the way ICT for education has become associated

with the spread of numerous computer labs in schools across Africa.

Although some such labs are utilised effectively this is often prevented due to

issues of training, mai nt enance and mi ndcemputersforn addi
education6 view has fuelled the transporting
machines into Africa. At its most effective this is undertaken in partnership

with organisations such as ComputerAid who refurbish the machines and run

strict quality control procedures (http://www.computeraid.org  accessed

07/02/10) and at its worst serves to exacerbate the trend of digital dumping
(Puckett 2005). The recognised limitation of conventional Ilab-based
approaches to computers has led to a rapidly burgeoning industry in
developing alternative educational computing products. Innovative amongst
these is the thin client solution offered by NComputing

(http://www.ncomputing.com  accessed 07/02/10) that provides what is
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currently t he | owes't availabl e Oper ch
addition, various low -cost laptops are being promoted as educational tools
appropriate for Africa in cluding the high profile Classmate PC from Intel
(http://www.classmatepc.com accessed 07/02/10) and XO from the non-

profit One Laptop Per Child organisation (http://laptop.org accessed
07/02/10) .

Despite the transition from a solely computer -lab approach towards more
innovative and flexible alternatives it is still necessary to challenge the
computer-based emphasis and incorporate a wider variety of technologies
(Unwin and Day 2005) that offer locally more appropriate approaches
(Schumacher 1973) and respond to user requirements (Batchelor et al.
2003). A multiplicity of factors including the aforementioned conceptions of
progress and private sector agendas combine to create cosiderable pressure
to utilise the latest and the fastest ICTs in education. This desire for progress
may result in excluding pre-existing and potentially more appropriate
technologies from ICT for education programmes. As noted by Batchelor et
al. (2003 p.82):6 Exi st i ng 't padidularly thetgaptose, radio and
television 7 can often convey information less expensively, inlocal language,
andtolargernumber s of peopl e t hanlinthalightaofewer t
this | now review briefly the r ole of television, radio and the mobile phone in
order to demonstrate the potential for alternative technologies to promote a

broader view of what constitutes ICT for education..

2.7.3 Alternative technologies

There is significant and often unrecognised potential in utilising already
popular technologies for educational aims. This is exemplified through

Sesame Street (http:// www.sesamestreet.org accessed 07/02/10), an

educational television programme that helps prepare children for basic
|l iteracy in 140 countries. |t i's report
children under the age of eight in urban areas and 86% in rural areas watch
t he s howoet &.\2@04 plé)r Significantly, over 50% of mothers are

also reported to watch the programme regularly.
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In addition to television, radio is another ICT often overlooked when
considering education. However, as the most pervasive and cost efficient
medium of communication across Africa (Buckley 2000, Duncombe and
Heeks 2001, Sposato and Smith 2005), it still constitutes the most significant
technology-based method of disseminating information across the continent
(Coldevin 2003). The challenge of ensuring adequate coverage (Sposato and
Smith 2005) combined with tra ditional dependence upon state-run
broadcasters (Mtimde et al. 1998) hashampered the educational potential of
the radio. However, proliferation of independent and community radio
stations over the last two decades has engendered significant improvement in
signal access (Hartenberger 2006) and quality of content (Pye and
Stephenson 2003). In addition, development of the Lifeline radio by the
Freeplay Foundation

(http://www.freeplayfoundat ion.org/lifeline_radio.html accessed 20/02/10)

utilising solar and wind -up technology in place of batteries, has enabled
access for marginalised communities where the cost of conventional power is
prohibitive. Suchinitiatives have led to rejuvenated enthusiasm regarding the
educational potential of the device and the development of Interactive Radio
Instruction as a significant curriculum supplement in several African
countries (Bosch 1997).

The development of the mobile phone has also had profound implications for
social and economic interactions across the globe and led tofundamental
changes in patterns of business and entrepreneurial opportunity (Dutta and
Mia 2007). Between 2003 and the end of 2008 the mobile penetration level
acrossAfrica rose from 5% to well above 30%, with an estimated total of 246
million mobile subscribers (ITU 2009). Eight years ago, n 2002, Africa
became the first region in the world where mobile phones outnumbered
fixed-lines (Kelly 2005). As Plant (2002 p.39) notes, it is the relatively low

cost and simplicity of the mobile phone t h at nhadevite spréad and reach

uni que i n the hi $ntibrecgntlypahd irt seite bf the impagty .

of the mobile phone within Africa, the devices have largely been overlooked
within academic considerations of ICT for education (Castells et al. 2007,
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Garcia-Montes et al. 2006). This is now altering, with growing emphasis on
the potential for mLearning (Traxler 2009) as progression beyond
conventional elLearning, utilising the educational potential of a mobile
personal device.

2.7.4 Integration and participation

In addition to viewing ICT for education as broader than just computers, it is
also necessary not to view technologies as distinct and isolated, recognising
how recent advancements have caused conventional boundaries between
discrete technologies to be increasingly blurred. Although acknowledgement
of this shift has often been ignored within academic literature (see Kozma
2005, Roy 2005) there is significant educational poten tial within the digitally
enabled fusion of multiple technologies (Downes 2005, Garcia-Montes et al.
2006). This transition is linked to the increasingly participatory nature of
internet communication (Addison 2006), presenting significant challenges
and opportunities for education, especially in terms of peer to peer activity
enabled through the capability to upload content and also gain unparalleled

access to information.

This reflects the profound shift in emphasis that the internet is undergoing,

from being centred on transmission and consumption into being a platform

on which content is Ocreated, shared, re
(Downes 2005 p.5). Friedman (2006) concurs, suggesting that the ability for

individuals to up -load as well asdownload content is potentially the most

disruptive of all forces currently altering the world, representing a historical

tipping point in the nature of mass human communication (Gladwell 2000).

