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Introduction

People choose actions based on what will maximize their utility. Sometimes their maximum utility will be achieved by choosing actions that substantially, or even primarily, benefit someone else, even a complete stranger. People give blood, help strangers carry heavy bags up stairs, offer their seats on the bus to the elderly, and give to charity. People set up civil society organizations to do everything from cleaning up local streets, to helping refugees from other countries obtain asylum, to putting on plays in retirement homes.1 People (often) decide not to cheat someone even though they could get away with it. These are prosocial behaviors, and they extend beyond altruism and charity. Bakeries make cakes on order, without asking for payment upfront. Companies may start work on projects even though a contract has not yet been signed, trusting that their business partner will act in good faith, and the business partner often does.

These behaviors make everyone better off -and of these behaviors, trust seems to be particularly critical to economic transactions. In some groups, people generally act in a trustworthy way and generally expect others to do the same. In a number of fortunate places in the world, people trust that the government will protect their interests, enforce their contracts and property rights, and will act in a fair and non-arbitrary manner. Trusting others and trusting in third-party enforcers is important to enabling transactions: as Arrow wrote, "Virtually every commercial transaction has within itself an element of trust" (1972). Trust -in others, in institutions -is critical to the multitude of exchanges that eventually lead to specialization, economies of scale, increased productivity, and economic growth. However, the degree to which people routinely act in a trusting or cooperative way varies substantially between individuals, groups, and countries. It may even vary within one individual between different situations. This variation is important, because there is a growing understanding that prosocial behavior -particularly trust -is an important component of economic growth. If trust and cooperation are necessary ingredients for economic success, then it is important to know Introduction why people act in these ways.

A straightforward answer is that people engage in behavior that benefits others because they, too, benefit from that action in some way. But what form does that benefit take? Are they motivated by intrinsic factors, such as altruism, self-image, preferences for equality, or extrinsic factors, such as social norms, reputation or reciprocity? [START_REF] Benabou | Incentives and Prosocial Behavior[END_REF] present a theoretical model incorporating intrinsic, extrinsic and reputational motivations. Their model shows how social norms interact with the nature of reputational concerns to determine the effect of social norms on prosocial behavior. These different motivations can also interact: for example, a policy aimed at increasing extrinsic motivations (for example, by offering incentives) or reputational motivations (through awards) can reduce intrinsic motivation (specifically, by making it unclear why the act was performed in the first place). Bowles and Polanía-Reyes (2012) model other reasons that incentives can crowd out prosocial behavior if they are not carefully designed: the information contained in the incentives about the task or the actor, activation of payoff maximizing thought, aversion to control or manipulation, and information about the prevalent level of the desired behavior in the population.

In addition to the theoretical literature, a wide variety of experimental and laboratory studies have tried to tease out how social preferences act on decision-making and cause people to deviate from maximizing their own personal payoffs in order to help others, and how those preferences respond to different conditions. In general, experimental studies show a high level of altruism, trust, and (under some circumstances) cooperation, for example around 60% of subjects will transfer money in a dictator game and the average initial transfer in a trust game is around 50% of the endowment [START_REF] Levitt | What do laboratory experiments measuring social preferences reveal about the real world?[END_REF]. Yet these levels of altruism, trust, and cooperation do not seem to be stable or homogenous. [START_REF] Henrich | In search of homo economicus: behavioral experiments in 15 small-scale societies[END_REF] document the results from experiments in 15 different societies around the world, and show that, while no group is entirely selfish, levels of cooperation and altruism are different in different groups, and that there is a relationship between the level of cooperation in an experimental game and the returns to cooperation in daily economic life: groups with more exposure to market interactions had higher levels of cooperation in the experimental games. Other studies focus on trying to isolate the causes of prosocial behavior: [START_REF] Charness | Understanding social preferences with simple tests[END_REF], for example, show that maximizing social welfare seems to be more important than reducing differences in payoffs. [START_REF] Fehr | Why social preferences matter-the impact of nonselfish motives on competition, cooperation and incentives[END_REF] argue that the experimental evidence that social preferences and deviations from pure self-interest is sufficiently strong and consistent that, for many topics such as competition, contracts and collective action, economists Introduction cannot reasonably ignore the role played by social preferences. 2The empirical evidence from the macroeconomic literature seems to support the idea that social preferences do indeed play a major role in many economic questions. [START_REF] Knack | Does social capital have an economic payoff? A crosscountry investigation[END_REF] documented a positive correlation between trust and economic growth at the country level. This relationship has been elaborated upon and tested on different samples, using different controls and measures of trust or prosocial behavior to examine this relationship, or variations on this relationship, for example, [START_REF] Zak | Trust and growth[END_REF], La [START_REF] Porta | Trust in large organizations[END_REF], [START_REF] Tabellini | Culture and institutions: economic development in the regions of Europe[END_REF], [START_REF] Platteau | Institutions, social norms, and economic development[END_REF], [START_REF] Guiso | Alfred marshall lecture social capital as good culture[END_REF][START_REF] Guiso | Cultural biases in economic exchange?[END_REF], [START_REF] Guiso | Trust and Insurance Markets[END_REF] [START_REF] Beugelsdijk | Social capital and growth in European regions: an empirical test[END_REF], [START_REF] Fafchamps | Development and social capital[END_REF], Grief (2006), [START_REF] Dincer | Trust and growth[END_REF], and [START_REF] Bloom | The Organization of Firms Across Countries[END_REF]. One concern with many of these studies is that there may be an omitted variable at the country level that is responsible for both different levels of trust and different levels of economic growth. [START_REF] Algan | Inherited trust and growth[END_REF] present a method of identifying causality, where the trust levels of immigrants are used to estimate the level of trust in their origin country at different time points, providing a way of estimating country fixed effects. Using this strategy, they show a large impact of trust on economic growth. The literature is generally converging on the finding that trust has a positive impact on economic growth.

Why might prosocial behavior be important for economic activity? There are several possibilities. One important reason that trusting behavior may be important in a world where it is impossible to write complete contracts [START_REF] Arrow | Gifts and Exchanges[END_REF]. Exchange is a basic requirement for economies to benefit from specialization and increasing returns to scale. As discussed above, in order to enter into an exchange, some trust is necessary: trust that the other party is not going to breach the agreement, trust that any conflicts will be resolved with some measure of good faith, and, failing these, trust that the government (or another third party) will be able to help right an injustice. Without such trust, an agent might choose not to enter into a potentially beneficial exchange, or might be forced to incur higher contracting costs. In this way, low trust levels reduce the amount of beneficial exchange in a society. Other reasons that trust and cooperation behavior may be important for economic growth include overcoming collective action problems to fund public and quasi-public goods and improved governance through active civil society institutions.

If trust and cooperation is so important to economic growth, understanding where differences in levels behaviors come from can potentially help explain differences in wealth Introduction and income across countries. One of the most well known set of papers finds that areas in Africa that were more exposed to the Atlantic slave trade, and thus experienced high levels of violence, insecurity, and betrayal, have lower levels of trust many years later [START_REF] Nunn | Ruggedness: The blessing of bad geography in Africa[END_REF][START_REF] Nunn | The slave trade and the origins of mistrust in Africa[END_REF][START_REF] Nunn | The long term effects of Africa's slave trades[END_REF]. Other studies have also found associations between historical events or borders and current-day levels of trust or public good infrastructure: some examples include the forced mining system in Peru [START_REF] Sokoloff | History lessons: Institutions, factors endowments, and paths of development in the new world[END_REF]Engerman, 2000, Dell 2010), British control over certain areas in colonial India [START_REF] Banerjee | History, social divisions, and public goods in rural india[END_REF]; the borders of the Hapsburg Empire and trust in government institutions [START_REF] Becker | The empire is dead, long live the empire! Long-run persistence of trust and corruption in the bureaucracy[END_REF]; historical variation in weather in Europe (Durante, 2010); and exposure to violence in Tajikistan (Cassar et al, 2013). These studies suggest that levels of prosocial behavior are set by historical events, and these levels persist over time in individuals and within societies. There are many possible reasons for persistence, including intergenerational transmission (for example, [START_REF] Bisin | The economics of cultural transmission and the dynamics of preferences[END_REF][START_REF] Tabellini | The scope of cooperation: Values and incentives[END_REF][START_REF] Guiso | Alfred marshall lecture social capital as good culture[END_REF] and "belief traps": if one believes it is too risky to test one's beliefs, one is unlikely to do so and may thus never obtain the information needed to update them [START_REF] Mackie | Ending footbinding and infibulation: A convention account[END_REF]. If one believes that people are not trustworthy, it will seem very risky to test this belief by trusting someone -and thus one may not have the opportunity to correct their beliefs. Levels of trust may also interact with institutions: several studies demonstrate interplay between institutions and trust and cooperation (for example, Brooks et al, 2010[START_REF] Beasley ; Aghion | Policies for Increasing Prosocial behavior" -These IEP de Paris -2013 Chapter 3 Appendix 2 Bibliography[END_REF][START_REF] Becker | The empire is dead, long live the empire! Long-run persistence of trust and corruption in the bureaucracy[END_REF][START_REF] Algan | Teaching practices and social capital[END_REF][START_REF] Bowles | Social Capital And Community Governance[END_REF].

If prosocial behavior is important for economic growth, and if differences in levels of trust and cooperation can be traced to historical events, a natural question is the extent to which policies might be able to remediate a lack of trust and cooperation, in order to improve prospects of economic growth and well-being at a social and individual level. Since one outcome of trust and cooperation may be better resolution of collective action problems and higher funding of public goods, there is a link with the literature that deals with evaluations of programs in poor countries designed to improve public services via beneficiary participation. 3 These evaluations have mixed results. For example, Banerjee Introduction et al (2011), [START_REF] Pradhan | Improving Educational Quality through Enhancing Community Participation[END_REF] find little clear impact of participation on public service quality, but [START_REF] Blimpo | School-Based Management, Local Capacity, and Educational Outcomes: Lessons from a Randomized Field Experiment[END_REF], Duflo, Dupas, and Kremer (2011) and [START_REF] Fearon | Can development aid contribute to social cohesion after civil war? Evidence from a field experiment in postconflict Liberia[END_REF] find somewhat more encouraging results. As will be discussed in Chapter 2, some patterns do emerge from these mixed results that can be partly explained with our model. However, previous studies are generally focused quite specifically on collective action to provide public goods. Public good provision is only one of the ways that prosocial behavior could potentially be operating to improve outcomes, and, in particular, does not address the question of trust which, based on the country-level empirical studies cited above, is particularly important.

The literature has several other gaps. First, there are relatively few studies that can credibly identify the impact of trusting or cooperative behavior on individual outcomes. There is some observational evidence available -for example, in China, farmers were more trusting in trust games were more likely to hire workers from the formal labor market rather than rely on neighbor labor exchanges (Tu and Bulte, 2007). In Peru, microfinance loan recipients who were more trusting in a trust game were less likely to repay their loans, but players who were more trustworthy were more likely to repay loans in full [START_REF] Karlan | Using Experimental Economics to Predict Financial Decisions[END_REF]. 4 Finally, in India, the average amount sent by a first player in a trust game for a given village was correlated with higher village participation in community resource management [START_REF] Bouma | Trust, trustworthiness and cooperation: Social capital and community resource management[END_REF]. Ongoing evaluations of psycho-social training programs include [START_REF] Heller | Improving social-cognitive skills among disadvantaged youth: A randomized field experiment[END_REF], which shows promising initial results in terms of reduced crime of a program focused on young men in Chicago, and Blattman and Annan (2012) find some positive results for ex-combatants in Liberia on economic outcomes, though it is difficult to disentangle the effect of the psychosocial training from the agricultural training and inputs package the subjects received at the same time. It is difficult to draw any firm conclusions from these studies about the role that increased levels of trust or cooperation play in an individual's life, though together they suggest that individual trust levels may be related to better outcomes.

Second, measuring prosocial behavior is difficult. In studies at the country level, a great deal of attention has been paid to variations in responses to the classic generalized trust question included on many questionnaires including the World Values Survey, 5 as well as reported behavior such as giving blood, voting, or participating in community organizations. At the individual level, trust or public goods games performed in the laboratory have been widely used, as well as field experiments that solicit contributions to charity. Studies conducted in the laboratory have three disadvantages: the subjects are (with some exceptions) non-representative of the general population, sample sizes are limited, and behavior observed in the laboratory may not mirror behavior in real life or in the market [START_REF] Levitt | What do laboratory experiments measuring social preferences reveal about the real world?[END_REF].

