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Abstract
Globally, there are over 50 million school-aged children who are not enrolled in
school. Conditional Cash Transfer programs are one creative strategy to incentivize
school enrollment and provide financial assistance for low-income families, attempting to
bridge worldwide issues of schooling and poverty reduction. Despite Costa Rica’s
economic growth over the past twenty years, poverty and low secondary school
enrollment persist. This dissertation applies a mixed-method approach to evaluating the
Costa Rican educational Conditional Cash Transfer program, Avancemos. Combining
secondary data analysis of a nationally representative household survey and semistructured interviews with program administrators, high school teachers, parents and
youth, I investigate the impact of the program that informs the future implementation of
this global strategy. The program’s cash stipend allows families to manage the economic
burden of schooling and facilitates school enrollment. For low-income families in rural
areas, this small amount of money provides substantial relief. Additionally, the program
mitigates other disadvantages due to parental and household characteristics, allowing
more students to participate and perform well in secondary education. The program also
supports higher participation and improved performance in schooling for girls, who are
also more likely to be balancing their education with domestic responsibilities.
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Chapter 1: Introduction
1.1 Problem Statement
Conditional Cash Transfer (CCT) programs are an innovative approach to global
poverty relief and promoting education. As of 2015, 57 million children of primary school
age worldwide were not in school (United Nations, 2015a). Also, severe inequalities in
educational attainment related to poverty and socioeconomic status persist. Improvements in
educational access and attainment are central to reaching global development targets.
Universal primary education by 2015 was one of the United Nation’s Millennium
Development Goals (United Nations, 2015b). The newly adopted Sustainable Development
Goals includes the goal of “inclusive and quality education for all” with the target of
universal primary and secondary education by 2030 (United Nations, 2015a). Going
forward, systematic inequities of access and quality are key policy concerns. Place of
residence is one dimension of this inequity. Access to and demand for education is low in
rural areas affected by poverty and school attendance is much lower in rural areas than urban
areas after the age of 10 (The World Bank, 2015). In an attempt to combat these schooling
disparities, many countries, particularly in Latin America, have implemented education CCT
programs (or education components to larger CCT programs) that require low-income
families to send their children to school in order to receive financial support.
In this dissertation, I examine the CCT program in Costa Rica, known as Avancemos
(or, Let’s Advance). The Avancemos program encourages human capital development by
requiring students to stay in school for secondary education. Costa Rica first introduced
Avancemos in 2006 to address educational concerns of low secondary school attendance and
low graduation rates while financially supporting low-income families (Avancemos, 2007).
1

Despite recent economic growth, Costa Rica still has approximately one million people
(20.7%) living below the poverty line, limiting their access to education (INEC, 2013).

1.2 Purpose of the Study
CCT programs are widespread in Latin America and are considered by some to be a
magic bullet for problems of poverty and low human capital (see for example, Fiszbein,
2009). CCTs have been adopted relatively rapidly and promise quite optimistic outcomes (a
more detailed description of global CCT programs is presented in Chapter 3). Many
countries have implemented customized versions with variation in the amount and frequency
of the stipend, age of eligibility, and school or health requirements.
In my dissertation, I first address the conditions of the most vulnerable population
that Avancemos targets and the impact of the cash transfer on families. I address the
challenging economic conditions that youth in low-income families experience and also
consider the goal of the program to provide financial support and poverty relief (i.e. BanegasGonzález & Mora-Salas, 2012; Slater, 2011).
This research provides a fundamental understanding of program outcomes, namely
economic and educational outcomes. I empirically explore issues of school enrollment and
performance. School performance and student learning have not been adequately
investigated as an outcome of CCT programs (i.e. Barrera-Osorio, Bertrand, Linden, &
Perez-Calle, 2008; Schady, Araujo, Peña, & López-Calva, 2008). School performance refers
to the ability of students to meet or achieve their learning goals and can be measured by
multiple indicators including grade completion, school grades, achievement exams, or even
cognitive ability (Hanushek, 1997; Newmann, Marks, & Gamoran, 1996). While these
indicators are more often used to measure school performance, my research uses the
2

measurable indicator of timely grade level completion as a proxy for individual performance,
due to restrictions in the survey data. The broader education systems in Costa Rica,
including national policies and the cultural belief in education, are considered as integral to
the implementation of the CCT program.
The final piece of the analysis will consider an added aspect of the program’s
outcomes by comparing the impact for boys and girls. I analyze the impact of the CCT
program from a gender perspective and the role of the program for participating girls.

The

research is designed to bridge the economic and education impacts of Avancemos and
address the intersection of multiple dimensions of vulnerability.
I selected Costa Rica because of its history of economic growth and stability, as well
as its outward impression of a strong dedication to education. These factors, as I will later
explain, contribute to the perceived exceptionalism of the country, as compared to most of
the other countries in Central America. The beauty and tranquility that has made it a leader
in tourism and as a retirement destination can obscure the challenging conditions that many
Costa Ricans still face. As I will detail in the description of the site selection, the context of
Costa Rica is essential when trying to understand the program’s impact. In particular, Costa
Rica’s distinct political history that includes the abolition of the military and a strong
dedication to education potentially influences their CCT program, including its creation,
implementation, and outcomes. Costa Rica offers an example for future implementation of
CCT programs. Despite its prosperity and social development, vulnerable populations
remain, illustrating the need for continued and concentrated policy analysis and focus.

3

1.3 Methodological Approach
I use a mixed-methods research design to address gaps in the existing research and
within the understudied context of Costa Rica. The combination of quantitative secondary
data analysis and a qualitative in-depth case study allows for a more complete understanding
of program participation and its impact. The quantitative analysis uses the Costa Rican
National Household Survey (Encuesta Nacional de Hogares or ENAHO) for the period of
2000-2013, collected by the National Institute of Statistics and Censuses (INEC). Additional
context is provided by the administrative data including all participants in Avancemos. These
data were provided by the Mixed Social Assistance Institute (Instituto Mixta de Ayuda Social
or IMAS) and gathered in the Database for Beneficiary Profiles (Sistema de Atención de
Beneficios or SABEN).
The secondary data analyses are complemented by primary field research in rural
Costa Rica. In 2014, semi-structured interviews were conducted in three neighboring rural
communities with high school teachers and administration, parents and students.
Additionally, interviews were conducted in the capital, San Jose, with program
administrators of Avancemos, located at the central offices of the Mixed Social Assistance
Institute (IMAS). The field research was instrumental in illuminating the program’s design
and implementation, as well as the experiences of participating families.

1.4 Significance of the Research
The dissertation contributes to the continued analysis of CCT programs that have
been adopted by many countries, particularly in Latin America. Although Costa Rica is often
overlooked due to its comparative prosperity, significant economic inequality and poverty
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remain, particularly in rural communities. By learning more about this program and its
shortcomings, successes and future potential, similar policies can be better informed and
improved. Existing research focuses mainly on educational enrollment as a key indicator in
the evaluation of CCT programs. This research advances our knowledge by exploring
additional educational indicators and investigating program design and implementation. By
documenting how Avancemos enhances not just school attendance but whether or not
students are able to stay on track completing each grade, the research speaks more directly to
the stated long-term program goal of developing human capital through education.
Researching how this program functions and how it impacts educational outcomes will
inform discussions regarding future investments in CCT programs.

1.5 Costa Rica Country Selection and Description
As noted, Costa Rica provides a unique context for analyzing the outcomes of a CCT
program. Its recent economic growth coupled with its history of providing a broad range of
social protections contributes to its perception as an outlier, as an exceptional case. Although
Costa Rica could be viewed as an anomaly, it is still important to understand how the CCT
program is implemented within the broader social safety net so as to inform other CCT
programs that operate within different political and social systems. Even with its economic
and social advantages, poverty persists for certain populations and there is still growth
opportunity for secondary school education. The adaptation of the basic CCT program
premise to the specific country conditions of Costa Rica can inform other programs as they
attempt to create a positive impact and manage both roadblocks and unintended
consequences.

5

1.5.1 History
Columbus first made contact with what would become Costa Rica in 1502 and the
territory was supposed to provide wealth and resources (Booth, 1998). However, Spain
quickly discovered a lack of gold and thus neglected Costa Rica as a principal site for
investment and exploitation (Booth, 1998). Despite this, Costa Rica was still heavily
influenced by Spanish culture, from religion to language, during its three hundred years as a
colony (Biesanz, Biesanz, & Biesanz, 1999; Booth, 1998). As in other Spanish colonies in
Latin America, indigenous populations were decimated and marginalized. After gaining its
independence from Spain in 1821, Costa Rica experienced years of instability through
alignments with Mexico and then the United Provinces of Central America (including El
Salvador, Guatemala, Honduras, and Nicaragua) (Mitchell & Pentzer, 2008). Throughout the
late 19th and early 20th century, Costa Rica struggled to find its national identity and to
protect itself from outside influences or takeovers (Palmer & Molina Jiménez, 2004).
In the mid 20th century, changes in government power created conflict and led to a
violent war. It was after the 1948 elections and a victory by Ulate Blanco of the moderate
conservative PUN party that deputies from the established Calderonista party did not cede
the government. Capitalizing on the election dispute and supported by anti-communist
movements in the region, Jose Figueres led the National Liberation Army in a six-week civil
war. In 1949, after the brief but deadly civil war, Costa Rica adopted a new constitution,
which amongst other notable declarations abolished the military (Biesanz et al., 1999;
Mitchell & Pentzer, 2008).
During an eighteen month period of ruling by decree, Figueres’ assembly revised the
1871 constitution, making major contributions including promoting clean elections,
6

introducing women’s suffrage, prohibiting presidential reelection and eliminating the military
(Booth, 1998; Mitchell & Pentzer, 2008). Figueres and his assembly took this bold step for
philosophical and political reasons. The abolition of the standing army took away power
from the opposition and removed this destabilizing force, essentially eliminating coups and
military rule from Costa Rican politics (Booth, 1998). Additionally, it freed up a large
portion of government spending. This radical approach allowed Costa Rica to invest in
social programs such as education instead of an organized military. It was said that the army
would be replaced with an “army of teachers” (Biesanz et al., 1999; Mitchell & Pentzer,
2008). Currently, Costa Rica remains demilitarized, maintaining local police forces as its
only form of national security. As Figueres may have envisioned, many believe this has
contributed to Costa Rica’s happy population (often ranking as the happiest country amongst
many other higher income countries) and the maintenance of its social and environmental
protection programs (Barash, 2013).
1.5.2 Demographics
Costa Rica’s population of approximately 4.8 million residents is predominantly
white (84%), with minority groups

Figure 1.1: Population Pyramid of Costa Rica

including mulato (6.7%), indigenous
(2.4%) and black (1.1%) (Central
Intelligence Agency, 2014). As a result of
the history of Spanish colonization that led
to the destruction of indigenous
populations, the country has a largely white
population. As seen in Figure 4.1, Costa
Source: Central Intelligence Agency, 2014
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Rica has a relatively youthful age structure and the largest generation is now between the
ages of 25-54, with 43.8 percent of the population. Life expectancy (80 years in 2013) has
steadily increased since the 1970’s with the implementation of social services such as
improved healthcare and sanitation (data.worldbank.org, 2015). During the same time
period, the total fertility rate (TFR, births per woman) has decreased, dropping below the
replacement rate (approximately 2.1) in the 2000’s, and remaining at two in 2013
(data.worldbank.org, 2015). Experiencing a large part of the demographic transition in the
late 1970’s, Costa Rica is now benefiting from the demographic dividend, in which the
younger population is in their prime working years, supporting the economic productivity of
the country (Gomez, 1989). The infant mortality rate (under 5 years old per 1,000 live
births) is approximately ten and Costa Rica’s population annual growth rate has declined to
one percent.
The dominant religion is Catholicism (76%) with an increasing percentage of
Evangelicals (14%) (Central Intelligence Agency, 2014). It is anecdotally said that every
town in Costa Rica has a church, a bar, and a soccer (futbol) field and although there are
increases in other denominations, Catholicism remains the predominant religion.
Due to its economic prosperity and political stability, Costa Rica has become an
immigrant destination, primarily coming from Nicaragua (around 6.5% of the total
population), both legally and illegally (Central Intelligence Agency, 2014). Immigration is a
hot political issue and some view the Nicaraguan immigrants as a threat to job availability as
well as the social identity of Costa Rica. Few Ticos (a nickname for Costa Ricans) emigrate
internationally, with less than 3 percent living abroad as compared to the nearly 20 percent of
El Salvadorans or 15 percent of Hondurans (Central Intelligence Agency, 2014).
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1.5.3 Economic Growth
Costa Rica’s migration patterns are in part due to its economic growth and stability.
For the past few decades, Costa Rica has experienced economic prosperity, primarily due to
its export-oriented trade of bananas, coffee, sugarcane, and beef. Its growing tourism
industry has also facilitated their growth and increased the service sector of its economy.
The country’s Gross National Income (GNI) (Purchase Power Parity) is estimated at $68.6
billion and GNI per capita is estimated at $13,900 (global rank #103) (data.worldbank.org,
2015).
Despite its economic growth, an estimated 20.7 percent of the population lives below
the national poverty line (or approximately one million people) (INEC, 2013). This could
partially be explained by the unemployment rate of 10.1 percent (measuring the number of
people actively looking for a job as a percentage of the total labor force) in the first quarter of
2015 (Leiton, 2014). Costa Rica also has the GINI index value of 48.6 in 2012, which is
the19th highest value of inequality worldwide (data.worldbank.org, 2015).
1.5.4 Education
The education system in Costa Rica is centralized through the Ministry of Education
(MEP). The Ministry’s mission includes reducing inequality, providing an education that
improves competitiveness, strengthening fundamental values, strengthening technical and
scientific education, and investing in individuals with a lasting effect for future generations
and takes into consideration sustainable economic, social, and environmental development
(mep.go.cr, 2013). Furthermore, throughout the school system, Costa Rica emphasizes three
main components, including humanism, rationalism, and constructivism (“Ministerio de
Educación Pública,” 2013). Humanism is used to describe the goal of educating well9

rounded students and fostering development of social skills and ethics. MEP uses the term
rationalism to emphasize the objective knowledge that students learn as well as the logic
skills they are obtaining through formal education. It is implied that rationalism is what
drives human progress and interpersonal understanding. Constructivism, the last of the three
themes of the education system, refers to the role of the educators in shaping the educational
experience to the individual characteristics of the students. It is recommended that students’
personal background, interests, and cognitive abilities be taken into consideration and that the
education system works mutually with the students to shape knowledge acquisition.
Formal schooling includes preschool, primary and secondary cycles (which spans
kindergarten through sixth grade), and the tertiary cycle, which includes high school and
bachillerato (an examination granting access to higher education). Preschool is intended for
ages four to five and kindergarten from five to six years old (“Ministerio de Educación
Pública,” 2013). Primary school is typically grades one to six, or ages six to eleven
(“Ministerio de Educación Pública,” 2013). High school is generally from grades seven to
eleven (with some schools including a twelfth grade) (“Ministerio de Educación Pública,”
2013). Passing the 9th grade is a milestone as students reach their novena (9th grade
certificate) and must pass subject-based exams (“Ministerio de Educación Pública,” 2013).
Reaching this step can allow individuals to be considered for some types of employment.
However, as education participation increases nationally, students are encouraged to
complete the 11th grade and receive their high school degree (and the bachillerato
certification), and to even continue on to higher education. There are a variety of types of
schools including public and private, general and technical, and a well-established night
school and returning adult schooling program (“Ministerio de Educación Pública,” 2013).
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The creation of the “army of teachers” has translated into a more recent dedication by
the Costa Rican government to be a leader in education. In 2009, Costa Rica spent 6.3
percent of its GNI on education (rank #34 worldwide) and 23 percent of total government
expenditure is on education (data.worldbank.org, 2015). This number is rising, after a sharp
drop in the percentage dedicated to education in the mid 1970’s and early 1980’s.
Education funding and decisions of the budgetary allotment for education depends on
the government, with shifts in the percent of the GNI dedicated to education occurring with
changes in political leadership. Unlike in the United States, schools are funded at the
national level, and not the local level. Approximately 30 percent of the school funding
comes directly from the national government from indirect taxes, with supplemental funding
loaned by organizations such as the Inter-American Development Bank (IADB). In 2012, a
$167 million loan from the IADB was granted to Costa Rica and earmarked for the
construction of 52 new schools, largely rural high schools (IADB, 2012). The increases in
enrollment rates require improved infrastructure that will help provide a high quality
education.
MEP oversees all public schools and classifies the schools based on the number of
students attending, the number of teachers, and the location of the school (Anderson and
Montero, 1997). Growing to over four thousand primary and secondary schools in the
country, the large majority are public schools with the few private schools predominately
bilingual schools. New schools can be built when there are at least 25 students eligible to
attend (“Ministerio de Educación Pública”, 2013). According to the strategic plan,
approximately 540 primary schools were constructed or repaired per year during the period
of 2003-2015 (“Ministerio de Educación Pública”, 2015). Of those schools, 35 per year were
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new builds and approximately 10 per year were in indigenous communities (“Ministerio de
Educación Pública”, 2015). In terms of secondary school, approximately 300 schools were
constructed or repaired during the same
Table 1.1: School Enrollment in 2011 and 2012
2011

2012

Primary School

94.1%

92.0%

Secondary School

73.3%

72.9%

time frame.
While primary education rates
are very high, secondary enrollment
drops off considerably (see Table 1.1),

Source: Word Bank Data, 2014

explaining the concern by the Costa

Rican government to promote high school enrollment. Compared to other countries in the
region, Costa Rica’s primary school and secondary school enrollment is about average.
Considering its perception of “exceptionalism”, Costa Rica’s education participation rates are
not drastically better than most of the other countries in the region. As presented in Table
1.2, the largest differences are over other countries such as Honduras and Nicaragua and their
secondary school enrollment rates.
The drop-off between primary

Table 1.2: School Enrollment in Central
America, 2013

and secondary enrollment rates is

Primary
School

Secondary
School

particularly dramatic in rural areas (see

Costa Rica

90.0%

73.0%

Table 1.3). While primary school

Panama*

91.0%

76.0%

Honduras

89.0%

49.0%

Nicaragua**

92.0%

45.0%

Latin America

92.5%

73.6%

enrollment remains relatively similar
between rural and urban places,
secondary education is drastically lower
in rural areas than urban areas. In their
strategic plan for the next three years,

Source: World Bank Data, 2014
*Latest data available from 2012
**Latest data available from 2010
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MEP also indicates efforts to improve the education enrollment for marginalized groups,
specifically poor and indigenous populations (“Ministerio de Educación Pública”, 2015).
While brief mention of Avancemos shows the need for programs that address poverty, a full
explanation of the partnership between the Ministry and IMAS and the importance of the
cooperation between the two institutions is missing (“Ministerio de Educación Pública”,
2015).
In addition to the issues of enrollment, recent iterations of the Programme for
International Student Assessment (PISA) have indicated Costa Rica is lagging in
performance in the areas of math, science, and reading (OECD, n.d.). While these data are
not included in the quantitative analysis because of the lack of information regarding
Avancemos participation, they do provide a good context for the discussion of education
outcomes. This global evaluation, which started in the year 2000, measures the performance
in 15 year-old students in 65 different countries (OECD, n.d.). Costa Rica was added to the
assessment in 2009 and 2012. In the most recent study, Costa Rica ranked 49th in reading,
51st in science, and 56th in mathematics ("Ministerio de Educacion Publica", 2014). Almost
60 percent of students were at basic level 1 or less in the subject of mathematics ("Ministerio
de Educacion Publica", 2014).
The most recent annual progress report

Table 1.3: Urban and Rural School
Enrollment in 2005

from the Ministry of Education in 2013

2005

Total

Urban

Rural

Primary
School

86.4%

86.5%

86.3%

Secondary
School

63.3%

indicates focus areas for enhancing the quality
of education with the hopes of improving

71.3%

53.0%

student performance. Curriculum reform
included highlighting subjects including

Source: Word Bank Data, 2014
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civics, music, plastic arts, and physical education, while paying additional attention to
mathematics instruction (“Ministerio de Educación Pública”, 2013). The language
throughout the report emphasizes the need for hands-on and interactive learning, and moving
away from learning through memorizing responses (“Ministerio de Educación Pública”,
2013). Regarding mathematics instruction, attempts have been made to focus students’
learning on application and concrete examples, rather than theory. Over the period of three
years, the changes in instruction have been gradual, with a full roll-out planned to occur by
2016, and evaluation has been ongoing (“Ministerio de Educación Pública”, 2013).
Other goals from the forward-looking strategic plan include 1) targeting the education
system towards societal needs; 2) improving the retention of students in the educational
system; 3) improving the training and worth of teachers; 4) improving the infrastructure in
terms of construction, repairs, and maintenance of education institutions. To attend to each
of these broad goals, specific objectives and

Table 1.4: Central America Countries
HDI Value and Rank, 2013

indicators are outlined such as increased ESL

HDI
Value

Global
Rank

Panama

0.765

66

Costa Rica

0.763

68

Belize

0.702

96

El Salvador

0.662

115

of the plan, little is done to demonstrate how

Guatemala

0.628

125

that partnership should function, has been

Honduras

0.617

129

functioning, or can be strengthened.

Nicaragua

0.614

132

Latin America
and Caribbean

0.741

--

capacity, improved wages for teachers,
working with the local school boards, and
strengthening the partnership with FONABE
and Avancemos. However, in the later details

1.5.5 Human Development Index (HDI)

Source: www.hdr.undp.org, 2013

The Human Development Index (HDI)
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which includes values of life expectancy at birth, mean years of schooling, expected years of
schooling, and GNI is measured at a national level and is used to compare levels of
development. Costa Rica’s HDI value ranks #68 globally (value: 0.763) and is grouped in
the high human development category. In 2013, life expectancy at birth was estimated at
79.9 (“Human Development Index (HDI),” 2014). In terms of education indicators, the mean
years of schooling was 8.4 in 2012 and the expected years of schooling was 13.5. As noted,
the GNI is roughly $13,000 per capita. The HDI of Central American countries are listed in
Table 1.4. Costa Rica has the second highest HDI value in the region and is above the
Central America and Caribbean average of 0.741.

1.6 Field Site Selection and Description
As noted, I use a mixed-methods approach featuring secondary data analysis and
primary data gathering through fieldwork. This section describes and justifies the site
selection for the fieldwork component. When I was selecting a research site, I restricted my
search to rural places. The challenges rural places face in terms of access to schooling,
transportation issues, job availability, access to resources and education levels of older
community members provides a fascinating context for the application of CCT programs.
The program Avancemos has focused on providing support for low income and rural
households so that youth are able attain higher levels of education. This dedication to
helping rural areas combined with the conditions that can influence both participation in the
program and the educational experience of participants influenced my site selection. I am
interested in the specific outcomes of the program within the rural context and how these
may differ from non-rural areas. I also needed a location with high participation in the
Avancemos program but also a population of non-participants.
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My past experience in the city of Godescalco1, located in the Central Valley, and a
brief day visit to the town of Aquino sparked my interest in the area. Rough dirt roads that
climb up the mountain from Godescalco lead to the beautiful and picturesque area
surrounding Aquino. Although Aquino is relatively close to the town of Godescalco (less
than 30 kilometers), its seclusion is remarkable. The lack of a paved road combined with
very limited transportation (one bus that has one daily trip to Godescalco and back on
Monday, Friday and Saturday only), signals the community’s remoteness and limits the
access community members have to the amenities of the closest cities and the access outsides
have to the community.
The main road that runs
Figure 1.2: Sketch of Communities’ Locations

through Aquino continues on to both
San Crisóbal and Isidro, creating a
network of communities.
Considering that the high school is
located in Aquino, I used this
community as my central location and
branched out to the other smaller
communities to speak with families in

Source: Drawn by P. Castellanos

all three areas. I used a previous contact that I had made on an earlier visit to help with the
logistic requirements of my field research and learned more about the conditions of the
region.

1

The names of the communities have been changed to protect the identity of participants. The fictitious names
were selected based on the characteristics of the community and the corresponding patron saint, as a tribute to
the Catholic influence and many other city names of religious origin in the country.
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1.6.1 History
Officially founded in the early 1900’s, the small town of Aquino is primarily an
agricultural community (Nunez Bielly, 1975). The first non-indigenous families to reside in
the area had immediate transportation issues with the creation of a road. The process
required settlers to clear the mountainside in multiple steps, all done by men with pitchforks
and shovels. Historians characterize the early times of the town as united and optimistic,
with all members working for the common good of the community (Nunez Bielly, 1975).
The construction of the main community building and symbol, the church, occurred in the
1930’s (Nunez Bielly, 1975). That same year began the school project, which started as a
one-room building with a sugarcane-leaf roof. It was expanded in the 1940’s, again by
purely manual labor. The largest addition to the school was inaugurated in the early 1950’s,
costing approximately 10,000 colones with funding coming from Ministry of Education and
the Godescalco municipality (Nunez Bielly, 1975). Schools in San Cristobal and Isidro were
founded in the 1960’s and each served approximately 60 students. A project working with
the Institute of Costa Rican Electricity (Instituto Costarricense de Electricidad or ICE),
brought the first electricity to the town in the early 1970’s (Nunez Bielly, 1975). A small
business and few houses for refrigeration first used electricity.
1.6.2 Demographics
The small rural town of Aquino has approximately 150 households with a key
informant’s estimate of 500-550 individuals, including children. The nearby town of San
Crisóbal has approximately 100 households with an estimate of 350 people. The third town
included in this study of Isidro has approximately 20 families and 60 people. Statistics of the
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towns are difficult to acquire as no data have been officially collected by the local
government or any other official institutions.
Within each community, family ties are strong. In Aquino, one of the five major
neighborhoods is called Barrio Mora, because it includes mostly members of the Mora
family, including 11 siblings that each now has adult children. Similarly, it was reported by
an elementary teacher anecdotally that within the elementary school of San Crisóbal, 22 out
of 29 students were cousins in some capacity.
Outside of the extended family, community relationships and social capital within
each community are very important. Community members rely on one another for
transportation (as witnessed when someone is ill and needs to go to the nearest hospital),
sharing important information (messages from school, word about visiting tourists), and
emotional support (prayer groups for loved ones that are ill or that have passed away).
As mentioned at the national level, the Catholic church is a main gathering place in
the community. While there is a small population that has branched into evangelism, the
predominant religion remains Catholicism. The physical church is the largest building in
Aquino and has an equally large presence in community members’ lives. It is also the main
meeting place during the week where families great one another and catch up on community
news. Church fundraising also holds social events such as livestock auctions, dances, or
raffles that allow all members regardless of religion to gather together and share a common
goal.
Between communities, the relationship is not as strong. Communication between
Aquino and San Crisóbal has been somewhat strained due to competing tourism and
development programs and a breakdown between local government organizations. Isidro is
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at an even greater disadvantage because of distance and transportation issues. Class
differences based primarily on income levels and occupation further isolates Isidro from the
other two communities. Isidro has many fewer employment opportunities and a much
smaller number of families that make up the community. Conversations with people in both
Aquino and San Crisóbal indicate a general assumption that Isidro is a much poorer area and
families residing in Isidro have much fewer economic resources.
1.6.3 Economic Conditions
The main livelihood in Aquino is sugar cane production, ranging from growing to
processing at the nearby sugar cane mill (trapiche). The labor-intensive crop is harvested
twice a year and sold to larger processing companies by the truckload. Small artisan
processers break the sugarcane down into brown sugar like bricks (tapas de dulce) which
they transport by horseback for sale in local “supermarkets” in neighboring communities.
The majority of the male community members (from high school age to adults) work in
agriculture. This includes the predominant crop of sugar cane as well as dairy and cattle
farming.
Coffee production and harvesting is mostly restricted to San Crisóbal, however it has
greatly decreased in the past 10-15 years due to a drop in the market value of the coffee
beans as well as increase in diseases. Global coffee prices have steadily declined during this
period with the largest drop (20%) occurring between 2011 and 2013, due to dramatic
increases in production from both an increase in acreage targeting coffee production and
adoption of improved technology (Josephs, 2013). Coffee production and harvesting also
takes place in Aquino, with production and harvest primarily being directly sold to
processors. However in Aquino, a local project attempts to pair production with value added
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processing (roasting) in order to overcome some of the market challenges and is also used as
a tourist attraction highlighting traditional roasting techniques.
Generally, income in this area is much lower than the national average (GNI per
capita PPP: $13,570) (data.worldbank.org, 2015). Work in the agricultural fields pays
approximately $16 USD a day (maximum of $4160 USD annually, assuming a five day work
week and working every week of the year), although it is unstable, typically part-time
employment, and seasonal. The majority of the agricultural work, in terms of economic
production, is done for large landholder employers (who may or may not reside in the
community). Although many families own a small piece of land (a manzana, a central
American measurement equal to approximately 1.73 acres), it is rarely enough to provide for
the family alone and instead is used to support the household income by collectively selling
the harvest to processors (sugar cane and coffee) as well as growing for home consumption.
Home gardens typically include vegetables such as lettuce, cabbage, and carrots as well as
fruit trees such as guava (guayaba) or citrus (sour mandarinas are similar to limes and sweet
mandarinas are similar to mandarin oranges). Typically home gardens and agricultural work
done for home consumption are women’s responsibility, whereas sugar cane is
predominantly men’s work. Coffee harvesting, both on individual and larger farms is done
by both men and women, and is often one opportunity for women to find work outside of the
home.
Females of the household typically are stay-at-home and take care of the domestic
responsibilities including cooking, cleaning, and childcare, as well as maintaining the home
garden. When they seek employment outside of the household, as previously mentioned, it
can include harvesting of products such as coffee or fruit, which is paid based on the basket
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or barrel harvested. Again, this is not a stable income and has diminished as coffee growing
has decreased. Other women choose to find service-oriented jobs such as babysitting, elder
care, or housekeeping, requiring them to make the arduous commute to nearby towns.
However, this is not typical due to the transportation issues and their given role as household
caretaker.
Despite the economic struggles of Aquino, families typically own their houses. Land
is typically inherited through family members, but often sold and traded within the
communities. Some of the houses have also been inherited and others have been purchased
or improved upon with the aid of national social welfare programs. Construction on several
houses was evident during the period of my field research and funded through the “improved
housing” program, operated by IMAS (IMAS, n.d.). Households typically have running
water and electricity. Some families have a small television but rarely have cable. Many
families use motorcycles for transportation if they have the means to purchase one. It is not a
rare sight to see a family of four riding on a small Yamaha motorcycle across town or
between communities. Car ownership is uncommon and reserved for families that have
above average financial stability.
1.6.4 Education
Each of the small communities (Aquino, San Crisóbal, and Isidro) has an elementary
school located in their area. All of the schools are centrally governed by the national
Ministry of Education. Teachers are typically trained with at least an associate’s degree and
employed by the Ministry of Education. Without tenure, teachers are placed into schools by
the Ministry and can be relocated. In Aquino, two of the teachers reside in the community,
while the others commute from Godescalo. Community-level school availability provides
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easy access to the compulsory primary education and meets the local demands. The town of
Aquino has approximately 60 students from grades 1-6; the town of San Crisóbal has
approximately 30 students from grades 1-6; and the town of Isidro has less than ten students
total. The smaller communities have fewer schoolteachers, with only one teacher in the town
of Isidro, and they are responsible for teaching multiple grade levels, sometimes
simultaneously. Often this means using the prescribed curriculum provided by MEP and
workbooks for various grade levels during the same class period. It can be incredibly
challenging for teachers and students but once primary school is completed, students are
transported to Aquino for secondary education (grades 7-11).
Previous to the founding of the high school (in the early 2000’s), students who
wanted to receive their secondary education commuted 45 minutes to the nearby town of San
Nicolas and attended the technical high school. When the population and educational
demands increased, the high school was started, initially through a series of lectures on
videocassettes and slowly expanded to the five current teachers and six subjects (Math,
English, Spanish, Science, Civics and Social Studies) that exist now. At the time of its
founding, the school was created as an expansion project within the Ministry to reach more
rural areas. To meet the current requirements of school enrollment to receive the number of
teachers for each subject, students are transported in from several neighboring communities.
Although primary and secondary school is compulsory in Costa Rica, it is very rarely
enforced at the high school level. Approximately 95 students attend the high school, with a
larger distribution in the lower grade levels. In 2014, a new high school director was
appointed as well as a school counselor. When the high school increased its enrollment,
primarily through adding students from other communities, it qualified for having the
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counselor position. Students from six different communities attend the high school.
Scholarships for transportation have also been obtained to cover the cost of the school buses.

1.7 Avancemos Program Description
The Conditional Cash Transfer program, Avancemos, was adopted by Costa Rica on
May 8, 2006 with the executive order No. 33154-MP-MIDEPLAN-MEP-MTSS-MIVAH
during President Arias Sánchez’s administration (Avancemos, 2013). The target population
is defined as adolescents and youth of both sexes between the ages of 12 and 25, who are
living in poverty and need economic support to stay within the education system.
Avancemos was first piloted in 2006 from July to December with participation of 3,500
students, between the ages of 13 and 17. After the pilot program, participation grew rapidly
to over 171,000 participants in 2013 and over $97 million USD in total annual benefits
(47,679,446,065 colones). The program falls under the supervision of the Mixed Social
Assistance Institute (Instituto Mixta de Ayuda Social or IMAS) that has centralized national
coverage and is implemented through a system of regional offices.
The mission of the program is to promote adolescents’ participation in the education
system and ultimately achieve the goal of universal secondary education (Avancemos, 2013).
Additional income that is granted to beneficiary families who are living in poverty has the
purpose of increasing the possibility of youth’s schooling and retention in the school system.
The objectives also include a decrease in secondary school attrition and grade level
repetition.
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The strategies that Avancemos employs to meet the outlined objectives is to provide
beneficiaries’ parents or guardian with an
increasing cash transfer based on grade level. The

Table 1.5: Monthly Stipend Amounts, 2013

Grade
Level

Amount
in
Colones

Amount
in USD

7th Grade

15,000

$30.54

8th Grade

20,000

$40.71

any increase in costs of schooling for higher

9th Grade

25,000

$50.89

grades. For seventh through ninth grade, the

10th Grade

35,000

$71.25

increase in the stipend amount is approximately

11th Grade

45,000

$91.61

12th Grade

50,000

$101.78

amount of the transfers can be seen in Table 1.5.
The increased amount is intended to ensure
students continue with their education and to offset

$10 USD. Then increased amount jumps to
approximately $20 USD between ninth and tenth,

Source: Avancemos, IMAS, 2013

and again tenth and eleventh is to further incentivize families at a time when likelihood of
attrition may increase. This feature of the CCT program is designed to provide greater
benefits for families as costs of schooling increase and also provide greater incentives for
students to stay in school longer. The families sign a contract that indicates they agree with
the stipulations of the transfer, namely the enrollment of the student in secondary school.
The stipends are paid monthly to a prepaid bankcard that is used exclusively for the program.
The funding for the program is split between resources dedicated to the umbrella of
social programs in IMAS and other domestic taxpayer money that is supplemental and direct
to Avancemos. Costa Rica does not receive any large amounts of outside funding for this
program from The World Bank or the Inter-American Development Bank – as I will later
identify as major funding sources for many other CCT programs in Latin America.
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1.8 Conclusion
With their origins in Latin America, Conditional Cash Transfer programs are seen as
an effective way to provide financial support to low-income families and develop human
capital. They address poverty by providing small stipends, but condition receipt of benefits
on pro-social behavior such as school attendance and healthy behaviors. Costa Rica’s CCT
Avancemos emerged in 2006 and seeks to boost secondary school enrollment and assist the
poorest populations. The country’s relatively recent history of steady economic growth
paired with its dedication to education contribute to the adoption of the program in the hopes
of ameliorating stubborn poverty rates and unsatisfactory high school participation rates. To
date, however, the program has not been rigorously studied and its impact has not been
adequately evaluated.
I use a mixed-methods approach, detailed in Chapter 4, which examines the
economic, education, and gendered outcomes of the conditional cash transfer program,
Avancemos, in Costa Rica. Secondary data analysis of program data and national household
survey data will discuss the program at the national level. The context of the rural area is one
with a rich history, economic hardships, and a budding dedication to education. Costa Rica
provides the context that shapes the creation and implementation of the CCT program as well
as the ability of the program to reach its intended goals. I now explore in more detail the
theoretical underpinnings of conditional cash transfer programs.
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Chapter 2: Exploring the Theoretical Justifications for
Conditional Cash Transfer Programs
The rapid expansion of CCT programs over the past few decades is based on the
promise that they will improve a country’s overall wellbeing while targeting the poorest
populations. Again, focusing primarily on the programs with an educational condition, I will
now discuss the theoretical frameworks that support the adoption of a CCT program and the
educational influences and outcomes that are addressed by CCT programs.