The collective term that has increasingly been used for the -loading

enabled shift that is altering the ethos of the internet and its educational

potential is Web 2.0. Rather than a technical revolution, the emergence of

Web 2.0 can be seen as constituting O6a ¢
t echnol ogyling éand eemcaubaging participation through open
applications and servicesdé6 (Downes 2005
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This shift presents complex educational implications, with proponents

claiming a sustained transition from internet -based education conceived in
technologically determinist terms to a more participatory and open approach

(Keats 2005). The full implications of Web 2.0 are only gradually emerging,

but are currently exemplified through blogging environments, twitter and

user-based platforms such as Facebook, YouTubeand Wikipedia. As Unwin

(2009 p. 25) not es, the existence of S U
opportunity for the emergence of new trans-g| o b a l communi tieso
collaborative and participatory communication combined with mass

uploading of content has significant potential to undermine traditional

channel s of power (Unwin 2009) . This is
observation that 6civilisation rests on
knowl edge which we do not p 0 I eslzasng . The

nature of user-based platforms means that the nature of information
production, dissemination and therefore approaches to education may be

significantly challenged through their usage (Leuf and Cunningham 2001).

2.7.5 Connectivity, informati on access and knowledge

In the light of this, Web 2.0 may be considered as indicative of a broader shift
in regard to the perception of information, from a modernist to a more
people-centred model (Sunstein 2006). The first is characterized by the uni-
directional imparting of information, with the assumption that this will lead

to increased knowledgeand t hus 0 d &he sdcang ismatarnaively
defined by an ethos of mutual learning, sharing and the embracing of
indigenous knowledge (Mchombu 2004). As Unwin (2009) notes,
information and communication within development initiatives has often
been seen as the former of these, with a focus on unidirectional transmission.
Proponents of web-based participatory communication argue that the advent
of Web 2.0 presents a challenge to the transmission model of information
and education, embodying the ethos of the second approach to learning. As
Castells (2007 p.213) not es, 6when the
longer have the monopoly of masscommunicati on networks, the dialectics

between power and counterp ower i s, for better or for
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However, despite such claims and the clear potential of Web 2.0, it is
dangerous to suggest that the change necessarily constitutes a repositioned
epistemology where all knowledge is viewed as a collaborative resource as
commentators have recently claimed (Battelle 2005, Sunstein 2006). Indeed,
the potential benefits of these trends are highly contested in regard to
education. Contrary to the knowledge sharing community that proponents
claim is inculcated through the widespread uploading of material on the Web,
critics assert that it equally serves to develop narcissistic individualism (Keen
2007, Sigman 2009). Rather than empowering through access to
information, Keen (2007) suggests that the primary implication of Web 2.0 is
to propagate a culture of amateurish content, damaging long-established and
valuable channels of expertise and authority and subsequently devalue
remunerated creativity and under mine formal education. Although such
claims should be viewed with caution, it is clear that these trends hold
significant and undoubtedly fractured consequences for society, especially
when considering the liberal rationale for education.

The varied educaional consequences of students and teachers uploading
their own content have thus far been rarely encountered in an African
context, primarily due to prohibitive bandwidth limitations. However,
increasing connectivity and the significant momentum behind t he Web 2.0
movement is likely to have significant educational impact across the
continent in the near future (Economist 2007) with maritime cable solutions
such as the NEPAD East Africa Submarine Cable System (EASSy) initiative
being significant enabling factors. When operating at full speed, it is intended
that EASSywill facilit ate a broadband connection that is 40 times faster than
conventional ADSL dial up links (Mutume 2006). The rapidly increasing
guantity of new digital information potentially availa ble for education may
have striking implications for Africa (Lyman and Varian 2003). However, as
Unwin (2009) notes, the increased tendency for digital storage and access is
leading to increased disadvantage for those who are marginalized or

excluded. A pertinent development priority is therefore to identify what
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information is of benefit in education for cultivating relevant knowledge for
those who need it (Schilderman 2002).

Considerable enthusiasm exists regarding the processof change in society

whereby information and communication have become its key ingredients

(Castells 2000), lifeblood for all interactions (Marker et al. 2002), and tools

for creating identity (Buckley 2000 ) and co-dependency (GarciaMontes et

al. 2006). However, finding an appropr iate definition of benefit and
relevance in regard to information and c
is notoriously esoteric. The needs of poor and marginalised people are diverse

and complex and may differ significantly from the perceptions of

internat i onal policy maker s (Unwin 2009) .
agencies and 'prapoor' activists presume, in their middle class arrogance,

that the impoverished just need information about survival or sustenance,

the latter's communication rights are shatter e d6 ( Gunawar dene 2(
This suggests that an increase in access to information does play an

important role in empowerment through education. However West (2006)

provides direct contestation, claiming that perpetual increase in access to

information a ctually amounts to pseudo-empowerment, deflecting from

other more urgent and important educational priorities. Postman (1992

p.119) concur s, arguing t hat i nformati
empty rhetoric, indicative of seduction by technological advancement. He
concludes starkly: Owhere people are dyi

because of inadequate informationo.

These contrasting positions indicate the complexity of the issue but although
opposing they share a common weakness in tending towads viewing
information and access to it as abstracted from its application. More
appropriate is viewing information as inherently joined to its application and

dependent upon language, communication and understanding (Floridi
2002). This holistic approach understands that information in itself can be
acquired without the recipient necessarily grasping the proposition which
embodies it (Dummett 1993). The value of information is held in the
potential it has to be utilised through the process of education, being formed
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into knowledge and applied in life decisions (Unwin 2009). Such a mindset

enables one to avoid the pitfalls identified above. Despite enthusiasm for new
information and the increased access enabled through technology, it is
important to refrain from drawing premature and determinist linkages

between increased information and increased education. Instead, the key
factor remains engaging critically to ensure that the manner of
implementation is one that promotes knowledge and the educational benefits
of the shift whilst minimising the impact of harmful consequences.