In part because measurements of prosocial behavior are limited, empirical work often relies on one or two indicators. Yet this type behavior is likely to be multifaceted. Trust in trust games, for example, appears to be composed of several elements: the degree to which you believe others to be trustworthy, the degree to which you prefer to be a trustworthy person, your risk preferences, and the psychological aversion that you have to the possibility of being betrayed (see, for example, [START_REF] Hong | Status and Distrust: The Relevance of Inequality and Betrayal Aversion[END_REF][START_REF] Bohnet | Betrayal aversion: Evidence from Brazil, China, Oman, Switzerland, Turkey, and the United States[END_REF], Kosfeld et al 2005[START_REF] Karlan | Using Experimental Economics to Predict Financial Decisions[END_REF].

Another important distinction is likely to be between "weak ties" and "strong ties", where weak ties are those social behaviors that involve generalized trust and cooperative behavior to strangers or people outside our close circle of family and friends, and strong ties are those that bind us to our family and close friends -an idea associated with sociology (see [START_REF] Granovetter | The strength of weak ties[END_REF], which considers the implications of weak and strong ties for networks). Strong social ties are similar to the "amoral familism" that Banfield documented in southern Italy in the mid 20th century [START_REF] Banfield | The Moral Basis of a Backward Society[END_REF]. The ability to form weak ties, possible through generalized trust, may be more important for solving collective action problems and facilitating bilateral trade (especially with those outside of the family circle), and are potentially of more interest with respect to economic growth (Grief and [START_REF] Tabellini | Culture and institutions: economic development in the regions of Europe[END_REF], Grief, 2006). In general, studies do not have a sufficient amount of data available to disentangle different forms of prosocial behavior, because surveys rarely include detailed questions on social behavior and attitudes.

If the country-level evidence is correct and trust and cooperation are critical aspects of economic growth, if these social preference can indeed explain some of the gaps in income and well-being between countries or even between groups within countries, then understanding their nature is a critical goal, as is providing evidence how to increase prosocial behavior. The essays contained in this dissertation address these critical themes. First, I provide evidence on the nature and dimensions of prosocial behavior. Second, I examine the degree to which it is responsive to policy interventions: the conditions under which policy interventions are more likely to be effective and the long-term impact of increased trust at the individual level.

Introduction

Chapter 1: Motivating Public Good Contributions

If people can overcome their innate tendency to free-ride on the contributions of others to a public good, they can potentially achieve higher levels of well-being for everyone. One possible way to increase voluntary public good contributions is through fiscal measures: for example, by subsidizing contributions to charity. A recent strain of the literature suggests that contributions can be increased, at a lower cost, by acting on people's impulses and tastes.

As discussed above, one problem faced by researchers is that it is often difficult to collect accurate data on contributions to a public good in the real world, much less examine whether those contributions are malleable at the individual level. Chapter 1, Empirical Evidence on the Foundations of Public Good Contribution, co-authored with Adrien Matray, takes advantage of a unique dataset on informational contributions to a public good in the context of e-commerce in Europe.

One reason that consumers shop online is the availability of customer reviews of products, which give the consumer more information and can help them make a better decision. These reviews -which are non-excludable and non-rivalrous -benefit the company only indirectly, as they may be good or bad, depending on the product. The true beneficiaries are the consumers, who have increased access to unbiased information on product quality. In this sense, the reviews are a public good. However, voluntary contributions are necessary to sustain this public good: some consumers must decide that they are willing to incur a cost (time and effort) to provide this public good for other people. They themselves have no benefit from the information -and so they have every incentive to free-ride on the contributions of others.

Why then do people contribute? We focused on three possible sources for contributions to public goods that we draw from the literature: altruism, social norms, and reciprocity, and we examine the relative impact of increasing the salience of each motivation in partnership with a large European e-commerce company. The Company routinely sends out emails asking customers if they liked their product, and to rate the product with a given number of stars. In order to better understand what levers may be available to policymakers seeking to increase public good contribution, we test 11 different message frames, emphasizing altruism, social norms, and reciprocity. In addition, we test mechanisms within each theory. Within altruism, we attempt to test whether altruism is more sensitive to a statistical beneficiary or an individual named beneficiary, whether the motivation is sensitive to the number of potential beneficiaries, and whether the Introduction altruistic impulse is sensitive to the social proximity of the beneficiary to the potential contributor. Within social norms, we attempt to test whether the social norm effect is related to type-signaling or to strategies to reach a desired level of public good. Within reciprocity, we attempt to test whether guilt motivates contribution or whether social proximity motivates reciprocity.

We find that of the three families of theories, information on what others do -which we refer to as information about the social norm -is the most potent motivator of public good contribution, and we provide evidence that it is due to a desire to signal one's (generous) type rather than strategies about the desired overall level of public good. In addition, we show that people are more motivated to contribute by altruism towards a named beneficiary rather than a statistical beneficiary, and we provide somewhat weaker evidence that the number of potential beneficiaries does matter.

Chapter 2: Contributing to Public Services

Chapter 1 establishes that prosocial behavior is malleable in an instantaneous sense: people respond differently to different framing in requests for contributions to a public good. Another question with important policy relevance is the extent to which such behavior can be encouraged on a larger scale: can communities be helped to overcome collective action problems and contribute in the funding and management of local public services? This question is very relevant in poor countries, where development strategies frequently rely on community contributions -either in the form of financial contributions or time spent on management and supervision -for public services. In the language of development policy, this kind of contribution is often called participation. Participation is argued to be important because it is a mechanism by which communities become empowered and take ownership over their own problems and institutions.

As discussed above, this strategy of involving people in the provision of public services assumes that people in poor communities will be able to overcome collective action problems, perhaps because the goal of the collective action is so important to them, or perhaps because poor people are thought to be particularly prosocial. The literature on the success of participatory public service provision is mixed, but in general rigorous evaluations of participatory approaches have failed to yield evidence that beneficiary participation systematically improves service provision, and this mixed evidence suggests a need to better understand why participation is effective in some cases and not in others.

Chapter 2, School Resources, Behavioral Responses and School Quality: Short-Term

Introduction

Experimental Evidence from Niger, with Elise Huillery, addresses this question directly. This project was targeted to primary school management committees in Niger, groups of community members who were trained in management but were, for the most part, inactive. Half of the (already trained) committees were randomly selected to receive financial grants, which were intended as a catalyst to increase parent participation in the monitoring and management of schools. The government intended these grants to be managed and spent by the school committee, rather than the teachers (and follow-up surveys indicate that this was largely the case). We tested the impact of the grants on several different types of parent participation, as well as enrollment, and examined whether the impact of the grants varied with community characteristics. Did this addition of money, over which they had control, give parents more reason to participate in school management?

We find that communities did, on average, increase their participation (in terms of contributions of time and money) in response to the grant. However, we show that this response was heterogeneous both in terms of the type of contribution and in terms of the characteristics of the community. Contributions that did not put parents into conflict with the teacher (such as direct financial contributions) were more susceptible to increases than contributions that required the parents to take a more active or confrontational role, in particular, monitoring teacher attendance. In addition, we find that schools that have committee members with higher levels of education did increase their contributions of these more difficult activities in response to the grant. To interpret this, we provide a model where parent decisions about whether or not to participate are based, in part, on the degree to which their participation will be effective. A parent who has little real authority will be unlikely to confront teachers about absenteeism because he or she knows (or believes) that this form of participation is unlikely to be effective. The implication of this model is that programs that intend to leverage prosocial behavior to improve public services should take into account that an increase in contribution is likely be conditional on the type of behavior required and the abilities of the people it is being requested from. Introduction that trust, in particular, is an important ingredient for economic growth. However, there is little evidence on the impact of increases in trust and cooperation at the individual level. It might be the case that an individual is no better off increasing his or her trust level unless everyone else does so at the same time. In addition, due to limited data in most empirical studies, it is difficult to simultaneously measure and separate different forms of prosocial behavior -in particular strong social ties directed towards family and friends, and generalized trust directed towards those outside one's circle of intimates.

Chapter 3, The Long Term Impact of Social Skills Training at School Entry, with Yann Algan, Frank Vitaro, and Richard Tremblay, provides evidence on both of these questions. We use data from a randomized trial of a childhood behavioral training program in Montreal to estimate the impact of improving prosocial behavior and self-control on adult outcomes. In 1984, kindergarten teachers in inner-city Montreal rated the behavior of their male pupils. The subjects were divided into normative and disruptive groups, the disruptive group consisting of those subjects who were among the most disruptive 25% of all students. This disruptive group was randomly divided into a treatment group and a control group. The treatment group received, over two years, a training program on social skills and self-control. The program taught the subjects using role plays and group discussion based on one principle strategy: when confronted with a difficult situation: pause, identify what is happening (including what others might think is happening if relevant), consider possible actions, choose a good solution, and praise yourself for the good solution. This strategy was applied to many different situations such as when you haven't understood the teacher, when someone bumps into you, when you are having trouble waiting your turn, when someone tells you "no" or you want to tell someone "no", and when you want to join a group of children who are playing. The subjects were followed for over twenty years, and we use a rich set of behavioral, education, and administrative data to estimate impacts on secondary school completion, criminal records, and an index of economic outcomes.

We show that this program increased secondary school graduation rates and decreased criminality, and we provide evidence that it improved economic outcomes, though the evidence on economic outcomes is weaker due to attrition concerns. We use the large set of psychological and behavioral indicators collected both from subjects and teachers, to construct multiple behavioral channels during two periods of adolescence. Because of the richness of this dataset, we are able to distinguish between Generalized Trust, Strong Social Ties (e.g. to family and friends), and Altruism. We show that much of the impact is explained by improvements in three specific behavioral measures (increased Introduction Generalized Trust, reduced Delinquent Behavior, and reduced Inattention) as well as improved school outcomes. We provide evidence that the improved school outcomes were brought about in part by the improved behavioral outcomes, which suggests that the behavioral changes set off a chain of events, including better grades and a lower likelihood of repeating, that resulted in a higher likelihood of completing secondary school and overall better life outcomes. Such evidence is important for the policy debate on investment in education and interventions targeted at at-risk children. In addition, it helps fill a gap in the literature by demonstrating that generalized trust has an impact on important outcomes at the individual level.

The essays contained in this dissertation use empirical evidence to address two issues which are critically important given our growing understanding of the relationship of social preferences to economic growth and well-being at the country level: the foundations of prosocial behavior and the impact of policies designed to increase it. Levels of prosocial behavior have often been taken as a given, fixed, factor, but these essays provide evidence that they are subject to change from policy interventions. Given that there are few interventions specifically focused on trust and cooperation, there may be large scope for improving welfare by increasing the policy focus on this issue, and these essays provide evidence that this is indeed the case.

Résumé en Français

Les gens choisissent des actions basées sur ce qui va maximiser leur utilité. Parfois, leur utilité maximale sera obtenue par des actions qui sont, d'un façon substantiel, ni même principalement, de l'avantage quelqu'un d'autre, même un parfait inconnu. Par exemples : certaines personnes participent au don du sang, des inconnus aident à porter de lourds sacs, d'autres offrent leurs places dans le bus aux personnes âgées, ou encore font la charité. Les communautés ont mis en place des organisations de la société civile afin de pourvoir au nettoyage des rues, aident les réfugiés pour qu'ils obtiennent l'asile, faire des pièces de théâtre dans les maisons de retraite. 6 Les gens (souvent) décident de ne pas tricher quelqu'un, même si elles le pourraient. Ce sont des comportements prosociaux qui s'étendent au-delà de l'altruisme et de la charité. Les boulangeries font des gâteaux sur commande, sans demander de payer à l'avance. Les entreprises peuvent commencer à travailler sur des projets, même si le contrat n'a pas encore été signé, en espérant que leur partenaire agira de bonne foi. Le partenaire commercial agit souvent de cette manière.