The theories

presented in this chapter provide the justifications for the implementation of CCT programs
and support the widespread adoption of the programs worldwide. Although I am not using
the theories to test my analysis, they do explain the reasoning for CCT programs and provide
the background for the Avancemos program, that I will evaluate in my dissertation.
Providing state support for impoverished citizens is the major component of welfare
theory. CCT programs fit within this framework as they target low-income families, provide
economic stipends that are intended to improve household living conditions, and are a
progressive redistribution of national-level resources. However, CCT programs are not
purely welfare driven, due to the existence of the requirements. The specific conditions that
are part of the majority of CCT programs require families to, in theory, contribute to the
future generation’s ability to improve their livelihoods. By requiring families to send their
children to school, the aim is to build human capital and increase both individual and broader
national competitiveness. Additionally, CCTs are fundamentally part of larger shifts in the
belief and participation in the formal education system. In essence, CCT programs act as
both a catalyst and a beneficiary of the widespread diffusion of formal education. An
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understanding of conditions that can influence education is essential as CCT programs
attempt to intervene and boost education participation.

2.1 Welfare Theory
In general, welfare theory refers to the philosophy of social policy. Historical
perspectives of welfare theory are ideological frameworks that attempt to explain the
implementation and consequences of social policy (Fitzpatrick, 2001). Certain approaches to
welfare theory are the basis for the adoption of a CCT program, which is a state intervention
directed at aiding the poor. In this section, I will first consider different definitions of
welfare, then present various schools of thought concerning welfare theory, and finally apply
welfare theory to the adoption of CCT programs.
2.1.1 Defining Welfare
A useful approach to defining welfare is presented by Fitzpatrick and Campling
(2011) who urge that we consider three distinctions: whether it is subjective or objective,
whether it is universal or relative, whether it is collective or individual. These distinctions
can lead to different perspectives on the subsequent historical and theoretical approaches to
welfare theory.
Objective welfare is used to describe measurements of wellbeing that are easily
quantified and compared, such as how much income or assets someone has. On the other
hand, subjective welfare refers to perceptions of status, how poverty or wealth is felt or
experienced.
Universal welfare refers to the spread of wellbeing across all members of society and
with an absolute measurement whereas relative welfare compares one’s wellbeing to
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another’s. Relative welfare is in comparison to others, in that it puts one’s welfare in terms
of whether or not it is better than someone else’s. That being said, if welfare is relative, there
are no basic needs, because they would be applying a universal standard, common to
everyone. Additionally, relative welfare eliminates the need for social welfare programs that
aim to achieve equality.
Collective welfare looks at a society or group as a whole and individual welfare only
considers one person’s wellbeing. Collective does not eliminate individual welfare, but
prioritizes the aggregated welfare rather than placing the importance on the individual.
Using the collective definition of welfare leads to the approaches of social welfare that “are
therefore concerned with the production and distribution of public goods” (Fitzpatrick,
2001).
2.1.2 Approaches to Welfare Theory
Welfare theory discusses why society should try to achieve equal distribution, how
that equality can be reached, and what goods or services should be included as a measure of
equality. Theorists have divergent opinions on addressing these questions.
Early scholars viewed improving welfare as primarily amoral with the purpose of
maximizing overall wellbeing. Philosopher Jeremy Bentham et.al. (1789) explored issues of
equality in the late 18th century and prioritized collective calculations of wellbeing to address
social welfare. He heavily contributed to the ‘utilitarianism’ approach that claims the best
actions are those that create the most amount of good. Bentham claims that there can be
objective comparisons between interpersonal interactions, individual pleasures and choices,
by assigning value to these decisions (Bentham, 1789). The quantified social actions are
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used to calculate the overall wellbeing of the whole, with the end goal of the greatest amount
of happiness for the greatest number of people.
A.C. Pigou (1929) argues that welfare can be measured through the amount
individuals are willing to spend, supposedly demonstrating more desire, which in turn
represents a higher improved welfare once that market good is obtained. This argument is
limited as it only recognizes goods that have a purchase price and essentially leads to
monetizing public goods, such as air and water into the market (Pigou, 1929). It also makes
the assumption that economic resources are unlimited without adequately taking into
consideration the wellbeing of the populations who are economically worse off and not able
to financially afford to purchase enough to meet their needs.
Economist Vilfredo Pareto (1897) claimed that improved welfare can only be
achieved if nobody is made worse off, no matter what level of inequality exists. While the
“Pareto Optimality” refers to the maximum amount of social welfare through neoclassical
economic systems, it requires ideal conditions about market equilibrium, competition, and
availability of goods that do not appear in real world situation (Pareto, 1897). It also does
not address many aspects of equal or fair distribution or call into question any existing
inequalities. A society can be classified as “Pareto Optimal” if it develops in a way that is
production oriented and does not redistribute goods to make any one group ‘worse off’.
In addition to the defining characteristics of welfare, another central element
contributing to discourse surrounding welfare theory is the creation and existence of the
welfare state. A welfare state is a nation that assumes the responsibility to protect its
citizens, particularly in basic needs such as healthcare, housing, employment, and even
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education (Fitzpatrick, 2001)2. The creation of a welfare state can create social protections
that address issues of health and overall wellbeing of its citizens. A welfare state potentially
calls for equitable distribution of resources and a public duty to provide at least minimal
provisions for individuals. It does this in part by targeting those in financial or social need
with the hope of improving overall conditions.
To ensure equal opportunity, distribution of wealth, and minimal provisions for a
quality of life (such as providing basic needs, health, and safety), the welfare state ties the
government to the execution of social policy. The rise in importance of the nation state is a
fundamental element of social contract theory. Philosophers as early as Socrates use social
contract theory to describe the agreement of individuals to submit to a higher governmental
authority that in turn is responsible for the protection of its citizens (Riley, 1982). Rousseau
argued that democracy is the best form of government to ensure the rights of individuals are
met and argued against the exploitation of citizens for the benefit of a monarchy (Rousseau,
1762). More recent scholars have adapted principles of social contract theory to explain
societal justice (Rawls, 1971).
Historical discourses on equality generally ignored issues of fairness, that is, issues
such as equitable distribution and social justice were not considered. John Rawls (1971)
builds on the social contract by identifying the ideal conditions for a just society that includes
the use of social institutions to execute the theoretical ideologies. He also pulls the
discussion back to the idea of distribution for justice and away from a purely economic
model of efficiency. He argues that social welfare must include a just distribution of goods

2

Fitzpatrick identifies multiple perspectives of wellbeing including, happiness, virtue, preferences, and needs.
For the purpose of this research, I will focus primarily on the basic needs perspective, as it is the main
perspective motivating the creation of CCT programs.
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and services that gives equal liberties and opportunities to all. This is based on his use of the
“original position”, which is a theoretical and hypothetical scenario in which individuals
must work collectively to form a consensus of what their political and social state will be.
The process of creating a just society is done without knowledge of one’s own conditions in
order to eliminate bias. Rawls’ iteration of the social contract calls for citizens to make
decisions blindly, treating others in society the same way that you would treat yourself.
Ultimately, this exercise reaches the conclusion that all citizens should have basic liberties
and to ensure these liberties, resource allocation must follow principles of distributive justice.
Rawls prioritizes equitable distribution of goods over equal distribution, which makes
assumptions about how people would act in the ‘original position’ that may not hold true in
real life application. Criticism of this approach calls into question the inequality that can
exist within this perspective and potential exploitation that is not completely eliminated
through equality of opportunity.
Sen (1999) pushes Rawls’ principles further by arguing that social justice is not
limited to institutions. Sen takes a bottom-up approach that centralizes the ability of
individuals to maximize and take full advantage of their ‘capabilities’. Sen’s capabilities
approach ties together the individual characteristics that enable someone to be able to do
something with the opportunity or freedom that they have to achieve it (Sen, 1999). By
discussing this conception of agency, or the ability to participate in society, Sen calls for
action that does not impede anyone else’s ability to choose or act. Influential in the UN’s
creation of the Human Development Index (HDI), this approach quantifies aspects of
wellbeing such as health and education, while rejecting the notion that development can be
measured only by GDP.

31

2.1.3 Welfare Theory and CCT programs
All of the defining characteristics of welfare as outlined by Fitzpatrick can dictate the
implementation of a CCT program, which generally aligns with objective, universal, and
collective wellbeing. Although the program targets individual participants who are at a
relative disadvantage in society, they attempt to provide a boost for the lowest income
families to even out existing inequalities. This takes into consideration the universal welfare
needs of the people and works to provide education to all citizens, by providing added
assistance to those low-income families that would not otherwise be able to maintain their
children’s schooling.
CCT programs rest on an interesting combination of different theoretical approaches
to social welfare. From a utilitarianism perspective, CCTs take into consideration the
aggregated effect of providing access to services, in that they aim to increase the collective
wellbeing through targeting individuals who will in turn provide economic productivity.
However by providing assistance for only the targeted low-income population, it is not
particularly addressing universal welfare. From a neoclassical perspective, the economic
stipend is intended to increase immediate consumption. In some ways, this is reflective of an
aim to increase overall consumption by increasing the availability of expendable money into
the market system. Nevertheless, the programs work to provide fair access to school and
economic resources. They provide an immediate redistribution of resources through cash
transfers, with the goal of providing justice for those in the worst off conditions.
CCT programs do not operate solely as cash transfers; they require conditions that
ensure school aged children are enrolled in formal education. When a CCT program
concentrates solely on the demand of schooling by incentivizing and requiring participation,
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the supply side remains unaffected. That is to say that a CCT such as Avancemos does not
address issues that may exist concerning school access or quality. Other CCT programs,
such as Honduras’ Bono 10,000 that has supply side provisions such as providing funding to
parent-teacher organizations.
Focusing on equal access to education that intends to improve individual capabilities,
CCT programs attempt to maximize individual and collective welfare through multiple
aspects of redistribution and a fair distribution of services. The means-tested programs
remain optional for eligible families and as with many state-led welfare programs, there are
limits to the resources available. At the same time, they attempt to reduce the need of future
generations for welfare programs by enforcing conditions that target human capital
accumulations.

2.2 Human Capital Theory
Another principal justification for the creation and implementation of CCT programs
is strongly tied to human capital theory, which builds on core economic, market principles.
Human Capital theory refers to the idea that investment in skills of employable individuals
will result in economic growth and productivity. In this section, I will discuss the different
human capital theories and the intended impact of developing human capital at the macroand micro-level. Human capital theory is used to justify the adoption and funding of CCT
programs, specifically Costa Rica’s Avancemos.
2.2.1 Macro-level Human Capital Theory
Adam Smith’s (1776) foundation of economic principles includes the division of
labor as a means towards specialization, creating advantages that allow for growth and
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expansion of the economy. Where Smith discusses education as primarily a means to
prevent alientation from a potentially isolating specialization, human capital theorists insist
that education and training can actually be a tool to bolster division of labor advantages by
improving the performance of the employee and increasing productivity (Becker, 1962;
Schultz, 1961; Smith, 1776).
Expanding the idea of capital to include nontangible goods, human capital theory
claims that investing in education will result in increased productivity and should be included
as a major input in the equation of capitalism (Becker, 1962; Schultz, 1961). Schultz (1961)
cites examples of internal spending on education and healthcare as inputs towards increasing
overall labor productivity. He describes positive relationships between wage earning and
both education and healthcare, despite early economists’ lack of interest in these factors
when attempting to stimulate growth. Human capital theory is used to explain previously
undetermined gaps in wage and income levels as well as identify key areas that can be
invested in to maximize growth. While a relationship between economic development and
education enrollment can be established, causality can prove more challenging (Poot, 2000).
Prevalent in development discourse is the role of education in fostering and
encouraging economic growth. Furthermore, the view of education for primarily developing
human capital limits it to fitting within an orthodox modernization view of development.
Development theories have long included education as a means to improving society,
whether that is through traditional views of modernity or alternative dependency or worldsystems theory (Cardoso & Faletto, 1979; Rostow, 1960; Wallerstein, 1988). Modernization
theory viewed education as means towards transitioning from the traditional stage to an
industrialized state (Rostow, 1960). While dependency theory pushed against the ideas of
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traditional modernization, due to the fact that global inequalities limited the potential growth
of dependent nations, it still recognized education’s importance in improving a countries
potential growth (Cardoso and Faletto, 1979). However, dependency theory also suggests
that despite educational improvements, countries in dependent positions are still unable to
achieve the same development trajectory as core countries (Cardoso and Faletto, 1979).
More current systems of neoliberalism and globalization build on the idea of education as a
key element to poverty reduction. The links between education and development stem from
the societal impact of education, which are evident at the individual and broader societal
levels.
Additional scholars claim that schooling creates credentialism that is not supported by
real effects of education. Credentialism is the perspective that an increasing level of
education does not have real tangible outcomes for society. Credentials are viewed as
incorporated into the selection process for jobs with little impact on the required skills of the
job or eventual job performance of the individual (Berg & Gorelick, 1971). Furthermore,
they deny any large net economic (social) returns of education because schooling is not
actually providing necessary knowledge and training that will result in increased
productivity. Credentialists also argue individual (private) returns are not worth the
investment in mass schooling, as they are not preparing students for real world job
requirements (Berg & Gorelick, 1971).
2.2.2 Individual Human Capital
Becker (1962) measures the return on investment of high school and higher
education, demonstrating positive growth from on-the-job training as well as formal
education. This indicates that at the individual-level, investing in education and training can
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result in better job placement and higher earned income. Psacharopoulos (1994) compared
18 countries in Latin America and finds a positive correlation between and individual’s
education and earnings, particularly for primary education. Although, the positive benefits of
higher education have been diminishing since the 1980’s (Psacharopoulos, 1994).
Hannum and Buchmann (2005) also highlight the empirical evidence that
demonstrate the improved occupational and economic status of those obtaining educational
credentials. Somewhat aligning with the expected economic outcomes from human capital
theory, they find regardless of skills obtained, the credentials of schooling opens up job
placement and provides added opportunities for graduates (Hannum & Buchmann, 2005).
They claim any mismatch between individual skills and job availability is national context
variation, and the mitigating effects of technological advancements (Hannum & Buchmann,
2005).
However, Clogg and Shockey (1984) argue that a mismatch between job availability
and schooling exists, and they warn against over-education. That is to say that as more and
more students achieve diplomas, whether in high school or college, the necessary level of
schooling is pushed higher and higher (Clogg & Shockey, 1984). This creates the fear that
there will be reduced or no opportunity to receive a return on investment, as job opportunities
for higher educated will not be sufficient for all potential applicants.
2.2.3 Human Capital Theory and CCT Programs
Fundamentally, CCT programs are based on human capital theory and the expectation
is that short-term cash transfers aid families in immediate poverty alleviation while
healthcare and education requirements incentivize the investment needed to provide
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improved economic conditions for the future generations (Fiszbein, 2009; The World Bank,
n.d.).
As indicated by human capital theory, the principles behind CCT programs argue that
providing education to low-income students can result in macro-level and individual higher
productivity, economic growth, and increased capabilities. Additionally, education is often
linked to improving a variety of social and economic conditions. Multiple global institutions
that promote international development, such as the World Bank and the United Nations
Development Programme, heavily promote education as a mechanism for improving living
conditions and increasing economic growth (The World Bank, 2015). Cammack (2004)
criticizes the World Bank’s promotion of education that solely pushes macro-level human
capital theory outcomes of increasing the labor market and perpetuating the social and
economic agenda of the Bank.
Where CCT programs are limited is in the ability to influence the job market, number
of available jobs and total amount of resources available, once students receive their formal
education. It also assumes that the knowledge acquired in the formal school system will
translate to job productivity. This requires the applicability of school subjects to improve the
students’ later job performance, while also assuming a job will be available and obtained.
And as high school education becomes more widespread, the diploma is worth less on the job
market and jobs available for high school graduates can become limited.
As I will now discuss, CCT programs must operate within a broader education system
which itself operates within a prevailing market for labor. CCTs are both a driver and
recipient of the shifts in education occurring worldwide.
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2.3 School and Society
When focusing on development as economic growth, the value in education is
primarily viewed from the human capital lens. However, when expanding the notion of
development to include broader societal improvements, other outcomes of education need to
be considered. In additional to the potential economic impact of increased human capital
through education, formal schooling impacts society in other ways such as shifting the way
knowledge is produced, improved health decisions, informed political participation, and
improving cognitive abilities (Bongaarts, 1978; Glaeser, Ponzetto, & Shleifer, 2007; Meyer,
1977).
2.3.1 Impact of Education
John Meyer (1977) elaborates on how education effects are considered to contribute
to society. Traditionally schooling is viewed as socializing individuals through a process of
increasing individual knowledge and social progress. However, Meyer contends that
education has macro influences on society through its legitimation of authoritative
knowledge and personnel. He claims that education restructures society, redefining societal
roles, rights and obligations of its members. The power of education is in its ability to shift
what knowledge is legitimized and what we know to be true. For example, education in the
United States has transitioned to learning a more cognitive process rather than rote
memorization. It also is argued to expand the content and jurisdiction of the collective
reality, essentially driving what is considered valuable in society. Schools are not just a
means to an end, but in fact are a key institution that dictates what is important in society
(Meyer, 1977). Furthermore, education has profound impacts on the social construction of
knowledge and what we know to be true. The socialization of youth in the education system
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is an increasingly important aspect of schooling (Meyer, 1977). Along the same lines, there
is a shift in occupational cognitive requirements that is due to the cycle of increased
knowledge production (Meyer, 1977).
One effect of schooling is argued to be an increase in intelligence levels of
populations. Baker, Salinas and Eslinger (2011) argue that schooling effects on intelligence
can be measured through increased neurocognitive development. Through a combination of
social and neuroscience indicators, they find that schooling (even only a few years) is linked
to an increase in “executive functioning and cognitive abilities” including language
comprehension, phonological verbal fluency, and verb abstract reasoning (Baker, Salinas, &
Eslinger, 2012: p. 8). Additionally, the individual effects can be measured as widespread
societal changes in cognitive skill among populations.
Education is also shown to improve the ability of individuals to make improved
decisions affecting family health. Peters et al. (2010) investigated the effects of education on
health in Ghana, using a school-decision making model, which conceptualizes the
relationship between school and protective health behaviors as mediated through health
knowledge and cognitive/decision-making abilities. Their structural equation modeling
supported the hypothesis that – channeled through abilities including decision-making,
reasoning, working memory, and calculation – education positively impacted protective
health behaviors (Peters, Baker, Dieckmann, Leon, & Collins, 2010).
In Bongaarts’ (1978) classic article on the proximate determinants of fertility, he
classifies education as an indirect determinant affecting intermediate fertility variables.
Research since then has further investigated the role of schooling on the demographic
transition. Lloyd, Kaufman and Hewett (2000) use quantitative data in sub-Saharan Africa to
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support the hypothesis that mass education has profound effects on the fertility transition, and
countries that have stalled fertility declines have yet to achieve mass schooling,
demonstrating the potential for future investment.
Another positive impact claimed to result from widespread education is increased
political participation. Historically, Dewey (1936) was vocal in his belief in the democratic
function of education and its role in facilitating a democratic society. Application of
Dewey’s theory is found through empirical analysis at the country level where education is
found to be related to increased civic engagement and amplified benefits of civic engagement
(Glaeser, Ponzetto, & Schleifer, 2007). It is also found that increases in education lead to
support of a democratic government system, increasing the likelihood of resistance and
revolution against dictatorships. The correlation between democracy and education is
expanded on by the research that analyzes shifts from dictatorship to democracy, finding a
causal relationship that shows increases in education results in tendencies towards more
democratic governments (Glaeser, Ponzetto, & Schleifer, 2007).
Elsewhere, Schoon, Cheng, Gale, Batty, & Deary’s (2009) analysis of British
longitudinal data demonstrates the influence of educational attainment on political attitudes
and beliefs. They find an overall increase in liberal social attitudes (antiracism, social
liberalism, and gender equality) partially due to increased cognitive ability and educational
qualifications. Their research indicates that both men and women with increased levels of
education are more likely to be socially liberal and have more faith in democracy (Schoon et.
al., 2010).
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2.3.2 Education and Inequality
Despite the widespread implementation of formal education and the positive
outcomes that can result from schooling, there are still many school-age children who are not
attending or not able to maximize the benefits of school participation (The World Bank,
2014). Inequality in access to the school system remains and those left completely out of the
education process are increasingly marginalized as demand for credentials increases (see
Psacharopoulos, 1994). Intersections of class, race, and gender are ever present and affect
the ability of schooling to be attained.
Empirical research has indicated that access is influenced by parental attributes such
as education level, marital status, or income (Chevalier, Harmon, Sullivan, & Walker, 2013;
Glick & Sahn, 2000; Keith & Finlay, 1988). One example demonstrating the influence of
parental income on schooling, finds that, in England, parents’ income influences the early
school-leaving of children with stronger effects of maternal schooling than paternal and
stronger effects on sons than on daughters (Chevalier et.al, 2013). Due to the fact that their
families do not have the financial means to cover the costs (opportunity cost of working,
transportation, school books and supplies, etc.), low-income students struggle to attend
school and actively engage when attending, not necessarily due to a lack of willingness. In
developing countries, parental characteristics are also influential. Glick and Sahn (2000) find
that, in West Africa, increases in household income and parental education have significant
positive impacts on children’s school enrollment and grade attainment, with varied effects for
boys and girls. Torche (2010) examines socioeconomic inequality in Latin America and
finds secondary and higher educational inequality increases in the time of global economic
crisis.
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Schools can also be perceived as reproducing inequalities, further marginalizing those
in vulnerable positions by giving them fewer opportunities to succeed, while perceptions are
that they actually have more opportunities. Some lay claim that education only reproduces
inequality and does not provide opportunities that overcome social stratification and class
differences (Tierney, 2015). Links between school performance and socioeconomic status
have been established (Bowles & Gintis, 1976; Coleman, 1968). Disadvantages based
‘cultural capital’ leads students with lower socioeconomic status to have lower school
achievement (Bourdieu, 1986). Education can also be argued to be an unproductive
investment choice because of false hopes in terms of socioeconomic development prospects,
when external structures do not provide adequate opportunities (Tierney, 2015).
In order to advance educational outcomes that directly impact society (and to help
those on the lower rungs of the social ladder), education is necessary as a mechanism for
socioeconomic development and needs to be considered in terms other than merely to
increase economic productivity. Thus, consideration of implementing aspects of a welfare
state can be useful when considering the opportunities for education.
2.3.3 Education and CCT Programs
Once implemented, CCT programs become an integral part of the education
dissemination process. They potentially drive participation in the formal school system by
encouraging attendance and enrollment. Additionally, over time they may shift the way that
families appraise the importance of school and their belief that schooling can result in
positive outcomes. By providing financial incentives, CCT programs attempt to tip the costbenefit calculus that parents sometimes take into consideration when making household
decisions towards the side of formal education.
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CCT programs are evidence of the importance of education as an institution and
demonstrate the desire for the further spread of schooling into developing countries. CCT
programs align with the view of education as a driving factor in development, not just a
result of it. Because CCT programs facilitate the widespread adoption of education, it builds
into the idea that it becomes a driving force of what is important in society. This goes
beyond what human capital claims are the skills taught in school that will facilitate economic
productivity because it is calling for a shift in the way people think.

2.4 Conclusion
In this chapter, I presented the theoretical justifications behind CCT programs in
order to better understand the reason for their widespread adoption and to explore their
intended purpose. I discussed the importance of welfare theory and the different perspectives
on the distribution of wealth, as it pertains to the cash transfer aspect of CCT programs.
Also, I presented information about human capital theory, which is the basis for the
conditions of the program, namely encouraging formal education participation. Finally, I
reflected on the issues surrounding education that CCT programs need to both consider and
address in their implementation.
Welfare theory discusses the distribution of resources and the role of the state in
providing equitable services in terms of social policy. Welfare theory also informs the
creation and implementation of CCT programs by calling for allocation of services such as
healthcare and education as well as wealth redistribution, by the state.
Human capital theory brings up the use of education as a means for added economic
productivity. Tied to multiple theories of development and used widely as a justification for
funding education programs, human capital theory is at the core of CCT programs. Linked to
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notions of economic development, human capital theory is linked to the long-term goals of
CCT programs at the national and individual level.
Finally, the additional societal impacts of schooling present support for increased
participation in education. However, inequalities that are reproduced in the educational
school system may work against the mission of CCT programs and hinder the social mobility
of participants. The theories presented in this chapter help frame the following empirical
analysis. Awareness of the justifications for the program help guide the evaluation of
Avancemos in meeting its intended outcomes and also to situate the program within broader
societal norms related to economic development, education, and personal growth.
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Chapter 3: Conditional Cash Transfer Programs in a Global
Context
Conditional Cash Transfer programs have become quite popular and commonplace
worldwide. As described earlier, the allure of CCTs is rooted in welfare theory and human
capital theory, investing in education with the hopes of creating long-term impact for both
nations and individuals. Quite naturally then, evaluative research on CCTs has expanded in
kind. In this chapter, I will move away from the theoretical motivations of CCT programs
towards the applied evaluations of programs worldwide. I will first discuss the prevalence of
CCT programs, particularly in Latin America, and then discuss the existing research that
attempts to evaluate the ability of CCTs to achieve their intended goals and also touches on
additional unintended outcomes.
Existing studies can be grouped into several themes: income and poverty reduction,
human capital outcomes, and unintended outcomes. The term unintended is used to identify
effects that are outside the primary elements of the CCT, which are the cash transfers and the
specific program conditions. For the purpose of this dissertation, the literature reviewed will
be restricted to educational outcomes.3
The purpose of this chapter is to review the existing literature of CCT programs to
guide the analysis of the Costa Rican educational program, Avancemos. By understanding
the discourse surrounding the adoption, implementation, and execution of CCT programs, I
am better suited to position my analysis of Avancemos within existing scholarship and to
provide insight on the program within the specific context of Costa Rica.

3

This is not to dismiss the importance of health to overall human capital growth as well as the multi-conditional
aspects of many programs.
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3.1 Worldwide Adoption of Conditional Cash Transfer Programs
The first generation of CCT programs began in Brazil and Mexico in the 1990’s (The
World Bank, 2011). Now, at least 30 countries worldwide have some aspect of a CCT
program in place, as do19 countries in Latin America alone (Stampini & Tornarolli, 2012).
A complete list of CCT programs in Latin America can be found in Table 3.1. The variation
in program
Table 3.1: Conditional Cash Transfer Programs in Latin America4
Country

Program

Target

Type

Eligibility

Recipient

Argentina

Porteña
Citizenship
Program

Families in
poverty, 18-29
years old

Education

2 years residency
in Buenos Aires,
studying at any
level

Direct User

Bolivia

Juancito Pinto
Grant

Children under 18

Education

Attendance in
school up to 8th
grade

Father, mother,
or guardian

Brazil

Bolsa Familia

Families in poverty
or extreme poverty

Education

Children 6-15
years old

Mother

Health

Children under 6
and pregnant
women

Families and
individuals in
vulnerable
situations

Education

Children 6-18

Health

Children under 6

Chile

Solidario

Mother

Colombia

Families en
Accion

Families living in
extreme poverty

Education

Children under
19, 6-11th grade

Mother

Costa Rica

Avancemos

Families with low
economic
resources

Education

Children 12-25

Head of
Household

Ecuador

Human
Development
Grant

Families living in
poverty

Education/Health

Children under 16

Mother

El
Salvador

Solidarity in
Rural
Communities

Families living in
extreme poverty

Education

Children 6-18

Mother

Health

Children under 5,

4

Programs are restricted to either education or health programs with conditionalities.

46

pregnant women
Guatemala

Honduras

Jamaica

Mi Familia
Progresa

Bono 10,000

Families in
extreme poverty

Families living in
extreme poverty

Education

Children 6-15

Health

Children under 6,
pregnant women

Education

Children 6-18

Health

Children under 5,
pregnant or
breastfeeding
women

Education

Children 6-17

Health

Children under 59
months, pregnant
or breastfeeding
women

Head of
Household

Mother

Programme of
Advancement
through Health
and Education

Persons living in
poverty

Mexico

Oportunidades

Households
subjective to food
poverty

Education

Children in
primary,
secondary, or
upper secondary
education

Mother

Nicaragua

Social
Protection
Network

Families living in
extreme poverty

Education

Children 7-13 and
not yet completed
4th grade

Mother

Panama

Opportunities
Network

Families living in
extreme poverty

N/A

Families targeted
by program

Mother

Paraguay

Tekopora

Families living in
extreme poverty

Education/Health

Children up to 18,
pregnant women

Mother

Peru

Juntos

Families in
extreme poverty

Education

Children up to 14

Father or
Mother

Dominican
Republic

Solidarity

Families in
extreme and
moderate poverty

Education

Children 4-21

Household
head

Trinidad
and
Tobago

Targeted
Conditional
Cash Transfer
Programme

Families living in
poverty

N/A

All families
targeted by the
program

Household
Representative

Uruguay

Family
Allowances

Families in poverty

Education

Children under 18

Household
head,
preference for
mothers

Source: Modified from Cecchini an d Madariaga (2011)
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Family
Representative

type is evident as some countries have implemented both health and education conditional
programs, while others, such as Costa Rica have only implemented an educational program.
Many programs receive support for funding from the World Bank (as part of their social
spending) and the Inter-American Development Bank including Mexico, Brazil, Colombia,
Chile, Nicaragua, and Honduras (Moore, 2008; The World Bank, n.d.). The widespread
adoption of CCT programs is largely due to their expected impacts in terms of poverty
reduction and educational and health improvements (Fiszbein et. al., 2009). The specific
country context needs to be taken into consideration when comparing programs and different
versions can be tailored to the country based on infrastructure and resources (Franzoni &
Voorend, 2011).

3.2 Income and Poverty Reduction
CCT programs, such as Avancemos in Costa Rica, are designed to have short- and
long-term impacts on poverty reduction (Handa & Davis, 2006). In the short-term, the
immediate cash transfers are intended to provide much needed aid to the poorest families and
youth. The additional income alleviates pressure due to lack of work and low wages. A
major conclusion from Fizbein et. al.’s (2009) in-depth analysis is that CCT programs have
had a substantial positive impact on the lives of the poor and are effective at redistribution of
resources. Fizbein et. al. (2009) first address countries’ context and examine the variety of
reasons for the adoption of CCT programs, which as previously mentioned are primarily
justified by human capital principles and are promoted by international institutions.
Additionally, they attempt to inform policy makers about the best practices of program
implementation, in terms of details such as targeting, transfer amounts, supply- and demandside support, etc. They have a generally positive outlook on the impact of CCT programs,
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and while calling into question the implementation of the programs, they fundamentally
argue that the benefits of CCT programs outweigh any problems in execution. While
acknowledging the inability of any one program to provide comprehensive social protection,
they view the redistribution of income as an effective way to alleviate poverty.
However, Banegas-Gonzalez and Mora-Salas (2012) found it difficult to determine
the role of the CCT, Opportunidades, in Mexico in creating sustained improvements in
household wellbeing. They reach the conclusion that while the program is effective in
distributing the social goods, such as healthcare and education, it is more difficult to
determine its impact on poverty (Banegas-González & Mora-Salas, 2012). Using
longitudinal data for their analysis, they conclude that they cannot determine the ability of
CCTs to create an effective solution for structural vulnerability and short-term poverty
reduction.
Other research indicates that although CCTs may provide a market-oriented approach
that focuses on financial stipends to boost short-term consumption and poverty reduction, a
multidimensional approach that addresses the varied aspects of poverty is required to
effectively meet goals (Azevedo & Robles, 2013; Borzutzky, 2012). Borzutzky investigates
Chile’s Solidario program and finds it unable to impact long-term poverty. She calls for an
overhaul of education and economic policy to accommodate the CCT program and maximize
its outcomes. Azevedo and Robles (2013) adopt a multidimensional approach to targeting
CCT programs that account for multiple deprivations that affect poor families, using an index
comprised of multiple criteria including items such as per capita income, access to
healthcare, and school performance. They find their proposed targeting strategy is more
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effective in reaching those with lowest economic resources and the most in need when
applied to data from Mexico’s Oportunidades program.
Apart from addressing issues of long-term poverty, CCT programs also make it easier
for families to cope with hardships, by providing a consistent and unrestricted cash transfer.
In a comparative review of multiple countries’ CCT programs, Fiszbein, Ringold, and
Srinivasan (2011) discuss the ability of these programs to help deal with crisis, such as the
global financial crisis of 2008-2009, other transient poverty shocks, and how they can
complement other social safety-net programs. Fiszbein et al. (2011) found that countries can
use existing CCT programs as a way to deal with financial crises through increasing benefits
or expanding targeting to more households, even though this is not part of programs’ main
objective. The ability of countries to weather ecrisesdepends on their proactive approach and
creation of safety-net programs prior to the problem (Fiszbein et.al. , 2011). In addition to
managing intermittent shocks at the national level, CCT programs can potentially help
families cope with difficult times on a more localized level. De Janvry, Finan, Sadoulet, and
Vakis (2006) find that the participation in a CCT program protects students’ school
enrollment during short-run income shocks. When families might otherwise pull their
children out of school, with the presence of a CCT program, families are better able to allow
their child to remain in school(de Janvry, Finan, Sadoulet, & Vakis, 2006). However, they
find that this does not deter children from participating in outside income generating work,
despite their school attendance. There is currently a lack of research on participants’
behavior related to CCT cash accumulation and their ability to use this money to cope with
hardship on an individual level.
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The household impact is also supposed to contribute to a broader economic stimulus
by boosting consumption. CCT programs are found to increase household consumption (by
almost 15% in Mexico), particularly food and clothing (Attanasio & Mesnard, 2006;
Hoddinott & Skoufias, 2004; Soares, Ribas, & Osório, 2010). However, this is not
necessarily because providing transfers to women will cycle to spending on the children
(Handa, Peterman, Davis, & Stampini, 2009). Handa and Peterman find that in the case of
Mexico, the transfer is likely to be combined with total household income and is no more
likely to be spent on “family-friendly” items than the total household income. Although, the
increased spending on food supports the ability of families to maximize human capital
building, considering the link between nutrition and cognitive development.
Additionally, these means-tested programs are designed to reduce inequalities by
focusing on the lowest income groups (and in some cases focusing on rural populations).
Targeting – the ability of programs to reach the intended populations – has been the focus of
multiple studies, with the primary hope of improving the effectiveness and efficiency of
existing policies (Azevedo & Robles, 2013; Slater, 2011). Bourguignot and Ferreira (2003)
investigate the effects of the Bolsa Familia program in Brazil and conclude that the program
reduces the Gini coefficient by only one half of a point and poverty rates drop by only one
percent. While these reductions may appear small, it does indicate significant impact of the
program that is helping a large number of families.
As distinct from unconditional cash transfer programs, the conditions, such as school
attendance and enrollment, that families are required to meet are designed to increase
participant accountability and encourage “co-responsibility” (Cecchini and Madariaga,
2011). Despite the argument that conditions are not necessary, they remain popular in many
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different contexts and many different Latin American countries (Baird, McIntosh, & Özler,
2011; Cecchini and Madariaga, 2011). While direct cash transfers to the poor are argued to
improve their wellbeing, the use and monitoring of a condition directly addresses the
secondary goal of creating human capital. Conditionalities may also make the programs
more politically acceptable by providing taxpayers with some sense of relief that participants
are not simply depending on the state (Baird, Ferreira, Ozler, and Woolcock, 2013). That
said, it must be kept in mind that the conditions may then create “non-trivial compliance
costs” that place a burden on families, and as later discussed particularly on women (Lomelí,
2009).
The administration capacity of the state is also found to be key when considering the
implementation of a CCT program in order to properly target the program and monitor the
compliance (Slater, 2011). Franzoni and Voorend (2011) provide a cross-country
comparison that indicates a country such as Costa Rica with a history and infrastructure for
social spending is more likely to implement a CCT program that is able to meet its intended
outcomes. They argue that if CCT programs are intended to provide a universal social
policy, existing closed policy social infrastructure needs to change to be able to meet the
goals of the programs.