2.8 Conceptual framework

In the final section of the theoretical context | now draw each of the themes
together to provide a broad framework within which th is thesis examines the
monitoring and evaluation of ICT in education initiatives in Africa. Following

three introductory observations, | focus on the specifics of ICT for education
and the way in which it is assessed, monitored and evaluated. Finally |

identify the key analytical th emes to be developed throughout this thesis.

2.8.1 Observations

Three additional observations draw together and build upon the themes
outlined through the theoretical context. First, many individuals and
institutions engaged in development and education work consider ICT to be
inapplicable and external to their remit. Those who consider it to have
significant potential are often people operating outside conventional
development sectors. As a result therehas often beenlimited integration and
interaction  between sceptics and protagonists. In addition, the
unconventional positioning of the arena means that a chasm can exist
between naive enthusiasts and detached critics regarding the role of ICT in
education in Africa. There are few individuals with the ski lls or inclination to
bridge the divide leading to a lack of intellectual engagement and refinement
of ideas (Harvey 2000) . However, such interaction is vital if the education

benefits of ICT are to be more fully realised. Despite the split there is now a
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growing community seeking to engage productively in this manner (Unwin
2009, Tacchi and Lennie 2007).

Second, it is necessary for the technically-minded within the ICT for
development community to adopt a more nuanced understanding of the
journeypnrnartv®l bas taken as theory and
lessons learnt and current trajectories. Literature regarding ICT for education
in Africa rarely acknowledges its position within a rich and complex tradition
regarding what constitutes appropriate i ntervention (see Breweret al. 2005a,
2006) . This exhibits itself in a noticeable lack of post-impasse development
thinking regarding the conception and implementation of ICT for education.
This in turn links back to the traditional lack of integration between different
intellectual traditions that is now being challenged by the increaseddemand
for exploring alternative and effective approaches to partnership (Cassidy
2007, Draxler 2008, Marriot and Goyder 2009, Unwin 2009b)

Third, whilst advocating the relevance of partnership, academics need to be
fully conscious of the potential for clashing value systems and subsequent
tension. There is a fine line between actively engaging with ICT to utilise it for
development purposes and legitimising private sector objectives through
providing academic credibility. The position of this line is not fixed and is
often difficult to locate. The role of the academic is to influence the nature of
the progression of technology, only occasionally to promote its spread. This
involves sustained critique rather than adopting the role of sycophant to the
corporation and assisting in perpetuating the notion that capitalist values
constitute development. The role of the private sector within ICT for

education is vital but must n ot be viewed as a panacea.

2.8. 2 Assessing ICT for education: looking forward

This theoretical context has provided a framework from within which to
address the central issue of ths thesis, namely the monitoring and evaluation
of ICT for education in Africa. The assumption that | work from throughout is

that improving the way that ICT is utilised in education across Africa is
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dependent upon an increased emphasis on monitoring, evaluation and
impact assessment. Engaging with this effectively requires understanding the
rationale for education, technology and progress, a clear understanding of
development, and the rationale for quantifiable assessment of efficiency.

At this juncture it is worth stating explicitly that in advocating for an
increased focus a1 monitoring, evaluation and impact assessment within ICT
for education in Africa | am not aligning myself with those who traditionally
emphasise the need for more quantifiable assessment within development
(World Bank 2007a, Sachs 2005, World Bank Institu te 2003). As shall
become apparent, despite the use of similar terminology, the shift in thinking
and practice that | propose emanates from an alternative foundation and has
significantly different objectives. Proposing an increased focus on
monitoring, ev aluation and impact assessment is a timely, strategic response
to the current lack of attention given to educational concerns within ICT for

education programmes.

ICT does not constitute a panacea for the many educational challenges faced
across Africa but in the appropriate context it may have the potential to
catalyse significant reform and development (Selinger 2009). This
observation serves as a useful starting point for this thesis, not as the
conclusion it is often presented as being. Indeed, the applied value of this
thesis is in undertaking structured investigation regarding how the catalytic
and transformative potential of ICT in education in Africa can best be

realised.

2.9 Aim and objectives

The central aim of this thesis is to develop a aitique of current practices,
assess underlying constraints and explore viable, creative alternative
approaches to the monitoring, evaluation and impact assessment of ICT for

education initiatives in Africa.
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The primary objectives of this thesis were defined through engaging in a

process of reflection and consultation with stakeholders. This began by
considering a guestion t hat Weyme thg e d fr
monitoring and evaluation of ICT for education programmes so difficult, and

what can be done to help improve it?76 During the first elL
workshop in Nairobi in May 2007, participants were asked to decide what

were the most significant challenges facing effective monitoring and

evaluation and they identified the issues of baselines, impact on learning,

indicators and donors. At the eLearning Africa workshop in Accra one year

later | presented for discussion four key ingredients of effective monitoring

and evaluation that emerged from the field research. These two activities

both helped the process of defining the eventual objectives of ths thesis

(Figure 2.6).

Key challenges in Key ingredients of Analytical threads
M&E as identified effective M&E underlying the key
by stakeholders stemming from challenges and key
case study research in gredients
1 Baselines 1 Stakeholder 1 Reconceptualise
Indicators participation methods
Impact on 1 Healthy 1 Assess partnerships
learning partnerships 1 Critigue pedagogy
! Donors 1 Multiple methods 1 Explore aspiration
Emphasising
process

Figure 2.6 : Progression of thes is objectives and analytical

structure

The themes from the first and second columns of activities were utilised in

constructing an overall analytical framework that could dissect the initial

observations and focus on addressing underlying themes. The fochquestions

for enabling this were: 6 why i s monitoring and evaluat

positioned in I CT for edudwawdamtheimpact t i at i
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that ICT is having on education in Africa best be assesse®In the light of

these question s, the four objectives of this thesis are to:

1 Reconceptualise conventional methodological approaches to
monitoring, evaluation and impact assessment of ICT for education
programmes, challenging orthodox practice and providing credible

alternatives through a process of cyclical researchbased reflection.