Ces comportements sont profitables pour tous. Parmi ces comportements, la confiance semble être particulièrement critiquée dans les transactions économiques. Dans certains groupes, les membres agissent généralement d'une manière digne de confiance et attendent généralement des autres personnes qu'elles fassent de même. Dans un certain nombre de lieux fortunés dans le monde, les citoyens font confiance à leur gouvernement pour protéger leurs intérêts, faire respecter leurs contrats et droits de propriété, et espèrent qu'il agira de manière équitable et non arbitraire. Faire confiance aux collaborateurs et aux tiers partis pour conclure des contrats est important afin d'établir des transactions : Arrow a écrit: « Pratiquement chaque transaction commerciale a en elle un élément de confiance » (1972). Confiance -dans les autres, dans les institutions -est essentielle à la multitude des échanges qui aboutissent à la spécialisation, les économies d'échelle, la productivité accrue et la croissance économique. Toutefois, la mesure dans laquelle les gens agissent systématiquement d'une manière coopérative ou avec confiance varie considérablement entre les individus, les groupes et les pays. La confiance peut également varier au sein d'un individu entre des situations différentes. Cette variation est importante, car il y a une prise de conscience croissante que le comportement prosocial -particulièrement la confiance -est une composante importante de la croissance économique. Si la confiance et la coopération sont des ingrédients nécessaires à la réussite économique, il est important de savoir pourquoi les gens agissent de cette façon.

Une réponse simple : les gens adoptent des comportements qui profite aux autres parce que eux, aussi, bénéficient de cette action en quelque sorte. Mais quelle est la forme que prend ce bénéfice ? Sont-ils motivés par des facteurs intrinsèques, comme l'altruisme, l'image de soi, les préférences pour l'égalité, ou des facteurs extrinsèques, comme les normes sociales, la réputation ou la réciprocité ? [START_REF] Benabou | Incentives and Prosocial Behavior[END_REF] présentent un modèle théorique intégrant les motivations intrinsèques, extrinsèques et de réputation. Leur modèle montre comment les normes sociales interagissent avec la préoccupation sur réputation de déterminer l'effet des normes sociales sur le comportement prosocial. Ces différentes motivations peuvent également interagir : par exemple une politique visant à accroître les motivations extrinsèques (en offrant des incitatifs) ou des motivations de réputation (des honneurs) peut réduire les motivations intrinsèques (plus précisément, en rendant difficile de comprendre pourquoi l'acte a été accompli dans un premier temps). Bowles et Polanía-Reyes (2012) présentent raisons que les incitations peuvent évincer les comportements prosociaux s'ils ne sont pas conçus avec soin : les informations contenues dans les incitations au sujet de la tâche ou l'acteur, l'activation de la pensée, maximisation du profit, l'aversion au contrôle ou à la manipulation, et des informations sur le niveau prévalent du comportement de la population.

En plus de la littérature théorique, une grande variété d'études expérimentales et de laboratoires ont essayé de démêler comment les préférences sociales agissent sur le processus décisionnel et amènent les gens à s'écarter de maximiser leurs gains personnels afin d'aider les autres, et comment ces préférences répondent à des conditions différentes. En général, les études expérimentales montrent un niveau élevé de l'altruisme, de la confiance, et (dans certains cas) de la coopération. Par exemple environ 60 % des sujets transfèrent de l'argent dans un jeu du dictateur, et le transfert initial moyen dans un jeu de confiance se situe autour de 50% de la dotation [START_REF] Levitt | What do laboratory experiments measuring social preferences reveal about the real world?[END_REF]. Pourtant, ces niveaux d'altruisme, de confiance et de coopération ne semblent pas être stables ou homogènes. [START_REF] Henrich | In search of homo economicus: behavioral experiments in 15 small-scale societies[END_REF] documentent les résultats des expériences dans 15 sociétés différentes dans le monde, et montrent que, même si aucun groupe n'est Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013 pas complètement égoïste, les niveaux de coopération et altruisme sont différents dans différents groupes, et qu'il existe une relation entre le niveau de la coopération dans un jeu expérimental et les retours à la coopération dans la vie économique quotidienne. Les groupes les plus exposés aux interactions du marché ont des niveaux plus élevés de la coopération dans les jeux expérimentaux. D'autres études se concentrent pour essayer d'isoler les causes du comportement prosocial. [START_REF] Charness | Understanding social preferences with simple tests[END_REF], par exemple, montrent que la maximisation de la protection sociale semble être plus importante que la réduction des différences de gains. [START_REF] Fehr | Why social preferences matter-the impact of nonselfish motives on competition, cooperation and incentives[END_REF] affirment que la preuve expérimentale que les préférences sociales et les écarts de pur intérêt personnel sont suffisamment forts et cohérents sur de nombreux sujets tels que la concurrence, les contrats et l'action collective que les économistes ne peuvent raisonnablement pas ignorer le rôle joué par les préférences sociales. 7La preuve empirique de la littérature macroéconomique semble appuyer l'idée que les préférences sociales jouent un rôle majeur dans de nombreuses questions économiques. [START_REF] Knack | Does social capital have an economic payoff? A crosscountry investigation[END_REF] ont documenté une corrélation positive entre la confiance et la croissance économique au niveau du pays. Cette relation a été élaboré et testé sur des échantillons différents, en utilisant différents contrôles et les mesures de confiance ou de comportement prosocial à examiner cette relation, par exemple, [START_REF] Zak | Trust and growth[END_REF], La [START_REF] Porta | Trust in large organizations[END_REF], [START_REF] Tabellini | Culture and institutions: economic development in the regions of Europe[END_REF], [START_REF] Platteau | Institutions, social norms, and economic development[END_REF], [START_REF] Guiso | Alfred marshall lecture social capital as good culture[END_REF][START_REF] Guiso | Cultural biases in economic exchange?[END_REF], [START_REF] Guiso | Trust and Insurance Markets[END_REF], [START_REF] Beugelsdijk | Social capital and growth in European regions: an empirical test[END_REF], [START_REF] Fafchamps | Development and social capital[END_REF]), Grief (2006), [START_REF] Dincer | Trust and growth[END_REF], et [START_REF] Bloom | The Organization of Firms Across Countries[END_REF]. Une préoccupation par rapport à ces études est qu'il peut y avoir une variable omise au niveau national, qui est responsable pour les différents niveaux de confiance ainsi que les différents niveaux de croissance économique. Algan et Cahuc (2010) présentent une méthode d'identification de causalité, où les niveaux de confiance des immigrants sont utilisés pour estimer le niveau de confiance dans leur pays d'origine à différentes périodes dans le temps, offrant ainsi un moyen d'estimer les effets fixes par pays. En utilisant cette stratégie, ils montrent un grand impact de la confiance sur la croissance économique. La littérature converge sur le constat que la confiance a un impact positif sur la croissance économique.

Pourquoi ce comportement prosocial peut être important pour l'activité économique ? Il y a plusieurs possibilités. Une raison importante est que le comportement de confiance peut être important dans un monde où il est impossible de rédiger des contrats complets [START_REF] Arrow | Gifts and Exchanges[END_REF]. L'échange est une exigence fondamentale pour les économies pour bénéficier d'une spécialisation et d'un rendement d'échelle croissants. Comme indiqué ci-dessus, afin de conclure un échange, une certaine confiance est nécessaire. Par exemple la confiance en l'autre partie pour ne pas violer l'accord, la confiance pour que les conflits soient résolus avec un certain degré de bonne foi, et, à défaut, la confiance que le gouvernement (ou un tiers) sera en mesure d'aider à redresser une injustice. Sans cette confiance, un agent peut choisir de ne pas conclure un échange potentiellement bénéfique ou pourrait être forcé d'engager des frais plus haut pour un contrat plus complet et sur. De cette façon, les faibles niveaux de confiance réduisent la quantité d'échange bénéfique dans une société. D'autres raisons que le comportement de confiance et de coopération peut être important pour la croissance économique comprennent surmonter les problèmes d'actions collectives pour financer les biens publics et semi-publics et une meilleure gouvernance à travers les institutions de la société civile actives.

Si la confiance et la coopération sont si importantes pour la croissance économique, de comprendre où les différences de niveaux des comportements proviennent peut potentiellement aider à expliquer les écarts de richesse et de revenus entre les pays. L'un des sériés des études le plus connus montre que les zones d'Afrique qui ont été les plus exposées à l'esclavage atlantique, et, par conséquences, des niveaux élevés de violence, d'insécurité et de trahison, on aujourd'hui des niveaux de confiance plus bas [START_REF] Nunn | Ruggedness: The blessing of bad geography in Africa[END_REF][START_REF] Nunn | The slave trade and the origins of mistrust in Africa[END_REF][START_REF] Nunn | The long term effects of Africa's slave trades[END_REF]. D'autres études ont également montré une corrélation entre les événements ou les frontières historiques et les niveaux actuels de confiance ou de bonnes infrastructures publique (conséquence de coopération). Par exemple, le système d'extraction forcée au Pérou [START_REF] Sokoloff | History lessons: Institutions, factors endowments, and paths of development in the new world[END_REF][START_REF] Dell | The persistent effects of Peru's mining mita[END_REF], le contrôle britannique de certaines zones à l'époque coloniale en Inde [START_REF] Banerjee | History, social divisions, and public goods in rural india[END_REF], les frontières de l'Empire des Habsbourg et la confiance dans les institutions gouvernementales [START_REF] Becker | The empire is dead, long live the empire! Long-run persistence of trust and corruption in the bureaucracy[END_REF]; variation historique des températures en Europe (Durante, 2010) et l'exposition à la violence au Tadjikistan (Cassar et al, 2013). Ces études suggèrent que les niveaux de comportement prosocial sont fixés par les événements historiques, et ces niveaux persistent au fil du temps chez les individus et au sein des sociétés. Il ya beaucoup de raisons possibles de persistance, comme la transmission intergénérationnelle (par exemple, [START_REF] Bisin | The economics of cultural transmission and the dynamics of preferences[END_REF][START_REF] Tabellini | The scope of cooperation: Values and incentives[END_REF][START_REF] Guiso | Alfred marshall lecture social capital as good culture[END_REF] et les «belief traps» : si l'on croit qu'il est trop risqué de tester ses convictions, il est peu probable de lest tester, et on peut donc pas obtenir les informations nécessaires pour les mettre les convictions à jour [START_REF] Mackie | Ending footbinding and infibulation: A convention account[END_REF]. Si l'on croit que les personnes ne sont pas fiables, il semble très risqué de tester cette idée en leur faisant confiance -et donc on ne peut pas avoir la possibilité de corriger les croyances. Les niveaux de Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013 confiance peuvent également interagir avec les institutions : plusieurs études montrent l'interaction entre les institutions, la confiance et de la coopération (par exemple. Brooks et al, 2010 ;[START_REF] Beasley ; Aghion | Policies for Increasing Prosocial behavior" -These IEP de Paris -2013 Chapter 3 Appendix 2 Bibliography[END_REF][START_REF] Becker | The empire is dead, long live the empire! Long-run persistence of trust and corruption in the bureaucracy[END_REF][START_REF] Algan | Teaching practices and social capital[END_REF][START_REF] Bowles | Social Capital And Community Governance[END_REF].

Si le comportement prosocial est important pour la croissance économique, et si les différences dans les niveaux de confiance et de coopération peuvent être attribuées à des événements historiques, une question naturelle se pose : Est-ce que les politiques publiques remédier un manque de confiance et de coopération, afin d'améliorer les perspectives de croissance économique et le bien-être au niveau social et individuel ? Etant donné que la confiance et coopération peut aider a trouver une meilleure résolution des problèmes d'action collective et de financement plus élevé de biens publics, il y a un lien avec la littérature qui traite de l'évaluation des programmes qui vise à améliorer les services publics par la participation des bénéficiaires.8 Ces évaluations ont des résultats mitigés. Par exemple, Banerjee et al (2011), [START_REF] Pradhan | Improving Educational Quality through Enhancing Community Participation[END_REF] ont constaté qu'il y a peu d'impact clair de cette participation sur la qualité du service public. Cependant [START_REF] Blimpo | School-Based Management, Local Capacity, and Educational Outcomes: Lessons from a Randomized Field Experiment[END_REF]), Duflo, Dupas, et Kremer (2011[START_REF] Fearon | Can development aid contribute to social cohesion after civil war? Evidence from a field experiment in postconflict Liberia[END_REF] trouvent des résultats un peu plus encourageants. Comme on le verra dans le deuxième chapitre, certaines tendances se dégagent de ces résultats mitigés et peuvent être expliqué en partie grâce à notre modèle. Toutefois, des études antérieures se sont déjà penchées assez précisément sur l'action collective pour fournir des biens publics, et la fourniture de biens publics n'est qu'une des façons dont le comportement prosocial pourrait améliorer les résultats économiques. En effet ils n'abordent pas la question de confiance qui est basée sur des études empiriques au niveau des pays cités ci-dessus.