3.3 Educational Outcomes
By incentivizing education, CCT programs are unique in that they also include the
long-term goal of building human capital. For the purpose of this dissertation, I narrow my
focus to the educational conditions set by many CCT programs worldwide. Dubois, de
Janvry, and Sadoulet (2012) find that Mexico’s CCT program, Oportunidades, has a positive
effect on school enrollment through primary and secondary grade levels by using randomized
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experiment data. Similarly, in other countries across Latin America, CCTs are found to have
a positive effect on school enrollment (Dubois, Janvry, & Sadoulet, 2012). In Ecuador,
Schady, Araujo, and Peña (2008) find that the program Bono de Desarollo Humano has a
significant impact also using experimental design. Participating households demonstrated an
increase of ten percent over the control group in school enrollment (Schady et al., 2008). In
Colombia, Attanasio et al. (2006) find using quasi-experimental methods an increase in
school enrollment of five to seven percent for participating 14-17 year olds over nonparticipating youth. However, they find less of an increase for younger children (Attanasio
& Mesnard, 2006). And in Argentina, Heinrich (2007) uses longitudinal data to conclude
that the program, Becas, has a positive effect on school attendance. This was investigated
through a five-year study that compared student outcomes with program requirements. It
was found that improvements in attendance and enrollment were largely influenced by the
program conditions and incentivized by the cash transfer (Heinrich, 2007).
While encouraging school enrollment, CCT programs simultaneously discourage
child labor. Whether this is intentional or not, due to sheer logistics and time management,
many children who may feel a financial burden to work are in some way, financially
compensated for their time. Typically, reductions in child labor are included in the
secondary outcomes of the program, as is the case in Costa Rica (Avancemos, 2006). In their
investigation of the CCT in rural Colombia, Attanasio et al. (2006) conclude that despite
increases in school enrollment, income-generating work, done primarily by older students, is
left unaffected by the program. But for younger students, domestic work decreased by 10-12
percentage points after program participation. Additionally, they determine that the activities
of school and child work are not substitutable and that school time is taken from what would
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otherwise be the child’s leisure time. In Mexico, the relationship between work and school is
also found to be non-complementary, meaning that students may divide their time between
both (Post, 2001). Post (2001) argues that welfare programs, particularly the emerging
Oportunidades CCT program, may address the underlying issues of low school enrollment,
but may not necessarily completely eliminate participation in the labor market. Skoufias,
Parker, Behrman, & Pessino (2001) found in Mexico that there was a reduction in work
participation, particularly for children 12 years and older. This effect is much larger (nearly
double) for girls than boys when comparing to those children not participating in the
program. But the CCT is found to do little to reduce the number of hours worked by those
who remain in the child labor force (Skoufias, Parker, Behrman, & Pessino, 2001).
Dubois, de Janvry, and Sadoulet (2012) find that despite a positive relationship with
school enrollment, when expanding the analysis to include school performance, which they
measure as the successful completion of grade levels, they find that the CCTs maintain a
positive impact in primary schools, but actually have a negative impact in secondary schools.
A drop off in performance in older children is also found in rural Colombia, with a positive
effect in rural areas for those ages seven to eleven but a negative effect in adolescents (Garcia
& Hill, 2010). When using a similar proxy for performance, Baez and Camach (2011) find
that participating students in Colombia are four to eight percent more likely to complete high
school and the effects are stronger for female students and students in rural areas. However,
when they analyze test performance, they find no difference between participating students
and non-participating, low-income students (Baez & Camacho, 2011). Their policy
recommendation calls for the program to enhance learning goals that incorporate school
performance into the conditionality of the program. In Colombia and also Argentina,
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incentives for matriculation as well as grade progression and graduation have positive effects
on performance when measured by passing rates (Barrera-Osorio, 2008; Heinrich, 2007).
Similar to the Costa Rican CCT, the Becas program in Argentina has restrictions on grade
failure and requires students to advance in the formal schools system in order to continue to
receive benefits.
Gneezy, Meier, and Rey-Biel (2011) provide a comparative review of various Latin
American CCT programs in attempt to explain the effectiveness of incentives. They argue
that incentivizing school enrollment and attendance is effective because they are concrete
tasks (Gneezy, Meier, & Rey-Biel, 2011). However, the outcome of school performance
becomes more difficult for CCT programs to motivate students, perhaps because the transfer
is directed toward parents, instead of the students who are actually attending school. While
they argue that this prevents students from going to school only to receive money, it does not
motivate them either.
Determining just how to measure school performance is a challenge for education
scholars, in particular when attempting to assess the impact of CCT programs. Expanding
beyond the idea of performance as mere grade completion, the relatively understudied
measures of cognitive development demonstrate less impressive results. While there is
evidence of the importance of early investment in a child’s education and improving access
on lifelong cognitive development, it is more challenging to determine the impact of
intervention programs in this regard (Berlinski, Galiani, & Gertler, 2009; Currie, 2001).
Using multiple international standardized tests, Macours, Schady, and Vakis (2012) find little
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evidence that the cash component improves child cognitive development in the context of
Nicaragua5.
Despite some variation in results, perhaps due to program characteristics, there does
seem to be a generally positive relationship between CCT programs in various parts of Latin
America and school enrollment and attendance. When measuring school performance
through grade completion and graduation rates, there also seems to be widespread positive
effects from the CCT programs. However, expanding the discussion of performance to test
results, school achievement or cognitive development, the impact of CCTs appears to be less
direct and less effective.

3.4 Gender Outcomes
In addition to broader global systems, CCT programs potentially shape gender roles
and dynamics. One way that CCTs directly aim to impact female empowerment is through
providing incentives for girls’ participation. Oportunidades (Mexico) and PATH (Jamaica)
provide different transfer amounts based on sex, although the Jamaican program actually
provides higher transfers for boys based on higher opportunity costs of enrolling in school
(Cecchini and Madariaga, 2011).
A large portion of research concentrated on the impact of the cash transfer on the
female household heads (Escobar & Gonzalez de la Rocha, 2008; Molyneux, 2006;
Molyneux & Thomson, 2011). An underlying assumption is that female empowerment will
also be enhanced, as was found in the case of Mexico with women receiving the cash transfer
for their children’s school attendance demonstrating higher self-esteem and status positions
5

Cognitive development is indicated through categories of socio-personal, language, fine motor, gross motor,
and memory skills using the Denver, WJ, TVIP, and Mccarthy indicators.

56

(Escobar and González de la Rocha, 2008). The intention is to create opportunities to break
down traditional gender norms, which in Latin America remain rather strongly patriarchal,
for future generations. However, Molyneux (2006) critiques this and argues that CCT
programs increase the burden of women’s work and reinforce their role in the household by
adding to their domestic responsibilities. Furthermore, CCT programs can be criticized for
failing to incorporate a multidimensional gender perspective that examines structural and
institutionalized inequalities and falling victim to generic gender mainstreaming (Franzoni &
Voorend, 2012; Holmes et al., 2011).

3.5 Additional Unintended Outcomes
Other program variations such as amount of transfer, timing of transfer, transfer
delivery methods, and the different national contexts have been investigated by economic
and social science scholars. Modifications in these characteristics can have varied results
depending on the context and countries must find a way to adapt the CCT principles to their
own conditions (including state capacity, existence of other safety-net programs, funding
sources, infrastructure, etc.) (Cecchini and Madariaga, 2011).
Taking into consideration the funding lines of many of these programs, one
unintended outcome is reinforcing the global paths of dependency. Puello-Socarras and
Gunturiz (2013) argue that CCTs form part of a social neoliberalist ideology due to its
funding sources and market oriented development. They warn against countries’ borrowing
money to fund these programs, once again leaving them dependent on the World Banka or
the Inter-American Development Bank (Puello-Socarras & Gunturiz, 2013). Similarly,
Sugiyama (2012) finds that certain domestic characteristics (political ideology, state
capacity) coupled with increasing international pressures (competing with neighboring
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nations, financial) influence the diffusion of CCT programs. The international financial
institutions (IFI) such as the World Bank, and regional development banks, shape the norms
adopted by countries and reinforce the normalization through their funding agreements
(Sugiyama, 2012).

3.6 Research Questions
The research evaluating CCT programs and the contexts that frame the program
implementation indicate that the targeting of the program is important when identifying the
ability of the programs to alleviate poverty. There are generally positive results in terms of
school enrollment, with variations based on gender and age. Considering the program’s
design that targets mothers, the economic inputs are intended to empower women, although
the burden of the program enrollment may increase their workload and reinforce their gender
role in the household. The existing research helps to inform the research questions.
Although there are many areas to explore concerning this program, I have restricted my
analysis for the purpose of this dissertation to actions and behaviors of the children in the
family. I incorporate the perspectives of parents to fully understand the household decisions
concerning the cash transfer and schooling and administrators to acknowledge the program
intentions and execution.
I acknowledge that typically school performance is measured through exam scores,
grades, or other evaluative methods. However, due to the limitations of the household data
questionnaire and included indicators I am unable to use these measurements. The proxy for
performance that I am using is enrollment in the proper grade level for the student’s age.
This calculation for this variable is presented in more detail in Chapter 4. The term I will use
for this variable is “being behind”. If a student is behind in grade level for their age, this
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indicates they may have had to repeat a grade or that they were not cognitively ready for the
proper grade level. I equate being behind with poor performance for the purpose of this
dissertation.

Based on the existing research and to extend what is known about CCT programs, the
dissertation addresses the following sets of research questions:
1. What are the economic conditions, factors, and outcomes related to the
implementation of Avancemos in Costa Rica?
a. What are the economic conditions of low-income school aged children? How
do economic conditions influence education decisions?
b. How does Avancemos target low-income youth?
c. What impact does the financial stipend have on youth?
d. How do families cope with economic hardship? Does Avancemos influence
their ability to cope with hardship? If so, how? How are participating families
utilizing the cash transfer they receive from Avancemos?
2. How does Avancemos impact educational outcomes?
a. How does Avancemos influence the secondary school enrollment of
participants?
b. Does participation in Avancemos prevent attrition? If so, how?
c. Does Avancemos have an impact on participating students’ school
performance? If so, how? Does an increase in school enrollment and
attendance affect overall school performance?
3. How does the impact of Avancemos differ between male and female youth?
59

a. What are the differences in the effects of household, individual, and
household head attributes on girls’ and boys’ school enrollment? Do these
differences impact participation in Avancemos?
b. Are there differences in girls’ and boys’ participation in work? How does
work impact decisions on school enrollment for girls and boys?
c. What are the differences in school performance between girls and boys?
What is the impact of Avancemos on school performance for girls and boys?

Each set of research questions will be addressed in separate chapters with both
quantitative and qualitative analysis. The research questions will be addressed at the national
level by the analysis of the quantitative data and at the local level by the primary fieldwork
conducted in rural communities.

3.7 Conclusion
The evaluative literature concerning the outcomes of CCT programs focus largely on
short-term poverty reduction, education enrollment, and program targeting (that is, the ability
of the program to reach its intended population). Additional outcomes including gender
differences and impact for household heads have also been discussed, although to a lesser
degree. Generally, CCT programs have positive short-term impacts in providing poor
families with financial support and have shown positive correlations with education
enrollment. While gender differences have indicated an added burden on mothers, they are
generally positive in terms of encouraging girls’ schooling.
Taking the existing literature into consideration, I have formulated three sets of
research questions. Each set of questions will be addressed in a separate chapter that each
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incorporates both quantitative and qualitative data analysis. The chapter and research
question topics include the economic aspects of program implementation, the education
impact including school enrollment and performance, and the gendered analysis of
participating youth. I will now discuss the methodological approach I have adopted in
addressing these research questions.
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Chapter 4: Methodology
4.1 Research Design
The research design blends quantitative statistical analysis with qualitative field
interviews. The mixed-methods approach facilitates a broader understanding of the nature,
functioning and consequences of CCT programs in the understudied context of Costa Rica
and, in so doing, attempts to fill the gaps in the existing research concerning educational
impact. To best answer each of the research questions, the quantitative secondary data and
qualitative case study are analyzed to yield a more complete picture of the process of
program implementation, the educational and economic implications of Avancemos, and the
experiences of its administrators and participants.
A mixed-methods design offers a valuable strategy to address research questions from
multi-level and diverse perspectives and provides in-depth contextual understandings
(Creswell & Clark, 2007). By combining methods, I capitalize on the positive aspects of
each. As I will later detail, quantitative research using nationally representative data
provides descriptive background information and examines the statistical relationships
between variables. Qualitative methods are used to explore the complex human experiences
and target aspects that are not readily covered by survey data.

4.2 Quantitative Data
4.2.1 Description of Data
The quantitative analysis primarily uses the Costa Rican Multiple Purpose Household
Survey (Encuesta de Hogares de Propósitos Múltiples or EPHM) for the period of 2000-
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2009 and the Costa Rican National Household Survey (Encuesta Nacional de Hogares or
ENAHO) for the period of 2010-2013, collected by the National Institute of Statistics and
Censuses (Instituto Nacional de Estadística y Censos or INEC). The EPHM was originally
implemented in 1976 and is intended to inform policies and programs related to social and
economic development (INEC, 2013). The ENAHO slightly modifies the original EPHM by
improving the targeting of the survey to adjust for demographic, social, and economic shifts
that have occurred over time as well as addressing gaps in the survey instrument, particularly
related to poverty indicators. However, it has the same intent of capturing and documenting
national socioeconomic conditions and informing public policy creation and evaluation.
The surveys contain household variables including income, conditions of the home,
family employment, and characteristics of location. Household members’ demographic
information such as age, gender, and nationality is also included. Educational variables
included in the surveys include school level completion, school enrollment, and school
descriptors. Additional variables of interest include participation in social assistance
programs and participation in the Avancemos program. The household survey data are used
to illustrate the socioeconomic and demographic context as well as connect the program with
its educational and economic outcomes.
The nationally representative survey data are supplemented by administrative data
from the Avancemos program provided by the Mixed Social Assistance Institute (Instituto
Mixta de Ayuda Social or IMAS) in Costa Rica. The database that IMAS uses for all of its
participants is referred to as the Database for Beneficiary Profiles (Sistema de Atención de
Beneficios or SABEN). The data include information on program participants’ income
levels, neighborhoods, grade level, school, and participation details. These data are provided
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for the period of 2008-2013. They provide a large sample of program participants and give
key descriptive information about who is participating. IMAS uses their own classifications
for poverty levels, dividing participants into four groups and identifying the first group as the
highest-risk for poverty and the most vulnerable based on other household conditions. The
SABEN data from IMAS are used to better understand the characteristics of participants, as
documented directly by the program, to show changes to these characteristics over time, and
to provide a frame of reference for the household survey.
4.2.2. Sampling
The EPMH and ENAHO use a geographical cluster sampling design that is
representative of the entire population of Costa Rica. Based on the 2000 National Census,
the country was divided into 17,496 clusters that contain all of the nation’s 1,029,867
households. Each cluster is a geographic area containing 60 urban households or 40 rural
households and includes every district in the country. In 2013, a sample from the total
population was obtained in a two-step process. First, a sample of 1,120 clusters was selected
based on probability proportional to size. The number of clusters increased when the survey
transitioned to the ENAHO from the EPHM, which included only 726 clusters. Then, 12
households were selected within each cluster based on equal probability and random
selection. Systematic sampling is used to randomly select households, starting at a random
place and skipping to every fifth house in urban clusters or every third house in rural clusters.
The final expansion factor which is used to estimate population values is calculated based on
the probability of selection and takes into consideration growth rates, non-responses and
demographic changes. The data set comes with a population weight to yield total population
estimates. However, since I am more interested in providing realistic tests of statistical
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significance, in my analysis the population weight is divided
Figure 4.1: Clusters from Census
Map

by its mean to yield weighted N’s approximately equal to
sample size.
Selection error occurred when households in the
sample are discovered to be abandoned, vacated, or no longer
in use. In 2013, selection error represented approximately 7.6
percent of the total sample. Non-response is another issue that
the survey faced primarily due to not being able to locate

Source: ENAHO, IMAS, 2013

selected households. Additionally, once households were
located, some refused to participate in the survey (9.7%). In 2013, the response rate of the
ENAHO was 90.3 percent.
The data collected in the SABEN database by IMAS include information for all
participants in the Avancemos program. Because documentation including household and
individual profiles is required for enrollment, IMAS is able to combine individual
information for all participants into one database. The sample is thus equal to the total
population of participants. It should be noted that there is no information included in the data
for non-participants, making it impossible to statistically compare participants and nonparticipants.
4.2.3. Data Collection
The ENAHO is conducted annually in the month of July. After the sample is
selected, the survey is conducted face-to-face during household visits conducted by the
interviewers from INEC. If upon the first visit there is no response from the household, two
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subsequent visits are made until there is a response or the household will be deemed a nonresponse.
Data for the SABEN database are primarily collected at the time of enrollment in
Avancemos. In coordination with MEP, participants are re-evaluated every year to maintain
their eligibility and keep their information active in the system. Changes to profile
information are based on notifications that IMAS receives from the school, MEP, or the
participant’s household head.
4.2.4 Analysis
The ENAHO data are analyzed using SPSS. Descriptive statistics and Pearson’s ChiSquare Analyses will be used to compare educational indicators of participants and nonparticipants as well as to compare other combinations of independent variables.
Additionally, logistic regression analysis will be used to determine the factors that contribute
to both educational enrollment and secondary school graduation. The focus of the
quantitative analysis will be determining how Avancemos influences economic and
educational enrollment indicators for different socioeconomic and demographic populations.
The independent variables were divided into three types: household level, individual
level for the youth aged 12-18 years, and those corresponding to the household head. The
household level variables were replicated for all members of the household where necessary
and appropriate, such as location of the household, total household income, and household
composition. Individual-level variables are those pertinent specifically to the adolescent and
include demographics, education level, education participation, employment, and social
assistance program participation. Finally, variables describing the household head are used
because of their potential influence on child and they include: household head’s
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demographics, education level, marital status, and employment status. The values for the
household head variables were calculated by pulling the responses from the household head
of the individual, who was listed in the first position of the roster, and by replicating the
information as new variables for the child.
The household survey data will be restricted in the bulk of the analysis to those aged
12-18 years old. Although the Avancemos program allows for those aged 12-25 years to be
eligible to receive benefits, those aged 19-25 years were removed from most of the analysis.
In my analysis, I consider the influence that parental characteristics may have on the
outcomes. It is expected that those aged 19-25 years are more likely to be living
independently or as the household head in the survey. To eliminate the complication that the
differences in characteristics between the two age groups would present, I have eliminated
the older age range from my analysis. For the purpose of this research, it was more efficient
and relevant to use those youth aged 12-18 years. It should be noted that those aged 19-25
are included in the program eligibility because of the desire to capture non-traditional
students and those who may have left formal schooling but may want to continue or finish
their secondary education.
The SABEN data are also analyzed using SPSS. Data were gathered by IMAS and
presented in Excel files. I then converted the files to SPSS and recoded any variables that
were entered non-numerically. I was able to merge the files from each year, creating a
combined dataset that has a variable indicating the year that the individual participated in the
program.
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4.2.5 Sample Characteristics
Descriptive characteristics for the households included in the 2013 ENAHO survey
are presented in Table 4.1. Of the total sample, approximately 37 percent live in rural
locations and the average household size is approximately 3.7. Approximately 18 percent of
the households have monthly incomes of less than $500 USD (converted from colones, the
currency of Costa Rica).6
Table 4.1: Descriptive Household Characteristics for total and for those aged
12-18 years, 2013
Total Sample

12-18 year olds

63.1
36.9

56.1
43.9

even in the six constructed

3.69
2.59
1.04

4.94
2.76
2.34

income-level categories.

18.1
21.2
16.9
11.2
19.4
13.2

14.0
23.4
19.7
13.3
19.6
10.0

88.6

86.8

11,310

4,921

Household Characteristics
Residence
Urban
Rural
Household Composition
Household Size (Mean)
Number of Children (Mean)
Number of Adults (Mean)
Income
Less than $500
$500 - $1,000
$1,000-$1,500
$1,500-$2,000
$2,000-$4,000
More than $4,000
Social Services
Social Security
N=

The distribution of

Source: Encuestra Nacional de Hogares, INEC, 2013

households is relatively

The amount used is the total
gross household income.
Almost 89 percent of
households receive some
form of social security or

supplemental income. Social security includes a variety of cash transfers from the state or
private accounts (such as unemployment, retirement, or other pension plans).
The household characteristics are also restricted to those aged 12-18 years. This
narrows the range for children who are eligible for Avancemos and likely to still be living at
their families’ home. Of those aged 12-18 years, approximately 44 percent live in rural
areas. The mean household size for youth is higher than the total population (4.9 vs. 3.7).

6

The conversion rate used to calculate all estimated costs in USD is $1USD=491.239 colones, as reported by
oanda.com as the historical exchange rate from July 1, 2013.
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This is likely due to the increased number of children that are present in households restricted
to those of children 12-18 years old. The distribution of those aged 12-18 years is more
centrally concentrated in the six income levels, with higher percentages than the total in the
four middle-income levels and lower percentages in the lowest (less than $500) and highest
(more than $4,000) levels. Fewer households including those aged 12-18 years receive some
form of social security than the total sample.
Table 4.2: Descriptive Individual Characteristics by Avancemos participation for those aged 12-18 years, 2013
Total Sample

Avancemos

Non-Avancemos

P-Value

Male
Female

50.6
49.4

46.4
53.6

51.7
48.3

**
**

Mean
12 years old
13 years old
14 years old
15 years old
16 years old
17 years old
18 years old

15.09
13.7
13.6
13.8
14.1
14.6
14.5
15.8

15.22
5.4
14.4
16.6
17.2
18.4
18.4
9.5

15.05
15.8
13.4
13.1
13.3
13.6
13.5
17.4

*
***

Civil Union
Married
Separated
Single

1.5
0.3
0.1
98.1

0.3
0.1
0
99.6

1.8
0.3
0.2
97.7

***

16.3
23.8
52.7
5.9
0.9
86

1.7
19.5
78.3
0.1
0
100

20.1
24.9
46.0
7.4
1.1
82.4

***
***
***
***
***
***

7.1

2.7

8.3

***

20.6
33.4

100.0
54.4

0.0
27.9

***

1014

3906

Sex

Age

**
***
***
***
***

Marital Status

Education
Less than primary school
Completed primary school
Some secondary school
Completed secondary school
More than secondary school
Currently Enrolled
Employment
Currently employed FT
Social Services
Avancemos Participation
Other School Programs

N=
4921
Source: Encuestra Nacional de Hogares, INEC, 2013

69

***

The individual characteristics of those aged 12-18 years old are presented in Table
4.2. This is further broken down by those participating in Avancemos and compared to those
not participating in the program. In the total sample, the distribution of males and females is
roughly even. Avancemos participants are more likely to be female than non-participants
(53.6% vs. 48.3%). Avancemos participants are also more likely to be older in age. A higher
percentage of participants are 14, 15, 16, 17, or 18 years old than non-participants. A higher
percentage of non-participants are younger, either 12 or 13 years old.
In the total population, there are few that are in some sort of formal relationship or
separated, with approximately 98 percent of those aged 12-18 years reported as single. Nonparticipants are more likely to be in a civil union than those participating in Avancemos and
less likely to be single. For those aged 12-18 years, almost 40 percent have either only
completed primary school or have not even completed primary school. Non-participants are
more likely to have less than primary school or only primary school than those participating
in Avancemos. Participants in Avancemos are more likely to have some secondary school
than those not-participating (78.3% vs. 46.0%). Those not participating are also more likely
to be employed full-time than those participating and approximately seven percent of the
total sample is employed full-time. Avancemos participants are also more likely to
participate in other school assistance programs, which include subsidies for school meals,
transportation, and schoolbooks.
According to the literature, children’s education characteristics are influenced by the
characteristics of their parents. The characteristics of the household head for those aged 1218 years are presented in Table 4.3. The majority of the sample has male-headed households
(65.4%) and household heads who are married (50.7%). There are no significant differences
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between the sex or marital status of the household head for Avancemos participants as
compared to non-participants. This suggests that there are no apparent barriers to program
participation based on household head sex or marital status.
Almost half of the total sample has household heads that have either only primary
school or less than primary school (48.7%), with the largest percentage of any education
level as completed primary school (33.4%). Avancemos participants are significantly more
likely to have household heads that have completed primary school than non-participants
(46.7% vs. 30.0%). And non-participants are more likely to have household heads with
secondary school completion and some higher education than Avancemos participants.
Table 4.3: Descriptive Household Head Characteristics by Avancemos participation for those aged 12-18
years, 2013
Total Sample

Avancemos

Non-Avancemos

Male
Female

65.4
34.6

64.1
35.9

65.8
34.2

Single
Civil Union
Married
Separated

9.0
21.2
50.7
19.2

9.5
20.4
49.6
20.6

8.8
21.3
51.0
18.8

Less than primary school
Completed primary school
Some secondary school
Completed secondary school
More than secondary school
Employment
Currently employed FT
Relationship to Individual
Self
Parent
Step-parent
Grandparent
Sibling
Other Family
Other Non-Family

15.3
33.4
18.9
12.0
16.0

17.1
46.7
20.7
8.1
3.3

14.8
30.0
18.5
13.1
19.3

76.2

72.5

77.1

1.0
81.5
5.1
7.5
1.3
2.6
0.6

0.3
83.9
4.6
7.3
1.0
2.4
0.5

1.2
80.9
5.2
7.5
1.4
2.7
0.7

N=
4921
Source: Encuestra Nacional de Hogares, INEC, 2013

1014

3907

P-Value

Age (Mean)
Sex

Marital Status

Education

71

***
***
***

*
*

Approximately 76 percent of youth aged 12-18 years have household heads that are
employed full-time, with no significant differences between Avancemos participants and nonparticipants. The last category reported in Table 4.3 is the relationship of the household head
to the individual youth aged 12-18 years. The largest percentage of household heads are
parents (81.5%), indicating a traditional parent-child relationship and Avancemos participants
are significantly more likely to be in this type of situation than non-participants (83.9% vs.
80.9%). There are a small
group of youth who are living
on their own and their own

Table 4.4: Descriptive individual characteristics of Avancemos
participants aged 12-18 years by year
2013

2011

2010

2009

Male
Female

48.0
52.0

48.4
51.6

48.0
52.0

47.8
52.2

12 years old
13 years old
14 years old
15 years old
16 years old
17 years old
18 years old

0.3
12.4
17.7
18.7
18.9
18.2
13.8

0.2
12.1
17.6
18.9
19.3
18.6
13.2

0.1
10.2
16.6
19.7
20.5
19
13.8

0.1
9.3
16.8
20.5
20.4
19.1
13.8

Alajuela
Cartago
Guanacaste
Heredia
Limon
Puntarenas
San Jose

22.2
10.7
9.5
6.7
9.7
14.9
26.3

20.8
10.5
8.5
6.9
10.6
15.4
28.2

20.6
10.7
8.4
6.9
10.7
14.4
27.3

20.2
10.4
8.9
7.3
10
22.7
28.4

Sex

household head, with nonAge

participants significantly
more likely to be on their
own than participants (1.2%
vs. 0.3%). Other youth are
living with a stepparent, a
grandparent, a sibling, or
other family members. A
very small number of youth
is living with non-family

Region

N=
144741 156155 149991
Source: Encuestra Nacional de Hogares, INEC, 2013

1325
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members. In these other categories, there are no significant differences between participants
and non-participants. While these descriptive data are shown to familiarize the reader with
central tendencies and distributions of key variables, they do suggest telling differences
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between participants and non-participants that are explored more fully in the analysis to
follow.
Descriptive statistics on a few key variables for the SABEN data are presented in
Table 4.4. The gender, age, and region are presented for each of the four years of data that
were available. There are no major differences in the breakdown of participants by gender,
as females make up slightly more than half of the total participation. Over time, there is a
slight increase in the percentage of younger students and a slight decrease in the percentage
of older students. There is also a slight increase in the proportion of participants that reside
in the regions of Alajuela and Guanacaste. There are also slight decreases in the proportion
of participants in the regions of Heredia and San Jose. The largest decrease occurs in
Puntarenas, with a decrease of almost eight percent.

4.3 Qualitative Data
4.3.1 Description of Data
The secondary data are complemented by primary field research in rural Costa Rica.
Semi-structured interviews occurred at the national level (program administration), regional
level (program administration), community level (high school administration and teachers)
and household level (parents and school-age teenagers). Parents were also asked basic
household information in the form of a brief survey. Interviews and focus groups were all
conducted face-to-face, in Spanish, by the primary researcher, using a digital voice recorder
for documentation. The fieldwork methods are detailed below. Interview schedules
(questions) for the semi-structured interviews and other protocol information can be found in
the Appendices. A summary of all of the qualitative interviews by respondent can be found
in Table 4.5.
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4.3.1.1 National
First, interviews were conducted with six advisors that are responsible for supporting
the implementation of Avancemos. The Avancemos program administration is housed in the
central offices of IMAS located in the capital,
San Jose, Costa Rica. The main function of the
central offices is to provide documentation and

Table 4.5: Types of Qualitative Interviews
Conducted, 2013
Program Administration

instruction as to policy guidelines and
restrictions. The centralized support links the

National

6

Regional

1

Director

1

Teachers

5

Counselor

1

School Administration

San Jose offices with 9 regional areas and 36
local offices located throughout the seven

Household Head of HS Student Interviews

provinces of Costa Rica. The advisors have a
range of experience, including educational

Female

29

Male

0

Females

22

High School Student

background and professional experience. One
of the advisors had worked as a regional
program administrator and was more familiar

Males 20
Household Head of Non-Attending Youth
Female

2

Male

0

Females

0

Males

2

Females

2

Males

0

Parents

1

Teachers

1

Non-Attending Youth

with the execution of Avancemos. Another
High School Graduates

advisor had worked more than ten years with
IMAS in multiple capacities. The interviews

Focus Groups

with program administration were all conducted
in the central offices in San Jose.