1 Assess the role influence and motivation of partnerships within ICT
for education programmes, especially in regard to their impact in

defining the nature of monitoring and evaluation processes.

1 Develop a aitique of the place of pedagogy within ICT for education
programmes and explore the rationale underlying current emphases,

especially in regard to educational outcomes and definitions of impact.

1 Explore the significance of aspiration at both a personal and societal
level within technology related education initiatives, especially in
regard to decision making and associated consequences for effective

impact assessment.

2.9.1 Thesis organisation

Having outlined the foundation for th is thesis in this chapter, | now review
the methodologies used throughout the field research in operationalising the
aim and objectives, Chapter 3. The case studies of Ethiopiaand Malawi are
provided in Chapter 4 alongside summary of the research with ICWE and
INWEnNt in order to give context for the subsequent analysis which is
structured into Chapters 5, 6, 7 and 8 The first analysis chapter assesses the
methodological approaches employed and considers the strengths and
weaknesses of the process. This is achieved thnagh cyclical reflection on the
innovative approaches utilised in the case studies in Malawi and Ethiopia,
providing a critique of current practice and seeking to provide credible

alternatives. In the second analysis chapter | focus on partnerships within
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ICT for education programmes, utilising the partnership -based nature of the
fieldwork to assess value systems and the challenges and opportunities
created. The third analysis chapter examines the way that pedagogy is
marginalised within many ICT for educati on programmes, considering the
consequences of this regarding assessment of outcomes, definitions of impact
and understandings of liberal education. The fourth analysis chapter explores
the significance of aspiration within technology initiatives linked to
conceptions of education, development and progress, focussing on the
consequences for effective impact assessment.Chapter 9 concludes this
thesis by drawing each of the themes together offering recommendations,
and prioritising educational objectives . The intention is to ensure practical
application of the research and emphasise the need for both critical rigour
and innovative alternatives in monitoring and evaluating ICT for education in

Africa.
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3. Methodology

3.1 Introduction

The purpose of this chapter is to explain how the research objectives were
operationalised. In much research, the primary function of the methodology
IS to be a means by which to reach the analysis. However in this research the
methodological processes were intrinsic to the subgantive analysis. Because
of this, much of the research activity involved reflecting on the processes that
were taking place and then assessing their implications. In order to do this
effectively, the research had to be grounded in the practical experience of
undertaking monitoring and evaluation case studies of ICT for education

programmes.

In the light of this the method ological approach was structured into three
different categories. The first wastwo longitudinal case studies in Malawi and
Ethiopia conducted in partnership and employing innovative approaches to
monitoring and evaluation. The second was using methods to facilitate
continuous reflection on the monitoring and evaluation processes taking
place in the case studies. The third was hree participatory workshops, email
interviews and an online survey, the objective of each being to provide a

broader perspective from across Africa.

3.1.1 Structure

The unusual structure of the methodology, with three different categories,
combined with its positi on of central importance within the analysis requires
that this chapter begin with a clear contextual overview and rationale. Having
done this | then provide details of the four main partnership relationships
which facilitated the research process including rationale for their selection.
Following this, each individual method used throughout the research is
explained. | then provide an exposition on the ethical framework for th is

thesis and explanation for the approach adopted. Analysis of the case study
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methods is central to the content of the analysis and so all such disassion is

reserved for Chapter 5, a detailed analysis of these methodological processes.

3.1.2 Rationale

Although each category of methods was distinct, they did serveto inform and
shape the others with constant interplay throughout the research process.
The primary focus and most complicated aspect of the methodology was the
casestudy researchin Malawi and Ethiopia. T he aim of the case studies was
not to construct a prescriptive meth odological model for monitoring and
evaluation of ICT for education initiatives at the outset of the researchwhich
could then be implemented and assessed in a straight forward manner.
Instead, the intention was to begin the research with critical analysis of
previous documented practice and then embark upon a process of continual
methodological experimentation, in order to adjust and refine the approach
on the basis of previous findings.

Thi s process o f O0Wwas aentnal togthe bmethodblogy;n g 6

continually listening, designing, implementing, assessing, reflecting, adapting
and revisiting the design throughout the three case study periods in Malawi
and two in Ethiopia (Glaser and Strauss 1967, Charmaz 2006).This stands in
clear contrast to the notion of a solely deductive mode of enquiry founded on
Opositivist conceptionds konfowseidgedi
objectivity, t he oreplication of
hypotheses and teoriesd (Char maz 2006 flising ) a
combination of methods the aim was to address theresearch objectivesfrom
multiple angles. Using so many methods did not necessarily make the
research more rigorous (Baxter and Eyles 1997 Creswell et al. 2003, Morse
2003). However the emphasis on staged reflection, innovation and
improvement through the research process made it an appropriate choice in
this context.

In adopting this approach, the case study methodology rejectedthe notion of

inherent incompatibility between methods (Johnson a nd Onwuegbuzie
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2004) and instead focused on utilising complementary strengths for different

purposes (Johnsonetal. 200 7)) through the O6intention
di verse methodsd ( Ghreughowt the iededich gpritical5 5 ) .
realism formed a useful tool in conceptualising this position, acknowledging

reality independent of individual thought, whilst recognising the
impossibility of ever grasping this reality in its entirety (Sayer 2000). Having
acknowledged the ultimately subjective nature of the researchaims it was
necessarythen to pursue rigorous enquiry, triangulating wherever possible

(Denzin 1978, Jick 1979).