La littérature a plusieurs autres lacunes. Tout d'abord, il y a relativement peu d'études qui peuvent crédibiliser l'impact du comportement de confiance ou de la coopération sur les résultats individuels. Il existe certaines preuves d'observation disponible -par exemple, en Chine, les agriculteurs ayant plus confiance dans les jeux expérimentaux sont plus probables d'embaucher des travailleurs sur le marché du travail formel plutôt que de compter sur des échanges de main-d'oeuvre voisins (Tu et Bulte, 2007). Au Pérou, les bénéficiaires de prêts de microfinance qui ont plus confiance dans un jeu de confiance étaient moins susceptibles de rembourser leurs prêts, mais les joueurs qui étaient plus dignes de confiance étaient plus susceptibles de rembourser leurs prêts en totalité [START_REF] Karlan | Using Experimental Economics to Predict Financial Decisions[END_REF].9 Enfin, en Inde, le montant moyen envoyé par un premier joueur dans un jeu de confiance pour un village donné est corrélé avec la participation du village supérieur dans la gestion communautaire des ressources [START_REF] Bouma | Trust, trustworthiness and cooperation: Social capital and community resource management[END_REF]. Des évaluations continues des programmes de formation psycho-sociaux comprennent [START_REF] Heller | Improving social-cognitive skills among disadvantaged youth: A randomized field experiment[END_REF], qui montrent des résultats prometteurs en terme de réduction de la criminalité d'un programme axé sur les jeunes hommes à Chicago, Blattman et Annan (2012) trouvent des résultats positifs pour les anciens combattants au Libéria sur les résultats économiques. Cependant il est difficile de démêler les effets de la formation psychosociale et les outils agricoles que les agriculteurs ont reçus au même temps. Il est difficile de tirer des conclusions définitives de ces études sur le rôle de l'augmentation des niveaux de confiance ou de coopération dans la vie d'un individu. Mais dans l'ensemble, les études suggèrent que les niveaux de confiance individuels peuvent être liés à de meilleurs résultats.

Deuxièmement, le comportement prosocial est difficile à mesurer. Dans les études au niveau du pays, l'attention a été mise sur les variations dans les réponses à la question de confiance généralisée classique inclue dans ses sondages, dont le World Values Survey,10 ainsi que le comportement signalé comme le don de sang, le vote, ou la participation à des organismes communautaires. Au niveau individuel, la confiance ou les jeux de biens publics réalisés en laboratoire ont été largement utilisés, ainsi que des expériences de terrain qui sollicitent des contributions aux oeuvres de charités. Les études menées en laboratoire ont trois inconvénients: les sujets sont (à quelques exceptions près) non représentatifs de la population générale, les échantillons sont limités, et les comportements observés peuvent ne pas refléter le comportement dans la vie réelle ou sur le marché [START_REF] Levitt | What do laboratory experiments measuring social preferences reveal about the real world?[END_REF].

Les mesures de comportement prosocial étant limitées, les travaux empiriques reposent donc souvent sur un ou deux indicateurs. Pourtant, ce comportement de type est sus-ceptible d'être multiforme. La confiance dans les jeux de confiance, par exemple, semble être composé de plusieurs éléments: le degré auquel vous pensez que les autres sont dignes de confiance, la mesure dans laquelle préférez-vous être une personne digne de confiance, vos préférences de risque, et l'aversion psychologique pour la possibilité d'être trahi (voir, par exemple, [START_REF] Hong | Status and Distrust: The Relevance of Inequality and Betrayal Aversion[END_REF][START_REF] Bohnet | Betrayal aversion: Evidence from Brazil, China, Oman, Switzerland, Turkey, and the United States[END_REF], Kosfeld et al, 2005[START_REF] Karlan | Using Experimental Economics to Predict Financial Decisions[END_REF].

Une autre distinction importante est susceptible d'être entre les «liens sociales faibles» et les «liens sociales forts», où les liens sociales faibles sont les comportements sociaux qui impliquent la confiance généralisée et le comportement coopératif à des étrangers ou des personnes en dehors de notre cercle familial et des amis, et les liens sociales forts sont ceux qui nous lient à notre famille et nos amis proches -c'est une idée associée à la sociologie (voir Granovetter, 1973, qui examine les implications de liens forts et faibles pour les réseaux). Liens sociaux forts sont lies au « familialisme amoral » que Banfield a documenté dans le sud de l'Italie au milieu du 20e siècle [START_REF] Banfield | The Moral Basis of a Backward Society[END_REF]. La capacité de former des liens faibles, possible grâce à la confiance généralisée, peut être plus importante pour résoudre des problèmes d'actions collectives et pour faciliter les échanges commerciaux bilatéraux (notamment avec ceux de l'extérieur du cercle familial), et ont potentiellement plus d'intérêt à l'égard de la croissance économique (Grief et [START_REF] Tabellini | Culture and institutions: economic development in the regions of Europe[END_REF], Chagrin, 2006). En général, les études n'ont pas une quantité suffisante de données disponibles pour démêler les différentes formes de comportement prosocial, car les enquêtes sont rarement des questions détaillées sur le comportement social et les attitudes.

Si la preuve au niveau des pays est correcte et que la confiance et la coopération sont des aspects essentiels de la croissance économique, si ces préférences sociales peuvent en effet expliquer en partie des écarts de revenu et de bien-être entre les pays, voire entre groupes au sein des pays, ca suivre que la compréhension de leur nature est un objectif essentiel, ainsi que les information sur comment augmenter le comportement prosocial. Les essais contenus dans cette thèse portent sur ces thèmes essentiels. Tout d'abord, je fournirai des preuves sur la nature et les dimensions du comportement prosocial. Puis, j'examinerai le mesure dans laquelle il est sensible aux interventions politiques : les conditions qui rendent efficace les interventions politiques et l'impact à long terme du renforcement de la confiance au niveau individuel.

Chapitre 1: Motiver les contributions aux biens publics

Si les gens peuvent surmonter leur tendance innée à faire le « free-rider » sur les contributions des autres à un bien public, ils peuvent potentiellement atteindre des niveaux plus élevés de bien-être pour tous. Une façon possible d'augmenter les contributions volontaires aux biens publiques est de utiliser des mesures fiscales, par exemple en subventionnant des associations caritatives. Une autre possibilité est que les contributions peuvent être augmentées à un coût moins élevé en agissant sur les impulsions et les goûts des gens.

Comme indiqué plus haut, un problème auquel sont confrontés les chercheurs est qu'il est souvent difficile de recueillir des données précises sur les contributions au bien public dans le monde réel, et encore moins d'examiner si ces contributions sont malléables au niveau individuel. Chapitre 1, Des preuves empiriques sur les fondements des contributions aux biens publics, coécrit avec Adrien Matray, tire profit d'une base de données unique sur les contributions d'information à un bien public dans le contexte du commerce électronique en Europe.

Une raison pour quel les consommateurs utilisent les boutiques en ligne est qu'ils offrent la possibilité d'être informés sur les produits et également d'avoir divers avis d'autres clients, permettent aux consommateurs de prendre une meilleure décision. L'information dans ces avis -qui est non rivale et non exclusive -bénéficie à l'entreprise que de manière indirecte, car ils peuvent être bons ou mauvais, selon le produit. Les véritables bénéficiaires sont les consommateurs qui ont un meilleur accès aux informations objectives sur la qualité du produit. En ce sens, les critiques forment un bien public. Toutefois, les contributions volontaires sont nécessaires pour soutenir ce bien public : certains consommateurs doivent décider s'ils sont prêts à supporter un coût (en temps et en effort) pour fournir ce bien public aux autres personnes. Eux-mêmes ne tirent aucun avantage de l'information -et ils ont donc tout intérêt à faire le « free-rider ».

Pourquoi est-ce que les personnes participent-elles à la contribution ? Nous sommes concentrés sur trois sources possibles pour les contributions aux biens publics que nous tirons de la littérature: l'altruisme, les normes sociales, et la réciprocité. Nous examinons l'impact relatif de l'augmentation de la saillance de chaque motivation en partenariat avec une grande société e-commerce européen. La société envoie régulièrement des courriels demandant aux clients s'ils ont aimé leur produit et pour noter le produit avec un certain nombre d'étoiles. Afin de mieux comprendre quels leviers peuvent être disponibles pour les décideurs qui cherchent à augmenter la bonne contribution publique, nous testons 11 images différentes de message. Chaque message met l'accent sur un as-Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013 pect diffèrent de l'altruisme, des normes sociales ou de la réciprocité. En outre, nous testons des mécanismes au sein de chaque théorie. Dans l'altruisme, nous tentons de déterminer si l'altruisme est plus sensible à un bénéficiaire statistique ou un bénéficiaire nommément désigné, si la motivation est sensible au nombre de bénéficiaires potentiels, et si l'altruisme est sensible à la proximité sociale du bénéficiaire et contributeur potentiel. Dans les normes sociales nous tentons de déterminer si l'effet de la norme sociale est lié au type de signalisation ou à des stratégies visant à atteindre un niveau souhaité de bien public. Dans la réciprocité, nous tentons de déterminer si la culpabilité motive la contribution ou si la proximité sociale motive la contribution.

Nous constatons que dans les trois familles de théories, les informations sur ce que les autres font -que nous appelons des informations sur la norme sociale -sont le facteur de motivation le plus puissant de la bonne contribution publique et nous apportons la preuve que cela est dû à une volonté de signaler qu'on est un (généreux) type plutôt que des stratégies sur le niveau global souhaité de bien public. En outre, nous montrons que les individus sont plus motivés à contribuer par altruisme envers un bénéficiaire désigné plutôt qu'un bénéficiaire statistique, et nous apportons des preuves (un peu plus faible) que le nombre de bénéficiaires potentiels est important.

Chapitre 2: Contribuer aux services publics

Le chapitre 1 établit que le comportement prosocial est malléable dans un sens instantané: les personnes réagissent différemment aux différents cadrages des demandes de contributions au bien public. Une autre question importante pour la pertinence de la politique est la mesure dans laquelle un tel comportement peut être encouragé à plus grande échelle : les communautés peuvent-elles être aidées pour surmonter les problèmes d'action collective et pour contribuer au financement et à la gestion des services publics locaux ? Cette question est très pertinente dans les pays pauvres, où les stratégies de développement s'appuient fréquemment sur les contributions de la communauté -soit sous forme de contributions financières ou de temps consacré à la gestion et la supervision -pour les services publics. Dans le langage de la politique de développement, ce type de contribution est souvent appelé participation. La participation est considérée comme très importante, car il s'agit d'un mécanisme par lequel les communautés deviennent autonomes et prennent possession de leurs propres problèmes et de leurs institutions.

Comme indiqué précédemment, cette stratégie d'inclure des personnes dans la production de services publics suppose que les personnes des communautés pauvres soient en mesure de surmonter les problèmes d'action collective, soit parce que l'action collective Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013 Résumé en Français est importante pour elles , ou peut-être parce que les pauvres sont jugés particulièrement prosocial. La littérature sur le succès de la prestation de service public participatif est mixte, mais en général, des évaluations rigoureuses, des approches participatives n'ont pas réussi à donner la preuve que la participation des bénéficiaires améliore systématiquement la prestation de services, et cette preuve mixte suggère un besoin de mieux comprendre pourquoi la participation est efficace dans certains cas et pas dans d'autres.

Chapitre 2, Les ressources scolaires, les réactions comportementales et la qualité de l'école: Données expérimentales à court terme du Niger, avec Elise Huillery répond directement à cette question. Ce projet a été ciblé aux comités de gestion des écoles primaires au Niger. Ces groupes des membres de la communauté ont été formés à la gestion de l'école, mais étaient, pour la plupart inactifs. La moitié des comités (déjà formés) ont été sélectionnés au hasard pour recevoir des aides financières, qui ont été conçues comme un catalyseur pour augmenter la participation des parents dans le suivi et la gestion des écoles. Le gouvernement avait pour objectif que ces subventions soient gérées et dépensées par le comité d'école, plutôt que par les enseignants (les enquêtes de suivi indiquent c'était en grande partie le cas). Nous avons testé l'impact des subventions sur les différents types de participation des parents, ainsi que sur les inscriptions, et examiné si l'impact des subventions varie avec les caractéristiques de la communauté. Cette addition d'argent, sur laquelle ils avaient le contrôle, a-t-elle donné aux parents plus de raisons de participer à la gestion de l'école?