Source: Primary fieldwork by P. Castellanos

4.3.1.2 Regional
An additional interview was conducted with the regional Avancemos administrator,
located closer to the targeted communities. The regional administrator is the main point of
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contact for the families in the community and responsible for assisting with initial program
administration, overseeing the evaluation of families’ needs, and for fielding any issues the
families may have during the course of participation. The interview took place at the
regional office.
4.3.1.3 Community
Semi-structured interviews were then conducted in three neighboring rural
communities (Aquino, San Crisóbal, and Isidro) with high school administration and
teachers, parents and students.7 The field research was instrumental in understanding the
program’s design and implementation, as well as the experiences of participating families.
Interviews were supplemented by researcher observations in the community, as well as the
high school.
Interviews were first conducted with five high school teachers, one counselor, and
one director. The high school director and all five teachers are residents of Godescalco and
commuted to Aquino, several of them carpooling for the hour-long drive. The interviews of
the high school teachers and administration were conducted at the local high school.
4.3.1.4 Household and Individual
Parents and children were interviewed individually at the family’s home. Often taking
place at the family’s kitchen table, the interviews were first conducted with the parent. A
few interviews were conducted elsewhere including at the local high school, at the local
elementary school, or at one of the community centers. The total number of interviews in
each community can be found in Table 4.6. Interviews with siblings occurred in two
7

Again, the names of the communities have been changed to protect the identity of participants. The fictitious
names were selected based on the characteristics of the community and the corresponding patron saint, as a
tribute to the Catholic influence in the country.
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families, resulting in a difference between the total number of parents and the total number of
children.
A brief survey was first conducted to learn more about family characteristics
including household members’ age, gender, education, occupation, household income level,
and other household conditions. Then, semi-structured interviews touched on topics such as
belief in education, expectations for future, expectations of schooling impact, and program
participation or non-participation descriptions.
Table 4.6: Types of Qualitative Interviews by Community, 2013
Total

Aquino

San Cristobal

Isidro

Parents

29

16

11

2

Child

31

16

12

3

Parents

10

7

2

1

Child

11

7

3

1

Parents

2

1

1

-

Child

2

1

1

-

2

2

-

-

Participating Families

Non-Participating Families

Non-school attending families

Graduates

Source: Primary Fieldwork by P. Castellanos

For the families receiving the CCT, the interview was conducted with the parent
responsible for Avancemos participation (explained to participants as the person in charge of
the initial registration, receiving the cash transfers, and an additional follow-up as required
by the program administration). With very few exceptions, this was the mother of the family.
For the non-participating families, the interview was conducted with the parent responsible
for the child’s education (in terms of overseeing enrollment and performance) and again this
was in most cases the mother. Interviews were then conducted with the high school age
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child. The interviews were conducted with the child individually, without the parent present.
Although in most cases, the parent remained in the house, often in the adjoining room or
kitchen area.
Interviews were also conducted with two families of school-aged teenagers who were
no longer attending high school. Two interviews were also conducted with high school
graduates who had been Avancemos beneficiaries. While the number of interviews with
these outlying cases of those not enrolled in school or that have already graduated was small,
they provided insight to the broader picture of Avancemos participation and its impact on
schooling.
4.3.1.5 Focus Groups
Once all of the individual interviews were completed, focus groups were conducted
with the high school teachers and director and with five mothers in the community. The
focus groups were conducted with the aim of verifying preliminary findings as well as
probing questions and observations from the interview phase.
4.3.2 Participant Selection
Due to the limited size of the program administration and communities where my
study was conducted, generally, a total sample was desired and almost completely obtained.
The central offices of Avancemos include four advisors, one mid-level manager, and one
director. All six administrators were interviewed. At the local high school, all of the
teachers and administration were interviewed.
A list of registered students as well as program recipients was provided by the high
school. Within each of the three communities, all high school students who were
participating in the Avancemos program as well as one of their parents were interviewed.
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Students (seven in Aquino, two in San Crisóbal, and one in Isidro) in each community who
attended the high school but did not receive benefits from the Avancemos program and one of
each of their parents were interviewed.
Two students who were no longer attending high school and one of each of their
parents were interviewed. The selection of non-registered teenagers was based on a
combination of information provided by the high school and by a key community informant.
In some families, when there were multiple children of high school age, siblings were
interviewed, individually. Two students who had graduated from the high school were
interviewed. These students were identified by a key informant and contacted individually.
4.3.3 Positionality and Community Access
During the field research, I was accepted my position as an outsider – to the
community and the country. While I was greeted with relatively open arms, I recognize that
as an outsider, I may have received information that was somewhat biased. By conducting
interviews with a range of groups in the community and within the CCT program, I was able
to support the interview data with a second source and help reduce the impact of any biased
information I received.
There was a potential barrier between community members and myself, stemming
from their fear of program withdrawal or elimination. By using key community members,
namely the director of the elementary school and high school, I was able for the most part to
successfully dispel that misconception. The director of the elementary school was a relative
of my key contact and was immediately supportive of my project. I was able to capitalize on
his support as he presented me to the director of the high school. Additionally, the director of
the elementary school is a long time community member whereas the high school director
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had only been at his position for several months. The social and professional pressure by the
elementary school’s director encouraged the high school director to support my project.
With his support, I presented myself at a parents meeting at the high school, which occurred
only several days after my arrival to the community. I was able to explain my project and
use the credibility of the high school to encourage parents’ participation. From the initial
contact with parents through the interview process, I was very clear that I did not represent or
work for Avancemos or the high school.
Additional entrée was created by being able to present myself to participants as a
mother and wife. As a Spanish speaker, I was also able to make personal connections with
participants and express myself and my purpose clearly. Initial conversations would always
involve how I spoke Spanish, which would lead me to talk about my husband, who is from El
Salvador. This immediately broke the ice and allowed the participants to feel comfortable
talking with me. It was more of a challenge to relate to the high school aged students, and
the amount of qualitative data from the interviews corresponds to that difficulty. Throughout
the fieldwork, I tried changing my approach by talking about non-threatening subjects like
sports or dancing, or any outside activities. But it was consistently more difficult to get
adolescents to open up in conversation.
Often, divergence between groups’ or individuals’ responses was informative and
helped direct my final analysis. For instance, the information reported by parents regarding
policy guidelines that differed from the program administration and program documentation
indicated a breakdown in the chain of communication, potentially impacting the outcomes of
the program.
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4.3.4 Analysis
The qualitative data were analyzed using the software program, NVivo. All interview
recordings were transcribed, first into Microsoft Word and then uploaded into NVivo. I
transcribed all of the interviews in Spanish and I then coded the transcriptions in Spanish. As
a Spanish as a second language speaker, my language abilities were strong enough to
complete the transcriptions and coding in the original language of the interviews. This was
done to avoid issues of translation that can occur if done before analysis, which some liken
translated qualitative data to secondary data analysis (Temple, Edwards, and Alexander,
2006). Translations were then completed on key responses and segments of the interview that
were particularly pertinent and used for presenting the analysis rather than conducting the
analysis.
Based on the literature, analysis chapters were divided by topic related to the goals of
the CCT program as well as gaps in the existing research. Transcriptions were first coded in a
grounded theory approach, by summarizing responses into relatively specific codes, such as
“traveling long distances to get to school”. The open coding was conducted to review the
qualitative data and provide a framework for the rest of the analysis. The codes were then
combined into broader themes such as, “barriers to schooling” using axial coding, or creating
interconnecting categories. These broader themes were used to organize the chapters and
contribute to the mixed-methods analysis of all data. Then the codes were selectively sorted
into the three overarching topics for each chapter, which are economic issues, education
outcomes, and a gendered analysis.
The coding process was conducted in NVivo and using the hierarchical nodes system
that allowed for multiple codes feeding into broader themes. As outlined by Glaser and
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Strauss (1965) and later Strauss and Corbin (1990), the qualitative analysis was conducted
with a constant comparative method as part of grounded theory. That is to say that codes
were created and organized in an iterative process that reflected on the simultaneous
quantitative analysis, the other codes that were being generated from the data, and the
existing research on CCT programs.

4.4 Analytical Approach
Each of the three main research questions is addressed with both the quantitative and
qualitative data. To optimize the information gathered through my mixed-methods approach,
a combination of the two types of data is used in each piece of the analysis. The integration
of data to address common research questions is intended to facilitate the most
comprehensive investigation. The analysis of the qualitative data was completed
concurrently with the quantitative analysis, based on the specific research question. This was
done in part to create a strong

Figure 4.2: Mixed-Methods Analytical Model

relationship between the two types
of data, creating a dialogue and
helping to better address the
research question (Hesse-Biber,
2010; Cresswell, 2011).
The process followed is
diagramed in Figure 4.2. The

Source: Modified from Hesse-Bevin, 2010: p. 84

research questions were divided into three main topics according to the existing research and
the goals of the CCT program. These research questions informed both the quantitative and
qualitative data collection. The research questions influenced which surveys were used as
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well as which variables were requested from the Avancemos program administrators. The
qualitative data collection, including the site selection, participant selection, and interview
instruments were also based on the research questions. The variables available from the
survey data informed what types of questions were used in the qualitative interviews to
expand on the quantitative data. Similarly, the qualitative data informed which of the
available variables were used for the analysis. In the data analysis process, each question
was addressed using both quantitative and qualitative data. Analysis of each type of data
mutually informed the other and worked in conjunction to advance the findings. In a cyclical
process, the findings from certain pieces of the analysis led to additional examination of the
data.
The quantitative survey data were collected and compiled by INEC in Costa Rica,
therefore the reference to collection in the diagram refers primarily to the ability to access the
secondary data and prepare it for the analysis. The iterative process allows the investigation
of each research question to be the primary focus. Rather than concentrating on the type of
data, the dissertation uses a combination of both to more completely address each aspect.

4.5 Conclusion
The mixed-methods approach uses a combination of quantitative secondary data and
qualitative primary data. The quantitative data from INEC in Costa Rica includes two
different household surveys, EPHM and ENAHO collected from a period of 2000-2013.
This is supplemented by the SABEN data collected by IMAS and is made up of all
Avancemos program participants. The qualitative data were collected during two months of
fieldwork in a rural area in Costa Rica. The participants in the qualitative interviews and
focus groups were from three different communities, all of which send students to the
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centrally located high school. Over 100 interviews were conducted with a variety of
participants from program administration, high school administration, and both participating
and non-participating families.
The process of analyzing the data has been flexible, holistic and iterative, with pieces
of the qualitative and quantitative analysis speaking to each other. Each piece of the analysis
takes into consideration the way the data fit into the larger story. The process of analysis has
unfolded concurrently with writing as the process of finding results and discussing those
results informed additional data analysis and has greatly improved the final product. I will
now present chapters on the following themes that have emerged from the data as well as the
literature. First, I will present the economic conditions, barriers, and impact of Avancemos.
Second, I will present the education outcomes including discussion of enrollment,
attendance, and performance. Finally, I provide a gendered analysis that compares the
differences between male and female youth.
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Chapter 5: Avancemos and Providing Economic Relief
5.1 Introduction
Like many developing countries, the 1980’s and the era of structural adjustment
programs tolled hard on Costa Rica, but there has been a steady recovery and a shift toward
an export-oriented economic approach (Hidalgo, 2014). Financial incentives provided by the
national government have made Costa Rica a prime location for manufacturing that is exportonly. Regional trade agreements (such as the Dominican Republic - Central American Free
Trade Agreement ratified in 2004) along with a sharp reduction in tariffs on many consumer
goods have opened up the market and allowed Costa Rica to experience sufficient growth
and economic freedom (USAID, 2011). However, poverty levels have remained relatively
high, without any significant reductions since the mid 1990’s – hovering around 20 percent
since then (INEC, 2014). Despite a dedication of the Costa Rican government to fight
poverty through social assistance spending, inequality, as measured by the Gini Coefficient,
has risen in the past ten years (The World Bank, 2104), suggesting that the benefits of
economic growth have not trickled down. Programs such as Avancemos are designed to
target poor households and help alleviate hardship, while building human capital by way of
education. This chapter will examine the economic hardships that youth are facing and the
lengths to which Avancemos is going to improve conditions by decreasing the financial
burden of school attendance. Also, the chapter will examine the cash transfer and the way
families are using it to deal with various hardships. Finally, the chapter will discuss the
economic impact of program participation.
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5.2 Research Questions
This chapter will address the following set of research questions with the goal of
addressing the economic aspects of the Avancemos program:
1. What are the economic conditions, factors, and outcomes related to the
implementation of Avancemos?
a. What are the economic conditions of low-income school aged children? How
do economic conditions influence education decisions?
b. How does Avancemos target low-income youth?
c. What impact does the financial stipend have on youth?
d. How do families cope with economic hardship? Does Avancemos influence
their ability to cope with hardship? If so, how? How are participating families
utilizing the cash transfer they receive from Avancemos?
In order to address the research questions, the analysis is restricted to the students
who are of eligible age for participation in Avancemos, taking into consideration their
household economic conditions. Each subset of research questions will first be addressed by
the quantitative analysis and then the qualitative analysis. Finally, the two methods will be
bridged by concluding remarks.

5.3 Quantitative Analysis
5.3.1 Economic Conditions and Avancemos
Household income influences families’ abilities to consume, participate in the
economy, and meet and exceed basic needs of family members (Friedman, 1957). Total
household income is calculated for this research as income generated through formal
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employment, informal employment, cash transfers from programs or people, rental
properties, and even non-monetary income, such as in-kind donations or assistance (INEC,
2013). Household income is calculated as a sum of all income for all individuals in the
household. To present the relationship of household, individual, and household head
characteristics with household income, I will first use the total household income or “gross
household income” to examine the characteristics of various income levels. Next, I use the
national poverty categories, which are calculated and designated by INEC, using country
specific costs of living of food, and non-food items that are deemed part of basic needs.
While there is some overlap between the total household income, as divided into six
categories and the pre-constructed poverty levels, the intention is to examine the
relationships as completely as possible and look at any differences between measurements.
The two sets of income and poverty categories are more specifically calculated as described
below.
First, I use gross total household income
and present the distribution of youth in the six
income categories that I have calculated, which
can be seen in Figure 5.1. The groups were
constructed to have relatively even distribution of

Figure 5.1: Percentage of
Gross Household Income for
those aged 12-18 years, 2013
More
than
$4,000
10%
$2,000 $4,000
20%

Less than
$500
14%
$500 $1,000
23%

the population, with the middle categories having
the highest percentage of the youth population.
In Costa Rica, an absolute poverty line is
used to delineate between households that are

$1,500 $2,000
13%

$1,000 $1,500
20%

Source: Encuesta Nacional de Hogares, INEC, 2013

classified as poor and non-poor. INEC defines the national poverty line as the income
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required to meet basic needs, both food and non-food, and is differentiated by rural and urban
locations to account for cost of living differences. Instead of specifying multiple thresholds
for different household sizes (as is done in the United States), the INEC thresholds assume
income is expressed as income per capita. While this inherently adjusts for household size, it
does not take into account economics of scale in larger households. The threshold has shifted
over time to take into consideration the varying costs of consumable goods and inflation. For
urban households, this amount in 2013 was $205.49 USD per month (100,943 colones) and
for rural households, this amount was $157.56 per month (77,401 colones).8 According to
this measure, in 2013, the percentage of households living below the national poverty line
was 20.7 percent (INEC, 2013).
Costa Rica also specifies absolute thresholds for extreme poverty, which identify
those households that do not have the required food needed to meet the nutritional needs of
individuals in the household. The combination of necessary food items is called the basic
Figure 5.2: Poverty status for
those aged 12-18 years, 2013
Extreme
Poverty
9.2%

food basket (canasta basica) and includes a
variety dairy, meat, vegetables, fruits, cereals,
grains, as well as fats and sugars. The basic
food basket is designed to meet minimally

No
Poverty
69.8%

NonExtreme
Poverty
21.0%

adequate caloric needs. Prices of the food items
are based on consumer prices at both types of
locations, rural and urban. The set monthly cost
of the basic food basket in 2013 was $92.35

Source: Encuesta Nacional de Hogares, INEC, 2013

8

The conversion rate used to calculate all estimated costs in USD is $1USD=491.239 colones, as reported by
oanda.com as the historical exchange rate from July 1, 2013.
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USD (45,368 colones) in urban areas and $76.45 USD (37,556) in rural areas. The
households that had an income per capita that fell below the purchasing price of the basic
food basket are considered in extreme poverty. According to this definition, the percentage
of households in extreme poverty was 6.4 percent.9 They comprise Costa Rica’s most
vulnerable population. Summing these poverty rates together suggests that some 27.1 percent
of Costa Ricans live in poverty to some degree.
As seen in Figure 5.2, 9.2 percent of youth are living in extreme poverty, while 21.0
percent are in non-extreme poverty. Both of these percentages are slightly higher than their
corresponding national-level prevalence rates. This reflects the common reality that families
with children are poorer, and also captures a reality faced by these high school aged
adolescents. The sum of these rates indicates that some 30.2 percent of youth aged 12-18
years are living in poverty to some degree.
Table 5.1: Comparison of poverty level categories by total income level categories for those aged 12-18 years,
2013
<$500

$501-1000

$1,001-1,500

$1,500-2,000

$2,001-4,000

>$4,000

Total

Extreme
Poverty

61.3

2.8

0.0

0.0

0.0

0.0

9.2

Poverty

35.4

55.8

12.0

4.9

0.0

0.0

21.0

No
Poverty

3.3

41.4

88.0

95.1

100.0

100.0

69.8

N=
687
1150
971
Source: Encuestra Nacional de Hogares, INEC, 2013

655

967

492

4921

While both the three-category poverty measure and six-category income measure are
ordinal, the fact that the former uses a per capita income measure while the latter does not –
it is merely gross household income – contributes to the imperfect correspondence between
the two. Households in the extreme poverty category are distributed between the lowest
9

The three poverty categories designated by INEC are mutually exclusive in their construction and the extreme
poverty and poverty categories can be combined to determine the total population living in poverty to some
degree (INEC, 2013).
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second lowest income groupings. The distribution of the poverty categories in the total
household income categories can be seen in Table 5.1. The lowest income category (less
than $500 a month) is made up of 61.3 percent of youth in extreme poverty, 35.4 percent in
Table 5.2: Descriptive characteristics by Income Level for those 12-18 years old, 2013
Category
1
Household
Characteristics
Residence
Urban
Rural
Household
Composition
Household Size
(Mean)
Number of Children
(Mean)
Number of Adults
(Mean)
Individual
Characteristics
Age (Mean)
Sex
Male
Female
Social Assistance
Avancemos
Avancemos to Income
Ratio (Mean)+
Education
Less than primary
school
Completed primary
school
Some secondary
school
Completed secondary
school
More than secondary
school
Currently Enrolled
Employment
Currently employed
FT
Household Head's
Characteristics
Age
Sex
Male
Female
Marital Status
Single
Civil Union
Married
Separated

Category
3
$1,0011,500

Category
4
$1,5002,000

Category
5
$2,0014,000

Category
6

<$500

Category
2
$5011000

38.6
61.4

45.1
54.9

52.0
48.0

63.3
36.7

68.7
31.3

4.6

4.8

4.9

5.1

2.4

2.5

2.3

2.2

2.5

14.9

PValue

Total

79.7
20.3

***
***

56.1
43.9

5.3

4.9

***

4.9

2.3

2.3

1.9

***

2.3

2.7

2.9

3.2

3.2

***

2.8

15.1

15.1

15.2

15.2

15.1

15.09

51.7
48.3

49.2
50.8

50.8
49.2

49.2
50.8

52.4
47.6

50.3
49.7

50.6
49.4

30.4

27.5

23.9

21.4

10.5

3.0

***

20.6

0.20

0.06

0.04

0.03

0.02

0.01

***

0.08

22.1

17.4

16.9

13.1

15.5

10.0

***

16.3

29.3

25.2

23.1

25.0

20.9

18.3

***

23.8

44.5

51.2

53.0

57.9

53.1

59.2

***

52.7

2.9

5.0

5.2

2.9

10.0

9.1

***

5.9

0.4
81.5

0.4
81.8

1.0
87.6

0.8
84.0

0.5
88.7

3.5
96.1

***
***

0.9
86

3.8

7.0

6.2

11.4

8.5

5.3

***

7.1

46.8

44.4

44.6

46.2

47.2

49.4

***

46.04

47.3
52.7

65.4
34.6

65.9
34.1

67.2
32.8

71.7
28.9

76.4
23.6

***
***

65.4
34.6

19.2
18.0
31.3
31.5

10.2
24.9
44.3
20.6

9.9
24.3
47.9
17.8

7.3
24.4
51.5
16.8

4.5
17.3
62.8
15.5

1.0
13.8
73.4
11.6

***
***
***
***

9
21.2
50.7
19.2
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>$4,000

Education
Less than primary
school
Completed primary
school
Some secondary
school
Completed secondary
school
More than secondary
school
Employment
Currently employed
FT

26.8

22.3

14.6

13.0

6.4

4.7

***

15.3

41.6

37.7

41.4

32.8

26.5

11.0

***

33.4

16.0

23.0

19.9

17.9

20.9

8.7

***

18.9

6.1

6.3

10.5

19.5

18.4

14.0

***

12

1.7

5.2

9.4

12.7

24.9

61.0

***

16

49.6

77.4

83.0

79.8

81.7

81.1

***

76.2

971

655

967

492

N=
686
1150
*p<.05; **p<.01; *** p<.001
Source: Encuestra Nacional de Hogares, INEC, 2013
+Restricted to only those participating in Avancemos
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poverty, and 3.3 percent not in poverty. The second lowest income group also includes a
small percentage of youth in extreme poverty (2.8%).
Table 5.2 documents how household, individual, and household head characteristics
vary by economic status, using the six-category gross household income variable described
above. With respect to residence, the data suggest a clear disadvantage for youth living in
rural areas. There is a much higher prevalence of rural than urban youth in the lowest income
categories, while in the high-income categories rural youth are comparatively
underrepresented. (The poverty measure accounts for presumed lower costs of living in rural
areas would lead one to expect a less striking rural-urban gradient with regard to poverty
prevalence. I address this possibility below.)
Mean household size is lower for the lower income households than for the higher
income households and peaks in the households that have total income from $1,500 to
$4,000, with 5.1 and 5.3 respectively. (Here again the poverty measure, which uses per
capita income, may show a different pattern.) The number of children is higher in households
with lower income levels and decreases in a linear pattern. The number of adults is lowest in
households with low-income levels and increases in a linear pattern. This suggests that more
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adults in the household lead to more people who are able to contribute to the total income
level.
Generally, education levels by total household income categories also follow
expected patterns (Table 5.2). The percentage of youth with less than primary school
education in low-income households is higher than that for youth in higher income
households. The same is true for those who have only completed primary school, with a
slight increase when comparing those in two of the middle-income categories - categories 3
and 4 (23.9% vs. 25.0%). In all of the categories except the lowest income level, the
majority of youth have attended some secondary school, with the highest rate in category 4.
The pattern is clear but not monotonic given the slight decrease in category 5. Current
school enrollment steadily increases as total household income increases, with the highest
rate of youth currently enrolled at 96.1 percent. The range between the lowest and the
highest income level groups is 15 percent, indicating there is still a prominent income
gradient in school participation rates. As the analysis is restricted to school aged youth,
between 12-18 years old, this also indicates the high school attrition that is evident and
greater for those in lower income categories.
The rates of youth Avancemos participation range from 30.4 percent of the lowest
income category to three percent of the highest income category, and reflect the fact that it is
a mean-tested program. The rates decline steadily as income levels increase. It is somewhat
surprising that there are even a small percentage of Avancemos participants in the highest
income category. Perhaps because of incomes reported in the survey that are not taken into
account when evaluating eligibility in the program or that household size is taken into
consideration in the program, perhaps recognizing the added cost of additional household
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members. The ratio of Avancemos cash transfer to total income for the lowest income level
is 20 percent and drops off considerably for the other income categories. The ratio is
calculated for only those participating in the program. This highlights the substantial
economic impact the cash transfer has particularly for those with the lowest income.
Youth in low-income households are more likely to be female-headed while highTable 5.3: Descriptive characteristics by Poverty Level for those 12-18 years old, 2013
Extreme
Household Characteristics
Poverty
Poverty No Poverty
P-Value
Residence
Urban
43.8
50.8
59.3
***
Rural
56.2
49.2
40.7
***
Household Composition
Household Size (Mean)
5.5
5.3
4.7
***
Number of Children (Mean)
3.0
2.9
2.1
***
Number of Adults (Mean)
2.6
2.6
2.8
***
Income
Gross Household Income (USD) (Mean)
$235.84
$727.18
$2,499.46
***
Individual Characteristics
Age (Mean)
14.9
15.1
15.1
*
Sex
Male
50.9
48.0
51.3
Female
49.1
52.0
48.7
Social Assistance
Avancemos
25.7
29.6
17.2
***
Avancemos to Income Ratio (Mean)+
0.25
0.08
0.04
***
Education
Less than primary school
26.5
18.5
14.3
***
Completed primary school
29.9
27.2
22.0
***
Some secondary school
39.6
49.6
55.4
***
Completed secondary school
2.2
3.8
7.0
***
More than secondary school
0.2
0.5
1.1
*
Currently Enrolled
77.9
81.9
88.3
***
Employment
Currently employed FT
4.2
5.5
8.0
***
Household Head's Characteristics
Age
46.3
45.21
46.26
*
Sex
Male
52.9
62.6
67.9
***
Female
47.1
37.4
32.1
***
Marital Status
Single
19.6
9.2
7.5
***
Civil Union
25.7
25.3
19.3
***
Married
33.4
42.8
55.4
***
Separated
21.2
22.8
17.8
***
Education
Less than primary school
30.1
22.9
11.0
***
Completed primary school
40.0
38.0
31.2
***
Some secondary school
14.8
23.7
18.0
***
Completed secondary school
4.9
5.0
15.1
***
More than secondary school
0.4
3.7
21.7
***
Employment
Currently employed FT
45.1
71.6
81.6
***
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Total
56.1
43.9
4.9
2.3
2.8
$1,937.00
15.09
50.6
49.4
20.6
0.08
16.3
23.8
52.7
5.9
0.9
86
7.1
46.04
65.4
34.6
9.0
21.2
50.7
19.2
15.3
33.4
18.9
12.0
16.0
76.2

N=
452
*p<.05; **p<.01; *** p<.001
Source: Encuestra Nacional de Hogares, INEC, 2013
+Restricted to only those participating in Avancemos
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income households are more likely to have a male household head. This pattern is seen also
in that for marital status. Youth in higher income households are more likely to have married
parents with a 73.4 percent rate in the highest income category compared to only 31.3
percent in the lowest. Low-income youth are more likely to have single or separated parents
and civil unions have the highest prevalence rate in middle-income categories. While fulltime employment status varies a bit in the middle and upper income categories, there is a
major jump from category 1 to category 2 (49.6% vs. 77.4%). The very low employment
rates in category 1 contribute to the low-income levels. However, despite an almost 28 point
rise in parent’s employment in category 2, they remain on the low end of the employment
scale. This is likely due to participation in low-income jobs for a large percentage of parents.
These are jobs that qualify as full-time employment but are only able to marginally
contribute to overall household income.
As one would expect given basic human capital theory, parent’s education is strongly
and positively related to household income levels. Those in the lowest income categories are
more likely to have parents with less than primary school, and only primary school
education. The rates of those that have completed secondary school increase with the lowest
rate in the lowest income category and increases with income up to the highest income
category, which shows a drop-off of 14 percent, due to the higher rate of parents with some
higher education.
To provide further examination of the associations between the characteristics of
those youth and economic status, the same breakdown seen in Table 5.2 is repeated in Table
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5.3, which instead of income uses poverty status categories as defined by INEC and
described above. As seen in Table 5.3 there are numerous differences in the characteristics
of youth and their parents and households across poverty status categories that largely mirror
those that are present in the previous table. Rural households are more likely to be
impoverished which is notable since rural-urban differences in cost of living are factored into
the poverty measure. Despite this adjustment, the rural disadvantage remains. Households in
extreme poverty are more likely to have larger average household sizes and more children in
the households. Whereas households that are not impoverished have a larger average number
of adults residing, who are likely able to contribute to the total household income. Again, the
poverty levels are calculated per capita and take into consideration the number of people
living in the household. Comparison to the results by total income category in Table 5.2
indicates a more linear correlation between the poverty levels and household composition
variables, particularly for household size and number of adults, although both groupings
indicate significant differences in the household composition variables.
The average age of the individual between the ages of 12-18 years is slightly higher
for those households not in poverty, perhaps indicating an ability to contribute to the overall
income of the household. This is supported by the larger percentage of youth employed fulltime in households not in poverty than in those in extreme poverty or poverty, indicating
their contribution to household income.
There are significant differences in education of the youth in the three poverty
categories (Table 5.3), with those living in extreme poverty more likely to have less than
primary school education or only completed primary school. Whereas the pattern is in the
opposite direction for education past primary school, with those households without poverty
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having a higher percentage completing some or all of secondary school as well as some years
of higher education. There are also significant differences between current school
enrollments of the three poverty levels. Those adolescents in non-poor households have a
higher percentage currently enrolled in school, with a smaller percentage of households in
poverty having enrollment, and an even smaller percentage of extremely poor households
being enrolled. While the connections between Avancemos on the one hand, and income and
education on the other, are presented in different chapters, it is clear that income and
education are strongly related.
As a program targeting the poor, it is not surprising that there are significant
differences in the prevalence of Avancemos participation across poverty status categories.
The highest rate of participation is by youth in poor households, with the second highest rate
by those in extremely poor households, and the lowest rate by those in non-poor households
(Table 5.2). It is somewhat surprising that the rate for extreme poor households is lower than
those in poor households, given the means-tested nature of the program. It appears that there
exist barriers to participation for those in extreme households or their characteristics may
influence participation rates in a different way than those who have a marginally higher
income level. By including analysis of poverty levels, the drop off in participation rates for
those youth living in extreme poverty is evident. This non-linearity was not seen with
economic status measures as gross household income. This table includes those not in
school, therefore a lower participation in Avancemos is linked to lower school enrollment
rates for those in extreme poverty. As school enrollment and Avancemos participation go
hand in hand, it does indicate the possible inability of the program to incentivize schooling
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sufficiently or to account for other barriers that may be limiting school enrollment for the
most impoverished.
For participating youth, the ratio of the amount of the Avancemos stipend to the total
household income is, as expected, significantly higher for those in extreme poverty. The
stipend makes up as much as one-fourth of the total income for those youth in extreme
poverty who are able to participate. Again, this demonstrates the importance of the transfer
for families that are able to receive the benefits, particularly those who are most in need.
There are also significant differences in the household head’s characteristics across
poverty status categories, which is understandable given the importance of heads for the
economic wellbeing of their households. The prevalence of female-headed households is
greatest among households in extreme poverty, and this prevalence declines steadily for
those in poverty (but not extreme poverty) and those not in poverty at all.
As expected, non-poor households have the largest percentage of married households
and extremely poor households have the smallest percentage. Conversely, extremely poor
households have the largest percentage of single-headed households, with the smallest
percentage in non-poor households.10 Other household heads in relationships that may be
viewed as less stable than married, including civil unions and separated, follow a similar
pattern, with extremely poor households having the largest percentage and the non-poor
households the smallest.
Full-time employment has obvious implications for poverty risks, making gainful
employment the principal focus of anti-poverty programs worldwide. Costa Rica is no

10

For 12-18 year olds, not all single-headed households are female (82%) and the Pearson’s correlation is .314
for female household head and single household head.
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different. Non-poor households have the highest prevalence of full-time employment among
household heads, followed respectively by poor and non-poor households.
If employment is key to poverty reduction, building human capital is key to the
acquisition of gainful employment. As anticipated, non-poor households have larger
percentages of household heads with higher education or secondary school education than
those in extremely poor households and poor households. On the other hand, households in
extreme poverty have the largest percentage of household heads with less than primary
school education or only having completed primary school education than those in poverty
and those not in poverty. The non-linear pattern for heads with some secondary school
education, falls between these extremes.
Taken together, the relationships between economic status measured either as gross
income or poverty status, and the characteristics of youth and their households and household
heads follow well-known international patterns. Lower status youth are more likely to live in
rural places, to have larger household
sizes, to have single and/or femaleheaded households, to have lower
levels of education, and to have

Figure 5.3: Proportion of
participants by priority group and
year
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ability of Avancemos to reach the poorest populations and to help alleviate financial hardship.
5.3.2 Targeting those most in need
Families and youth that are living in households that make up the lowest economic
strata, whether grouped by total income or the ability to meet certain needs, struggle to make
ends meet. State-sponsored social assistance programs can balance contributing factors to
low levels of income and provide much needed aid. Targeting is a term used to describe the
ability of a means-tested program to reach the intended population and narrow the field of
participants to those whom are most in need. Proper targeting is critical to the execution of
CCT programs as economic resources to fund programs become strained (Acevedo and
Robles, 2013). In this section I will discuss the targeting of Avancemos and its strategy to
provide benefits to the most vulnerable.
Broadly, Avancemos is designed to reach families that are not able to financially
maintain their children’s enrollment in high school. The program describes beneficiary
families as “living in conditions of poverty, such as extreme poverty, current poverty, risk,
vulnerability, and social exclusion” (Avancemos, 2013). More specifically, criteria for
vulnerability listed in Chapter 1 include items that increase the likelihood of having very
low-economic resources and are marked by a more holistic view of what puts families at risk.
IMAS and Avancemos administration have created four priority groups that allow them to
focus their targeting efforts. Economic resources and income make up a large part of the
group categorization, but it also includes over 30 variables are separated into six categories
that are used to determine group membership. The categories are: housing, occupation,
education, security, assets, and income. Variables within each category are used to
determine into which group the household falls. The distribution Avancemos participants
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across priority groups, and changes in this distribution over time are shown in Figure 5.3.
The data are from the SABEN database collected by IMAS and provided by Avancemos
administration. Groups 1 and 2 are the highest priority, as identified by IMAS, and have
increased in the period of 2009-2013. Group 1 has increased from 14.9 percent of
participants in 2009 to 27.8 percent of participants in 2013. Group 2 has increased from 44.9
percent of participants in 2009 to 47.7 percent to 2013. As priority has focused on expanding
benefits to both Groups 1 and 2, Group 3 and 4 have reduced their respective portions of
participants. Group 3 has decreased from 28.8 percent of participants in 2009 to 19.8 percent
in 2013. Group 4 has decreased from 8.4 percent of participants in 2009 to 3.9 percent in
2013. The decreasing percentages of Group 3 and 4 represent efforts of improving targeting
methods of the program through transfers of students that have already been screened from
Table 5.4: Logistic Regression, Factors contributing to Avancemos participation for those aged 12-18 years,
2013

Household
Characteristics
Residence
Urban (ref)
Rural
Household
Composition
Number of Children
(Mean)
Number of Adults
(Mean)
Income
Less than $500
$500-1,000
$1.000-1,500
$1,500-2.000
$2,000-4,000
More than $4,000
(ref)
Extreme Poverty
Poverty
No Poverty (ref)
Social Services
Social Security

Model I:
Gross
Income
-0.555

Model II:
Poverty
Levels

***

-0.658

Model III:
Extreme
Poverty

***

Model IV:
Poverty

Model V:
No Poverty

0.719

0.589

*

0.534

***

*

0.072

0.053

0.025

-0.005

-0.188

0.073

-0.026

-0.008

-0.145

0.009

------

------

------

------

--

--

--

--

--

----

0.239
0.445
--

***

----

----

----

0.742

***

0.494

0.648

1.959
1.825
1.673
1.679
0.869

0.800

***
***
***
***
**

***
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**

0.969

***

***

Individual
Characteristics
Age
12 years old (ref)
13 years old
14 years old
15 years old
16 years old
17 years old
18 years old
Sex
Male (ref)
Female
Employment
Currently employed
FT
Currently
unemployed (ref)
Household Head's
Characteristics
Age
Sex
Male (ref)
Female
Marital Status

-1.167
1.435
1.465
1.500
1.549
0.799

***
***
***
***
***
***

-1.143
1.432
1.426
1.476
1.521
0.853

***
***
***
***
***
***

-1.691
2.592
2.374
2.373
2.087
1.474

-0.197

**

-0.192

*

--0.004

-0.433

**

-0.136

-1.186

***

-1.217

***

-3.098

-0.903

*

-1.300

**
***
***
***
***
*

-1.163
1.170
1.224
1.470
1.439
0.293

***
***
***
***
***

-1.075
1.383
1.379
1.342
1.510
0.975

--

--

--

--

-0.004

-0.005

-0.001

0.022

-0.015

-0.001

-0.584

0.318

Single
Separated
Civil Union
Married (ref)
Education
Less than primary
school (ref)
Completed primary
school
Some secondary
school
Completed secondary
school
More than secondary
school
Employment
Currently employed
FT
Currently
unemployed (ref)