This was outworked in the case studies in Malawi and Ethiopia by
approaching them as a unique set of opportunities, constraints and
challenges through which constantly to improve the research framework.
Throughout the five periods of case studyfieldwork , three in Malawi and two
in Ethiopia, | immersed myself in the data that was being collected, reflecting
on what was taking place and amending the approach accordingly in a
cyclical manner. As such | did not view the research experience as a series of
quantifiable variables (Rubin and Rubin 1995) and instead structured
continual adjustment into the fabric of the process. Whilst clearl y an
inductive dominated mode of enquiry, operating in this way also facilitated
iterative interplay between inductive and deductive approaches both
regarding aims and the approach to investigating those aims, serving to instil

value in both process and erd product (Cohen et al. 2007).

This meant that it was necessarynot to define tightly the analytical themes at
the outset of the research, instead allowing definition to develop gradually
through repeated reflection. This is based on the understanding that, as
researchers, certain questions and research agendas are carried with us in
embarking on fieldwork , whilst others become important having begun as
new experiences causepriorities to change and analytical structuresto adjust

accordingly (Monaghan and Just 2000).

The research in Malawi and Ethiopia was based upon a dual approach
whereby | was fully engaged with the designing and implementation of
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monitoring and evaluation of ICT for education programme s, whilst

simultaneously detaching myself in order to reflect on and evaluate the
dynamics of the processes that weretaking place. This provided opportunit ies
for reflection on orthodox practice and subsequent methodological

innovation. The aim was also to increase the credibility of the findings both
regarding academic rigour and the applied purposes of the partner
organisations. This was gained through designing and conducting the case
studies in a manner subject to deal world 6complexities and constraints of

time, budget, data, personnel and politics (Bamberger 2006, Gray 2004). In

doing this, the approaches used were demonstrated to be not simply
innovative but also practical and realistic, offering value to the partner

organisations. Operating in this way required that | maintain two parallel

roles throughout the fieldwork process, leading to a heavy work load and
requiring constant internal switching between roles. This was exacerbated by
my contracting Giardia lamblia and Schistosomiasis whilst conducting the

case study research, resulting in a two month medical interruption from th is
thesis in June and July 2008 whilst | recuperated.

3.2 Context

Having outlined the rationale for the case study research | now situate it
within the context of monitoring and evaluation methodologies for ICT for

education and consider additional methodological tools valuable in doing
this. The approach adopted in the case studies was chosemaving previously
investigated more conventional methodological approaches to monitoring
and evaluating ICT for education initia tives in Africa (Farrell et al. 2007,
Maclay et al. 2005, Kozma et al. 2004). Although drawing on these, | was
ultimately unsatisfied with the prescriptive and often top -down
implementation structure. | therefore developed linkages from related fields

in searching for possible innovative methodological alternatives.
Considerable literature exists regarding methodological guidelines for

conducting monitoring and evaluation in related fields such as the evaluation

of technology and education programmes (Johnston and Barker 2002), the
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evaluation of ICT and development programmes (Parkinson and Ramirez

2006), and the evaluation of education and development programmes
(Glewwe and Kremer 2005). Despite such guides, much debate remains
regarding the most appropri ate methodology for evaluation of education and
technology, with the need for a greater degree of thoroughness, quality and

clarity widely acknowledged (Farrington 2003) with a current climate

domi nat ed by somewhat 6fr agnpemrtoeeadc has d
(Roblyer 2005 p.1). This situation led Trucano (2005 p.3) to conclude that

t her e r anmbsencesof widely accepted standard methodologies and
indicators to assess impact of ICTsineduat i ondé with this bei
apparent in regard to the lack of research concerning impact on learning
outcomes within ICT for education (Wagner et al. 2005, World Bank IEG

2006, Tolani-Brown et al. 2009).

Having recognised the need for monitoring and evaluation of ICT for
education programmes to embrace more hdlistic processes, it was useful to
engage with generic monitoring and evaluation literature, and draw on
systems-based thinking in designing the approach to the case studies
(Morgan 2004, Watson 2006, Cabrera 2006). This provides a flexible
framework (Taylor and Soal 2004 ) within which concepts can evolve until an
internally consistent conclusion is approached. Equally valuable in this
regard was engaging with empowerment evaluation (Fetterman 1996), an
approach that has gained crosssectoral credibility structured around
principles of improvement, inclusion, community ownership, democratic
participation, social justice and accountability (Fetterman and Wandersman
2004). Such emphases representsignificant progression from conventional
and solely outputs-based approaches and were valuable inshaping my own
systems-based approach to monitoring and evaluation. Alongside this it was
beneficial to gain practical grounding through studying the development of
three related methodo | ogi c all a p p rOoteomédn MappingQafctior d 0
Aid Accountability, Learning and Planning System6 (ALPS), and dvost
Significant Change6(MSC).
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Outcome Mapping is presented by Earl et al. (2001) as an opportunity to
progress beyond evaluation tools which presuppose western, linear, case
and effect based conceptions ofreality (Powell 2006, Taylor and Soal 2004).
The benefit of this tool is in facilitating a shift in focus, viewing learning as a
process throughout the project lifespan and helping to pursue an
ethnocentric approach to impact that operate more deeply than simple

attribution analysis (http://www.outcomemapping.ca accessed 18/10/07) .

The ActionAid ALPS (Chapman et al. 2004) also places prominence on the
process-based development d a learning culture, emphasising participation,

power sharing and gender equality whilst not negating the need for
accountability and external influences. Linked to these is the MSC approach
to impact assessment(Dart and Davies 2003) which utilises open questions
and story collection to learn about positive and negative changes that have
taken place as a result of an initiative. The objective is to facilitate a greater
degree of transparency than orthodox evaluation methods, being free from

pseudo-objectivity and providing rich , people centred data(Sigsgaard 2002).