Nous constatons que les communautés ont, en moyenne, augmenté leur participation (en termes de contributions de temps et d'argent) en réponse à la subvention. Cependant, nous montrons que cette réponse était hétérogène tant en termes de types de contributions et qu'en fonction des caractéristiques de la communauté. Les contributions qui n'ont pas mis les parents en conflit avec l'enseignant (comme des contributions financières directes) étaient plus sensibles aux augmentations de contributions que les contributions qui demandent aux parents de jouer un rôle plus actif ou la confrontation, et en particulier le suivi de présence des enseignants. En outre, nous constatons que les écoles qui ont des membres de la commission avec des niveaux d'éducation plus élevés ont fait augmenter leurs contributions de ces activités plus difficiles en réponse à la subvention. Pour interpréter ce phénomène, nous proposons une modèle où les décisions des parents sur leur niveau de reposent en partie sur le degré efficacité anticipé de leur participation. Un parent qui a peu d'autorité réelle sera peu efficace pour affronter les enseignants sur l'absentéisme parce qu'il ou elle sait (ou croit) que cette forme de participation ne serait pas très efficace. L'implication de ce modèle est que les programmes Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013 Résumé en Français qui ont l'intention de s'appuyer sur le comportement prosocial pour améliorer les services publics doivent tenir compte le fait qu'une augmentation des contributions de la communauté dépende du type de comportement requis et les capacités des personnes sollicitées.

Chapitre 3: L'impact du comportement prosocial au niveau individuel La relation positive entre la croissance économique et le comportement prosocial au niveau du pays est assez bien établie, avec des preuves empiriques solides, fondées en théorie, sur la confiance, qui est un ingrédient important pour la croissance économique. Cependant, il existe peu de données sur l'impact des augmentations de confiance et de coopération au niveau individuel. Par exemple, peut-être un individu seul ne peut pas bénéficier d'un augmentation de son niveau de confiance à moins que d'autres l'accompagnent En raison de données limitées dans la plupart des études empiriques, il est difficile de mesurer simultanément et séparer les différentes formes de comportement prosocial -en particulier les liens sociaux forts orientés vers la famille et les amis, et la confiance généralisée dirigée vers le cercle de ceux de l'extérieur des intimes.

Chapitre 3. L'impact à long terme du développement des aptitudes sociales à l'entrée de l'école, avec Yann Algan, Frank Vitaro et Richard Tremblay, fournit des preuves sur ces deux questions. Nous utilisons les données d'un essai randomisé d'un programme de formation comportementale de l'enfance à Montréal pour estimer l'impact de l'amélioration du comportement prosocial et du contrôle de soi sur des résultats d'adultes. En 1984 les enseignants de la maternelle au centre-ville de Montréal évaluent le comportement de leurs élèves masculins. Les sujets ont été divisés en groupes normatifs et perturbateurs, le groupe perturbateur composé des sujets qui étaient parmi les plus perturbateurs, soit 25% de tous les élèves. Ce groupe perturbateur a été divisé au hasard en un groupe traitement et un groupe témoin. Le groupe de traitement a reçu, sur deux ans, un programme de formation sur les habiletés sociales et la maîtrise de soi. Dans le programme enseigné les sujets en utilisent des jeux de rôles et des discussions de groupe basées sur une stratégie de principe : lorsque le sujet est confronté à une situation difficile il doit s'arrêter, identifier ce qui se passe (y compris ce que les autres pourraient penser), envisager des actions possibles, choisir une bonne solution, et se féliciter pour la bonne solution. Cette stratégie a été appliquée à de nombreuses situations comme lorsque vous n'avez pas compris l'enseignant, quand quelqu'un tombe sur vous, lorsque vous éprouvez des difficultés à attendre votre tour, quand quelqu'un vous dit «non» ou que vous voulez dire « non », ou encore quand vous souhaitez rejoindre un groupe d'enfants qui jouent. Les sujets ont été suivis pendant plus de vingt ans, et nous utilisons un ensemble des données riche sur les comportements, l'éducation et des données administratives pour estimer les impacts sur la réalisation d'études secondaires, les casiers judiciaires, et un index des résultats économiques.

Nous montrons que ce programme a augmenté les taux d'obtention de diplôme d'études secondaires et une diminution de la criminalité, et nous apportons la preuve qu'il a amélioré les résultats économiques, même si les éléments de preuve au niveau des résultats économiques sont plus faibles en raison de problèmes d'attrition. Nous utilisons l'ensemble des indicateurs psychologiques et comportementaux recueilli à la fois chez des sujets et chez des enseignants, pour construire de multiples canaux de comportements au cours de deux périodes de l'adolescence. En raison de la richesse de cet ensemble de données, nous sommes en mesure de faire la distinction entre la confiance généralisée, les liens sociaux forts (pour la famille et les amis) et l'altruisme. Nous montrons qu'une grande partie de l'impact s'explique par des améliorations dans trois mesures comportementales spécifiques (augmentation de la confiance généralisée, réduction des comportements délinquants et atténuation de l'inattention) ainsi que les résultats scolaires améliorés. Nous apportons la preuve que ces résultats scolaires améliorés ont été apportés en partie par des résultats comportementaux améliorées, ce qui suggère que les changements de comportement ont déclenché une chaîne d'événements, y compris de meilleures notes et une plus faible probabilité de répétition. Cette succession d'événement abouti à une plus forte probabilité de terminer l'enseignement secondaire et dans l'ensemble de meilleurs résultats pour la vie. Une telle preuve est importante pour le débat d'orientation sur les investissements dans l'éducation et les interventions ciblées sur les enfants à risque. En outre, il permet de combler une lacune dans la littérature en montrant que la confiance généralisée a un impact sur les résultats importants au niveau individuel.

Les essais contenus dans cette thèse utilisent des preuves empiriques pour répondre à deux questions qui sont d'une importance capitale compte tenu de notre compréhension croissante de la relation de préférences sociales et de la croissance économique et le bien-être au niveau des pays : les bases du comportement prosocial et l'impact des politiques visent à l'augmenter. Les niveaux de comportement prosocial ont souvent été pris comme une donnée fixée, or ces essais fournissent la preuve qu'ils sont susceptibles de changer à partir des interventions politiques. Étant donné qu'il y a peu d'interventions The motivation behind voluntary contributions to public goods has been a subject of inquiry for many different disciplines: psychology, theology, philosophy, anthropology, political science, neurobiology, and economics. For economists, the phenomenon is of particular interest, since our models are grounded in the foundation of rational agents selfishly maximizing their personal utility and therefore, in the absence of modification, can have trouble explaining "selfless behaviors" such as public good contributions or charitable donations. This paper presents data from a large real-world experiment that manipulates the framing of messages requesting customers to rate goods purchased on an e-commerce website in order to simultaneously test different theories about the motivators behind public good contribution.

In recent years psychologists and behavioral economists have offered several hypotheses behind the motivation for public good contribution. We focus on three broad families of hypotheses: altruism, social norms, and reciprocity. Altruism encompasses the direct benefit (in the sense of utility or pleasure) that an agent enjoys from taking an action that benefits others. Social norms operate by giving a signal to the agent or to others about what type of person the agent is, which in turn benefits him, either because he derives utility from knowing he is a certain type, or because of reputational benefits.

Chapter 1 Introduction Finally, reciprocity is when the agent thinks of himself as involved in a series of repeated interactions with others, and anticipates that others will make contributions in the future, conditional on his (the agent's) present contribution.

The economics literature has proposed different utility functions to formalize these intuitions, and different experiments to test them. Experiments generally take the form of a prompt or request for a contribution or action that is framed in such a way as to emphasize one aspect of the motivation for contribution, and test different emphases against each other. However, with a handful of exceptions, experiments are carried out in the laboratory, which raises two concerns. First, several authors have suggested that behavioral biases, while present in the lab, could disappear in the context of actual market interactions in real life (see for instance [START_REF] Levitt | What do laboratory experiments measuring social preferences reveal about the real world?[END_REF]. Second, lab experiments tend to have limited sample size, which restricts the number of hypotheses that can be tested at any given time. This limitation means that it is difficult to make more than one or two comparisons at a time.

This paper is the first to use a very large sample size to test and compare several different theories of public good motivation simultaneously. We use different framing strategies to test how effective messages based on the three families of theories are at eliciting contributions of product opinions in a e-commerce context. We test the three families of theories against each other: 1) Altruism (i.e., your contribution will help people), 2) Social norms (i.e., other people contribute at a particular rate) and 3) Reciprocity (i.e., if you contribute an opinion, others will do it too, and this will help you in the future). In addition, within each family, we test questions that have emerged in the literature about the mechanisms behind the motivations: Does altruism rely on an emotional reaction, or is it the result of a thoughtful process of estimating benefit vs. cost? Do cues about group membership matter for contributions? Do people see their contributions as substitutes for the contributions of others? Do feelings of guilt enhance the motivation of reciprocity?

Our paper is based on the literature on public good contribution, discussed in detail below. Many papers have tested theories from the literature in the laboratory or in the contexts of framing requests for charitable contributions (fundraising), but few have access to such a large and relatively representative sample. The closest study to our work of the one done by Chen et al. ( 2010) where they test the impact of information on social norms on the contribution rate for movie ratings, which would benefit both the contributor and the community. Our work differs from this study in several ways. First, the nature of the contribution is different: participants in our study do not enjoy Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013
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Background and Hypotheses any benefit from their contribution (they already own the product). Second, we have a much larger sample size (over 100,000 vs around 400). Third, we test multiple theories simultaneously.

We use data from a leading European e-commerce website to examine the impact of message framing on post-purchase opinion contribution. The decision to give a postpurchase opinion is a decision to contribute to a public good because these opinions are given at a slight cost (time) to the client, and their benefits are non-excludable. The e-commerce company randomized several different messages with different framing strategies to over 100,000 customers.

We find that social norm messages outperform altruism and reciprocity messages, and, that setting a high social norm outperforms a low social norm, which we argue indicates that the impact of social norms flows through an informational payoff (i.e., the act of contributing acts a signal about the agent's type) rather than a preference for a particular level of public good.

We also find that including a fictional person, even with very few details, in the altruism message is more effective than including a number, which we argue is evidence that the altruistic impulse is generated most strongly by an emotional or instinctive reflex. However, we also find an altruism message referencing a high number of beneficiaries is more effective than an altruism message referencing a low number of beneficiaries, which suggest that agents are calculating the total amount of benefit from their action, indicating that altruism is not purely an "instinctive" impulse. This last result is different from some findings in the literature, and likely reflects that contributions in this case are a non-exclusive good.

Finally, we find no effect of group membership or guilt cues, but this may be due to the strength of the cues, or to the weakness of the reciprocity motivation (size of the group and likelihood of repeated interactions) in the context of e-commerce.

Background and Hypotheses

The standard paradigm in economics is a self-interested maximizing agent who rationally weighs anticipated costs and benefits from some possible action, and takes the action if the benefits outweigh the costs. This paradigm does not easily account for public good contributions, as a rational and selfish agent will always "free ride" on the contributions of others [START_REF] Samuelson | The pure theory of public expenditure[END_REF][START_REF] Olson | The Logic of Collective Action: Public Goods and the Theory of Groups[END_REF]. Nonetheless, people do contribute to public goods, give to people they do not know, and act selflessly rather than selfishly. Such Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013
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Background and Hypotheses generosity to others implies that the standard, simplified model is incomplete. In order to complete the model, several scholars have considered different adaptations that can help us understand the economic rational behind contribution to public goods.

The principal adaptation is simple: as Smith suggests, the agent is deriving some utility from the act of giving. What, then, is the specific mechanism that generates this utility? While scholars have suggested a wide variety of frameworks explain how generous and public-spirited behavior benefits the agent (see Andreoni, 2006 for a survey on the vast literature on philanthropy), we focus on three main families of mechanisms: altruism, social norms, and reciprocity.

Altruism: Altruism is amenable to many interpretations and definitions. We wish to restrict it here to the idea that carrying out an act that is likely to benefit others can increase an agent's utility directly because the other person's utility is embedded in the utility function of the agent. Social Norms: People contribute to public goods because they know that others do so. There is substantial laboratory and field evidence that people are deeply influenced by reported social norms (DellaVigna, 2009, Congdon, Kling and[START_REF] Kling | Policy and choice: public finance through the lens of behavioral economics[END_REF] provide surveys of this literature).