-0.202
0.041
-0.248
--

-0.098
0.089
-0.223
--

-0.351
-0.122
-0.091
--

-0.589
-0.654
-0.661
--

--

--

--

0.297

0.222

0.290

0.155

0.697

Constant

-5.069

-2 Log Likelihood

*

-0.343

*

-***

0.306

**

***
***
***
***
***
***

***

--

**

-0.019

***

0.034

*
***

*

*

0.227

0.124

-0.204

-0.385

*

0.646

0.297

-0.668

***

-1.72

***

2.259

-0.874

-1.937

***

-1.192

***

***

0.229
0.360
-0.156
--

-0.265

-0.147

-0.188

-0.257

-0.139

-0.221

--

--

--

--

--

4312.80

***

-3.131
4392.8
9

Nagelkerke R Square
0.206
0.184
N=
5278
5278
*p<.05; **p<.01; *** p<.001
Source: Encuestra Nacional de Hogares, INEC, 2013

***

-2.719

**

-3.681

***

-2.857

433.74

1137.69

2712.73

0.243
598

0.154
1224

0.202
3456

100

***

the FONABE program for primary school, training sessions with administrators and regional
advisors that are responsible for determining final benefit eligibility, and revisions to the
policies outlining participation guidelines (IMAS, 2013).
As targeting has strengthened the reach to those who can benefit the most from the
program, it is important for administrators to consider the way the characteristics of
individuals and households influence the participation in Avancemos. A set of logistic
regression models, presented in Table 5.4, uses different income categories and restrictions to
help understand the effects on program participation. Model I uses the categorical income
levels as predictors of participation and Model II uses the poverty level indicators. The intent
of these two models to determine the differences in the multivariate regression, if any, when
using different classifications of income. Model III is limited to only those in extreme
poverty, Model IV is limited to only those in poverty, and Model V is limited to only those
who are not in poverty. The intent of the final three models is to see the differences in the
way the three sets of characteristics impact program participation when disaggregated by
poverty level.
Across the models, youth living in rural households are significantly more likely to
participate. This may reflect success in the program’s efforts to target those with
confounding hardships that may exist in rural places specifically, such as transportation
issues, low employment, and low schooling rates. The fact that the strongest relationship is
in the non-poor group follows the understanding that the program does not use an incomeonly evaluation for eligibility, which would otherwise reduce the importance of other
characteristics for the group not living in poverty.
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That Avancemos is certainly means-tested is clear in the income effects on
participation. The coefficients for dummy variables for household income levels decrease
sharply as income increases, indicating that the youth living in the lower levels of household
income are more likely to participate in the program, than those with higher income.
However, when the poverty categories are included in the model, the effect is not linear.
That is to say, while the youth in poor households are significantly more likely to participate
in Avancemos than non-poor households, the youth in extreme poverty are surprisingly not
more likely to be participating. It appears that there seem to exist some barriers that are
preventing those in extreme poverty from participating in the program. While this can be
somewhat accounted for by the fact that those in extreme poverty have lower rates of school
enrollment, it does suggest that the program is not meeting its goal of incentivizing youth
who are most in need and facilitating their school enrollment through the cash transfer.
Again, this relationship is not captured by the income categories because of the cutoff of the
lowest income category, which does not include only those in extreme poverty, but also some
of those who fall into the poverty category.
In both models (I and II) that include all of the youth aged 12-18, females are more
likely to be enrolled in the program. While there is no gender preference within the program
design, it indicates an increased likelihood of girls’ participation, whether due to ease of
accessing program benefits or as more likely the case, maintaining enrollment (school and/or
program enrollment). Where the program fails to adequately intervene and facilitate higher
rates of school enrollment for the youth in extreme poverty, girls on the other hand seem to
be able to take advantage of the program benefits, as evidenced in higher Avancemos
participation and enrollment rates.
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The household head’s characteristics have several impacts on CCT participation. For
all five models, female-headed households are not more or less likely to participate in the
program, indicating both a lack of disadvantage for single mothers and lack of preference.
For the first two models, the only significant marital status category is for children with
parents in civil unions, who are less likely to participate in the program. Regarding
household head’s education, youth whose heads have completed primary school are
significantly more likely to participate than those with less than primary school, and those
whose heads have the highest education levels are less likely to participate. This likely
reflects a lack of inclination to promote youth education for those household heads with the
lowest levels of education and a lack of need for benefits for those with the highest levels of
education. None of the household head’s characteristics have significant effects on
participation for those youth in households with extreme poverty.
For youth in households in extreme poverty, factors such as the number of children
and age have a larger impact on participation than in the other models based on household
poverty levels. Youth in households with more children are less likely to participate in the
program, indicating potential limitations to accessing the program benefits due to childcare
constraints or the household decision making process. There are no restrictions or limits on
the number of children within a household that can receive benefits.
If Avancemos, intends to continually improve targeting and focus on the populations
that are the most vulnerable, the different factors that contribute to participation in
households with varied economic resources must be considered. The households that are in
extreme poverty are not more likely to participate in the program and are not influenced by
household head’s characteristics. A larger question arises to whether or not the program
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should target those who are the most in need or those who are more likely to enroll and meet
the requirements of the program, as it does not appear that these two distinctions completely
coincide. The Avancemos program indicates a hope to reach the most in need; those in
extreme poverty. However, my analysis indicates a lower likelihood of those in extreme
poverty enrolling in the program, and likely enrolling in school. A reassessment of the
program’s capabilities to incentivize schooling for the lowest income families will better aim
the program to reach their intended targets.
5.3.3 Coping with hardship
Families participating in Avancemos, piece together their resources so that they are
able to send their children to school. Receiving the financial stipend allows them to reduce
the financial burden of school enrollment. Other school-oriented subsidy programs allow
families to meet school costs, such as school meals, transportation, and schoolbooks. The
distribution of various household income levels in each of these subsidy programs is
presented in Table 5.5. Avancemos has the largest proportion of its participants in the lowest
income levels (63.9%), as compared to school books (63.6%), transportation (60.9%), and
school meals (55.3%) respectively. School meals and schoolbooks programs have a larger
Table 5.5: Participation in School Assistance Programs by Income Level for those 12-18 years old,
2013
<$1000
$1,001-2,500
$2,501-4,000
>$4,000

Total
45.8
36.3
10.6
7.3

Avancemos
63.9
32.7
3.0
0.0

School Meals
55.3
35.2
6.0
3.5

N=
4921
1014
1159
Source: Encuestra Nacional de Hogares, INEC, 2013
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Transportation
60.9
31.5
6.0
1.6

School Books
63.6
36.4
0.0
0.0

447

36

proportion in the second lowest income level. School meals and transportation have a larger
proportion in the two highest income levels. This demonstrates more lenient income
restrictions for participation, particularly in the school meals and transportation programs.
Families that have low economic resources are also able to combine these programs
to meet the costs of schooling by supplementing CCT transfer funds with resources from
other programs. Table 5.6 shows the participation in the other school subsidy programs, for
the total youth population, and by Avancemos participation. Participation in the programs is
not mutually exclusive and families can participate in more than one of the additional
programs. The students who participate in Avancemos have higher participation rates in each
of the three additional school programs, demonstrating the families’ need for the programs
based on their means. This also indicates the strategies that families utilize to maximize their
benefits. The schoolbooks, transportation, and school meals programs are specific to school
costs, whereas the CCT program does not have specific requirements on how the money can
be spent. This is intended to help families ensure basic needs for students are met as well as
incentivize enrollment, offsetting the opportunity costs of schooling. It also points to the
potential inability of the CCT money to cover all of the costs of schooling. While a large
percentage of Avancemos participants use other programs to support their child’s school
enrollment, 42.8 percent do not benefit from participation in a second program. While not the
focus of this study, the policy implication is that these other programs could expand their
client base to attain the maximum impact on schooling.

5.4 Qualitative Analysis
The analysis presented above suggests that in Costa Rica, there remain populations
who experience poverty and extreme poverty. The cash transfer of Avancemos intends to
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relieve the hardship experienced by those living in poverty. For those on the lowest end of
the economic spectrum, when able to access Avancemos benefits, the cash transfer makes up
almost a quarter of their total income. In this section I draw from my fieldwork to
complement these analyses and explore these issues more deeply. Specifically, I discuss the
economic hardships in the study area, the ability of Avancemos to assist those in most need,
the impact that the cash transfer has on youth, and incorporation of Avancemos into the
families’ coping strategies.
5.4.1 Economic Conditions and Avancemos
Families in the communities surrounding the Aquino High School experience varied
levels of economic hardship. The central and larger communities of Aquino and San
Crisóbal have more employment opportunities, while the smaller, distant community of
Isidro has greater instability. However, within each of the communities, there is variation in
terms of the experiences families have with economic hardship.
The predominant income source is agricultural production and work is typically
temporary and inconsistent. Remittances from young adults working in cities is minimal and
families live by supplementing any paid work with pensions and other informal activities
such as home gardening that produce food for consumption. Local development projects
have increased tourism in the area, bringing in small numbers of visitors that tour agricultural
projects and create additional income opportunities. Value added products such as roasted
coffee, jam, or pickled vegetables are done on a small scale and marketed primarily locally,
with the exception of when tourists come to the area. The impact of tourism projects has
been initially minimal, at least in economic terms, but there is potential for broader economic
development in the future.
106

Despite localized development initiatives, families report struggling to have longterm stability that allows them to have economic security. While families are able to meet
basic needs of food, clothing and shelter, they still struggle to obtain economic security,
constantly worrying about where their income will come from or how they will afford the
increasing needs of their children. “Without the scholarship, it’s hard. He may come to me
and say he needs something, but I may not have anything to give. To be able to give my
child some of the things they need, it can be a hard sacrifice” (Respondent 48).
Generally, families own their homes and have a small plot of land, primarily obtained
through inheritance. A state sponsored home improvement grant has allowed families to
maintain their homes that in almost all cases have been updated with electricity and running
water.11 Community water resources include collecting rainwater and natural springs,
filtered through a cooperative filter system. Households pay a monthly bill to access the
water system, which is primarily directed towards supporting the infrastructure.
The largest apparent contributor to low-income levels in the area is a lack of gainful
employment opportunities. Typically, males work in agriculture as, “peons” or laborers,
earning approximately 8,000 colones a day or roughly $16 USD, which is less than $500 per
month (the lowest income category used in the quantitative analysis). A very small
percentage of men participate in other types of work including as truck drivers and
mechanics, which can command up to $50-60 a day. A very small group of males worked as
teachers, directors, or administrators in education. Women were typically housewives (amas
de casa) and did not participate in many paid jobs. When they did work, they picked coffee

11

Household improvement program targets low-income families providing funding for improvements,
additions, repairs, maintenance, construction, and completion of housing (Mejoramiento de vivienda), (IMAS,
2013).
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or guava for payment according to weight. A few left the community and commuted to
housekeeping jobs, which are not available in the area because most women tend their own
houses. National representatives have also come to the communities to deliver courses on
business development targeting females in both Aquino and San Crisóbal. Because of
training opportunities, women make up a large part of the recent trends of value added
production that is starting to take place in the communities. With more flexible schedules
(recognize this does not necessarily mean lighter workloads), women are able to capitalize on
training programs at the National Institute of Learning (Instituto Nacional de Aprendizaje or
INA) to boost their entrepreneurship and ability to create self-employment opportunities.
However, neither substantial nor steady income has yet to be generated from these initiatives.
The link between education and income is evident; the few in the community who
have higher paying jobs also have higher levels of education, although it should be stressed
that this is a very small percentage. Again, the large majority of the household heads have
less than primary school education levels. But for the families that reside in the communities
I studied, there seems to be a broader lack of employment opportunities that, at least in the
present, does not suggest promise for those with higher levels of education. Because of the
lack of employment and difficulty of finding work, the previously mentioned projects have
started to provide families with hope and options for eking out a living. That being said,
families look to investing in their children’s education as a way to increase their chances of
finding work. In many cases, the hard economic conditions in the community have
motivated many students to continue studying with the hope of finding work elsewhere.
In some cases, the investment for the future brings an immediate opportunity cost of a
12-18 year old child attending high school who would not be available to help at the house
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during school hours. Generally, for girls, attending school means for their parents less help
with household chores including housekeeping and cooking, or less babysitting availability,
which would in many cases eliminate the possibility for the mother to work outside of the
home. One mother with a daughter in high school and several other young children
explained, “If she were here, I could leave the house and work. It would be easier [for me]
because someone would do all of the things here in the house, but I don’t want her to leave
high school, I want her to finish” (Respondent 16). Even considering the additional help that
keeping their children at home would have provided, parents felt a need to do what they
could to keep them in high school. For boys, there was a more direct financial opportunity
cost, in that they would not be able to work outside the home to receive additional income.
The work that would otherwise be available, and was done by most of those who had left
school, was “working the fields” which included sugar cane planting and harvesting,
livestock care, or any other odd jobs they can find. Some parents use the alternative as a
motivator to go to school. One mother told me about when her son did not want to study
anymore and during the summer vacation, her husband took him to work in the field. Her
son came back and told her, “Mami, I’m so tired from working, maybe it would be better to
go to school.” She went explained, “And then when he went, even though he struggled with
his grades, he managed to get through ninth grade” (Respondent 20).
5.4.2 Targeting those most in need
Taking into consideration the struggles that low-income families are facing, social
assistance programs like Avancemos must make continual efforts to reach the most
vulnerable. In interviews conducted in the central offices of Avancemos, program
administrators voiced a desire to focus future efforts on ensuring that the most vulnerable
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families are receiving benefits while also addressing public concerns that the program is
supporting those who do not “need” assistance. One administrator stated, “People say you
are giving away benefits to people who don’t need it. We know this is an issue. We know
that there may be recipients who don’t need it as much as others” (Respondent 2). But with
the increased funding of the program, the targeting is constantly an area of focus. The
funding of Avancemos has expanded to more than $29 million USD in 2013 benefiting
41,385 families (Elizondo, 2013). Now extending to all regions and districts of the country,
the program will need to target how the total funds are being distributed going forward. The
efforts surrounding the targeting of the program represent the intentions of the program to
reach those in need of assistance, with the goal of alleviating financial constraints that may
limit their ability to attend high school.
Considering the efforts to reach disadvantaged families, a large majority of the high
school students attending in Aquino are receiving benefits from Avancemos. Of the roughly
95 students, 71 are receiving the CCT stipend. Across the three communities, parents,
specifically mothers, must demonstrate their need by presenting documentation to IMAS
including any work records, assets held, and evidence of any support from other family
members. Many students begin receiving financial support to attend school through the
scholarship fund, FONABE, which is for students from preschool through primary school.
Once completing primary school, the process to transfer to Avancemos is easier than the
initial enrollment, and families are directed by primary school teachers how to enroll in the
CCT program.
The largest barrier towards eligibility seems to be from IMAS identifying income
sources such as car ownership or older children working that are perceived as elevating
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families’ economic resources. One family who received additional income from buying and
selling cars had to confront claims by IMAS that they owned multiple cars at one time. The
mother had to extensively lobby for recognition that the ownership was temporary and the
profits were marginal. She wrote in a letter to the minister of MEP, “My husband has
dedicated his life to his business of cars, but we did not have the proper paperwork and now
have very negative consequences…I am writing to ask for your help for my son…so that he
can be successful and have a better future for our beautiful country.” (Respondent 18,
document reviewed with permission from respondent). Other families were denied benefits
because they have older children who are living outside of the communities, regardless of
whether or not they remitted money. One mother explained, “I went to IMAS, like everyone
else. And they told me that because my oldest son works, they won’t help me anymore”
(Respondent 14). However, the need is still there, “I worry a lot when I think about not
getting the stipend. But I do have hope that we won’t be too short.” Often, the young adults
struggle to pay for their own expenses and in some cases are truly unable to support their
families. This respondent noted that her oldest son helps when he can but added that the
stream of income is not steady.
5.4.3 Impact of the stipend on schooling
The majority of respondents were participating in Avancemos at the time of the
interview. Questions addressing the importance of Avancemos were asked to participating
families. Many parents reported that the scholarship helped facilitate their child’s
enrollment. One mother emotionally thanked the program, “It would be difficult [to send
them without the money]. I am so thankful. Maybe because of the situation we have faced,
that we appreciate it, even if it is a small amount. I appreciate it, as if it were a ton. Because
111

it has been so hard with the illness and everything. It helps all of us, it helps us a lot”
(Respondent 67). While variations on the direct role in school enrollment varied, particularly
by community, there was a positive response from all respondents as to the importance of the
program.
Parents commented that the financial support of the program helped to offset the costs
of school, including, uniforms, shoes, “quotas” or dues (as requested and required by the
school) supplies, photocopies, and/or books.1213 Another mother explained, “The amount of
the scholarship, we spend it on things for school. Like supplies, clothes, uniforms, snacks…
We spend it on the dues that support the school. Generally, we spend it on school costs”
(Respondent 12). The costs of everyday items like shoes can be complicated by the long
distances students have to walk to catch the bus as students will wear out their shoes quickly.
Also, there are added transportation costs to purchasing many supplies because there
are not many stores in town. The two convenience stores carry most supplies such as paper
and pencils. However, there are no places to buy shoes or uniform pants, so parents have to
travel for hours to the larger town of Godescalco for these items. Photocopies are used
increasingly in classes and teachers rely on students to pay for copies of notes or lessons.
Books can cost from $8-12 each and students may need to purchase 8-10 per year. Most
mothers responded quickly when asked if the stipend covered all of the costs of school. A
grandmother who takes care of her 13 year old grandson stated, “I feel like I never waste the
scholarship. I feel like I use it well. But sometimes, it’s just not enough” (Respondent 72).
12

“Quotas” or dues are payments required by the school to help cover general school costs such as building
repairs, group activities, or field days. Quotas are often required on a regular basis and families sometimes
accumulate a debt of quotas that must be paid to continue enrollment.
13
Students do not receive textbooks, but must pay for photocopies of note pages as required by teachers. This
can range in cost depending on the subject and teacher. Generally, students spend from a few dollars up to $10
a month per subject.
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While they insisted on the importance of the program, most in Aquino also responded that
without the program their children would still attend school, although they would have to
make other sacrifices in order for them to attend. Another mother stated, “The day that we
can’t send him to high school is because we really economically can’t. But, otherwise, we
will always send him” (Respondent 12). This is compared to the small community of Isidro
that is characterized by low income and low resources. The families interviewed in Isidro
argued that without the program they would not be able to otherwise send their children to
school. A woman who was the caretaker for her nephew as well as her teenage son stated
that the scholarship allowed her to send them both to school:
In terms of schooling, the program has helped us a lot. Because if it wasn’t for the
scholarship, they would not be able to study, because my husband earns way too little
money, barely enough for us to eat. There wouldn’t be money for most of the things,
such as buying shoes, notebooks, or supplies, that they need to be able to go to school
(Respondent 20).
One mother explained to me the struggles that she has faced to receive the Avancemos
benefits. Although her son is now approved in the program, when the payments are late, they
struggle. She stated, “He was discouraged and wanted to quit. He had to walk, we didn’t
receive the payments and we struggled” (Respondent 18). Her son in high school, who has
finally been able to pay for repairs to his motorcycle, was walking almost four kilometers one
way to reach the school bus. But once they were able to receive back payments, they were
able to fix the motorcycle and alleviated a bit of the transportation burden. She also said,
“We can breathe. [The stipend] is a relief. It’s not a lot, but it’s a relief. I don’t have to
worry. I don’t have to think, what am I going to do.”
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The stipend alleviates some of the financial burden of sending their children to
school. However, the financial stipend does not seem to be the motivating factor. Families
do not appear to be making a profit on the program. Instead, they use the funds to offset the
costs of enrollment. But, the program does facilitate their existing desire to enroll in high
school.
The opportunity and availability of Avancemos participation helps to ease the difficult
burden that schooling creates. My fieldwork reveled that in most cases, mothers are
responsible for tracking and using the cash transfer. Students will tell their mothers what
they need and mothers will make it possible to use the funds for different purposes. The
money is used to get by and afford the cost of schooling. In most cases, the money is kept
separate from the other household income and the mother is solely responsible for how it
used, versus a lack of control of the father’s income.
5.4.4 Coping with hardship
Families that are experiencing difficult economic conditions search for ways to deal
with the financial strains associated with poverty and extreme poverty. Part of dealing with
the hardship is to make ends meet on a daily basis, mostly fundamentally by providing food
and shelter for family members. This leaves little for, as the Avancemos program describes
it, “personal development” for young people living in poor families. Participating in the
program is designed to reduce the financial burden of school attendance and participation,
while increasing the ability of young people to develop socially and intellectually.
There are no stipulations on how the transfer money is spent. Program administrators
indicated that this gave autonomy to families and that there is an assumption that parents
know the most effective way to use the money. One long-time administrator stated, “It is a
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conditional cash transfer, where the family has a co-responsibility. The co-responsibility is
to keep the student in school…So that the [parents] can use it the way that will best make use
of the funds” (Respondent 1). They also acknowledged that while direct costs are the first
priority, that does not mean families cannot use them for other needs. An administrator
stated, “First, they need to use [the money] on what the kid needs to stay in school. If there
is extra, the mother can use it for the basic needs of the household” (Respondent 1). This
was the case for many families who had lower resources and struggled to make payment for
basic household items such as the electricity bill or grocery tabs. The struggling
grandmother previously mentioned, who has been tasked with taking care of her grandson
pleaded,
This year it’s gotten harder. Everything goes up, up, up. The cost of food, the cost of
electricity. I won’t deny it, I won’t lie to you. Sometimes I have to use the money to
help the house, to pay for the lights. If I don’t iron his uniform, if I don’t give him
breakfast, he will go out hungry or untidy. It’s not always that I do that, but
sometimes, I have to help a little bit, so that I can make ends meet (Respondent 72).
The criticism of spending on indirect costs is that it is tax money wasted. Even teachers say
that many families are receiving transfers but do not need it. One teacher claimed, “Some
say that they have low resources just to get the scholarship. And because they work in the
fields, they give it to them. But some of those students have better telephones than we do,
with a salary. Or they buy expensive clothes. But then when it’s time to pay for
photocopies, they say – there’s no money. And if you bring the copies and have them pay
here, you would lose money” (Respondent 7). When I visited houses, there was no evidence
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of better off families wasting the money, although admittedly they may have been reluctant
to volunteer any of that information to me, in fear of losing the scholarship.
Other parents used the funds to help the overall well-being of the family. One mother
whose oldest daughter is in high school had several young children, not all who were in
elementary school. She explained the motivation and use of the CCT,
When I see the bunch of little ones that I have, I said, I need to get the scholarship...If
she needs pants, and says, mama, I ripped my pants, I tell her let’s wait for the
transfer so we can buy another pair. I feel like without the scholarship, I don’t know
what I would do….Because when we can, we can do different things. Like when one
of them has a birthday, I can say because of the scholarship, I can get a cake and we
can share as a family (Respondent 39).
She also uses the funds to help her daughter, the recipient, to participate in extracurricular
activities. A traditional dance group gives her a space to be creative and as her mother says,
“I’d rather see her doing this and not into drugs or something like that. Even though it takes
some sacrificing and makes it a bit harder, I’d rather that she is doing something than not”
(Respondent 39). Another mother uses the funds with the increased cost of her oldest son
going to college. Unable to receive other scholarships, her son is supported by the CCT from
the daughter in high school. It was hard to distinguish the reason for this preference, other
than the added costs of college compared to perhaps more manageable costs for the daughter
to attend high school. She explained,
It’s harder for him out there than for her here with us. For example, when his tuition
is due, then sometimes I will use this money. I tell her, because sometimes she wants
to get mad, that when she goes to college, her brother will be working and will pay
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for her. She is always reminding him, that when he works, he has to help her
(Respondent 96).
It is hard to say if that will be true in the future for the young woman who is just starting high
school. Some parents try to use the CCT to balance the needs of all their children.
Mothers are also creative with how they accumulate money. Often they will try to
save some month to month to prepare for larger expenses or in case of emergency. One
mother explains, “A pair of shoes for my kid, the [monthly stipend] is barely half of that cost.
It’s never enough, but something is better than nothing” (Respondent 12). But she goes on to
say that she can balance out the needs with saving where she can. Other mothers also try to
save for the start of the next school year whenever possible because of the increased start-up
costs of back-to-school time.
Even though the amount of the transfer does not radically change the conditions of
the household, it helps families get by. It gives them a small cushion where they can
purchase items their kids need and make sure their bills get paid. When asked if the payment
was enough, it was often met with a questioning look and a statement along the lines of, “It’s
never enough” (Respondent 12). However, when asked if it was important, it was met with
an overwhelming response that, “I do not know what I would do without it” (Respondent 16).

5.5 Conclusion
I have established the persistent hardship for one-fifth of Costa Rica’s population that
is living below the poverty line. It is even more challenging for those in extreme poverty and
unable to meet their basic living needs. I discussed the different connections between
household, individual, and household head’s characteristics and different income levels, as
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well as the variation in contributing factors to Avancemos participation based on the
household level of poverty.
While programs such as Avancemos are designed to help those who need it most, my
analysis exposes the inability of the program to provide enough incentive to dramatically
impact the school enrollment for those in extreme poverty. The program administration
recognizes the difficulty of reaching the most in need and is making efforts to enforce the
policy guidelines. Over time, the program has focused on increasing participation of families
in indicated priority groups that have been identified as most vulnerable.
Finally, I have addressed the role of Avancemos in helping families cope with
hardship. Part of this is the use of multiple school oriented subsidy programs, which help
support student enrollment and family well-being. Another part of coping is how the money
is being used and/or accumulated in a strategy to most effectively manage the spending.
Overall, it is evident that while the program does not completely eliminate all economic
hardship, it does provide relief for families who are able to receive the stipend and supports
the overall mission of allowing families to invest in their children’s education. However,
changes in social class or status are marginal due to the low amount of the stipend and
mothers’ decisions to reinvest the money in the costs related to the child’s schooling. For
substantive short-term poverty reduction and shifts in social change, the amount of the
stipend would need to be great enough to cover the costs of schooling and leave a larger
amount for families to accumulate or use for other purposes.
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Chapter 6: Avancemos and Secondary Schooling
6.1 Introduction
Secondary school enrollment is an increasing concern for the Costa Rican
government. As primary school enrollment and completion rates are regularly above 90
percent, the focus has shifted to increasing high school participation.14 The intentions of
Avancemos including its original inception in 2006 and throughout the modifications made
from the period of 2006-2013 prioritize the improvement of secondary school attendance and
enrollment for participants (IMAS, 2013). The broader program goals of increasing human
capital and breaking the poverty cycle depend on the continued school enrollment of
participants. As indicated in the previous discussion of existing literature, enrollment is a
primary method of evaluating the educational impact of CCT programs.
To connect to the goals of creating human capital, school performance must also be
considered. For the purpose of this research, school performance will generally use the
proxy of timely grade completion. Students who are behind in school years are viewed as
lower performers. This is primarily due to the limitations of the data. The household survey
conducted by INEC includes the variable of years behind in school. Unfortunately, access to
grade performance in terms of test or exam scores is not available at the individual level.

6.2 Research Question
In this chapter and with the aim of addressing the educational impact of Avancemos, I
will address the second set of research questions posed in Chapter 3:
14

National gross primary school enrollment (total enrollment of all ages divided by expected total of official
school age) in 2013, 103 percent. National primary school completion (total completion of official school age
divided by total of official school age) in 2013, 90 percent (data.worldbank.org, 2013).
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2. How does Avancemos impact educational outcomes?
d. How does Avancemos influence the secondary school enrollment of
participants?
e. Does participation in Avancemos prevent attrition? If so, how?
f. Does Avancemos have an impact on participating students’ school
performance? If so, how? Does an increase in school enrollment and
attendance affect overall school performance?
The research questions focus on the enrollment and performance of Avancemos
participants as compared to school aged young adults that are not participating in the
program. In this chapter, I will first discuss the major topics related to education outcomes
(enrollment and participation, attrition, and school performance) by way of quantitative
analysis and then I will discuss the same topics and the emergent themes from the qualitative
analysis.

6.3 Quantitative Analysis
6.3.1 Enrollment and Participation
To assess the impact of Avancemos on national secondary school enrollment, I
primarily used the nationally representative ENAHO data from 2013. The data are collected
by INEC in an annual household survey and the most recent survey results that I was able to
access. The variable indicating Avancemos participation is on an individual basis, with
information regarding participation or non-participation of every person in the household.
Using SPSS, I conducted chi-square analysis to compare associations between a variety of
independent and dependent variables, including but not limited to participation in
120

Avancemos, grade level and years behind in school. I also tabulated two sets of logistic
regression models, each with a different independent variable. The first model assesses the
factors contributing to secondary school enrollment. The second set of models includes the
factors contributing to being behind a grade level, with comparisons between models
restricted to only participants and only non-participants. For each of the models, I include
three types of independent variables which are: characteristics of the household,
characteristics of the youth (12-18 years old), and characteristics of the youth’s household
head. I supplemented these data with statistics about Avancemos program participants,
although these data have fewer variables for analysis and no comparison between participants
and non-participants can be made. Nevertheless, these data provides useful information
about the total population of participants and the four groups that have been prioritized by
IMAS based on risk factors and economic hardship.
Avancemos is available for students between the ages of 12 and 25 years old. This is
in part to capture students who may have had extenuating circumstances and have left formal
schooling at one point or another. The design of Avancemos is intended to encourage older
students to pursue high school education and facilitate their successful completion. That
being said, this research, in most cases, will only focus on those students aged 12-18 years
old. This is done to eliminate the complications that would arise from including the 19-25
year old students due to their unique characteristics, such as being more likely to be living on
their own. The analysis will only include the students who are following the official age
requirements of secondary education and are more likely to be residing with their parents or
other type of household head. This is done to determine the impact of household and
household head’s characteristics on schooling from the perspective of the adolescent.
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A requirement for participation in Avancemos is that the student is enrolled in school
and attends school at least 85 percent of the time (IMAS, 2009). The enrollment for
participants is expected to be close to 100 percent, which can be compared to the rate of nonparticipants. The rate of enrollment for all those aged 12-18 years in each level of schooling
is presented in Table 6.1 as well as the comparison between Avancemos participants and nonparticipants. The current enrollment of 12-18 year olds is 64.0 percent in secondary school.
Table 6.1: School Enrollment by Participation in Avancemos for individuals aged 12-18
years, 2013
Total

Avancemos

Non Avancemos

Not Enrolled

14.0

0.0

17.6

***

Primary

14.6

1.7

18.0

***

Secondary

64.0

97.9

55.2

***

University

4.5

0.0

5.6

***

MEP Exam Prep

1.9

0.1

2.3

***

Other

0.9

0.2

1.0

***

Number of Years Enrolled (mean)

7.42

8.17

7.23

***

4921

1014

3907

N=

P-Value

*p<.05; **p<.01; *** p<.001
Source: Encuestra Nacional de Hogares, INEC, 2013

Total non-enrollment for this age group is 14.0 percent. Due to the requirements of the
program, secondary school enrollment for Avancemos participants is almost complete at 97.9
percent. Non-Avancemos participants are significantly less likely to be enrolled in secondary
school (55.2% vs. 97.9%) and more likely to not be enrolled in any school (17.6% vs. 0.0%).
There is also a larger group of non-participating students enrolled in college, compared to
Avancemos participants, due to the program design for secondary school. While it is
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axiomatic that participants are enrolled in secondary school, it is still important to note that
there is significant non-enrollment among non-participants. The prevalence of nonenrollment even in Costa Rica, a relatively prosperous and advanced country in Central
America, highlights the need for a program such as Avancemos and that it does improve
enrollment.
The data collected as part of IMAS’ SABEN database by Avancemos program
administration can be used to provide insight into characteristics of all students who are
enrolled in the program for the period of 2009-2013. Figure 6.1 illustrates the participation
in Avancemos by grade level over a period of five years.15 The figure presents the
distribution of participating students in each grade level over time. Overall, a gradual
decrease in the proportion of participants in each increasing grade level is evident, with the
lowest proportion of participating students in twelfth grade and the highest proportion in
seventh grade. The exception is 2009 when the proportion of seventh grade participants is
only marginally lower than the proportion of eighth grade participants (21.3% vs. 23.1%).
The overall trend of smaller proportions of participations in higher grade levels could
indicate students’ or families’ inability to remain in the program due to a failure to meet
program requirements, which would include grade completion and continual enrollment.
This will be further addressed in this chapter in the discussion of attrition, both from the
program and from high school.