My approach developed by drawing on these toolswhich helped me to engage
productively with the frequent tension 6 bet ween t he creatiwv
qualitative research process- which implies contingent methods to capture
the richness of context dependent sites and situationsi and evaluation i
which implies standardized procedures and modes & r e p dBattar and 0
Eyles 1997 p.505). Providing a critique of solely quantitative measurement
bound approaches to evaluation is not necessarily critical of measurement in
itself. Measurable, quantifiable indicators make an important contribution to
rigorous monitoring and evaluation and the necessary emphasis on each of
them will vary depending on client and audience. Indeed, there is no inherent
error in the frequent connection between numerical results and
accountability, as long as it remains a tool which is ancillary to the primary

goal of transformation (Taylor and Soal 2004).
Although the methodological approaches adopted meant that | was often

operating in relatively unfamiliar research territory, it was still possible to
utilise the rapidly growing literature on the various approaches to assessing
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ICT for development programmes (Heeks and Molla 2009) . There have been
encouraging examples of attempts to engage with the unquantifiable and
unexpected dimensions to such research (Kremer 2003) in effective
monitoring and evaluation of ICT for development (Heeks 2009) and ICT for
education specifically (Wagner et al. 2005, Kozma et al. 2004).

In particular, my work built on the examples of Lennie et al. (2008) who
emphasise a context specific, mixed method approach to impact assessment
of ICT for development programmes, and Tacchi et al. (2009b) who p romote
participatory approach es and engage with Ethnographic Action Research.
This comes from recognising the lack of embedded monitoring and
evaluation within the arena of ICT for development, and the desire to
promote more innovative and participatory ap proaches (Tacchi and Lennie
2007). | also utilised the example of Catley et al. (2008), building on their
notion of participatory impact assessment as a progression from
participatory rural appraisal. In this | provided practical demonstration and
explorationof Wagner 6s (2009) argument that moni
ICT for development can be used as a driver of effective change and future

innovation that is structured towards the interests of the poor.

3.3 Partnership

Selecting appropriate research partners was intrinsic to realising the
objectives of this thesis. | now explain the rationale for the choice of partners
and give an overview of each. In considering how best to operationalise the
objectives of this thesis the initial inclination was to limit the research to a
particular education sector, connectivity level, technology, country, gender or
age group. However, such a framework would not have enabled me to
address the significant themes that were identified through the theoretical

context and remain unresolved within current literature. In order effectively

to explore viable alternative approaches to orthodox monitoring and

evaluation of ICT for education it was of critical importance to engage with a
variety of initiatives in different settings. The most appropriate way to

achieve this and better understand the real-world constraints and
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opportunities faced (Bamberger et al. 2006) was to operate in partnership
with organisations already engaged with initiatives related to ICT for

education in Africa.

Whilst the choice to operate through engaged partnerships rather than as a
detached observer was astraight-forward theoretical decision, it presented
additional complexity regarding suitable field locations, partner
organisations and potential analytical variables or focus points for the
research. Having investigated numerous potential partners and research
locations | decided to collaborate with EuroTalk in Malawi and Eduvision in

Ethiopia.

There were four significant reasons why these twocompanies were selected
for case study partnership. First, both the programmes were already
operational and the proposed timeframe for their monitoring and evaluation
exercises were compatible with the pre-existing research schedule of this
thesis. Second, he programmes were of interest and | considered that my
involvement had potential to improve the programme outcomes with the
partners demonstrated their commitment to invest time and resources into
the monitoring and evaluation exercise. Third, the partners welcomed
academic expertise and rigour to inform their approach to both the
methodology and implementation of each monitoring and evaluation
exercise Fourth, each partner was keen to be flexible and look beyond
conventional approaches to monitoring and evaluation, engaging with the

innovative, process and value-based approachthat | proposed.

Despite the rigorous selection process for suitable partners there were
significant complexities encountered in working with both EuroTalk and
Eduvision. These are addressed in detail in Chapter 6, focusing on the

implications for effective monitoring and evaluation.
In addition to the case studies withEuroTalk and Eduvision there were three

other significant research partners with whom | collaborated . These werethe
ICT4D DelPHE partnership, ICWE and InWEnt. An overview of all five
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organisations, explanation of the partnerships and a table of the methods
utilised with each is included below, preceded by atable explaining the

progression of the field research (Figure 3.1).
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Figure 3.1: Methodological t imeline

80



3.3.1 EuroTalk Ltd

EuroTalk (http://eurotalk.com/en accessed 21/08/08) is a London-based

publishing company producing educational software for language learning.
The company have been working in Malawi since 2005, operating in
partnership with the Mi nistry of Education Science and Technology (MoEST)
in order to develop and deliver interactive learning solutions to primary
school children through the wuse of handheld video players

(http://learnaboutonline.com _accessed21/08/08).

My partnership with them was established in July 2007 and it was agreed
that | would provide independent input to a planned monitoring and
evaluation exercise with EuroTalk and the MOoEST regarding their pilot
programme in Malawi. In exch ange for my assistance, EuroTalk agreed to
cover all travel and living expenses during the fieldwork. This arrangement
was formalised through signing a Memorandum of Understanding between
the two parties. There were a total of three field visits in September 2007,
November 2007 and February 2008, each of between two and three weeks in
duration. The initial output of the research was a co-authored monitoring and
evaluation report for EuroTalk and the Malawi MoEST (Masperi and Hollow
2008) . The methods used diring this case sdudy are shown below (Figure
3.2) and are expanded on in Chapter 4 which gives a detailed account of the

Malawian case study.