Reciprocity: People may provide public goods because they anticipate reciprocation from others, that is, people are motivated to contribute by an "enlightened" self-interest. Economic agents have a long-term perspective, where they know that they are embedded in a network where public good contribution is likely to be reciprocated over time [START_REF] Sugden | Reciprocity: the supply of public goods through voluntary contributions[END_REF], Ostrom, 2000[START_REF] Falk | Gift exchange in the field[END_REF], and where the level of reciprocation can itself be modified by their own contributions. This project uses different message frames to test seven hypotheses related to this literature. We estimate the relative efficiency of these three families of motivations, and also investigate the mechanisms by which these three motivations operate. In the section that follows, we present the potential mechanisms for each motivation and state the hypothesis they imply. Our first goal is to test whether the effectiveness of messages that request public good contribution differs depending on whether the framing is based on one of the three mechanisms proposed above:

Hypothesis 1: Social norms, altruism, and reciprocity messages are not equally effective.
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Background and Hypotheses

Social Norms

We consider two possible pathways for social norms to influence the decision to act to benefit others. One possibility is that agents receive a "reputational payoff", that is, their utility increases when they can signal their generosity by adopting pro-social behaviors [START_REF] Benabou | Incentives and Prosocial Behavior[END_REF]. This payoff can be due to how others perceive us (even in a one-off interaction) or due to how we perceive ourselves.2 Social norms will influence behavior by informing the agent about the degree to which their action effectively signals their generosity. In particular, social norms provide the agent with information on the distribution of types in the population, against which she may compare herself. Note that agents may not necessarily seek to be the most generous but in fact prefer to be close to the average, neither contributing too little (being a jerk) nor contributing too much (being a sucker) (Chen et al, 2011). The agent may gain utility from signaling her generous type to herself as well as to others, so this mechanism may operate even when the agent's action is not observed by others.

A second possible pathway is that the agent cares not about her type, but about the overall level of the public good, and will make strategic choices to ensure her preferred level of public good provision. In this case, the social norm provides information about the overall existing level of the good. Combined with knowledge about whether the contributions of others are substitutes or complements to her own, the social norm allows the agent to determine her optimal level of contribution. If contributions are substitutes for example, informing the agent that the contribution rate is high will cause the agent to infer that her contribution is no longer necessary. If contributions are complements, however, then information about a high contribution rate will increase contributions [START_REF] Shang | A field experiment in charitable contribution: The impact of social information on the voluntary provision of public goods[END_REF]. In the context of product comments in ecommerce, contributions are likely to be substitutes rather than complements. If there are no comments on a product, the first comment is likely to be particularly useful. If 100 people have already commented on a product, then the additional benefit to the public good of another comment is quite small. 3 Thus if people in this context make Chapter 1

Background and Hypotheses higher contributions when the social norm is high, it is evidence that the payoff due to information about one's type is more important than the preference for the overall level of the public good. We test this by examining whether a high or low social norm yields more comments:

Hypothesis 2: High and low social norms are not equally effective.4 

Altruism

As stated above, altruism occurs when an agent enjoys an increase in utility when she takes actions intended to benefit others. This might happen in (at least) two ways. First, the agent might rationally consider the amount of good that her action is likely to produce, and compare it to the cost of acting. Second, the agent might respond to a purely emotional impulse unrelated to the actual efficacy of her action. Under the framework developed by [START_REF] Kahneman | Maps of bounded rationality: Psychology for behavioral economics[END_REF], the question is whether altruism is determined by System 2 or triggered by System 1 (note that there may be elements of both, but one may dominate). Using a lab experiment, [START_REF] Small | Sympathy and callousness: The impact of deliberative thought on donations to identifiable and statistical victims[END_REF] find that subjects are much more likely to donate to charity when they are confronted with the image of a single needy child than when given factual information about the famine which included a much larger number, which is suggestive of altruism being (primarily) driven by System 1. To disentangle these two explanations, we compare the impact of an emphasis on the number of potential beneficiaries versus a single hypothetical person with a name: Hypothesis 3: Altruism messages that include a number of anonymous beneficiaries or a specific person reference are not equally effective.

Whether or not the agent is responding to an emotional impulse or a calculation of cost and benefit, the altruism motivation that the agent enjoys is due to a direct increase in his utility from an action that benefits others. This increase in utility can have two different foundations. First, it can happen because the utility of others enters directly into the agent's utility function (see, for instance [START_REF] Arrow | Gifts and Exchanges[END_REF][START_REF] Rabin | Incorporating fairness into game theory and economics[END_REF]. In this case, the agent will decide to undertake an action that benefits others if the benefit they get from knowing that they help someone else is greater than the cost of the action -so the greater the benefit to others, the more likely an agent is to take an action at a given cost. Alternatively, the agent might get a "warm glow" from the very act of giving, independent of the actual utility that the receiver derives from the gift (Andreoni, Chapter 1 Background and Hypotheses 1989). If this is the case, the amount of actual utility derived by others is irrelevant to the agent, and so the likelihood of carrying out the action does not increase with the utility to others.5 Empirically, the results are mixed. In one lab experiment, [START_REF] Small | Sympathy and callousness: The impact of deliberative thought on donations to identifiable and statistical victims[END_REF] even find a reverse relationship, and they attribute this to the fact that, faced with great need, the contributions of an agent appear like "a drop of water in the ocean." However, Small, Loewenstein and Slovic study is not about a public good in the sense that it is not non-excludable: the good in question is financial donations for famine relief (relief rations may be consumed by only one person). In the case of our experiment, a contribution could benefit an infinite number of people equally. We test whether the altruism motivation is a level effect based on the "warm glow", or whether it is increasing the total amount of utility expected to be experienced by others.

Hypothesis 4: Altruism messages that include a high number and altruism messages that include a low number are not equally effective.

Our final test on the altruism motivation concerns the type of person presented as a potential beneficiary, by varying the sex of the hypothetical person presented. There may be an absolute effect of presenting a woman: several papers have found that people respond more when the solicitation uses the picture of a woman or when it is made by a woman [START_REF] Landry | Toward an understanding of the economics of charity: Evidence from a field experiment[END_REF][START_REF] Bertrand | What's advertising content worth? Evidence from a consumer credit marketing field experiment[END_REF]. The image of a woman may be more effective at eliciting altruistic behavior if people feel attracted to and/or protective of women. However, there may be another effect of making sex salient. To the degree that people feel more social proximity towards people of the same sex, they may be more likely to contribute if they have in mind a potential beneficiary that is the same sex as they are. 6 We therefore test whether the response to the altruism mechanism depends on the sex of the hypothetical beneficiary.

Hypothesis 5: Altruism messages with a female person reference and a male person reference are not equally effective overall and for men and women separately.

Reciprocity

Finally, we investigate the assumptions behind the reciprocity mechanism. As discussed above, free-riding can be mitigated if the agent has a long-term perspective, where she Chapter 1

Experiment and Data knows that she is embedded in a network where public good contribution is likely to be reciprocated over time, and where the level of reciprocation can itself be modified by her own contribution. However, as agents are still selfish, free riding will occur if the community cannot monitor the actions of each agent (Bandiera, Barankay, and Rasul, 2005). Social mechanisms for instilling feelings of guilt could reduce free-riding by imposing a psychological cost on the free-rider [START_REF] Sugden | Reciprocity: the supply of public goods through voluntary contributions[END_REF]. We test whether the reciprocity motivation is stronger when there is a reminder of the guilt that one might feel from free riding.

Hypothesis 6: Reciprocity message with a guilt component and reciprocity messages without a guilt component are not equally effective.

Another way to increase personal contribution (and reduce free-riding) should be to increase the benefit from contributing (in the form of increased reciprocal contributions). Either increasing the influence that the agent's contribution has on other agents, or increasing the benefit of potential future contributions to the agent would increase the agent's anticipated benefit from future contributions, and thus reduce the temptation to free ride. Such circumstances might arise when the contributor perceives a close proximity of interests with the other agents. We influence this perception by emphasizing that customers of the same types of products will benefit from, and thus reciprocate for, product comments. This implies that the potential contributor is more likely to use the public good produced by the reciprocal relationship in the future. We test whether proximity increases the effectiveness of the reciprocity mechanism.

Hypothesis 7: Reciprocity messages with a product group reference and reciprocity messages without a product group reference are not equally effective.

Experiment and Data

A large European e-commerce company ("Company") experimented with different messages designed to encourage the contribution of customer opinions on products. For an idea of the size of the company, the Company receives more than 25,000 orders per day, and the website has over 700,000 unique visitors per day. The Company sells a broad range of products, including large and small household goods (refrigerators, microwaves, linens, lamps), electronics (televisions, computers, cameras), clothing, automotive accessories, luggage, jewelry, and some food items.

Company procedure was to send a post-purchase email to all customers one week after Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Chapter 1

Results confirmation of delivery. This email asked customers to give feedback on the product they have received, and provides a link that can be used to access the commenting page.

During the test period, customers were randomly assigned to one of 11 groups (see Table 1). Each group received a different email requesting their feedback (see Appendix for example and translation of email). The J-PAL Europe Ethics Committee approved the experimental protocol. One month after the email was sent, the Company collected data on whether or not an opinion had been submitted. The outcome measured is a dummy variable equal to one if any opinion was submitted for any product in the purchase basket (many purchases included more than one product).

We tested balance against all observable characteristics available (see Tables 2 and3). Out of 253 tests, 8% showed differences significant at the 10% level or higher: this is in line with what might be expected when so many coefficients are tested. We are not concerned with the integrity of the randomization process, and imbalances can and do arise in random sampling, but we are concerned that these imbalances might bias the treatment coefficients. As a robustness check we control for all variables, including those without imbalances (Tables 111213141516).

Empirical Specification

Our focus of comparison is between different combinations of the 11 treatment groups. There is no "control group" per se, because there is no way to measure the spontaneous contribution rate (the Company routinely sends out post-purchase emails requesting opinions to all clients) and a version of the email with no message would contain substantially less text than the version of the email with the message, making it difficult to measure framing effects separate from text block effects. The unit of observation is the customer, and we exclude customers who placed more than one order (and thus were assigned to more than one treatment group) during the test period (about 10% of the sample). Our principal results are based from t-tests, for simplicity. Alternative specifications (OLS, logit, with and without controls for individual characteristics and product types) yield essentially the same results (Tables 111213141516). We also tested interaction of treatment group with sex, age, previous opinion contribution, and whether the customer was a new client (these results are not shown as there were no significant and consistent results). Average contribution rate per group is shown in Figure 1.
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Results

Comparison of Social Norms, Altruism, and Reciprocity

Messages

Hypothesis 1: Social norms (messages 1 and 2), altruism (messages 3-7), and reciprocity (messages 8-11) messages are not equally effective Figure 2 shows the result for the comparison between the three main potential drivers of public good contributions. We find that social norms are a more potent motivator for public good contribution than either altruism or anticipated reciprocity. Indeed, the social norms message (yielding a comment rate of 3.0%) is more effective than either the altruism or reciprocity message (both 2.7%), and the difference (about 0.33 percentage points, or 11%) is statistically significant in each case at the 5% level. We find no difference however between the altruism and reciprocity message.

Social Norms

Hypothesis 2: High (message 1) and low (message 2) social norms are not equally effective.

Hypothesis 2 raises the question of whether a social norm is a motivator because agents seek a payoff due to information about their type (a signal to themselves) or because they have a preference for the level of provision of a public good. To test this, we compare the contribution of customers who receive a message suggesting a high level of contribution with customers who receive a message indicating a low level of contribution. (Recall that in this context we assume that contributions are substitutes rather than complements). Figure 3 shows the contribution rates for different levels of social norms. We find that the high social norm yields a higher comment rate than the low social norm (3.3% vs. 2.8%), and that this difference (0.5 percentage points, around 18%) is significant at the 5% level. This result implies that in this context, since comments are substitutes rather than complements, the social norm motivation is effective because of the informational payoff (a signal about type) rather than because of strategic choices made to achieve an optimal level of public good provision.

Chapter 1 Results

Altruism

Section 5.1 showed that altruism is in itself less effective than social norms, but, as stated above, we cannot test whether altruism itself is ineffective, and we remain interested in the different reasons why altruism might be effective. In particular, we seek to assess whether and how agents evaluate the benefit of their contribution.

Hypothesis 3: Altruism messages that include a number of anonymous beneficiaries (message 5) or a specific person reference (messages 6-7), are not equally effective.