15

Data from 2012 are not included in the analysis as they were inadvertently omitted by the program
administrators when I was granted access and it was not logistically possible to obtain missing data.
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Within each grade level, there are also interesting changes to the proportion of
participants that occur over time. The portion of participants in the seventh grade jumped
between 2010 and 2011 (24.1% vs. 30.3%) and remained elevated in 2013 (29.2%). The
increase in the portion of participants in lower grade levels may reflect the successful efforts
of FONABE – that provides
scholarships at every level of
education – to facilitate families
transferring more easily into the
Avancemos program. It could also
reflect the targeting of younger
children to not only participate in
the program but enroll in school as
well as the continued expansion of
the program which also attracts
younger students.
Source: SABEN Data, IMAS, 2013

I will now discuss the distribution

of all those participating across the secondary school grade levels. The share of Avancemos
participants in eighth, ninth, and tenth graders have remained relatively level over time, with
the mean portion of participants in eight grade approximately 21.9 percent, in ninth grade
18.7 percent, and tenth grade 17.9 percent. The largest variation within the three middle
grade levels has occurred to the portion of ninth graders participating, dropping from 20.7
percent in 2009 to as low as 17.1 percent in 2011. The largest increase in the portion of
participants in the seventh grade has been mirrored by a sharp decrease in the portion of
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participants in the eleventh grade. In 2009, 14.1 percent of participants were in eleventh
grade, and this drops to 10.4 percent in 2013. The steady decrease can be explained by a
combination of program attrition and school attrition, that is to say a shift in the distribution
reflects students in higher grades dropping out of the program (and school) as well as an
expansion of the program that is greatest for those in lower grade levels. The ease of
transitioning from the primary school scholarship program, once in the IMAS system, to
receive Avancemos benefits is likely driving the increasing proportion of seventh graders.
The evident attrition can be concerning for program administrators and policy makers who
want to ensure students are not only attending secondary school, but also receiving diplomas.
As previously mentioned, many high schools do not include a twelfth grade. Schools that do
include the sixth year of high school are usually technical schools. This explains the lower
proportion of participants who are in the twelfth grade. Similar to eleventh grade, the share
of participants in the twelfth grade decreased over time.
The descriptive analyses above suggest that there may be many different contributing
factors that predict a young person’s school enrollment. Household, individual, and
household head characteristics are potentially contributing factors that influence their ability
to stay in school. For the purpose of this model, I used the following sets of independent
variables that fall within the broader categories of household, individual and parental
characteristics: residence, household composition, household income, social services,
individual’s age, individual’s sex, individual’s employment status, household head’s age,
household head’s sex, household head’s marital status, household head’s education level, and
household head’s employment status. The dependent variable is high school enrollment at
the time of the survey.
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Table 6.2: Logistic regression, Secondary school enrollment for those aged 1218 Years, 2013
Bivariate
Model I:
Associations
Total
Household Characteristics
Residence
Urban (ref)
--Rural
-0.492
***
-0.050
Household Composition
Number of Children
-0.220
***
-0.142
***
Number of Adults
-0.213
***
-0.143
**
Income
Less than $500
-1.725
***
-1.220
***
$500-1,000
-1.698
***
-1.116
***
$1,000-1,500
-1.243
***
-0.708
*
$1,500-2.000
-1.552
***
-1.012
***
$2,000-4,000
-1.140
***
-0.721
*
More than $4,000 (ref)
--Social Services
Social Security
1.752
***
1.079
***
Individual Characteristics
Age
12 years old (ref)
--13 years old
-1.691
***
-1.644
***
14 years old
-2.473
***
-2.542
***
15 years old
-2.797
***
-2.781
***
16 years old
-3.243
***
-3.259
***
17 years old
-3.783
***
-3.780
***
18 years old
-4.242
***
-3.883
***
Sex
Male (ref)
--Female
0.322
***
0.184
Employment
Currently employed FT
-2.274
***
-1.540
***
Currently unemployed (ref)
--Household Head's Characteristics
Age
0.006
0.015
**
Sex
Male (ref)
--Female
-0.150
0.097
Marital Status
Single
-0.731
***
-0.577
**
Separated
-0.654
***
-0.302
Civil Union
-0.373
***
-0.474
***
Married (ref)
--Education
Less than primary school (ref)
--Completed primary school
0.423
***
0.331
**
Some secondary school
0.861
***
0.706
***
Completed secondary school
1.371
***
1.333
***
More than secondary school
2.420
***
1.554
***
Employment
Currently employed FT
0.155
-0.005
Currently unemployed (ref)
--Constant
--2 Log Likelihood
-Nagelkerke R Square
-N=
4921
*p<.05; **p<.01; *** p<.001
Source: Encuestra Nacional de Hogares, INEC, 2013

4.838
2869.508
0.365
4921
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***

of the survey and also self-reported as the “head” (jefe). As previously mentioned, age was
restricted to those who are close to the standard high school age (12-18 year olds) and are
likely to be residing with their parents.
First, I enter the listed sets of variables individually to determine the bivariate
associations with the dependent variable of school enrollment. Then, to gain greater insight
into how these factors work together to influence school enrollment, I examine the combined
effects by tabulating a logistic regression model. Table 6.2 presents both the bivariate
associations for the range of characteristics and their simultaneous contributions to secondary
school enrollment in a logistic regression model. The descriptive statistics for the
independent variables are presented in the overall description of the data, in Chapter 4.
The bivariate association for rural locations is significantly and negatively related to
school enrollment, indicating a lower likelihood of being enrolled for those in rural locations.
Both household composition variables are significantly negatively related to school
enrollment. Youth in households with more adults are less likely to be enrolled in school and
likewise for households with more children.
As would be expected, youth in households with lower income are less likely to be
enrolled in school. Those youth in households with more than $4,000 income are more
likely than all of the other income categories to be enrolled in secondary school. However,
there is not a completely linear pattern in the strength of the relationship between income and
enrollment. The relationship of those in households with income of $1,500-$2,000 is
stronger than those in households with income of $1,000-$1,500 and $2,000-$4,000.
Receiving some sort of social security has a strong positive relationship with school
enrollment, also underscoring the influence of additional income on enrollment.
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In terms of individual characteristics, age is negatively related to school enrollment.
Dummy variables for each age highlight the increasing strength of the negative relationship
with school enrollment. As age increases, students become more likely to drop out of school.
When analyzing the bivariate associations, females are more likely to be enrolled in school
than males, suggesting some level of female empowerment with regard to education access in
Costa Rica and also the need for continual gender parity. Youth who are employed full-time
are much less likely to be enrolled in school, highlighting the difficulty of participating both
in formal employment and school at the same time.
The third group of characteristics includes demographics, education level, and
employment of the household head. Age of the household head is not significantly related to
enrollment. There is no significant difference between those in households with female
heads as compared to those with male heads, indicating this is not a disadvantage in terms of
school enrollment. Those in households with married heads are more likely to be enrolled in
school and those in single headed households are much more likely. Civil unions also have a
significant negative impact on school enrollment, indicating some sort of stability in the
formal marriages that influences the child’s enrollment.
The education of the household head is also significantly related to the child’s school
enrollment. Those with parents with less than primary school education are less likely to be
enrolled in school. As household head’s education increases in level, the likelihood of the
child’s school enrollment increases, with “some higher education” having the strongest
positive relationship with school enrollment.
When all variables are entered in the model simultaneously, the results are largely the
same. However, when controlling for the other independent variables, location in a rural area
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is not significantly related to enrollment. This is surprising considering the barriers rural
students would likely face, such as transportation issues or proximity to a high school and
indicate that the disadvantage may be mitigated by another factor. The increased enrollment
of female students becomes insignificant when controlling for other variables, still
illustrating a lack of disadvantage for girls enrolling in school. In the model, household
head’s age is also no longer significant.
It should be noted that because of the requirements of the program that students must
be enrolled in school in order to receive the financial benefits, it is not possible to include
Avancemos participation as an independent variable. However, the model does illustrate the
complicated nature of household, individual, and parental characteristics that have bearing on
whether or not one is enrolled in school. It does provide an analysis of contemporary
patterns of school enrollment in Costa Rica as well as the need for supplementary qualitative
analysis.
6.3.2 Attrition
School attrition, defined as those no longer participating, can limit the impact of
Avancemos on schooling and long-term human capital development. Program attrition can
also occur, although typically due to school attrition or a failure to meet the other
requirements of the program, such as failing a grade more than once. School attrition needs
consideration when evaluating the impact of Avancemos and it is important to learn more
about why some decide to discontinue their secondary education. The reasons for leaving
school for those 12-18 years old are reflected in Figure 6.2. Of the approximately 3,600
students in the sample who are not enrolled, the largest percentage stated that it was because
they were “not interested in formal education” (34%) and because they “can’t afford school”
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(13%). Other common responses included, “did not pass MEP exams”, which are qualifiers
required to enter the next grade level, “wanted to work” and “had to work”. It is interesting
to note the differentiation
between those who felt they
had to work versus those who
wanted to work. As far as
Avancemos is concerned, the
financial incentive may have a
greater potential to influence
those who felt they “had to
work” as the motivation to
enroll in school may exist but
they may feel the economic
pressure to work is not
outweighed by the supposed
Source: Encuestra Nacional de Hogares, INEC, 2013

long-term benefits of school
enrollment. Information about the reason for leaving school helps inform the program
requirements of Avancemos and the ways to encourage higher levels of school enrollment.
6.3.3 School Performance
Using the ENAHO survey data from 2013, the only variable that can be analyzed to
address the issue of school performance is whether or not a student is behind in grade level.
This is compared to if the student had started at the appropriate age (six) for primary school
and had attended and passed every year of subsequent schooling. The variable was originally
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calculated by INEC but I have modified the calculation to include 18 year olds, who were
previously omitted.
Table 6.3: Years behind in grade level by program participation for 12-18 year olds currently
enrolled in school, 2013	
  
Total

Avancemos

Non Avancemos

Not Behind

65.9

66.4

65.7

1 Year Behind

17.6

16.8

20.1

2 Years Behind

9.5

9.3

10.0

3 Years Behind

4.5

3.0

4.9

	
  
**	
  

4 Years Behind

3.5

0.4

2.5

***	
  

5+ Years Behind

0.6

0.1

0.7

*	
  

4218

1011

3207

	
  	
  

N=

*p<.05; **p<.01; *** p<.001

P-Value
	
  
*	
  

	
  

Source: Encuestra Nacional de Hogares, INEC, 2013

	
  

Table 6.3 shows a comparison of years behind in grade level for those aged 12-18
years old that are participating in Avancemos with those who are not participating. “Years
behind” is a variable created by subtracting “years of schooling” from age, and subtracting
the school entry age. The calculation of this variable is as follows:
Years Behind=Age – Total Years of Schooling – Starting Age of 7. The variable includes all
youth aged 12-18 and takes into consideration years behind according to the total years of
schooling attained, regardless of current enrollment. The youth could be behind in grade
level due to school attrition (prior to their current enrollment), grade failure, or late
enrollment. While taking into consideration the program requirements, which do not allow a
student to remain in the program who has failed a grade more than once, it is of note that
there is a slightly larger percentage of participants than non-participants who are not behind
(65.7% vs. 66.4%). However, the difference is not statistically significant. Non-participants
are significantly more likely to be one, three, four, or more than five years behind a grade
level than those participating in Avancemos. The years behind in school could have occurred
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prior to enrollment in Avancemos and while causality cannot be determined, it is still
indicative of the significant differences between participants and non-participants.
Table 6.4 presents four different models measuring the likelihood of being behind in a
grade level. The dichotomous dependent variable is coded 1 if the child is behind a grade
level or 0 if the child is not behind a grade level (having the proper years of schooling for the
age). As was presented in the table evaluating school enrollment (Table 6.2), the sets of
variables were first entered individually to determine the bivariate associations and then
entered simultaneously to determine the collective predictive effects in four subsequent
models. The models demonstrate the role of household, individual, and household head
Table 6.4: Logistic regression models of being behind a grade level for those aged 12-18 years currently enrolled in school,
2013
Model I:
Model II:
Model IV:
Household
Bivariate
Without
With
Model III:
NonCharacteristics
Associations
Avancemos
Avancemos
Participants
Participants
Residence
Urban (ref)

--

--

--

--

0.222

***

-0.117

-0.054

-0.324

0.043

0.238

***

0.203

0.078

**

0.070

Less than $500

1.649

***

0.888

$500-1,000

1.319

***

0.593

$1.000-1,500

1.446

***

$1,500-2.000

1.204

***

$2,000-4,000
More than
$4,000 (ref)

1.106

***

Rural
Household
Composition
Number of
Children
Number of
Adults

--

***

0.212

***

0.210

**

0.223

***

0.080

*

0.125

***

1.026

***

3.869

*

0.861

***

***

0.707

***

3.579

*

0.540

**

0.876

***

0.963

***

3.683

*

0.849

***

0.748

***

0.834

***

3.862

*

0.609

**

0.799

***

0.814

***

4.052

*

0.662

***

0.062

Income

Social Services
Avancemos
Participation
Social Security
Individual
Characteristics

--

--

-0.031
-1.038

--

-***

-0.616

***

--

--

-0.597

***

--

--

-0.569

***

-0.531

-0.628

***

Age
12 years old
(ref)

--

--

13 years old

0.210

0.140

14 years old

0.480

***

0.627

-0.226
***
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0.766

-2.071
***

0.768

-**

0.504

***

0.824

***

15 years old

1.045

***

1.200

***

1.357

***

1.448

**

1.455

***

16 years old

1.255

***

1.535

***

1.709

***

1.714

***

1.785

***

17 years old

1.286

***

1.546

***

1.753

***

2.159

***

1.596

***

18 years old

1.496

***

1.825

***

1.946

***

2.927

***

1.749

***

Sex
Male (ref)
Female
Employment
Currently
employed FT
Currently
unemployed
(ref)
Household Head's
Characteristics
Age

--

--

--

-0.370

***

-0.514

***

-0.502

***

-0.716

1.006

***

0.481

**

0.428

*

--

-0.009

--

**

-0.015

--

***

-0.015

***

-***

-0.48

***

0.114

0.615

**

--

--

-0.013

-0.017

--

-0.429

***

0.565

**

***

Sex
Male (ref)
Female

--

--

--

0.469

***

0.31

**

0.314

**

0.069

Marital Status
Single

0.942

***

0.619

***

0.615

***

0.821

Separated

0.854

***

.292

*

0.297

*

0.535

Civil Union

0.545

***

0.656

***

0.645

***

0.563

Married (ref)

--

--

--

--

--

--

--

--

--

--

Education
Less than
primary school
(ref)
Completed
primary school
Some secondary
school
Completed
secondary
school
More than
secondary
school

**

0.171
**

0.66

***

-0.586

***

-0.604

***

-0.576

***

-0.366

-0.634

***

-0.645

***

-0.727

***

-0.735

***

0.068

-1

***

-1.022

***

-1.148

***

-1.197

***

-0.587

-1.334

***

-1.864

***

-1.635

***

-1.718

***

-1.613

**

-1.803

***

-0.256

***

0.007

-0.010

-0.463

*

0.129

--

--

--

--

Constant
-2 Log
Likelihood
Nagelkerke R
Square

--

-1.163

--

4540.805

4496.053

1004.416

3370.321

--

0.261

0.273

0.344

0.292

N=

--

4232

4232

1014

3218

Employment
Currently
employed FT
Currently
unemployed
(ref)

**

*p<.05; **p<.01; *** p<.001
Source: Encuestra Nacional de Hogares, INEC, 2013
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-1.286

***

-4.826

-*

-1.098

**

characteristics in determining whether or not the adolescent will be behind in school. Model
I shows the likelihood of being behind without Avancemos as an independent variable.
Model II shows the predictive powers of the same independent variables, but also includes
Avancemos in the model. The intent of this sequence of models is to show any changes that
may be present when controlling for Avancemos participation. Model III is restricted to only
those participating in Avancemos and Model IV is restricted to only non-participants. The
goal in last two models is to discover whether the correlates of being behind differ for
participants versus non-participants.
The number of children and the number of adults are both positively and significantly
related to being behind, with a stronger predictive power for the number of children. This
illustrates the difficulty of receiving the proper years of schooling for those in families with
more children and more adults.
Those in households with lower income levels are more likely to be behind and
generally as income levels increase, the predictive power decreases, with the exceptions of
households with income in the range of $500-$1,000, which is has a slightly lower
coefficient than the subsequent income categories and the range of $2,000-$4,000 which has
a slightly lower coefficient than the next lower income category. Age is positively associated
with being behind one or more grade levels; older children are more likely to be behind. This
is largely due to the increased opportunity for attrition, previous or current. Interestingly,
females are much less likely to be behind than males. The explanation could be due to
family decisions about school enrollment, the correlation between gender and employment,
or it could be indicative of the ability of female students to apply themselves and perform
well in school. Gender differences in schooling and participation will be further explored in
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Chapter 8. As expected, full-time employment increases the likelihood of being behind in
school, affecting attrition and/or performance.
Characteristics of the household head influence the likelihood of being behind a grade
level in school. Those in female-headed households are more likely to be behind a grade
level. Keeping in mind the lack of significant differences between female and male headed
households on school enrollment, this indicates a disadvantage of having a female headed
household in enrolling on time or school performance once enrolled. Students in single
headed households and separated household heads are also more likely to be behind than
married households. Household head’s education is negatively associated with being behind
a grade level. Those with household head’s with higher levels of education are less likely to
be behind a grade level and the strength of the relationship increases as household head’s
education increases. Household head’s employment does not have a significant effect on
being behind, despite the income effects and the time working that requires household head’s
to be away from the home.
Model I and II both include all of those aged 12-18 years old and the characteristics
have similar effects on being behind in both models. For almost all of independent variables
described above, the significance levels and patterns of relationships are the same for both
models that include all of those aged 12-18 years. While there is no change in the direction
of the relationship between the income variables and the dependent variable of being behind,
when comparing the models I and II, the coefficients are higher when Avancemos is included
in the model.
The inclusion of the variable of Avancemos participation in Model II indicates a
strongly negative relationship to being behind a grade level. While it is difficult to determine
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causality, it is important to keep in mind that even though attrition could occur before
enrollment in the program, there is still a strong predictive power of program participation.
This indicates that participants are more likely to be of the proper age for the years of
schooling they have attained, whether it is due to program requirements to maintain
enrollment and successfully complete grade levels, motivation or performance once
participating, or characteristics of those who are interested in participating in the program. It
should also be noted that there is no requirement by the program for students to not be behind
in school at the time of enrollment in Avancemos. In fact, by including older students, the
program is welcoming of those who have left school and want to re-enroll.
A comparison between those who are participating and those not participating are
further investigated in Models III and IV. Model III includes only those aged 12-18 years
and participating in Avancemos. Model IV includes those in the same age group and not
participating in the program. In many cases, there are similar patterns in the relationship
between independent variables and the dependent variable of being behind in school in the
two models. The number of children is positively related to being behind, the income levels
of the household affect being behind, age is increasingly positively related with being behind,
and females are less likely to be behind.
The differences between Model III and IV highlight the way that the program
alleviates potential disadvantages based on certain characteristics. While females are less
likely to be behind than males in both models, the strength of the negative relationship is
stronger for those participating in Avancemos. This indicates that Avancemos is either
facilitating a boost for the performance of girls in high school or selectively providing a cash
transfer to those girls who are already on track. There is also an attenuation of the
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significance of the household head’s education levels. This relationship in the other models
indicates that lower levels of household head’s education are more likely to be behind and as
household head’s education increases, youth are less likely to be behind. However, for those
who are participating in Avancemos, the household head’s education bears little predictive
power on their likelihood of being behind a grade level. It seems that Avancemos is creating
an opportunity for students who would otherwise be disadvantaged by their parents’ low
levels of education and in a sense nullifying the importance of parent’s education. The only
category of household head’s education level that is significantly and negatively related to
being behind is having some higher education. This shows that even for Avancemos
participants, the fact that the household head has received some college education reduces the
likelihood of being behind.

6.4 Qualitative Analysis
The quantitative analyses presented above suggest that there are many contributing
factors to young people’s school enrollment and performance. Avancemos has an integral
role in education as determined through comparisons of participants and non-participants and
with models calculating the impact of the program. I have analyzed the qualitative
interviews with multiple types of respondents in search of a more complete understanding of
the education outcomes of Avancemos. This piece of the analysis also provides an
opportunity for a more nuanced account of what program participation means for families
and how both parents and children view education. Open-ended questions focused on the
perceptions of school, the difficulties in school participation, and the importance of
Avancemos on secondary school education. The previous chapter presented the impact of
economic conditions on youth and included the discussion of how students are impacted by
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the cash transfer. Therefore, this chapter will focus on the other impacts of the program that
are not directly related to the stipend.
6.4.1 Enrollment and Participation
While there may be challenges connecting the direct role that Avancemos has on
participants’ decision and ability to enroll in school by analyzing survey data, the qualitative
interviews shed more light on the relationship between the program and school enrollment.
Interviews of over 40 families included questions directed at investigating the parents’
outlook on secondary education, the opportunities available for high school graduates, and
the role that Avancemos potentially plays in their children’s ability to stay in school.
The large majority of parents interviewed had not completed high school. With the
exception of one father who has higher education, most of the parents attended several years
of primary school, with the majority attending through fourth to sixth grade. Despite their
lack of formal education, parents (again, primarily mothers) were overwhelmingly supportive
of their child attending and completing high school. A mother in Aquino stated, “For me it is
very important that they go to school. Because then with schooling, they can defend
themselves better…when they are grown up, you know? So what happened to me doesn’t
happen to them, that they have to find whatever job that is badly paid” (Respondent 27).
Many parents are driven by their own personal experiences and struggles to want to
provide a “better life” for their children. One respondent, a mother of twelve children,
described the difficulties she had experienced in life and the hope for the future that
education gave her:
All my life I have always worked hard. And I had so many children. I left the
youngest with the oldest. [pausing] Well, not the oldest, because I took them [to the
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fields] with me. But I always left the youngest with the other ones that could take
care of them. Like today, with all of the rain, picking coffee. And, we didn’t make a
lot of money. But we made enough. But I didn’t want that life for them. I always
said, “I don’t want to see my children, the ones that were out there, in the rain,
picking coffee, struggling to find work, where there isn’t any work.” I said, “No, I
am going to make them study.” If after they finish studying they say that they want to
work the fields, then that’s their choice. But me, I would at least make sure they were
going to study (Respondent 48).
She was able to send the majority of her children to school and at the time of the interview
was still working on projects so that her youngest, who had been ill and had major surgery,
could stay in school.
Parents with low education levels appear to struggle with their own perceived
inability to navigate many parts of the changing world. As one mother responded, “[She
goes to school] so she is involved, so that she has knowledge, that she can be someone in life,
so that she is prepared. You don’t want them to be like yourself, who hasn’t completed
school. I don’t have knowledge or understanding” (Respondent 14). This perception
motivates parents, in particular mothers, to push their children to stay enrolled in school,
despite their own lack of schooling.
In many cases, parents report that they want their child to “be someone” in life and
this is linked strongly to schooling. When probed what that meant to the respondent, many
replied that it included being able to provide for themselves and to be a “professional”. A
common theme that emerged from the interviews was the value in being a professional. A
very young student stated that she went to high school “because I would like to have a
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professional life” and “I want be a math teacher” (Respondent 15). Parents commonly
defined a professional life as non-manual labor. Many imagined their children studying law,
business, or medicine. While other parents knew their children were better suited for a
different career, most hoped that they would not have to “work the fields” or be a housewife.
In order to do this, they all believe that a high school diploma is necessary. One mother
indicated the importance of getting a degree, “I hope she will be a professional. That she
finishes high school and can follow a career…that at least she could have a better job, in
some other place. She can get a better job with a degree than without one” (Respondent 16).
Without one, they would not be able to get a job better than the one they or their spouse have
had.
It should be noted here that parents overwhelmingly responded that the “professional”
jobs were not located in town and realized that their children would have to leave in order to
find formal employment. As previously mentioned, the lack of employment opportunities in
the area forces students to start thinking about leaving the community after high school.
Limited by the local opportunities, this may lead to a rural “brain drain”, with high school
graduates looking to find a way to get a positive return on their education investment by
finding work or continuing to college. One mother said, “Here there is nothing to do. For an
educated person, there’s nowhere to get a job. It would have to be away” (Respondent 34).
Many others said the same thing, “Here there is no source of jobs. It’s a beautiful
community, it’s peaceful, but there are no jobs” (Respondent 72). As a parent in a close-knit
community, in a lot of ways, this is heart-wrenching knowledge to bear, that your child may
eventually leave. Despite the emotional burden, parents resoundingly responded that this
was not only necessary; they encouraged it through their child’s school enrollment. A
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mother explained the paradox of raising her daughter in her community, “Someone who
wants to live with the little they have, they can live well here. But someone who wants more,
they have to fight to get out of here. If one day she wants to have things like a car, a house, a
family, the only way is to leave. [I wouldn’t be happy] as a mother, but I want her to be
someone important” (Respondent 16). The expectation of participating in formal education
is that the personal development will result in improved living conditions through higher and
better employment in the future, even if this means leaving the community.
Many parents said that their child’s high school education was optional, meaning that
they were not forced, by rule or by their own insistence. One mother stated, “It is always up
to them. I have always said that if they are studying, it’s because they say so. If not, they
won’t ever make progress. First they decide, and then we support them” (Respondent 83).
However, students often felt that they “had to go” because they had no other option, based on
what they would be doing otherwise or their parents making the choice for them. One
student, who confided that he had considered dropping out of school, whispered across the
table that he had not told his mother and was afraid to even mention his thoughts. He stated,
“It’s been two months [since I have considered dropping out], ever since I did badly on the
exams. I tried hard, but nothing. I thought about quitting it all. But I didn’t because of my
parents...to not disappoint them” (Respondent 55). The students’ autonomy to make
decisions on their schooling may have an impact on their performance, which will be
addressed later in this chapter.
6.4.2 Attrition
A few interviews with school-aged children who were no longer attending secondary
school allowed me to gain insight into why students in the small rural communities would
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choose to drop out. A few interviews with students who were considering leaving school
were also completed, although they were not intentionally selected on this criterion, but it
emerged as the interview progressed. All of these cases were male, although there were
certainly females who had left or considered leaving school.
One student, living in Aquino, left school multiple times. He left after eighth grade,
and went back to complete the year. He left again, and went back again to finish ninth grade.
At the time of the interview, he had started 10th grade in February, but only stayed for one
month. His mother explained how they have struggled to keep him in school, “We want him
to keep studying and at least get his high school degree, because it is easy here, the bus
passes by and picks him up and everything. But he decided to quit. He studied, but he isn’t
studying now. But it’s not because we haven’t tried. It is because it was his decision”
(Respondent 103). He had received Avancemos in eighth grade and then lost it when he
dropped out. His mother fought for him to be reenrolled in the program, but when he left
again this year, they told him he would be permanently ineligible. His reasoning was vague
when asked why he left school, “That’s a good question. I don’t know, I just decided to quit.
And I haven’t been back…sometimes you just make a decision” (Respondent 104). He was
at the time working part-time, tending fields, and he said he didn’t have a lot of work and
mostly spent his time free. While he doesn’t regret his decision, he also wanted to keep
studying. He claimed the scholarship did not enter his mind, “I feel that it wouldn’t [keep
kids in school] for anyone. If someone wants to quit, they quit. I feel like it doesn’t work.
That when I was in school, yeah, it helped cover costs, but when I wanted to quit, in that
moment, it wasn’t important” (Respondent 104).
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Another student from the community of San Cristobal also left after eighth grade.
When he had bad exam scores in the first semester, he decided to quit. His mother stated,
“We always sat him down and told him the benefits of going to school. So that maybe he
would at least pass ninth grade and could get a better job…maybe if he had been more
mature, he could even graduate. But no, it was hard for him and he came and said, ‘I don’t
want to go back’” (Respondent 76). The sixteen year old said, “It was hard, but maybe if I
would have tried harder” (Respondent 78). He is not able to work much for money because
he is still a minor. Instead, he spends most of his time around the house or helping out his
father in the fields. He was not receiving Avancemos at the time he quit school, but did not
agree that he left because of financial reasons or that a scholarship would have helped him
stay in school.
6.4.3 School Performance
As in the discussion of school enrollment, qualitative analysis is able to directly
question the gaps that are left from analysis of secondary quantitative data, such as how
students are performing, what are their areas of weakness and strength, and how Avancemos
potentially motivates the students’ performance.
When questioning individuals about their own school performance, an evident bellshaped curve appears, with the majority of the students reporting average grades, a select few
who are academic standouts and a few who are struggling to get by. Often students in the
Aquino high school report that they do well in most subjects, but struggle in others. Grades
are primarily determined by exams that occur semi-annually. Students’ grades are presented
to their parents formally through a school-wide parent teacher conference. Standing in the
lobby of the high school, I watched parents travel in groups by their child’s grade level to
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each of the five classrooms to pick up their child’s grades. As they emerged, some looked
over to me with wide smiles and others trudged to the next classroom to see how their kids
did in the next subject. While most did not formally share their grade reports, either that day
at the school, or during interviews, they often were relatively honest about their performance.
Parents quickly knew which subjects their child struggled with and their approximate average
scores in each subject. One mother told me about her son’s problems with grades early on in
the year. She explained, “The first semester he got really low grades. But he got much better
the second semester. We studied a lot; I know that can be bad too. But he needs to study a
lot” (Respondent 33). The students’ faces could easily be interpreted with how well they
were doing in school and their responses reaffirmed their place on the curve.
Previously, I had hypothesized that students may feel some burden to do well in
school due to participating in the Avancemos program. Most students did recognize that the
stipend was due to their school enrollment. When asked about the specific requirements of
the program, one student asked, “I don’t know. My mom is always the one who does the
paperwork.” When further probed, he responded, “I get the scholarship to help me study, so
that I can pay for school supplies” (Respondent 13). But many did not even know about the
program requirement that would remove them from the program if they failed a grade level
more than once. As mentioned in the previous chapter, the financial stipend is viewed as
supporting the school enrollment. That is, the money is primarily used to offset the costs of
school. This somewhat limits the ability of the program to motivate students to help their
families through added income, considering the income does not visibly accumulate to
supplement the household. Students often responded that they were able to help their
families be able to send them to school, but did not demonstrate any responsibility to take
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full advantage of the opportunity. Motivated students were primarily driven by their future
job prospects and the self-satisfaction of doing well in school. One young woman stated,
“[I’m motivated] by my own optimism, to get ahead in life. School isn’t hard for me. I study
and I get good grades.” She goes onto explain how her school performance is affected by
what she wants to do in the future, “I don’t want to work in agriculture. I want to be a doctor
or something like that, something professional” (Respondent 28). Students who were
struggling were often identified by parents who stated that it “took a lot” (le cuesta) for them
to manage the subject.
There did exist some variation in very few cases, located in lower income families in
the Isidrio community. One student responded that he knew he had been granted an
opportunity and that his mother had really fought for him to be able to receive the Avancemos
benefits. He states, “It’s another type of motivation. If I stop studying, I know that they will
take the scholarship away. For me it is a motivation that they are giving me the money and I
can keep studying” (Respondent 19). He seemed to use this to not only do well in school
subjects but participate in every extracurricular activity including acting, singing, and science
fairs.
From the interviews, it remains a challenge for program administrators to address the
issues of performance. As one program advisor, working for IMAS, stated, “This is not a
scholarship program. It is not merit based and should not be confused with a scholarship.”
To the dismay of the local teachers, the lack of a merit qualifier other than passing a grade
within two chances, was making their job harder. Multiple teachers argued that having
students in school who did not want to be there, “just to receive the scholarship”, just pulled
down the rest of the class. While, I did not necessarily observe any students who were
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attending school only to receive the stipend, it does bring up an important question of
quantity of students compared to high quality students. But, the program focuses on
providing access and opportunity to all students, who would not otherwise have that
opportunity. What the students then do with that opportunity seems to be on an individual
basis and not intrinsically linked to current program requirements.

6.5 Conclusion
In this chapter, I discussed contributing factors to school enrollment, attrition and
performance. By using quantitative analysis, I determined the school enrollment for
Avancemos participants is higher than for non-participants, as it would have to be. I also
found that secondary school enrollment is related to household, individual and household
head’s variables, particularly household composition, income, age, household head’s marital
status and household head’s education level. As presented by my qualitative analysis, young
people in the rural communities in Costa Rica were found to enroll in school due to their
future career and life aspirations. Furthermore, the program facilitated the students’ ability to
enroll in school, by reducing the economic hardship of schooling. Parents’ and students’
desire to participate in school does not seem to be influenced by the program, but instead the
program works to ease the burden and allow them to complete their goals.
I explored shifts in the distribution of program participants by grade level, noting the
increasing proportion of those in seventh grade and continued efforts to retain students to the
program and high school. This led to a discussion of attrition which included information
about the various reasons students decide to leave school. In the nationally representative
survey, students reported leaving because of a lack of interest in formal education, and
having to work, among other reasons. This was also appeared true in the rural communities,
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with the few drop-outs that were interviewed reporting they were not motivated or didn’t
want to go anymore. Although with a very small sample size, it is hard to determine if this is
true for all students who have left the school in the past. There didn’t seem to be real
financial pressure on these students, especially as minors are unlikely to get much work. The
program did not act as a motivating factor to stay in school, for those who had decided to
leave.
Finally, the area of school performance and factors contributing to students’
performance was investigated. Students participating in the program were less likely to be
behind in school. When restricting logistic regression analysis to only those participating, it
is apparent that the program compensates for other characteristics that would otherwise be a
disadvantage, such as parents’ education. That is to say, for those participating in
Avancemos, household head’s education does not have a significant impact on students’
performance (as measured by years behind in school). In the rural communities, students
were motivated to do well based on many different factors such as their own self-esteem,
career prospects, and pleasing their parents. The program restriction of needing to pass
grades to continue to receive aid had minimal impact on their school performance. But the
financial stipend allowed students to be relieved of the hardship and focus on schooling,
when other motivating factors were present.
I will now provide a gendered analysis of the program, taking into consideration the
differences between male and female students, as well as male and female household heads.
I will look at the differences in male and female students in terms of school enrollment,
reasons for leaving, and performance.
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Chapter 7: Gender differences in the impact of Avancemos
7.1 Introduction
Girls in many developing countries face barriers to schooling that keep them from
attaining as much education as boys (Blunch & Bordia Dias, 2015; Senadza, 2012). These
gender disparities are frequently due to some blend of institutionalized disadvantages,
household decision-making, and cultural norms (Buchmann, DiPrete, & McDaniel, 2008;
Subrahmanian, 2005). However, in Costa Rica, girls have higher enrollment rates than boys
in both primary and secondary school (INEC, 2013). Similar to many other Latin American
countries, in the past few decades, increases to girls’ school enrollment have been primarily
at the secondary level and due to both an overall increase in school enrollment and programs
targeting female enrollment. CCT programs like Avancemos intend to break down the
barriers that girls and boys alike may face, while providing incentives to families to invest in
youth’s secondary education.
Other program iterations, such as Oportunidades in Mexico, focus on increasing
female participation by providing higher transfer amounts to girls (approximately $66 to girls
in higher grades and $58 to boys in the same grade level (Oportunidades, 2013). Although,
in Costa Rica, there are no gender-specific preferences within Avancemos; the program is
gender neutral with regard to targeting and program execution. However, there may yet be
gender differences in the impact of the program for participating children.
The literature suggests household decisions impact girls and boys differently, in that
girls education is not always prioritized in developing countries (Aslam & Kingdon, 2010;
Lee, 2012). However, as previously mentioned, my analysis indicates females in Costa Rica
are more likely to be enrolled in secondary school and to be participating in Avancemos.
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Additionally, the literature indicates that for adolescents, work and school are not perfect
substitutes, and this may vary by type of work done.
In this chapter, I will investigate the reasons for the differences in girls’ participation
in school and Avancemos. I will also compare the reasons for leaving school and the
participation in work and school. Finally, I will address expected differences in school
performance and the role of Avancemos in students’ performance for both boys and girls.