Method Stage 1 | Stage 2 | Stage 3 | Total
Sept 07 | Nov 07 | Feb 08
Focus groups with teachers 5 5 5 15
Group intervie ws with children 5 5 5 15
Individual interviews 4 7 11
Observation sessions 14 5 5 24
Baseline test 120 120 240
Teacher diary 5 5
Learning Octagon 5 5 10
Stories 3 2 5
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Questionnaires 45 45

Research diary 15 15 21 20,000

entries entries entries words

Figure 3 .2: Methods used with EuroTalk

3.3.2 Eduvision Ltd

Eduvision (http://www.eduvision.ch accessed 01/08/08) is a Swiss company

that has been operating since 2005 and are now operating under the name
BlankPage Ltd (http://www.blankpage.ch/en accessed 12/01/1Q. They

provide educational content for use on a variety of technology platforms with
the aim of lowering the cost and improving the quality of primary and
secondary education. In Ethiopia, Eduvision work in partnership with the

Engineering Capacity Building Programme (ECBP) (http://www.ecbp.biz

accessed 01/08/08), a division within the Ministry of Capacity Building
(MoCB) that is partially funded by the German organisation Deutsche
Gesellschaft fur Technische Zusammenarbeit(GTZ). The role of Eduvision is
to provide curriculum -based content for the XO laptops

(http://www.laptop.org  accessed 12/09/08) being distributed across the

country as part of the One Laptop Per Child (OLPC) initiative .

My partnership with them was established in December 2007and again was
formalised through signing a Memorandum of Understanding. It was agreed
that | would advise Eduvision regarding their pre-existing project
assessments and assist in developing and delivering an appropriate
monitoring and evaluation programme for their work in Ethiopia. In return
for this assistance, Eduvision agreed to over all travel and living expenses
during the fieldwork. The initial stage involved a week of discussions and
providing methodological training in Zurich in February 2008. The second
stage was four weeks of fieldwork in Ethiopia in April 2008 in order to
establish the methodological framework for the monitoring and evaluation.
The third stage was continual distance-based support to the office in Zurich
and Addis Ababa between May and November 2008 regarding developing

and maintaining effective monitoring processes. The fourth stage was a
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further two weeks in Ethiopia in December 2008 gather ing data collected
since the second stage and condudhg further research. The direct output for
Eduvision was a monitoring and evaluation report and additional feedback
regarding programme and product suitability (Hollow and Everts 2009)
(Figure 3.3).

Method Stage 1 Stage 2 Stage 3 Stage 3 Total

Zurich Ethiopia | UK Ethiopia

Feb 08 Apr 08 Apr -Dec | Dec 08

08
Student drawings 10 (test) 10
Teacher diaries 5 (test) 5
Focus groups 8 4 12
Individual 3 17 10 30
interviews
Baseline test 200 (test) | 200
Observation 3 4 7
sessions
Group interviews 4 2 6
with children
Stories 3 12 15
Research Diary | 5entries | 30 10 entries | 11 entries | 37,500
entries words

Figure 3 .3: methods used with Eduvision
3.3.3 ICT4D Partnership for African HEI S

The ICT4D Partnership for African Higher Education Institutions (HEISs)
promotes collaboration between Universities across Africa and the UK

(http ://www.ict4d.org.uk  accessed 01/08/08). Central to the initiative is

exploring an innovative approach to partnership based on principles of
equality and empowerment. In this way it is substantively different from
many other partnerships between African and European or US HEIs built on

Ot he basis of an operational di vi si on
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asymmetri esd ( Ol uTKhe pantnershipGe@eivesgunding dom.
DFID and is a beneficiary of the Development Partnerships in Higher
Education (DelPHE) programme (http://www.britishcouncil.org/delphe.htm

DelPHE

project team to convene half-day workshops on effective monitoring and

accessed 01/08/08). | utilised my membership of the international

evaluation of ICT for education in Africa at three consecutive years of the

eLearning Africa conference and participate in two related one week

workshops (Figure 3.4).

Topic and Stage 1 | Stage 2 Stage 3 | Stage 4 Stage 5
role of Ghana Kenya UK Ghana Senegal
workshop Feb 07 May 07 Nov 07 | May 08 May 09
Effective Half -day Half -day Half -day
monitoring and workshop workshop workshop
evaluation of with 60 with 45 with 12
ICT4E in Africa participants participants participants
(role of organiser

and facilitator)

ICT for One week One week

development in workshop workshop

HEIs

(participant)

Figure 3 .4: Workshops from DelPHE partnership

3.3.4 InWEnNt

Capacity Building International (INnWEnt)

(http://www.inwent

.org/index.en

accessed 01/08/08) is a German non-profit organisation that operates

worldwide and specialises in

development

and

capacity

advanced

building.

training,
Global

human

Campus

resource
21

(http:// gc21.inwent.org/en/index.jsp accessed 01/08/08) is the InWEnNt

internet learning platform and is used as a knowledge portal to facilitate

online training.
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| was invited by InWEnt to participate in a one -week eAlumni workshop in

Zschortau, Germany in February 2008 . The event gathered 40 course alumni,
trainers and OelLearning championsd from
world. In exchange for access to the workshop and conducting research with
participants | wrote a report for INWEnt regarding the pla ce of monitoring,

evaluation and impact assessment within eLearning programmes (Hollow

2008) .

Method Frequency

Participant observation 5 days- throughout workshop
Interview 11

Focus group 1

Research diary Daily (total of 4000 words)

Figure 3 .5: Me thods used in INWEnNt workshop

3.3.5ICWE

ICWE GmbH (http://www.icwe.net accessed 08/08/08) is a German -based
company that specialises in conference organisation for the education,

training and ICT sectors. They are hosts of the eLearning Africa conference,
an annual event to develop elLearning capacities across the continent

(http://www.elearning -africa.com accessed 08/08/08).