Hypothesis 3 addresses whether the agents contribute because of a thoughtful reflection about the benefits to others or because of an emotional impulse. Figure 4 shows the rates of contribution when the message includes a reference to a person and when it includes a reference to a number ("thousands"). We find that the person reference is more effective than a number reference (2.9% vs 2.5%), though this difference (0.4 percentage points, or 16%) is significant only at the 10% level. This result is in line with much of the literature finding that representations of individuals are more effective at eliciting contributions than information about the large numbers of individuals in need (or, appeals to System 1 are more effective than appeals to System 2). While this finding indicates that the person reference is more important than the number reference, it does not imply that a number reference has no impact.

Hypothesis 4: Altruism messages that include a high number (message 4) and altruism messages that include a low number (message 3) are not equally effective.

Hypothesis 4 addressed whether the size of the number of hypothetical beneficiaries mattered for eliciting altruism. Figure 5 shows the contribution levels for a message with a high number of potential beneficiaries and a message with a low number of potential beneficiaries. Altruism messages with a high number of beneficiaries are more effective than messages with a low number (2.8% vs 2.4%) though this difference (0.4 percentage points, or 17%) is only marginally significant (p=0.11), perhaps due to a small sample size. While weak, this result supports the idea that agents are influenced by the amount of potential good their action can accomplish, and that they are engaged in some kind of calculation of the net benefit, rather than exclusively because of a "warm glow" due to their very act, independent of the actual utility others could derive from their action.
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Conclusion

Our result differs from findings that a higher number of potential beneficiaries reduces the willingness to contribute. This difference may be due to the fact that other experiments have dealt with goods that are ultimately excludable (such as aid for famine victims) whereas this good (the opinion) is non-excludable, and so the total benefit to others increases linearly with the number of beneficiaries.

Hypothesis 5: Altruism messages with a female person (message 6) reference and a male person (message 7) reference are not equally effective overall and for men and women separately.

Finally, hypothesis 5 addressed whether the contribution rate varies with the sex of the potential beneficiary. Contrary to previous papers which find that including a woman increases the take-up or that a stronger degree of social proximity matters, we find no difference in the effectiveness of the message with the man and the woman for men, women, or overall.

Reciprocity

Hypothesis 6: Reciprocity message with a guilt component (messages 10 and 11) and reciprocity messages without a guilt component (messages 8 and 9) are not equally effective.

Hypothesis 7: Reciprocity messages with a product group reference (messages 8 and 10) and reciprocity messages without a product group reference (messages 9 and 11) are not equally effective.

Hypotheses 6 and 7 set out to understand the mechanisms underlying the reciprocity motivation: whether guilt is an important guard against free riding and whether proximity is important. There is no difference in the effectiveness of the reciprocity messages depending on whether a product reference is included (to suggest social proximity, Hypothesis 6) or whether there is a guilt cue (Hypothesis 7). Note that this result may be due to the overall ineffectiveness of the reciprocity message in this context (the community may simply be too large and too anonymous to leverage the reciprocity motivation), or to the weakness of the social proximity cue and the guilt cue.

Chapter 1

Conclusion

Conclusion

The primary contribution of our paper is to the literature on social norms and public good contribution. This paper examines three families of theories about the mechanism through which contributions to public goods increase the utility of an agent in the context of contributing product opinions in e-commerce: altruism, social norms, and reciprocity. We find evidence that multiple mechanisms are active in the decision to contribute to a public good. We find that, in this context, the strongest mechanism is information about the social norm, and we find that the impact of the social norm is due to informational payoffs (signals about types) rather than strategic actions based on a desired level of the public good. We also find evidence that altruism operates through both Systems 1 and 2, though we find some weak evidence messages framed to appeal to System 1 are more effective. Finally, the response (and, by implication, the utility to the agent from the action) increases with the number of beneficiaries, implying that the at least some part of the utility from the action comes not just from the "warm glow" of carrying out an altruistic action, but is dependent on the actual benefit to a third party (though the results are only marginally significant). Reciprocity is the least effective mechanism, and we find no difference in different reciprocity mechanisms, potentially because of the very diffuse and large (and perhaps one-shot) nature of the e-commerce setting, or perhaps due to low salience of the reciprocity message framing.

Chapter 2 Introduction perspective of resource constraints, both financial and in terms of human resources.

The input-based approach -building classrooms, providing textbooks, and so onhas had disappointingly small impacts on learning. [START_REF] Hanushek | The Failure of Input-based Schooling Policies[END_REF] details the lack of a clear relationship between resources and school outcomes internationally and at the US level, using data from international math and science tests. In randomized evaluations, [START_REF] Glewwe | Many children left behind? Textbooks and test scores in Kenya[END_REF] find no impact from a program to increase textbooks; [START_REF] Glewwe | Retrospective vs. prospective analyses of school inputs: the case of flip charts in Kenya[END_REF] find no impact from flip charts; and [START_REF] Duflo | School Governance, Teacher Incentives, and Pupil-Teacher Ratios: Experimental Evidence from Kenyan Primary Schools[END_REF] find no effect of decreasing the teacherpupil ratio (absent other reforms) in Kenya. It may be that the reason that additional resources have weak effect is that there are indirect effects through changes in teacher or parent behavior. An infusion of resources or a change in effort from one actor can lead to a change in the level of investment of the other actors. For instance, parents in Romania decreased time spent on homework when their child gained admittance to a better school (Pop-Eleches and Urquiola, 2012). In Zambia, households decreased spending for education when they anticipated an increase in school funding [START_REF] Das | School inputs, household substitution, and test scores[END_REF]. In Kenya, civil-servant teachers decreased presence at school when school committee hired an extra-teacher [START_REF] Duflo | School Governance, Teacher Incentives, and Pupil-Teacher Ratios: Experimental Evidence from Kenyan Primary Schools[END_REF]. This evidence suggests that more insight into behavioral responses is necessary to evaluate educational policies, and estimates of the impact of governmental resources on educational outcomes that do not take into account agents' re-optimization may be biased.

The perception that community participation can produce better results is common among many who work in public service in developing countries. The 2004 World Development Report was devoted to the idea of "putting the poor at the center of service provision" with the strong belief that "giving parents voice over their children's education, patients a say over hospital management, making agency budgets transparent-all contribute to improving outcomes in human development". Community-based management policies have been widely adopted throughout the world over the past decade3 . In countries including Kenya, Madagascar, Mali, Uganda, and Burkina Faso, governments and NGOs have organized citizens into multitudes of local committees for schools, clinics, and local infrastructure, and giving these committees varying levels of power over resource allocation, monitoring, and management.

Involving parents in the management of schools and giving them the responsibility Introduction over school resources is based on three main ideas. First, the information problems that contribute to government failures at the central level are likely to be less acute at the community level. Second, communities have a stronger incentive to demand high quality service than the central government, since they benefit directly from that service, whereas the central government benefits only indirectly. Third, parents might be less likely to substitute school resources for their own effort when they are involved in school management. Involving parents in school might thus be a way to both improve the use of school resources, and limit adverse behavioral responses. However, the extent to which participation programs can meet these expectations depends in no small part on the willingness, ability and authority of parents: it may be costly and time-consuming to gather local information, and may be very difficult in practice to put pressure on teachers to improve service quality. The extent to which beneficiaries will be able to surmount these difficulties is likely to depend on the characteristics of the community and in particular the dynamics of the relationship between the people who are beneficiaries and the person who is performing the service. Despite the enthusiasm of policymakers for participation programs, the empirical question of whether, and under what conditions, community participation can improve service quality remains unresolved. The existing results are mixed and suggest that the success of participatory programs is highly context dependent. Di Gropello ( 2006) overviews four school-based management programs in Latin America and concludes that schoolbased management models have led generally to greater community empowerment and teacher effort, resulting in a better use of the existing limited capacity of teachers and schools, somewhat better student progression and learning outcomes at least as high as in traditional schools, though the application of the analysis is limited due to possible selection bias. In India, [START_REF] Banerjee | Pitfalls of Participatory Programs: Evidence from a Randomized Evaluation in Education in India[END_REF] report that providing information to parents about the role and the activities of school committee and training the community to record educational performances in the community had no impact on the activity of school committees, and therefore no impact on education outcomes. In Madagascar, [START_REF] Lassibille | Managing for results in primary education in Madagascar: Evaluating the impact of selected workflow interventions[END_REF] find that streamlining management practices combined with facilitating community/school interactions had positive impacts on attendance and learning. In addition to the uncertain effect of involving beneficiaries in monitoring schools, there is no evidence (to the best of our knowledge) on how the participation of parents in school resource management affects behavioral responses to an increase in school resources: do parents keep lowering their effort, or does the responsibility over the resources change their behavior? How do teachers react to reforms that give parents more power?
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This paper makes two contributions. First, it provides evidence on the short-term parent and teacher behavioral responses to an increase in school resources under parental control, and some aspects of school quality, using a randomized controlled trial in Niger. In addition to the average treatment effect, we explore the role of power imbalances in amplifying or reducing parent and teacher responses. Second, it provides a theoretical framework that formalizes parent and teacher behavior in school in order to clarify how a change in school resources (either under teacher or under parent control) affects school quality directly and indirectly (through behavioral responses), explaining both our results and the existing results in the literature. This framework also provides some structure for the idea that power relationships between teachers and communities change behavioral responses and the resulting efficacy of education policy.

In 2007-2008, the Nigerien Ministry of Education of Niger increased the resources under the control of the school committees with the aim to increase the quality of education. All school committees in this experiment had been trained on how to manage schools, and the grant was planned to increase the capacity of the school committee to undertake actions by increasing the school committee's resources. We use detailed information on parent contributions to school and participation in school management, teacher presence in school, school quality and enrollment to evaluate the impact of the grant. An important limitation of the study is that it provides only short-term evidence on behavioral responses: the first grant arrived late 2007 and was meant to continue over years, but a political coup occurred in 2009 and the evaluation ceased . A survey took place in April-May 2008 and administrative data was collected for 2008-2009 school year. This paper thus documents the short-term dynamics of an anticipated long-term program

We find an overall positive impact of the grant program on parents' contributions and participation in all schools: communities with the grant engaged in more nonassertive participation actions (such as contributing money) and also more assertive actions (such as going to meetings and managing school supplies). We find that in situations where the community has more authority, they make more contributions. In addition, we find that it is only in schools where the community has relatively high authority that school committees took charge of monitoring teacher attendance or sanctioning teachers for absenteeism in response to the grant. Communities with low authority did not do this at all.

We also observe a small significant decrease in teacher effort in response to the grant, which we attribute to the fact that some teachers have a preference for a centralized Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013
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Experimental Set-Up government and might be reluctant to collaborate with parents. At the same time, we find that the infrastructure quality (measured by an index) improved in treatment schools. Finally, we observe an increase in the demand for education for young pupils. We argue that this supports the idea that increasing parental participation in school management motivates enrollment, and we provide evidence that some part of the increased enrollment is due to the practice of participation, rather than to infrastructure improvements.

There are four key policy implications of our findings. First, the degree to which outside inputs are treated as complements, rather than substitutes, to a community's own contributions and efforts may depend on the degree to which the community has power over the inputs. Second, parent participation can reduce teacher effort, and some attention should be given to designing programs with this possible response in mind. Third, programs that encourage communities to take responsibility for monitoring service providers should take into account whether this is actually feasible given the power relationships between the community and the service providers. Finally, the practice of participation can itself be a mechanism to increase service uptake. Our paper is situated at the intersection of a two strains of literature: the behavioral response of parents and teachers to educational policies, and the impact of beneficiary participation on public service quality.

The remainder of the paper is as follows. Section 2 presents some background information on education in Niger, and describes the school grant experiment. Section 3 presents the data and our estimation strategy and Section 4 the empirical results. Section 5 presents a model of the dynamics of school resources, parent and teacher effort in producing education that explains the existing empirical evidence. Section 6 concludes.

2 Experimental Set-Up

Background on Education in Niger

Niger had made remarkable progress in education access in the decade prior to this evaluation: the number of children enrolled in primary school had more than doubled from 656,000 in 2000 to 1,554,102 in 2008, and net enrollment had risen from 27% to 49% in the same period. However, only 44% of children who begin primary school finished all grades, and only 43% of sixth graders who took the national exam at the end of primary Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013
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Experimental Set-Up school passed it. 4 Literacy rates are low, and education may be able to substantially improve livelihoods: the World Bank estimates that being able to read raises a Nigerien person's income by 150% (World Bank, 2010).