7.2 Research Questions
In this chapter, I will address the following set of research questions:
1. How does the impact of Avancemos differ between male and female youth?
a. What are the differences in the effects of household, individual, and
household head attributes on girls’ and boys’ school enrollment? Do these
differences impact participation in Avancemos?
b. Are there differences in girls’ and boys’ participation in work? How does
work impact decisions on school enrollment for girls and boys?
c. What are the differences in school performance between girls and boys?
What is the impact of Avancemos on school performance for girls and boys?
As in the previous analysis chapters, the quantitative analysis will use the national
household survey data to respond to the research questions and the qualitative analysis will
complement this by addressing areas that are not explicit in the secondary data. The data will
be analyzed focusing on the actions of the individual student, while taking into consideration
factors such as household and household head characteristics that may have an impact.
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7.3 Quantitative Analysis
7.3.1 School Enrollment and Avancemos
To first provide a picture of the differences in characteristics between girls and boys,
I calculate the descriptive statistics for each gender and compare the groups statistically using
Chi-Square analysis. The household, individual, and household head’s characteristics are
presented in Table 7.1. Girls are trivially more likely to be in families with more children
(5.0% vs. 4.9%). Otherwise, there are no significant differences between the other household
characteristics, including location and household income levels. A relatively equal
distribution of girls and boys within the different household characteristics was expected, due
to the essentially random event of having a boy or a girl and unrelated to the characteristics
of household circumstances.
However, girls are significantly more likely to participate in Avancemos, with 22.3
percent of girls participating compared to 18.9 percent of boys. Girls in this age range are
also significantly more likely to have higher levels of education, particularly having some
secondary school or having completed secondary school. Boys are more likely to only have
completed primary school (26.5% vs 21.0%). There is a significantly higher percentage of
girls currently enrolled in school than boys (87.9% vs. 84.1%). Boys are more likely than
girls to be employed full-time, which has been established as negatively related to school
enrollment. Girls are more likely to have single household heads than boys. Overall though,
there are very few gender differences between the household head’s characteristics of boys
and girls.
The differences in education level and enrollment between girls and boys stand out
compared to the lack of significant differences in household and household head’s
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Table 7.1: Descriptive characteristics by sex for those 12-18 years old, 2013
Male
Female
Household Characteristics
Residence
Urban
55.3
56.9
Rural
44.7
43.1
Household Composition
Household Size (Mean)
4.88
5.00
*
Number of Children (Mean)
2.29
2.39
**
Number of Adults (Mean)
2.78
2.74
Household Income
Less than $500
14.3
13.7
$500-1,000
22.7
24.0
$1.000-1,500
19.8
19.7
$1,500-2.000
13.0
13.7
$2,000-4,000
20.3
18.9
More than $4,000
10.0
10.1
Individual Characteristics
Age (Mean)
15.1
15.1
Social Assistance
Avancemos
18.9
22.3
**
Social Security
86.1
87.5
Education
Less than primary school
16.9
15.7
Completed primary school
26.5
21.0
***
Some secondary school
50.2
55.2
***
Completed secondary school
5.0
6.8
**
More than secondary school
0.9
0.9
Currently Enrolled
84.1
87.9
***
Employment
Currently employed FT
9.9
4.2
***
Marital Status
Single
89
88.6
Civil Union
0.6
2.4
***
Married
0.0
0.5
**
Separated
0.2
0.1
Household Head's Characteristics
Age (Mean)
46.4
45.7
**
Sex
Male
65.9
64.9
Female
34.1
35.1
Marital Status
Single
8.1
9.8
*
Civil Union
20.8
21.6
Married
51.9
49.5
Separated
19.2
19.1
Education
Less than primary school
15.5
15.1
Completed primary school
32.6
34.3
Some secondary school
20.9
16.8
Completed secondary school
11.9
12.1
More than secondary school
15.0
17.0
Employment
Currently employed FT
75.1
77.2
N=
2490
*p<.05; **p<.01; *** p<.001
Source: Encuestra Nacional de Hogares, INEC, 2013

2431
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characteristics. To explore the contributing factors to boys and girls enrollment, logistic
regression models that include the total youth aged 12-18 years and restricted by gender are
presented in Table 7.2. The first model, which was first presented in Chapter 6, shows the
household, individual, and household head’s characteristics and how they contribute to the
youth’s school enrollment for all of those aged 12-18 years. The subsequent models include
the same independent variables but are restricted to only male youth (Model II) and only
female youth (Model III). For females, the number of children is significantly negatively
related to school enrollment whereas the number of children is not an influencing factor in
males’ school enrollment. This indicates that when there are more children in the household
girls are negatively affected and a preference for sending the male children appears to be
present. However, in Model II, the number of adults in the household is slightly negatively
related to males’ school enrollment. This indicates that when more adults are in the
household, males are less likely to be enrolled.
For males, income is positively related to school enrollment. Compared to males in
households in the highest income (reference) category, those in lower income categories are
less likely to be enrolled in school. Interestingly, there is not a significant relationship
between household income and school enrollment for girls, other than a slightly significant
relationship between the middle-income category ($2,000-4,000) that negatively impacts
school enrollment, compared to the reference of the highest income category. Social security
is significantly and positively related to school enrollment for both boys and girls. Other
things equal, receipt of some form of supplemental income through social security benefits
increases the likelihood of school enrollment for both boys and girls.
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Table 7.1

Table 7.2: Logistic regression models of secondary school enrollment by sex for those aged 12-18 years,
2013
Model I
Total

Model II
Males

Model III
Females

Urban (ref)
Rural

--0.050

-0.048

--0.067

Number of Children
Number of Adults

-0.142
-0.143

***
**

-0.039
-0.208

Less than $500
$500-1,000
$1.000-1,500
$1,500-2.000
$2,000-4,000
More than $4,000 (ref)

-1.220
-1.116
-0.708
-1.012
-0.721
--

***
***
*
***
*

-1.578
-1.397
-1.138
-0.893
-0.930
--

***
***
**
*
*

-0.856
-0.860
-0.313
-1.124
-0.545
--

Social Security

1.079

***

1.264

***

0.949

***

--1.644
-2.542
-2.781
-3.259
-3.780
-3.883

***
***
***
***
***
***

--2.590
-3.600
-3.712
-4.163
-4.889
-4.622

*
***
***
***
***
***

--1.208
-2.041
-2.374
-2.854
-3.196
-3.708

*
***
***
***
***
***

Household Characteristics
Residence
Household Composition

**

-0.229
-0.078

***

Income

*

Social Services
Individual Characteristics
Age
12 years old (ref)
13 years old
14 years old
15 years old
16 years old
17 years old
18 years old
Sex
Male (ref)
Female
Employment
Currently employed FT
Currently unemployed (ref)

-0.184
-1.540
--

Household Head's Characteristics
Age (mean)
0.015
Sex
Male (ref)
-Female
0.097
Marital Status
Single
-0.577
Separated
-0.302
Civil Union
-0.474
Married (ref)
-Education
Less than primary school (ref)
-Completed primary school
0.331
Some secondary school
0.706
Completed secondary school
1.333
More than secondary school
1.554
Employment
Currently employed FT
-0.005
Currently unemployed (ref)
-Constant
4.838
-2 Log Likelihood
2869.508
Nagelkerke R Square
0.208
N=
4921
*p<.05; **p<.01; *** p<.001
Source: Encuestra Nacional de Hogares, INEC, 2013

--***

-2.044
--

**

**
***

**
***
***
***

***
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---0.567
--

*

0.013

0.016

*

-0.201

-0.010

-0.507
-0.344
-0.385
--

-0.743
-0.250
-0.566
--

-0.377
0.593
1.277
1.575
-0.119
-5.980
1446.224
0.438
2490

***

*

*
**
***
***

***

-0.328
0.836
1.339
1.506
0.103
-4.384
1373.865
0.301
2431

**
**

***
***
***

***

The coefficients for age indicate a negative effect on school attendance, a simple
reflection of the increasing likelihood of completing the desired amount of education, or
dropping out, as youth get older. The relationship appears to be stronger for boys than for
girls. Full-time employment is significantly negatively related to boys’ school enrollment.
This relationship is also present for girls, although the strength is weaker as is the
significance level. This indicates that when youth are participating in full-time employment,
they are less likely to be enrolled in school and for girls, the likelihood of dropping out of
school when working is lower than for boys.
Household head’s characteristics have similar patterns in their impact on school
enrollment for males and females. For both models, having a household head that is in a
civil union is negatively related to school enrollment. Having a single parent is negatively
related to enrollment, but the effect is significant only for girls. This suggests that girls are
more affected by having unstable household head relationships and negatively impacted by
having a single parent. Although, despite having a single headed household, the likelihood of
boys’ enrollment remains unaffected. Household heads with higher education levels have a
positive influence on the likelihood of school enrollment for both boys and girls. The
positive impact of household head’s higher level of education appears greater for girls than
boys, that is, girls are more likely to be negatively affected by household heads with less than
primary school education level. Household head’s age, sex, and employment does not have a
significant impact on child’s school enrollment for neither boys nor girls.
Overall, the household composition variables, the income variables, and full-time
employment are the independent variables that most greatly impact the school enrollment of
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boys and girls. Among the gender differences that do emerge are those that suggest that boys
are dropping out at a faster rate with age, and that this may be due to their employment.
Given this, it is instructive to consider why students decide to stop their enrollment and leave
school.
Table 7.3: Reasons for leaving school by sex for those aged 12-18 years, 2013
Male
Female
Had to Work

10.5

3.4

***

Wanted to Work

12.0

2.8

***

Take care of others

0.7

10.8

***

Had to help with household work

0.2

1.4

*

Can't Afford School

11.4

16.5

*

Not smart enough

9.2

3.4

***

Problems with Access

3.9

4.8

Not interested in formal education

37.6

28.4

**

Pregnant or Married

0.0

4.5

***

Disability

1.8

4.8

*

Didn't Pass MEP Admission Exams

7.5

10.5

Other

5.5

8.8

N=

530

411

*p<.05; **p<.01; *** p<.001

	
  

Source: Encuestra Nacional de Hogares, INEC, 2013

	
  

When revisiting the reasons that youth are reporting why they have left formal
education, there are interesting differences when comparing males and females (see Table
7.3). Male students are much more likely to report reasons related to working, with
significantly higher percentages of both “having to work” (10.4% vs. 3.4%) and “wanting to
work” (12.0% vs. 2.8%) than females. Males also report a higher percentage of being “not
smart enough” (9.2% vs. 3.4%) and “not interested in formal education” (37.6% vs. 28.4%)
than females. Female students report higher percentages for caretaker roles, with
significantly higher percentages of taking care of others (10.8% vs. 0.7%) and “helping with
housework” (1.4% vs. 0.2%). Females are more likely to report that they “can’t afford
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school”, which is interesting in view of the apparently greater penalty to low household
income evinced for males in Table 7.2. Girls also bear the burden of pregnancy, as would be
expected, with a greater likelihood of reporting leaving school due to “pregnancy or
marriage”. Surprisingly, there is a higher percentage of girls reporting that they didn’t pass
their admission exams than boys, although this difference is not statistically significant. Also
there are no significant differences between girls and boys reporting leaving because of
issues accessing education, which indicates a lack of greater perceived barriers to education
opportunities for girls.
The differences between reasons that boys and girls are reporting they left formal
education can inform Avancemos as to
how to encourage more students to
attend school. While the program does
not have a gender focus, by
understanding the differences of why
students leave school and how gender
affects these choices, it can help the
overall impact of the program to reach
its intended outcomes. For example, if

Source: SABEN Data, IMAS, 2009- 2013

males are more likely to leave school to work, then financial incentives to motivate them to
stay in school must consider the opportunity cost of school and the purpose of education in
terms of obtaining employment. Likewise, if females are more likely to have to take care of
others, the CCT program needs to consider other ways to alleviate this burden. The
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Table 7.4: Logistic regression models of participation in Avancemos by sex for those aged 12-18 Years, 2013
Model I
Model II
Model III
Household Characteristics
Total
Males
Females
Residence
Urban (ref)
---Rural
0.555
***
0.724
***
0.414
***
Household Composition
Number of Children
0.025
0.055
0.001
Number of Adults
0.073
0.070
0.076
Income
Less than $500
1.959
***
2.030
***
1.911
***
$500-1,000
1.825
***
1.910
***
1.782
***
$1.000-1,500
1.673
***
1.747
***
1.630
***
$1,500-2.000
1.679
***
2.011
***
1.389
***
$2,000-4,000
0.869
**
0.737
0.985
**
More than $4,000 (ref)
---Social Services
Social Security
0.8
***
0.713
***
0.880
***
Individual Characteristics
Age
12 years old (ref)
---13 years old
1.167
***
1.150
***
1.184
***
14 years old
1.435
***
1.451
***
1.436
***
15 years old
1.465
***
1.301
***
1.618
***
16 years old
1.5
***
1.476
***
1.554
***
17 years old
1.549
***
1.444
***
1.665
***
18 years old
0.799
***
0.591
*
0.983
***
Sex
Male (ref)
---Female
0.197
*
--Employment
Currently employed FT
-1.186
***
-1.201
***
-1.190
**
Currently unemployed (ref)
---Household Head's Characteristics
Age (mean)
-0.004
0.000
-0.008
Sex
Male (ref)
---Female
0.015
-0.038
0.072
Marital Status
Single
-0.202
-0.169
-0.235
Separated
0.041
0.097
0.007
Civil Union
-0.248
*
-0.136
-0.338
*
Married (ref)
---Education
Less than primary school (ref)
---Completed primary school
0.343
***
0.453
**
0.254
Some secondary school
0.227
0.394
*
0.101
Completed secondary school
-0.204
-0.047
-0.348
More than secondary school
-1.192
***
-0.737
*
-1.658
***
Employment
Currently employed FT
-0.147
-0.286
-0.011
Currently unemployed (ref)
---Constant
-5.069
-2 Log Likelihood
4312.799
Nagelkerke R Square
0.206
N=
4921
*p<.05; **p<.01; *** p<.001
Source: Encuestra Nacional de Hogares, INEC, 2013

***
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-5.396
2068.34
0.21
2490

***

-4.676
2220.549
0.211
2431

***

framework of a CCT program does address these reasons and can work further to motivate
students to remain in high school.
Participation in Avancemos encourages students to overcome the barriers and stay in
school. Figure 7.1 demonstrates the participation in the program over time, comparing the
proportion of male and female participation, according to the IMAS/SABEN data. Females
consistently make up over half of the participants each year. This indicates there has not
been much change in the breakdown of participants by sex, over the past five years.
Now that I have compared the factors contributing to the school enrollment of girls
and boys, I will look for any differences in the impact of household, individual, and
household head’s characteristics on the program participation between girls and boys. The
characteristics are entered into a model that estimates the likelihood of a young person’s
participation in Avancemos and are presented in Table 7.4. The models included are the total
population from 12-18 years old and then divided by male and female youth. Reinforcing the
data presented in Figure 7.1, the model using the ENAHO survey data also indicates that
females are significantly more likely than males to be participating in Avancemos. However,
there are almost no differences in the relationships between the independent variables and
Avancemos participation when comparing models for males and females. In the model for
males, household head’s less than primary school education level is significantly and
negatively related to participation, whereas for females, this household head characteristic is
not significant.
This shows that while gender is an important factor when investigating Avancemos
program participation, the characteristics included in the logistic regression models do not
capture the reason for this difference and do not indicate differences in the way that these
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factors collectively contribute to participation. The gender differences in the reported
reasons for leaving school could indicate a difference in motivating factors to participation in
the program, that is to say Avancemos may be able to meet the needs of girls more than boys.
While there is no explicit preference for females in the targeting of the program, there could
also be elements of the program execution that is more accessible to girls. Considering girls
are more likely to be enrolled in school, it becomes hard to untangle the relationship between
school enrollment and program participation when trying to understand the reason that girls
are more likely to receive benefits.
7.3.2 School Performance and Avancemos
One factor that contributes to both school enrollment and performance is participation
in employment or other types of work. A comparison between males and females by
Avancemos participation and multiple combinations of work and school is presented in Table
7.5. In this table, compensated work is work that is for money, while non-compensated work
is done without payment. Non-compensated work is a combination of survey questions
including domestic work within your own household (laundry, ironing, cooking, cleaning) or
at someone else’s home but unpaid. It also includes taking care of others, including children,
elderly, and any other persons and in either the individual’s own home or someone else’s,
again without receiving any payment. Young people do not restrict their participation to only
one of these types of activities and sometimes combine schooling with non-educational work.
Table 7.5 first presents the differences in the combining of work and school for the total
population of youth that are participating in Avancemos as compared to those not
participating. Then the table divides the comparison of participants and non-participants for
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Table 7.5: Participating in work and school by sex and Avancemos Participation, for those aged 12-18 years, 2013
Total
Males

NonCompensated
Work Only
School Only
Compensated
Work and
School
NonCompensated
Work and
School
Any work and
School
N=

Avancemos

NonAvancemos

1.6

0.0

2.0

***

***

Total

Avancemos

NonAvancemos

2.9

0.0

3.6

Total

Avancemos

NonAvancemos

***

0.3

0.0

0.4

***

Total
Male vs.
Total
Female
***

8.5

0.0

10.6

7.0

0.0

8.7

10.0

0.0

12.8

***

***

23.6

21.6

24.1

29.6

31.6

29.1

17.5

12.9

18.9

***

***

1.3

1.0

1.3

1.7

1.7

1.7

0.8

0.6

0.9

59.1

75.7

54.8

51.0

64.1

47.9

67.5

85.8

62.2

***
*

***

***

2.0

1.6

2.1

1.9

2.5

1.7

2.1

0.7

2.5

4921

1014

3906

2490

471

2019

2431

543

1888

**
***
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Compensated
Work Only

Total

Females

*p<.05; **p<.01; *** p<.001
Source: Encuestra Nacional de Hogares, INEC, 2013

Table 7.6: Years behind in school by sex and Avancemos participation for those aged 12-18 years, 2013
Total
Males
NonTotal
Avancemos
Avancemos
Not Behind
65.9
66.4
65.7
1 Year Behind
17.6
20.1
16.8
2 Years Behind
9.5
10
9.3
3 Years Behind
4.5
3
4.9
4 Years Behind
2
0.4
2.5
5+ Years Behind
0.6
0.1
0.7
N=
4218
1011
3207
*p<.05; **p<.01; *** p<.001
Source: Encuestra Nacional de Hogares, INEC, 2013

*
**
***
*

Total
61.7
18.8
11.6
4.8
2.2
0.9
2087

Avancemos
61.6
21.4
13.6
3
0.4
0
471

NonAvancemos
61.8
18.0
11.1
5.3
2.7
1.2
1617

Females

	
  

*
**
*

Total
70.0
16.4
7.4
4.1
1.8
0.3
2132

Avancemos
70.7
18.9
6.9
3
0.6
0.2
540

NonAvancemos
69.8
15.5
7.5
4.6
2.2
0.4
1592

Total
Male vs.
Total
Female
***
*
***
*
*

both males and females. Finally, the table compares the combining of work and school for
the total amount of males and total amount of females.
As evident in the table, 23.6 percent of those aged 12-18 years old are only attending
school, while 59.1 percent are combining school with non-compensated work. A comparison
of Avancemos participants and non-participants indicates that those not in the program are
more likely to do only compensated work or only non-compensated work, as the program
requires school enrollment. Interestingly, a larger percentage of students receiving
Avancemos benefits are participating in both school and non-compensated work. This
indicates that as Avancemos does encourage increased school enrollment, those students are
often also taking care of domestic chores and it does not increase the percentage of students
who are only attending school.
Some similar trends are present when restricting the comparison to only males.
Avancemos does reduce the amount of youth only doing compensated or only doing noncompensated work. But for males, the increased amount of school enrollment is boosting the
proportion of students only in school rather than the combined category of non-compensated
work and school. Although for male Avancemos participants, non-compensated work and
school is still significantly higher than non-participants.
When restricting the comparison between Avancemos participants and nonparticipants to only females, this change is more drastic. A large percentage of female nonparticipants are only doing non-compensated work, and not opting to do only work that is
compensated. A larger percentage of non-participating than participating students are
participating only in school. Again, while Avancemos does facilitate increased school
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enrollment, this is increasing the proportion of females doing both non-compensated work
and school, which is significantly higher than for non-participating females.
When comparing the total amount of males in each category with the total amount of
females, it is quite clear that males are more likely to be doing only compensated work and
females are more likely to be doing only non-compensated work. Males are also much more
likely to be only attending school, whereas females are much more likely to be attending
school and also doing non-compensated work.
Gender divisions between the types of work being done and the combination of work
and schooling demonstrates the challenges that girls face when attending school in balancing
responsibilities. It also shows the added likelihood of males participating in paid labor,
which was evident in the reasons for leaving school. When girls are in school, they are more
likely to have to have the added burden of helping with domestic chores. This could also
inform the higher rates of schooling for girls, as unpaid domestic work can more easily be
combined with school and does not present a financial opportunity cost to schooling that paid
employment offers.
In a similar comparison, Table 7.6 shows the differences in school performance,
when measured by years behind in school, by Avancemos participation and sex. This table
first compares the years behind in school by Avancemos participants to non-participants.
Then the table disaggregates the data for males and females and compares the years behind in
school between participants and non-participants for each gender. As previously presented in
Chapter 6, for the total population of youth 12-18 years old, Avancemos participants are more
likely to be only one year behind than non-participants. There are no significant differences
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in not being behind between participants and non-participants. However, non-Avancemos
participants are more likely to be behind three or more years in school.
For males, similar patterns are present as in the total population. Although being one
year behind does not have significant differences between participants and non-participants
in the comparison for only males. But non-participants are more likely to be three, four, or
five and more years behind in school than program participants.
There are almost no significant differences between the performance of Avancemos
participants and non-participants when restricting the comparison to only females. The only
significant category is being four years behind, in that female non-participants are more
likely than female participants to be four years behind in school. Overall, for females it does
not seem that there are differences in school performance based on whether or not they are
participating in Avancemos.
When comparing the total males and total females in each of the performance
categories, it is evident that females are more likely to be at the proper grade level and, by
this measure, performing well. On the other hand, male youth are more likely to be two,
three, four, or five or more years behind than females. It does show that even though females
do not have differences based on program participation, they do have a larger overall rate of
being at the official grade in school and not being behind.
The way that the household, individual, and household head’s characteristics
influence the youth’s school performance, as measured by being behind in school, is
presented in Table 7.7. Model I includes all youth aged 12-18 years, Model II includes all
males in the age group, and Model III includes all females in the age group. In the total
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model, being female is negatively associated with being behind a grade level, emphasizing
that females are out-performing males.
Table 7.7: Logistic regression models of being behind a grade level by sex for those aged 12-18
years, 2013
Model I
Model II
Model III
Household Characteristics
Total
Males
Females
Residence
Urban (ref)
---Rural
-0.054
-0.167
0.033
Household Composition
Number of Children
0.212
***
0.177
***
0.248
Number of Adults
0.080
*
0.052
0.124
Income
Less than $500
1.026
***
0.957
***
1.112
$500-1,000
0.707
***
0.601
*
0.836
$1.000-1,500
0.962
***
0.781
***
1.175
$1,500-2.000
0.833
***
0.455
1.243
$2,000-4,000
0.814
***
0.648
**
1.003
More than $4,000 (ref)
---Social Services
Avancemos Participation
-0.597
***
-0.537
***
-0.631
Social Security
-0.569
***
-0.512
**
-6.220
Individual Characteristics
Age
12 years old (ref)
---13 years old
0.226
0.139
0.355
14 years old
0.765
***
0.986
***
0.488
15 years old
1.357
***
1.522
***
1.188
16 years old
1.708
***
1.813
***
1.622
17 years old
1.752
***
1.909
***
1.579
18 years old
1.945
***
2.048
***
1.782
Sex
Male (ref)
---Female
-0.503
***
Employment
Currently employed FT
0.429
*
0.468
0.419
Currently unemployed (ref)
---Non-Compensated Work
0.009
-0.027
0.059
No Non-Compensated Work (ref)
---Household Head's Characteristics
Age
-0.015
***
-0.015
*
-0.018
Sex
Male (ref)
Female
0.314
**
0.333
*
0.266
Marital Status
Single
0.616
***
1.012
***
0.270
Separated
0.297
*
0.403
*
0.211
Civil Union
0.646
***
0.764
***
0.530
Married (ref)
Education
Less than primary school (ref)
Completed primary school
-0.576
***
-0.470
**
-0.678
Some secondary school
-0.735
***
-0.707
***
-0.797
Completed secondary school
-1.197
***
-1.279
***
-1.061
More than secondary school
-1.718
***
-1.597
***
-1.838
Employment
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***
*
***
**
***
***
***
***
***

*
***
***
***
***

***

***

***
***
***
***

Currently employed FT
Currently unemployed (ref)

-0.010

Constant
-1.292
-2 Log Likelihood
4495.042
Nagelkerke R Square
0.273
N=
4232
*p<.05; **p<.01; *** p<.001
Source: Encuestra Nacional de Hogares, INEC,
2013

0.060
***

-1.288
2275.915
0.293
2094

-0.071
*

-1.769
2183.041
0.256
2431

***

Comparing the two models restricted by gender, there are few differences in the
factors that are contributing to likelihood of being behind between males and females.
Similar to models of enrollment, girls are more affected by household composition variables.
Even though the number of children also has a significant impact on boys being behind, the
strength of the relationship is stronger for girls. This indicates the higher number of children
in the household, the more difficult it is for a student to stay on track in school, for both male
and female students. The number of adults in the house is also positively related to being
behind for girls. For both males and females, Avancemos has a negative and significant
relationship with being behind. Despite the lack of significant differences between program
participants and non-participants for females, when entered in the model that simultaneously
accounts for all of the other characteristics, the variable has a significant impact on the
likelihood of being behind.
This set of models includes non-compensated work and for all three models, it is not a
contributing factor to being behind in school. Girls are more likely to be combining school
with non-compensated work (as presented in Table 7.5), but it does not seem to be impacting
their ability to stay at the correct grade level. Generally, household head’s characteristics
have a slightly weaker impact on girls’ performance with no significant effect of being in a
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single headed household. Boys’ performance is significantly affected by single headed
household status, increasing their likelihood to be behind.

7.4 Qualitative Analysis
The analysis of the nationally representative survey data presented above suggests
that girls are more likely to be enrolled and school and more likely to be negatively affected
by larger household composition variables. Also, girls are more likely to be combining noncompensated work with school and have to balance domestic responsibilities with their
schoolwork. That being said, they are still outperforming boys and more likely to take
advantage of the opportunity provided by Avancemos participation. To complement these
analyses, I turn to my fieldwork results. First, I will explore the differences between girls
and boys in school participation and performance in the rural community. I will also
examine the differences in outside responsibilities and the future job prospects as related to
boys and girls.
7.4.1 Education Differences
In the rural communities, most girls were enrolled in high school and made up almost
half of the total school enrollment. At the start of 2014, there were forty-three girls enrolled
compared to fifty-two boys. There were also few differences in the way that parents
considered the importance of their child’s education. Many mothers insisted that despite
their own restricted access to education, that they viewed their daughter’s education just as
important as son’s. In the focus group with all mothers, one explained the shift in thinking
towards female education,
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Now it has changed. Because at the time, when I finished elementary school, I
wanted to go to high school, but they didn’t let me. To my parents, going to high
school was a waste of time. Back then, a woman was for the house and a man was
for the field or for studying. But I think that now it has changed a lot. Now, there is
more awareness that it is the same for a man or a woman. Everyone needs to study
(Focus Group Respondent).
After she spoke, there was agreement that now, both boys and girls are studying. And the
machismo is less prevalent, based on the evidence that girls are going to school. Another
mother explained, “You can tell because the majority of young people are studying. If there
was still machismo, many girls wouldn’t be in school” (Focus Group Respondent).
There was little discernable difference in the perception of schooling and the
importance of education between male and female students. Most students, both boys and
girls, seemed to see the value in education, particularly for their future. Both boys and girls
indicated that they went to school because they like to learn. One young teenage female said,
“I go to school so that I can learn the things we didn’t learn in elementary school. I go
because I want to learn. My dream is to go to college in the United States and I know if I
want to fulfill that dream, I have to work hard” (Respondent 45).16 While there were students
with many different motivations for schooling, there were no obvious divisions along gender
lines.

16

This student’s aspirations were determined prior to my presence. A US volunteer had stayed with her family
and inspired her desire to study abroad.

167

7.4.2 Workload and School
Despite efforts made by parents and students to concentrate on schooling, there are
many distractions and other responsibilities that students must take care of. While girls are
just as likely to be attending school, the interviews in the rural communities did mirror the
quantitative analysis findings that show students balancing school and non-compensated
work, particularly in their own household. In the household interviews, mothers reported
their daughter’s assistance with household chores, including taking care of their siblings,
cooking, and cleaning. This was particularly evident during breaks from school, such as the
two-week vacation (quince días) that takes place in July, during the period when I was
conducting my research. During one interview, I noted that a fifteen year old daughter took
care of her four younger siblings, and started making lunch. Her mother said, “When there
are vacations, you should see how she helps me, like now, she is helping me cover all of the
household responsibilities. I teach her how to do everything. She cleans and cooks and does
everything” (Respondent 39).
Boys on the other hand often helped with their father’s work in the field, such as
tending to livestock, maintaining their land, or doing minimal amounts of planting and
harvesting. One older high schooler explained, “If I weren’t in school, I would be here,
helping out my grandfather on his land or looking for a job. It’s hard work, and I know
because during vacations, I go and help out where I can. Not cutting sugar cane, but things
like that” (Respondent 42).
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7.4.3 Future Prospects
And as discussed in Chapter 6, many students go to school because they want to get a
good job. One young man stated, “Even if I don’t go to college, my hope is that I can at least
get a better job” (Respondent 42). Differences in job prospects did influence girls and boys
motivations in school. Female students indicated more need and desire to have future
professional employment. This is in part due to the lack of opportunities for female
employment in areas such as agriculture. The alternative to studying for girls was working at
home, unpaid. Few opportunities to do some agricultural work included picking coffee,
similar to what is available for many mothers. One mother of both an older daughter and a
high school son explained, “My daughter couldn’t pass the exam for her diploma. She tried
to go for jobs and the first thing they ask her for is the diploma. Without the diploma, she
couldn’t get a job” (Respondent 20).
Mothers also expressed the need for their daughters to be able to support themselves,
using different language than those who talked about their sons. Several mothers indicated
that they send their girls to school so that in the future they can “defend themselves” (se
puede defender). One mother states, “I send her to school so that she can finish and graduate.
So that she can get a good job and have a good future. So she can defend herself”
(Respondent 31). This language was hardly used for any boys and implies a protection from
outside harms. One instance when it was used for a boy, it was for a younger student, again
implying the hope that the parents have for their child’s life skill development.
In terms of potential employment, boys in the area are officially unable to get paid
jobs until they are sixteen. However, once they are old enough, they have the possibility of
cutting sugar cane and making a wage similar to their father’s, about $16 a day. Many boys
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see the importance of studying in reaching their goals of being a professional. However, the
prospects for girls are worse if they stop going to high school than boys, in terms of getting a
paid job.
The few boys interviewed that have already dropped out of school were hoping to get
work, but not working at the time. One said, “I’m mostly just there, at home. My dad works
in the field and sometimes I help him. I’m also learning how to plant things for a garden”
(Respondent 77). His mother explained, “He just stays home now. He is learning about his
father’s work and is taking an agriculture course. I hope he is going to be able to grow and
sell things” (Respondent 76). The young adults felt like they would be able to earn some
money without going to school. A lack of interest in schooling or trouble performing well
seemed to hope to get a least seasonal part-time work if not right now, in the near future.
The girls in the area that have left school, such as the college student who had left
high school and returned, were often due to pregnancy. She did not have the possibility of
working in the community once she left high school and depended on her parents or partner
to help provide for herself and newborn children. She stayed out of high school for one year
but returned when her daughter was about six months old. She explained her drive to finish
school,
I wanted to finish. I said I am going to take one year off to take care of her, but I
always wanted to go back. I’ve always liked school and now with her I have more
motivation. It was better even than before I had her. In my last year, I had the best
grades of my class, I was the valedictorian. She motivates me so much. I have less
time, but I don’t know, it’s as if she helped me mature (Respondent 105).
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She went on to explain that her aspirations are to finish her college degree and work
as a professional, maybe in business or computer science. Currently, she is taking long
distance college classes that let her balance her parental responsibilities and her education.
Avancemos played a critical role in her return to high school and continuation on to college.
She said, “The principal was able to help me get the scholarship after I came back. It helped
me so that I could take care of my daughter and stay in school. It was a really big help”
(Respondent 105).

7.5 Conclusion
The findings of this analysis are consistent with the overall increased participation in
high school by girls in Costa Rica. However, there are interesting comparisons in how they
are impacted by characteristics, such as a negative association with the number of children in
a household that do demonstrate a noted difference in their schooling. Comparisons between
male and female students highlight the higher rates of both female participation and
improved school performance. The analysis also indicates the increased amount of domestic
work that girls are participating in such as cleaning and cooking that they manage to balance
with their schooling. When girls are participating in the Avancemos program, they have
higher rates of school enrollment, but it is raising the percentage of school and noncompensated work. But when participation increases the amount of schooling for boys, there
are higher rates of only school enrollment, without an increase in those who combine school
and non-compensated work. Despite the unpaid work load that girls have, they are still
managing to stay on track in school and are more likely than boys to be at the official school
age.
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When focusing on the rural communities, the shift in girls’ education has occurred for
the current generation of high schoolers. Mothers who were unable to attend school due to
machismo are now able to encourage their daughters to go to school with the support of their
husbands. The goal for all students is to benefit from the social and economic aspects of
schooling. A lack of income prospects for the girls’ futures facilitates their schooling and
forces parents to see the value in females’ education. With little by way of alternative
options, girls feel they must go to school to be able to prepare for their future and improve
their ability to actively provide for their future families.
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Chapter 8: Conclusions and Recommendations
With their roots in Latin America but spreading well beyond, Conditional Cash
Transfer (CCT) programs seek to encourage pro-social behavior such as children’s school
attendance and health checkups by providing financial incentives to parents and guardians.
This dissertation focuses solely on the CCT education requirements, although there are many
programs that have a preventative healthcare aspect. CCT programs are designed to provide
short-term poverty relief and have long-term effects through increased education attainment.
With hundreds of millions of dollars in annual funding worldwide, CCT programs are
innovative social programs that provide stipends to poor families and invests in the future of
young people through requiring schooling.
In this dissertation I have sought to provide an empirical appraisal of Avancemos,
Costa Rica’s CCT to promote children’s school attendance. I have embedded the problem in
the theoretical contexts of welfare theory and human capital theory. My research has sought
to address the following research questions: 1) What are the economic conditions, factors,
and outcomes related to the implementation of Avancemos in Costa Rica? 2) How does
Avancemos impact educational outcomes? and 3) How does the impact of Avancemos differ
between male and female youth? To answers these questions I use mixed-methods approach
that includes a quantitative analysis of secondary nationally representative household survey
data and a qualitative analysis of primary semi-structured interviews and focus groups in a
group of three rural communities. The data are analyzed in an iterative process that allows
each method to build upon the other and address the research questions as completely as
possible.
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In this chapter, I will revisit the conclusions from the previous analysis chapters that
address the economic, educational, and gender outcomes of the CCT program, Avancemos. In
each of the chapters, I use both quantitative and qualitative methods to answer the specific
research questions. First, I will present the main findings from each of my analysis chapters.
Next, I will indicate policy recommendations that have stemmed from my results. Then my
discussion includes an explanation of the limitations of my research. Finally, I will propose
future areas to be investigated.