The position of ICWE as one of the major actors within the African ICT for

education sector made them an ideal partner for gaining access to a wide
range of perspectives from across the continent. As the organisers of
eLearning Africa, the company maintain a database of 2000 members,
mainly African, which enables them to conduct research regarding how they
can best improve the service they are providing. | designed an online
guestionnaire in collaboration with ICWE in order to gather data from these

members (Appendix A). The primary agenda for ICWE was to dbtain
information pertinent for gaining increased donor funding, and for my

research it was to ask questions regarding monitoring, evaluation and impact

assessment. | received 147 responses from a total of 2000 people contacted
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for the survey. In return for access to this database | wrote a report which
encapsulated the findings relating to potential future donor funding of the
event (Hollow 2009). The findings of the survey are explored in more detall
in Chapter 4.

At the eLearning Africa conference there is anexhibition area with a variety
of ICT for education organisations represented. My partnership with ICWE
also enabled me to distribute email questionnaires to each exhibitor
regarding monitoring and evaluation of ICT for education following the
eLeaning Africa conference in Accra 2008. The initial contact with 38
exhibitors received 15 responses which progressed into ongoing online
conversations with a smaller group of 8 respondents (Appendix B) (Figure
3.6).

Method Frequency

Online Survey 147 responses from 2000 surveys

Emailed interviews 15 interviews from 38 emails

Email-based conversations 8 conversations (developing from 15
initial responses)

Figure 3 .6: Methods used with ICWE

3.4 Case study methods

Having explained the nature of my involvement with each partner
organisation | now concentrate on the three categories of research methods
previously outlined. First, a brief description is given for each of the methods
utilised during the two monitoring and evaluation case studies in Malawi a nd
in Ethiopia. Second the methods employed throughout these case studies
when reflecting upon and evaluating the processes taking place are outlined.
Third, an explanation is given for the methods used in gaining a broader
perspective on the research ains to complement the detailed case studies and
reflection. From the perspective of an external observer it would have been
difficult to distinguish in the field between the first and second research
categories due to the continual interplay between the two. However, in both
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planning and implementation they constituted distinct categories with
different research objectives and so are presented as suchThe sampling

strategy for each method is discussed in detail in Chapter 5.

3.4 .1 Individual and group i nter views

The interviews conducted followed a variety of formats based upon the semt
structured interview (Burgess 2003) termed by Patton (2002) as the
onterview guide approachd This meant that each interview contained more
planned structure than an informal conversation but avoided determining the
exact wording and sequence of questions in advance. Confidence to embrace
unplanned deviations from the questions allowed exploration of rich dialogue
as it developed (Burgess 2003). Individual interviews of this n ature were
conducted with many types of stakeholder in Malawi and Ethiopia including
children, parents, teachers, headteachers, community leaders,
administrators and government officials. These interviews lasted between 20
and 90 minutes. In Malawi 11 individual interviews were conducted and in
Ethiopia 25 (Appendix C). 15 dructured group interviews were also
conducted with groups of between four and ten children in Malawi. These
interviews were conducted in Chichewa with a teacher acting as interpreter.
Samples of the group interviews conducted are included in Appendix D. In
Zschortau an additional 11 interviews were conducted with eLearning experts

and samples of these are included in Appendix E.

3.4.2 Focus groups

A total of 15 focus group discussionswere conducted with adults in groups of

between four and ten in Malawi. These groups lasted for between 30 and 120
minutes and were conducted in English. In Ethiopia, 12 focus group
discussions were conducted with teachers and students, also in groups of
between four and ten and lasting for between 45 and 150 minutes. These
groups were conducted in Amharic and English, according to participant

preference. The framework used when conducting the focus groups in Malawi

and Ethiopia is included in Appendices F and G. There was &0 one focus
group conducted during the workshop in Zschortau.
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Each focus group began with a structured introduction (Unwin, Tan and
Pauso 2007) followed by flexible discussion with guiding questions from the
facilitator. This ensured consistency and provided a commonly understood
framework to facilitate both clear communication and a safe environment for
dialogue (Valentine 1999). When operating effectively the focus groups also
facilitated robust dialogue (Stewart and Shamdasani 1990) whilst ensuring
that no one felt pressurised to share personal experiences (Bhattacharjee
2000).

3.4 .3 Interactive Learning Octagon

| designed the Interactive Learning Octagon in response to recognising the
need for a visual demonstration tool to help the teachers in Malawi consider
the positive and negative impacts of the initiative and stimulate more
detailed discussion than had been possible through the focus groups.The
octagon providing a pictorial representation to assess the strengths and
weaknesses of eight different dimensions to the programme by drawing on a
combination of the Octagon tool (Sida 2002), radar diagrams (Catley et al.
2008) and Most Significant Change approach (Sigsgaard 2002, Dart and
Davies 2003). The eight categories were studern attendance, student
enthusiasm, student curriculum attainment, student life skills attainment,
teacher workload, teacher enthusiasm, device effectiveness and solar
effectiveness. The intention was that the teachers would work together to

create a visualrepresentation of the impacts of the initiative as a whole.

The a@ght categories of potential change each hada score between-3 and +3
that the teachers selected, first individually and then reaching consensus
through group dialogue. -3 signified a strongly negative change, 0 no change,
and +3 a strongly positive change. Each category constituted a line of the
octagon, extending from a central point and with the numbers -3 to +3
positioned equidistantly along the line, with -3 at the centre of the Octagm, O
half way out, and +3 at the outside edge. Teacher responses were marked by

circling a number on each line and then connecting each circled number to
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the one on the adjacent line. This produced an irregular octagon which
demonstrated the areas of most pronounced change, both positi