8.1 Conclusions
8.1.1 Economic Findings
I have explored the relationship between individual and household characteristics,
such as income and poverty levels, and Avancemos. For participating families, the stipend is
used primarily to cover the costs of school and does facilitate the school participation for
low-income families that may not otherwise be able to enroll. While programs such as
Avancemos are designed to help those who need it most, my analysis exposes the inability of
the program to provide enough incentive to dramatically impact the school enrollment for
those in extreme poverty.
However, there is no evidence of changing the immediate poverty status of
participants, either from the quantitative analysis of survey data or from the qualitative
interviews.

While this is not necessarily surprising, it is somewhat disappointing,

considering the program claims (as CCT programs generally do) to provide short-term
poverty relief to families through the stipend. The amount of the stipend is typically used
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only to cover the costs of school and it is hard to detect any change in economic status due to
the stipend.
Finally, I have addressed the role of Avancemos in helping families cope with
hardship. Coping is using the social assistance programs available, including multiple
programs that help facilitate schooling. The program Avancemos does provide some relief to
low-income families and allows household head’s to create coping strategies that involve
budgeting and saving when possible. In the qualitative analysis, the stipend seemed to have
varied importance for families in different levels of economic stability. Generally divided by
community, households that were in the community with less economic resources viewed the
stipend as money that kept them afloat and had a large impact on whether or not they are able
to make it month to month. In many households in the communities with more jobs and
higher employment, the stipend was helpful and essential in keeping their children in school
but many insisted without the stipend they would try to find other ways to ensure their
children’s education. The power of the stipend and what it means to families in terms of
importance shifts based on economic resources and job security. In many cases, the steady
income of the CCT stipend was the most reliable source of income the family received at all.
8.1.2 Education Outcomes
I determined that school enrollment for Avancemos participants is higher than for
non-participants, as would be expected given the requirements of the program. I also found
that secondary school enrollment is related to household, individual and household head’s
variables, particularly household composition, income, age, household head’s marital status
and household head’s education level. As presented by my qualitative analysis, young
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people in the rural communities in Costa Rica were motivated to enroll in school in response
to their future career and life aspirations. Furthermore, the program facilitated the students’
ability to enroll in school, by reducing the economic hardship of schooling. Parents’ and
students’ desire to participate in school does not seem to be influenced by the program, but
instead the program works to ease the burden and allow them to complete their goals.
The idea that the program does not create change, but instead facilitate change is
particularly true when considering the school enrollment in rural areas. The shift in the
perception and importance of high school education was evident in almost every family
interviewed. Parents with low levels of education demonstrated the belief that high school
was the best option for their children (even of those who were no longer enrolled). However,
due to financial reasons, many families would not otherwise be able to afford the costs
associated with school. If it weren’t for the CCT stipend, they may not be able to go to
school or complete their high school education. In this way, the program is allowing families
who would otherwise want to send their children to school to be able to do so. Furthermore,
the creation of the program itself reinforces the idea that education, in particularly high
school education, is important. The program serves as a symbol of the socially constructed
belief in the role of education for the future of young people.
Another important aspect of the educational outcomes came up when I discussed
school attrition, which was evident in the nationally representative survey data, in the
descriptive analysis of the data of program participants, and in the rural communities. While
many youth from the survey data leave school because they need to work, there was little
evidence of financial pressure motivating students in the rural community.
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Finally, there were significant differences in school performance between those
participating and those not participating in the program. Interestingly, by disaggregating
participants from the total survey sample, it becomes evident that Avancemos mitigates the
disadvantages that parental attributes, including low levels of education and unstable marital
status, rendering them relatively unimportant when predicting school performance. This
does indicate the program’s impact on leveling the playing field for disadvantaged youth.
In the rural communities, students were motivated to do well based on many different
factors such as their own self-esteem, career prospects, and pleasing their parents. The
program restriction of needing to pass grades to continue to receive the stipend had minimal
impact on their school performance. But the stipend did allow students to be relieved of the
hardship and focus on schooling, when other motivating factors were present.
Additionally, living in a rural location does not seem to have a negative effect on
school enrollment. But it is a positive indicator of Avancemos participation, meaning that
those in rural places are more likely to be participating. This could be one of two things;
Avancemos is mitigating the negative effect of living in a rural place on school enrollment or
Avancemos is inappropriately targeting rural populations when there is no disadvantage on
school enrollment. The challenges that I witnessed in rural communities, that had issues of
transportation, availability of resources, availability of jobs, and other hardships, indicates
that it is the former explanation rather than the latter. That is to say, Avancemos is allowing
families in rural locations to overcome the hardships and send their children to high school.
While the limitations of the data make it difficult to estimate how many children that
are participating in Avancemos might have otherwise dropped out of school, the positive
impact of the program on school enrollment and the widespread nature of the program does
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strongly demonstrate the ability of the program to facilitate the continual enrollment of
participating youth. The program has grown from 8,137 participants in the initial year (2006)
to 171,534 in 2013 (Avancemos, 2013). In 2013, Avancemos spent over 105 million dollars
on stipends alone. Compared to the nearly 5 billion dollars spent on education, the money
dedicated to the CCT program is a small percentage (approximately 2%).
While the Avancemos program is not a replacement for building school infrastructure
or training teachers, it needs to work in conjunction with other education initiatives.
Observations and conversations with program administrators showed a low level of
interaction between the Ministry of Education and Avancemos. At the local level, the
program functions mainly through the Avancemos network of administrators, with school
teachers or counselors receiving minimal training at the regional offices. There were few
directives from the ministry as to the importance of the CCT program or the best way to
encourage participants to either attend or do well once enrolled.
8.1.3 Gender Differences
Comparisons between male and female students highlight the higher rates of both
female participation and improved school performance. The analysis also indicates the
greater amount of domestic work (e.g., cleaning, cooking) that girls participate in, obligations
that they manage to balance with their schooling. When girls participate in the Avancemos
program, they have higher rates of school enrollment, but it raises the percentage of school
and non-compensated work. This indicates that girls need to balance domestic
responsibilities with schooling and despite the unpaid workload that girls have, they are still
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managing to stay on track in school and are more likely than boys to be at the appropriate
grade for their age.
When focusing on the current generation of high school students in rural
communities, the findings reveal a generational shift in girls’ education. Mothers who were
unable to attend school due to machismo are now able to encourage their daughters to go to
school with the support of their husbands. The goal for all students is to benefit from the
social and economic aspects of schooling. A lack of income prospects for the girls’ futures
facilitates their schooling and forces parents to see the value in females’ education. With
little by way of alternative options, girls feel they must go to school to be able to prepare for
their future and improve their ability to actively provide for their future families.

8.2 Policy Recommendations
The findings of the research highlight the positive aspects of the program including
increased rates of school enrollment, positive school performance, and reducing the impact of
disadvantages in family background. Additionally, the program offers important relief for
low-income families. While the stipend may seem in some ways a small amount and does
not decrease short-term poverty rates, the percentage of total income and the evidence from
interviews indicate just how important the extra assistance can be, in terms of helping
families get by and keep their children in school.
However, there are still many families in need that are unable to access the program
benefits. Household heads must meet the program enrollment requirements that include
gathering documents that prove eligibility and completing forms. Additionally, the
responsible parent, almost always the mother, must travel to the nearest city to enroll and
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make banking arrangements to receive the transfer. These program logistics put families in
rural places and with household heads with lower levels of education at a disadvantage. The
inability of the program to motivate those families in extreme poverty to have their children
attend school suggests that the benefits of the stipend do not outweigh the costs and
hardships of either enrolling in school or of participating in the program or some combination
of both. To have a greater impact boosting the school enrollment of those in extreme
poverty, providing a larger stipend may help overcome the challenges of program
participation. While awareness of Avancemos appeared to be widespread, people living in
more remote areas may still not be familiar with the program or realize they are eligible.
Participation of those living in extreme poverty is critical, as my research shows that among
participants the otherwise negative impact of low parental education on children’s school
attendance is mitigated by participation in the program.
Increasing the communication and cooperation between the Ministry of Education
and the Avancemos program can further enhance the impact on schooling. Program
administration indicated clearly that Avancemos is not a scholarship and there are no
education performance related requirements other than successful completion of the grade
level within two opportunities. However, the goals of the program, specifically related to
building collective and individual human capital, could be better met if a more broad
consideration of all aspects of schooling and school performance.
Additionally, entering into the ongoing dialogue with other countries implementing
CCT programs could be very useful for both Costa Rica and other countries in Central
America that can learn from the best practices of Costa Rica. Administrators had little
knowledge of other programs or the global trend towards CCT programs. Continuous
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training and education from both a social, economic, and policy perspective can only
reinforce the work of administration.

8.3 Limitations of the Research
There are a number of limitations to my research that are described with an eye
toward informing future work in this area. In part, these are a function of available secondary
data. The national household survey data analyzed here are a valuable resource for
investigating the impact of Avancemos. However, there are few indicators of school
performance and there is a regrettable lack of information about school quality, distance from
schools, test results, or other variables that could add to the analysis. For example, the
question of failing MEP exams is indicated as an option for the reasons for leaving school.
However, this question is not asked of the total survey. This would be an easy addition to the
survey that could add to the impact assessment of school performance.
Additionally, there are many questions that I would like to be able to ask in addition
to those that were included in the interviews. Questions directed towards school
performance, in regards to specific test and grade results, as well as questions regarding the
impact of gender on schooling to both the parents and the students would be helpful in more
completely addressing the research questions. As described in the methodology chapter
(Chapter 4), the research was conducted as an iterative process, with a back and forth
between the quantitative and qualitative analysis. This synergy was extraordinarily helpful in
the development of the final manuscript. However, for logistical reasons it was not possible
to conduct much of the survey data analysis in advance of my qualitative fieldwork.
Interspersing these two basic methods would have allowed them to better inform one another.
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The mixed-methods approach overall was the best way to address the research
questions and to uncover the greatest amount of information in terms of the impact of the
program and the outcomes for participating families. That being said, using a combination of
quantitative and qualitative analysis also presented challenges to the research. By using
secondary data for the quantitative analysis and primary data from the qualitative interviews
and focus groups, I was able to obtain large amounts of data. At times, this was challenging
and it was necessary to manage these data to produce tangible results within the scope of this
dissertation. I believe this is an inherent characteristic of mixed-methods research and while
it can be difficult at times, it is the most effective way to address the research questions. And
while it is hardly ever possible to completely answer a research question, the mixed-methods
approach remains the best option to analyze an issue from multiple perspectives and
considering many different aspects.
Another difficulty that I faced was encouraging high school aged students to open up
and express their thoughts. While some were more willing to fully respond to the questions
than others, generally this was a big challenge. Throughout my fieldwork, I tried different
approaches including starting out the interview with conversation about something they were
interested about, like sports, dancing, or music. I tried to make sure we were at least out of
immediate earshot of their mother and to converse with the teenagers more casually.
Unfortunately, in town there were not many places were we could sit and talk away from
home. The small convenience store in town had a picnic table outside, but was in a location
where many people were often passing through. Perhaps follow-up interviews could have
helped to get more informative responses from the young people, as they could have been
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more comfortable with me or could take time to reflect on the questions. However, time and
resource constraints limited my ability to do this for this dissertation.

8.4 Future Research Opportunities
As CCT’s have emerged and developed, so has the need to better understand their
form, function and impact. As a direct follow-up to this particular research project, returning
to the communities to follow up with families, as the students are progressing in high school
would be an informative area to explore. It would be informative to see how students are
progressing with their schooling and whether or not they are able to attain their goals such as
graduation, college, and finding employment. Future research could continue to investigate
the impact of the program in the selected communities and determine how the program has
influenced or facilitated participants’ ability to leave or stay in their communities.
Additional analysis of the nationally representative household survey data from
multiple years can provide an understanding to how the program is facilitating change over
time or whether or not Avancemos is able to have a lasting impact on economic and
educational indicators. Data from multiple years, since the inception of the CCT program
and into the future, can be used to track changes over time.
Cross-country analysis could shed light on the value of the Costa Rican context and
what attributes of the program can be adapted to other countries. A comparison of Central
American countries, through survey data or qualitative interviews could be very informative
and address some gaps in the literature. The context of Costa Rica includes a strong
education system and an economy that supports a government that is dedicated to social
spending. For other countries that are struggling with extreme rates of poverty, violence, and
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corruption, a full comparison could be useful to determine the key aspects of CCT programs
that are transferable and applicable. It also shows the need for support from the government,
a well-established infrastructure that supports social spending and the supply-side of
education in order to have a positive effect on schooling.
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Appendix: Interview Guides
1. Administration Semi-Structured Interview
Work Description
1. Please describe your job position? What is your role in the implementation of
Avancemos?
2. Who do you report to?
3. How long have you worked for IMAS/Avancemos?
4. Have you held any other positions with IMAS/Avancemos? If yes, then what
positions?
5. Do you have contact with the participants? If yes, please describe. (How many? How
often? Describe the interaction.)
Perceptions
6. What are your perceptions of the Avancemos program? What are the positive and
negative aspects of the program?
7. How is the program perceived by Costa Ricans? People in San Jose? People in
smaller communities? Policy makers? Participating families? Students? People in
the education sector? In the health sector? How accurate are these perceptions?
8. Are there certain aspects of Avancemos that you feel are particularly misunderstood?
By policy makers? Participants? The general public?
9. What can be or is being done to influence perceptions of Avancemos?
10. What are some of the positive outcomes you have achieved in your job?
11. What are the biggest challenges you face in your job?
12. What are the biggest challenges the program faces?
Education
13. What are the specific goals of the program regarding education? How are these
measured?
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14. What are the educational requirements of the program? Who is responsible for
meeting these requirements?
15. What is the relationship between IMAS and the Ministry of Education? Has this
changed over time? How?
16. Does the Avancemos program work directly with schools? At what level? How often
is this contact made?
17. Does Avancemos contribute to supply side aspects of education? school availability?
school quality? teacher training? school infrastructure?
18. What are the biggest challenges the program faces in terms of education?
19. What can be done to improve the educational impact of Avancemos?
Evaluation
20. What type of evaluation is conducted? Who conducts it?
21. What are the goals of Avancemos? How does your job contribute to meeting these
goals?
22. What changes need to be made for the program to be more successful? In regards to
educational goals and outcomes?
23. What parts of the program seem to be successful or working well? In regards to
educational goals and outcomes?
Global Context and Funding
24. What knowledge do you have about other CCT programs in Central America? Latin
America? Globally?
25. What contact do you have with international agencies or governments?
26. How is this program funded? What issues exist in the funding of the program? How
has this changed over time, if at all?
27. How does the funding of the program affect your job?
Conclusion
28. Are there aspects of the program that you think we need to know more about? What
are these?
29. Are there any final comments you would like to make?
30. Are you willing to participate in a follow up interview?
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Spanish Version
Descripción de trabajo
1. ¿Por favor describe su posición de trabajo. Cual es su papel en la implementación de
Avancemos?
2. ¿Cuanto tiempo tiene de trabajar por IMAS/Avancemos?
3. ¿Cuál carrera ha sacado?
4. ¿Ha tenido otro posición en IMAS? Si si, cual posición?
5. ¿Tiene aun contacto con las participantes? Si si, por favor descríbelo.
6. ¿Tiene aun contacto con los agencias regionales de Avancemos? Si si, por favor
descríbelo. (Tan seguido? Tanto personas?)
Percepciones
7. ¿Cuales son sus percepciones de la programa Avancemos? ¿Cuales son los aspectos
positivos y negativos de la programa?
8. ¿Como esta percibido la programa? ¿Tan acertados son estas percepciones?
9. ¿Existen aspectos de la programa Avancemos que piensa que son malinterpretados?
¿Según quienes? ¿Se hacen algo para influir las percepciones? ¿Como que?
10. ¿Cuales son los mas grandes retos que se enfrente la programa?
11. ¿Cuales son los mas grandes retos que se enfrente en su posición?
Educación
12. ¿Tanto de su trabajo se trata de los requisitos o resultados educativos?
13. Aun motivo por el programa es el desarrollo de capital humano y el relación negativo
entre la pobreza y la educación. ¿Como es medido este resultado? ¿Cómo piensa que
el programa concentra en este área?
14. ¿Trabaja la programa Avancemos directamente con las escuelas? ¿Si no, porque no?
15. ¿Contribuye Avancemos al condiciones de la educación o sea trabaja con MEP sobre
eso? (Disponibilidad de las escuelas? ¿Calidad de las escuelas? ¿Formación de los
instructores?)
16. ¿Cuales son los retos mas grandes que se enfrente la programa en relación de la
educación?
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17. ¿Que se puede hacer para aumentar el impacto educativo de Avancemos?
18. ¿por que concentra el programa en la asistencia y la retención? ¿Por qué piensa que
no existen mas específicos requisitos de los resultados educativos? ¿Mas como una
beca?
Evaluación
19. ¿Que tipo de evaluación ocupan? ¿Quien lo hace?
20. ¿Cuales cambios necesitan hacer para que la programa sea mas exitoso? ¿En relación
de los objetivos y resultados de la educación?
21. ¿Cuales partes de la programa son los mas exitosos o trabajando bien? ¿En relación
de los objetivos y resultados de la educación?
22. ¿Trabaja con las oficinas regionales sobre la evaluación del programa? ¿O para hacer
aun resumen del año?
Contexto global y fondos
23. ¿Cual conocimiento tiene sobre las otras programas Transferencia Monetaria
Condicionales en Centro America? ¿Latino America? ¿En el mundo?
24. ¿Tiene contacto con otros agencias internacionales? ¿O gobiernos?
25. ¿Como es financiado la programa Avancemos? ¿Cuales problemas existen con los
recursos? ¿Ha cambiado los fondos con tiempo?
26. ¿Como tiene impacto la financiación de la programa a su trabajo?
27. ¿Cómo funciona Avancemos como parte del programa político de Costa Rica?
Conclusión
28. ¿Debemos saber mas información sobre algunas mas aspectos de la programa?
Explica.
29. ¿Hay algunas comentarios finales que quiere hacer?
30. ¿Esta disponible para una segunda entrevista? (En Agosto?)
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2. Parent Semi-Structured Interview
School Enrollment
1. Do you see your child’s school attendance as a choice, as something you decide
whether or not to do? If so, what considerations go into that decision? If no, why
not? Who is responsible for making this decision? What factors contribute to this
decision?
2. What do you expect to come from sending your child to school? Are there any trade
offs? What?
3. What barriers, if any, exist to your child’s school enrollment?
School Performance
4. How would you describe your involvement in your child’s school performance? Your
relationship with their teachers? Your involvement in school activities conducted at
home?
5. How motivated is your child to learn? to participate in classwork and activities?
6. Please describe your child’s school performance including but not limited to teacher
comments? report cards? standardized tests? grade completion? extracurricular
activities? Other aspects?
7. What are the barriers, if any, to your child’s success in school?
8. How does your family try to address these barriers?
Avancemos Program
9. Is your family currently participating in the Avancemos program? How long?
Participants
10. How did you learn about the Avancemos program?
11. What are the requirements for the program? Who is responsible for meeting each of
the requirements?
12. What did you have to do to enroll? Where did you enroll? What activities do you do
to continue to meet the requirements of the program? Where do you complete these
steps?
13. How much is the stipend you receive? How do you receive the money? Does the
stipend help cover expenses?
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14. Is the money saved or spent? What is it used on or saved for? Who decides what to
do with the money?
15. Do you feel it is difficult to participate in the program? If so, why? What makes it
difficult?
16. Has the program affected you? If so, how? What are some of the outcomes you have
experienced from the cash transfer?
17. Have there been differences in your child’s school performance since you have
started participating in the program? If so, please describe.
18. What would you change about the program?
19. Do you have any additional comments about the program?
20. Do you know other participants of the program? How do you know they participate?
Do you discuss the program with them?
21. Do you have any additional comments about the program?
Non Participants
10. Have you heard of the Avancemos program? If so, how?
11. Why is your family not participating in the program? What are the barriers to
participating in the program?
12. Do you plan on participating in the program in the future? When and/or how will you
facilitate this process?
13. Do you have any additional comments about the program?
Asistencia y Permanencia del colegio
1. Considera la asistencia a la escuela de su hijo como opcional, como algo decide hacer
o no hacer? Si si, cuales consideraciones influyen este decisión? Si no, porque no?
Quien es responsable por hacer este decisión?
2. Cuales son los expectaciones de mandar su hijo a la escuela? Hay cosas que se
pierden en mandándole? Si no estuviera en el colegio, que seria haciendo?
3. Que espera por el futuro de su hijo? Que trabajo espera que hace su hijo en el futuro?
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4. Cuales obstáculos, si hay, existen de mandar su hijo a la escuela? Cuales obstáculos,
si hay, existen de mantener la permanencia durante el año escolar? Y al siguentes
años?
Resultados del colegio
5. Como describiría su relación con el rendimiento de su hijo en la escuela? Su relación
con sus instructores? Su relación con las actividades de la escuela que se hace en la
casa?
6. Tan motivado es su hijo a aprender? A participar en el trabajo de la escuela o los
actividades?
7. Por favor, describe el rendimiento de la escuela de su hijo, incluyendo pero no
limitado a los comentarios de los instructores? Notas? Examines estandarizados?
Pasando de grado? Actividades extracurriculares? Otros aspectos?
8. En que les sirve las materiales que aprende su hijo en el colegio? Cuales temas son
los mas importantes?
9. Cuales son los obstáculos, si hay, de el éxito de su hijo en la escuela?
10. Como intenta su familia a eliminar estos obstáculos?
Programa Avancemos
11. Esta participando actualmente en la programa Avancemos? Por cuanto tiempo?
(desde cuando?)
12. Como aprendió de la programa Avancemos?
13. Porque IMAS le da la transferencia de dinero?
14. Cuales son los requisitos de la programa? Como sabes cuales son los requisitos?
Quien es responsable de hacer cada requisito?
15. Que tenia que hacer para inscribir en la programa? Adonde en registró por el
programa? Cuales pasos tiene que hacer para completar los requisitos del programa?
Adonde tiene que completarlos? Si tiene aun problema con el programa, a quien
contactas?
16. Tiene contacto con la oficina de IMAS? En que se trata las comunicaciones?
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17. Cuanto plata recibe del programa Avancemos? Como recibe la plata? Fue costosa
para recibir los primeros pagos? Tiene algunas problemas todavía en recibiendo la
plata?
18. El pago cobra todos los gastos para la asistencia y permanencia en el colegio de su
hijo(s)?
19. Se gasta o se ahora el dinero que recibe del programa? En que cosas se gasta o para
que cosas se ahora el dinero? Quien decide que hacer con el dinero?
20. Se cree que es difícil participar en el programa? Si si, porque? Que le hace difícil?
21. Ha afectado a usted el programa? Si si, como? Cuales son algunos de los resultados
ha tenido a causa del pago del dinero?
22. Ha afectado el hogar desde que empezaron a participar en el programa?
23. El programa ha afectado sus condiciones de vida? El programa a cambiado como
esta considerado en la comunidad?
24. Hay diferencias en los resultados del colegio de su(s) hijo(s) desde que participe en el
programa? Si si, por favor descríbelos.
25. Que cambiaria del programa? Porqué?
26. Conoce otros participantes del programa? Como sabe que participan? Platican del
programa con ellos?
27. Tiene algunos otros comentarios sobre el programa?
Spanish Version
Asistencia y Permanencia del colegio
10. Considera la asistencia a la escuela de su hijo como opcional, como algo decide hacer
o no hacer? Si si, cuales consideraciones influyen este decisión? Si no, porque no?
Quien es responsable por hacer este decisión?
11. Cuales son los expectaciones de mandar su hijo a la escuela? Hay algunas elementos
de compensación entre mandándolo o no? Como cuales?
12. Cuales obstáculos, si hay, existen de mandar su hijo a la escuela?
13. Cuales obstáculos, si hay, existen de mantener la permanencia durante el año escolar?
Y al siguentes años?
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Resultados del colegio
14. Como describirá su relación con el rendimiento de su hijo en la escuela? Su relación
con sus instructores? Su relación con las actividades de la escuela que se hace en la
casa?
15. Tan motivado es su hijo a aprender? A participar en el trabajo de la escuela o los
actividades?
16. Por favor, describe el rendimiento de la escuela de su hijo, incluyendo pero no
limitado a los comentarios de los instructores? Notas? Examines estandarizados?
Pasando de grado? Actividades extracurriculares? Otros aspectos?
17. Cuales son los obstáculos, si hay, de el éxito de su hijo en la escuela?
18. Como intenta su familia a eliminar estos obstáculos?
Programa Avancemos
19. Esta participando actualmente en la programa Avancemos?
20. Ha escuchado del programa Avancemos? Si si, como?
21. Por que no participan en el programa? Cuales obstáculos existen para participar en el
programa?
22. Tiene planes de participar en el programa en el futuro? Cuando y/o como va a
intentar participarlo?
23. Tiene algunos otros comentarios sobre el programa?

203

3. Student Semi-Structured Interview
School Enrollment
1. Do you currently go to school? If yes, why do you go? If no, why not? Who decides
if you go or not?
2. How often do you miss a day at school? In the past month, how many days of school
did you miss?
3. Think of the last three times you missed school, why did you miss? What were the
consequences?
4. If you miss frequently, what would help you go to school more regularly?
School Performance
5. What influences your school performance? [probe: how do other people influence
how you do in school (ie parents, teachers, friends) Or your physical conditions (ie
sleep, food, other work)
6. Do you feel you could be doing better in school? Why or why not?
7. Do you worry about your grades? Why or why not?
8. Have you ever been held back in school? Why? Did this affect your interest in
school? If yes, how?
9. How do you feel your school performance compares to other students in your grade
level?
10. What conditions would improve your school performance? Who would be
responsible for these changes?
11. Would you please share your latest report card or standardized test results?
Avancemos Program
12. Are you participating in the Avancemos program?
Participants
13. How did you first learn about the Avancemos program? Whose decision was it to
participate or not participate in the program?
14. Is there someone in the school who you can contact if you have any questions with
the program? If yes, how helpful is this person in helping your family meet the
requirements?
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15. Do you feel responsible for meeting program requirements? If so, what do you do to
meet the requirements of the program? If not, why not?
16. What opinions do your peers have about your participation in the Avancemos
program? Your teachers? Your family members?
17. Does participating in the Avancemos program affect your interaction with your
peers? If so, how? With teachers? If so, how?
18. Does participating in the Avancemos program affect your motivation in school?
Does it make you more or less interested in school?
19. Does the Avancemos program affect your goals in school? If so, how? Your career
goals? How? Family goals? How?
20. Have you noticed any differences in your schooling since you began participating in
the Avancemos program? [probe: how people treat you? How you feel about school?
Your ability to do well in school?] Why do you think that is?
21. Are you involved with receiving the money from the program? Do you know how
the money is being spent? Who decides how the money is spent? Does the money
from the program help you? Does it help you go to school?
22. What are the best parts of the program?
23. Are there any changes you would make to the program? What are they? Why would
you make them?
24. Do you have any additional comments about the program?
Non Participants
11. Why don’t you participate in the Avancemos program?
12. What do you think about the participants? Do you know specific people who are
participating?
13. What would have to be different for you to participate in the Avancemos program?
14. What barriers do you face in terms to your goals in school? Career goals? Family
goals?
15. What would help you overcome those challenges?
16. Do you have any additional comments about the program?
Asistencia y permanencia en el colegio
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25. Actualmente estas en registrado en el colegio? Porque vas? Vas al colegio todos los
días?
26. En este año, cuantos días faltaste? Porque los faltaste? Que paso cuando lo faltaste?
Hay un afecto en sus estudios cuando faltas un día de colegio?
27. En aun momento ha pensado dejar de ir al colegio? Porque? Que cambio tu mente?
Spanish Version
Resultados del colegio
1. Como están sus notas? Como le va en el colegio? Ha repetido aun grado del colegio o
escuela? Porque? En cuales materias? Eso afecto su interés en el colegio? Si si,
como? Ha tenido que presentar algunas materias?
2. Que cosas son necesarios para aprobar un grado? Es difícil hacer lo?
3. Como esta el relación de sus padres con sus estudios? Que hacen para apoyarse?
Que dicen para motivarse?
4. Como esta el relación con los profes? Como te apoyan? Son accesible para hablar si
tienes algunas problemas?
5. Te crees que puedes hacer mejor en el colegio? Porque si o no? Que cosas tienes que
hacer para mejorarse?
6. Te preocupes de las notas? Porque si o no? Que cosas te ayudarían para mejorar sus
notas? Quien seria responsable para esos cambios?
7. Como te crees que sus resultados del colegio compare con sus compañeros?
8. Tiene algunos documentos de sus notas o de exámenes estandarizados? Si no, cuales
son sus marcas en los examines pasados?
9. Quieres mantenerse en el colegio? Porque si o no? Que quieres hacer después de
terminar el colegio?
10. Las materias que estas aprendiendo en el colegio están útiles? Cuales temas son lo
mas útiles? Como les sirves?
Programa Avancemos
11. Actualmente participe en el programa Avancemos? Antes ha participado? Si si, por
cuanto tiempo?
206

12. Que opinas de la participación en el programa?
13. Porque recibes el dinero de la beca? Cuales son los requisitos del programa?
14. Te sientes responsable de completar los requisitos del programa? Si si, que haces
para sea seguro de completar los requisitos?
15. La participación en el programa afecta sus motivaciones en el colegio? Te aumenta
tu interés en el colegio? Si si, como, si no, porque no?
16. La participación en el programa Avancemos afecta sus metas en el futuro? Si si,
como? O su metas del carrera? Como? Sus metas familiares? Como?
17. Te crees que la beca tiene impacto en su situación? (Como la manera que te trata la
gente? Como te sientes del colegio? Tu habilidad de trabajar bueno en el colegio?)
Si si, porque piensa que es así?
18. Has notado algunas cambios en sus condiciones de vida? Como cuales?
19. Estas involucrado en la transferencia monetaria? O sea, sabes como se gasta esta
plata entre su familia? Quien decide como se gasta esta plata? Te ayuda
directamente esta plata?
20. Te ayuda irse al colegio? Se cobra todos los gastos de irse al colegio?
21. Cuales son los mejores aspectos del programa?
22. Cuales cambios harías del programa? Porque lo harías?
23. Tienes algunas otras comentarios sobre el programa?
Non Participating Student Semi-structured Interview
Asistencia y permanencia en el colegio
1. Actualmente estas en registrado en el colegio? Porque vas? Vas al colegio todos los
días?
2. Tan seguido faltas aun día del colegio? En el mes pasado, cuantos días faltaste?
3. Piensa en los últimos tres veces que faltaste el colegio – porque los faltaste? Que
fueron los consecuencias de faltar?
4. Si falta el colegio muy seguido – que te ayudaría ir mas seguido?
Resultados del colegio
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5. Que cosas influye sus resultados del colegio? (como te afectan la otro gente- como
sus padres, sus docentes, sus amigos, o como los condiciones físicas te afectan –
como si ha dormido bien, la comida que ha comido o no ha comido, otro trabajo que
haces)
6. Te crees que puedes hacer mejor en el colegio? Porque si o no?
7. Te preocupes de las notas? Porque si o no?
8. Ha repetido aun grado del colegio o escuela? Porque? En cuales materias? Eso afecto
su interés en el colegio? Si si, como?
9. Como te crees que sus resultados del colegio compare con sus compañeros?
10. Que cosas te ayudarían para mejorar sus notas? Quien seria responsable para esos
cambios?
11. Tiene algunos documentos de sus notas o de exámenes estandarizados? Si no, cuales
son sus marcas en los examines pasados?
12. Por que no participas en el programa Avancemos?
13. Que piensa de los participantes del programa? Conoces algunas personas que
participan? Que piensa de sus participaciones?
14. Que tendría que cambiar para que puedas participar en el programa Avancemos?
15. Cuales obstáculos encuentras en términos de sus metas del colegio? sus metas de
carrera? sus metas de familia?
16. Que te ayudaría para sobre pasar estos obstáculos?
17. Tienes algunas otros comentarios sobre el programa?
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4. Graduated Student Semi-structured Interview
Spanish Version
Estudios actuales
1. Actualmente esta en registrado en la universidad? Cual? Tanto tiempo pasa afuera
de la casa?
2. Porque esta estudiando en la universidad?
3. Cual carrera esta sacando? Porque? Va a seguir estudiando después de terminar con
este titulo? Cual tipo de trabajo espera sacar? Piensa que va a trabajar afuera de la
comunidad o va a regresar?
4. Como están sus notas? Como le va en la universidad?
5. Recibe beca ahora en sus estudios?
El Colegio
6. Como fueron sus estudios cuando fue al colegio? Ha repetido aun grado del colegio?
Porque? Eso afecto su interés en el colegio?
7. Que cosas hizo para tener éxito en el colegio? Cuales factores le ayudó?
8. Como esta el relación de sus padres con sus estudios?
9. Las materias que aprendió en el colegio fueron útiles? Como le preparó sus estudios
del colegio para sus estudios de ahora?
Programa Avancemos
10. Participó en el programa Avancemos? Si si, por cuanto tiempo?
11. Que opina de la participación en el programa?
12. Como le ayudó el programa?
13. La participación en el programa afectó sus motivaciones en el colegio? Le aumenta
su interés en el colegio? Si si, como, si no, porque no?
14. La participación en el programa Avancemos afectó sus metas en el futuro? Si si,
como? O su metas del carrera? Como? Sus metas familiares? Como?
15. Le ayudó irse al colegio? Se cobró todos los gastos de irse al colegio?
16. Cuales son los mejores aspectos del programa? Los peores? O cosas que cambiaria?
17. Tiene algunas otras comentarios sobre el programa?
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5. Non-enrolled youth
Spanish Version
Situación Actúale
1. Actualmente que haces con su tiempo? Trabaja? En que trabaja?
2. Fue fácil encontrar trabajo?
3. Como esta el trabajo?
Estudios
4. Como fue en el colegio? Como fueron sus notas? Porque piensa que sacó las notas
que sacó?
5. Podría hacer algo diferente cuando estaba en el colegio?
6. Recibió beca cuando fue en el colegio? Porque si o no?
7. Si no recibió beca, piensa que mantendría en el colegio si lo estuviera recibiendo?
8. Si recibió beca, le dio aun motivación de quedarse en el colegio? En que sentido?
9. Porque dejó de estudiar en el colegio? Que piensa de su decisión ahora?
10. Le contactaron los profes o el director cuando salió del colegio? Si si, que le han
dicho? Que le hizo sentir?
Futuro
11. Esta tomando otro tipo de curso? Otra capacitación?
12. Piensa estudiar en el futuro?
13. Le hace falta el titulo de colegio ahora? O en el futuro?
14. Tiene algunas otros comentarios sobre sus estudios? Su futuro? La beca?
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