In 2006 the Ministry of Education in Niger introduced school committees in all primary public schools in order to improve quality. These school committees (called the COGES) were designed to implicate parents and community members in the school, improve accountability, improve management, and thus enhance access to and quality of education. 5 As discussed in the introduction, the establishment of local community groups for the purpose of improving public service provision via community participation is a strategy that many country governments and civil society organizations advocate. In many respects, the circumstances of Niger make a strong case for school-based management: low population density, vast distances and limited transportation and information and communications infrastructure makes supervision of primary schools by the central government (or its regional structures) very costly, and the transmission of timely, local information to the central authorities for planning purposes is challenging.

In the districts where this program was carried out, the COGES were trained in financial management, governance (elections) and project planning -though the training was carried out by multiple organizations and due to COGES turnover, not all members had been trained. In 2006, a significant number of the newly created and trained school committees were not very actively engaged in school matters, nor did they develop an school improvement plan for the school year. To spur school committee involvement and activity, the Ministry of Education introduced school grants in order to give the committees an incentive to meet, plan and undertake activities. The grants were expected to improve school management through increased parental participation and accountability, to improve school infrastructure and the quality of education, and to potentially increase enrollment rates. The pilot project was carried out as a randomized evaluation in order to provide reliable information on impact prior to national scale-up. 4 The situation has continued to improve in terms of access to education: in 2011, net enrollment in primary school was 62%, and primary completion rates had risen to 46%. 5 These school committees consist of 6 representatives, including the school director, who serves as secretary, and parent representatives. The parents are supposed to elect the representatives, who may also be the leaders of the Parent Association (APE), which includes all parents, and the Mother's Association (AME), which includes all mothers. In practice, the composition of the COGES varies by school. School committees are supposed to be responsible for the management of personnel resources (e.g. monitoring of teacher attendance and performance), financial resources (e.g. school meal funds) and material resources (e.g. purchase and management of textbooks, supplies etc.). One of the school committee's central tasks is the drafting of an annual school improvement plan that includes its projects, activities, budget, and timelines to guide its work for the school year. The school committee works parallel to the APE and AME.
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Experimental Design

The evaluation design included 1,000 randomly selected schools in two regions of Niger, Tahoua and Zinder. One-thousand schools were randomly selected out of the 2,609 total public primary schools in Zinder and Tahoua. Once these 1,000 schools were determined to be representative of all the public primary schools in Zinder and Tahoua, half of the 1,000 schools, i.e. 500 schools, were randomly assigned to receive the grants and became the treatment group. Both randomizations were stratified on inspection (a geographical administrative unit), existing support for the school committee (e.g. from NGOs), and urban versus rural location. The other 500 schools served as a control group. Data from the Administrative School Census in 2005-2006 (the school census is described below) was used to confirm balance between control and treatment schools along various observable characteristics (data from [2006][2007] was not yet available at the time of sampling in August 2007). Table 1 shows p-values for the test of equality of means across control and treatment, from which we cannot reject any equality of means.

The size of the grant was based on the size of the school (the number of classrooms), and the average was $209 per school, or $1.83 per student. On average, the control schools raised a little over $0.60 per year per student, and so the grant is relatively much larger. For an idea of scale, the amount of the grant was not, except in the very largest schools, sufficient to build an additional classroom. 6 About a month before the grant arrived, all 500 treatment schools (and school committees) received a general letter informing them of the grant program and its objectives, and the grant amount allocated to their school. It also included general guidelines on the use of the grants, but the specific activity to be supported by the grants was decided on by the school committee. 7 One copy of this letter was distributed to the school director and a second copy to the president of the school committee before the arrival of the grants. As to compliance and program execution, the grants arrived in 498 schools of the 500 program schools, 492 in the exact amount allocated to them and six in an 6 The school committees selected for treatment received the grants in the last months of 2007 and first months of 2008. The grant was a relatively modest amount that was determined by considerations of financial sustainability in view of a potential extension of the program by the government. Note that schools do not, in general, receive other financial transfers from the government. The government does provide material in kind, such as books and classrooms, and teacher salaries are paid by the government (though payment has been irregular in the past). Some schools receive support from other community organizations or NGOs, but in general the amount of cash income available to schools is very small and is obtained through parental contributions. 7 One randomly selected group of schools received a slightly more restrictive list of potential expenditures, and another group received a warning that their projects might be audited. Analysis of spending patterns did not show any difference between these groups.
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Data and Empirical Strategy different amount (see Appendix 3 for further details on compliance). The school committees used the grants in a variety of ways. Eighty-five schools were randomly selected for a detailed questionnaire on grand arrival and spending. The most common use was material inputs such as construction and office supplies, and other uses included investment projects, health and sanitation projects, and transportation. Overall, the largest share of spending of the grant was in construction. Construction activities included building classrooms, but communities also constructed lodging for teachers, latrines, school enclosures, and other buildings. Other projects including electrification or producing copies of exams were also undertaken. Fourteen percent of schools surveyed, used at least part of the grant to make loans either to parents, the director, or to the AME at some interest rate, or purchasing grain for re-sale. It is unclear whether the loans or small business projects have been profitable.

The program was originally intended to last three years (with three cycles of grant disbursement). Due to issues with the financial transfer mechanism at the central level and the political coup that happened in 2009, the evaluation was terminated after only one year.

Data and Empirical Strategy

Data

Sources

Data come from two sources: (i) administrative data on primary schools (the Ministry of Education's annual school census, also called administrative data) and (ii) an evaluation survey administered to school staff and two members of the school committee at treatment and control schools. The Ministry of Education in Niger administers an annual census of all primary schools, including community schools and medersas (Koranic schools), which provide data on enrollment, teacher characteristics, school facilities and resources, and community characteristics. In addition to the administrative data, the Ministry and the World Bank worked with a local NGO to prepare a detailed school survey to be administered in April/May 2008, five to six months after grant distribution, to understand the immediate effects of the grant. This questionnaire included information on school infrastructure and resources, pupil enrollment and attendance, school improvement plan, school committee functioning and membership, and school activities. It also asked detailed questions about the level of education and personal wealth of the Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013
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Outcomes

To draw general conclusions about the experiment's impact, simplify interpretation, and to guard against cherry-picking of results, we present findings for indices that aggregate information over multiple outcome variables (following [START_REF] Kling | Experimental analysis of neighborhood effects[END_REF]. The aggregation also improves statistical power to detect effects that go in the same direction within a domain. Appendix 4 gives details the methodology and the composition of the indices used in this paper. Descriptive statistics on parent actions, infrastructure, and teacher presence in control schools are presented in Tables 4, 5 and 6 and discussed in Appendix 3.

We divide parent participation actions into three types: nonassertive, assertive, and oppositional, because we think that the parents' real authority might have affect these actions differently.

Nonassertive Parent Actions Nonassertive actions are those which involve the parents either contributing to the school or executing school policy -that is, they do not require parents to exercise much authority in decision-making. We use four variables to measure nonassertive actions: financial contributions, a dummy for whether in kind contributions were made8 , a dummy for whether the school committee is in charge of monitoring pupil attendance, and a dummy for whether the school committee is in charge of sanctioning pupils for poor attendance.

Assertive Parent Actions Assertive actions are those which require the parents to take some responsibility for and exercise authority in making decisions. We use seven variables to measure assertive actions: the time elapsed since the last parent and school committee meetings, whether the mother's association was active or not, and whether the school committee is in charge of collecting fees, spending fees, supplies and infrastructure.

Oppositional Parent Actions Oppositional actions are those that require parents not only to take responsibility for decision-making but also require them to act in opposition to the teachers (if necessary). We use two variables to measure this (as there are only two, we do not create an index): a dummy variable for whether the school committee Chapter 2 Data and Empirical Strategy supervises teacher presence, and a dummy variable for whether the school committee imposes sanctions if teachers are frequently absent.

Infrastructure The data on infrastructure comes from the 2008/2009 annual administrative database. We create an index of infrastructure quality using data on the number of buildings, blackboards, latrines, and books, a dummy for access to water, and a dummy for school enclosure (this is a fence or wall around the school grounds that separates the school from other public space).

Teacher Presence The unannounced school visit in 2008 recorded how many teachers were present on the day of the visit, and how many teachers are employed at the school. We use a simple percentage of the number of teachers who were physically present at the school.9 

Demand for Education We have two data points for demand for education. We use the number of dropouts reported by the school to our surveyors at the April/May 2008 questionnaire, and the change in enrollment from fall 2007 to fall 2008 reported to the Ministry of Education.

Interaction Variables

The sample size was chosen to be large enough to allow for testing for heterogeneous treatment effects along community characteristics, one of the initial objectives with this the study. Parents vary in their capacity to manage school resources wisely and influence school decisions. This capacity depends on their power vis-à-vis teachers, or "real authority" in the terms of [START_REF] Aghion | Formal and real authority in organizations[END_REF], who underscore the fact that formal authority -the right to make decisions-needs not imply real authority -effective control over decisions. We test whether real authority is an important predictor of how effective the increase in school resources under parental control is. The characteristics that we use in our empirical framework to capture differences in real authority are the following:

• Education: Education is an important determinant of social status, and may be particularly so in contexts where the average education levels are low and teachers
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Data and Empirical Strategy tend to be respected members of the community. We define a community as "educated" if one or both of the two interviewed members of the school committee completed primary school (excluding the director)10 

• Wealth: We assume that the wealthier a community is, the more real authority parents will have because they will have a higher social status relative to the teachers (note that teachers are relatively homogenous in terms of wealth). The wealth of school committee members is the first component of a principal component analysis of durable goods possessed by the two interviewed school committee members and the school director. Durable goods include means of transportation, animals and housing equipment. The wealth of school committee is then the average of this wealth index for the two interviewed school committee members.

• Teacher Status: In Niger, teachers are either civil servants or contract teachers.

Both are hired and paid by the government (either central or regional) rather than the school. Contract teachers are generally paid less than civil servants, and the government is able to fire contract teachers more easily than civil servants. If parents are unsatisfied with teacher performance, they can complain to the district level government, who can then take action against the teacher more easily if the teacher is a contract teacher than a civil servant. Schools with a high proportion of civil servant teachers should then have parents with lower real authority. We measure teacher status by measuring the percent of teachers in a school who are civil servants. (In Niger about 80% of teachers are contract teachers, and many schools have no civil servants, including the director).

• The seniority of the school director: We assume that a brand new school director (one who has recently arrived in a school, regardless of previous posts) is likely to have less power relative to the community than a school director who has been assigned to (and living in) the community for many years. The seniority of school director is the number of years that the school director has been in charge at this specific school.

• Common language: We assume that if a school director comes from the same ethno-linguistic group, he or she is more likely listen to parents and facilitate their participation, and so the parents will have more authority. We measure common
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Data and Empirical Strategy language as a dummy variable, equal to 1 if the director and the community share a language.

• Authority Factor: The interaction variables are thought to be different kinds of measures of the same underlying trait of latent factor (authority). We attempt to measure this trait by using a simple principal component analysis with the above variables and predicting the first component.

Summary statistics on these community characteristics are presented in Table 2 and discussed in Appendix 3.

Attrition

There is some attrition in the datasets. Each year, a handful of schools do not return the administrative data questionnaire or the questionnaires are improperly filled out, leading to missing data for 3% of the schools for the infrastructure index and 1.4% of the schools for 2008/09 enrollment. The April/May 2008 survey was conducted on the basis of unannounced visits, which meant that many schools were closed. In addition, some schools were not visited due to security concerns, and still others closed early that year because the summer rainy season began early and so many children went to the fields with their parents to plant. As a result, data from the evaluation questionnaire is available for only 814 schools (81.4%). We test for differences by treatment group in the proportion of schools with missing outcome variables as a whole and sub-divided by district, urban and rural, and whether the school had external support (for example, NGO sponsorship) prior to the project. Results are reported in Table 3. 56 t-tests on treatment and interaction between treatment and sub-groups yield two statistically significant differences (at the 10% level or higher), which is well within the amount that would be expected with random attrition. The comparability between treatment and control groups is thus intact. As to external validity, there are more schools missing in the region where security was a concern (Tahoua, in the north). In general, larger schools are 5 to 7 percentage points less likely to be missing data.

Empirical Strategy

Local Average Treatment Effect We estimate intent-to-treat effects as measured by the differences in the means of school outcomes between schools initially assigned to Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Chapter 2 Data and Empirical Strategy the treatment group and schools initially assigned to the control group. Let T be an indicator for treatment group assignment and let X be a matrix of stratification variables. Estimation of the intent-to-treat effect β is from the following equation:

Y j = βT j + X j γ + ε j (1)
where Y j is the outcome of school j. The covariates (X) are included to improve estimation precision and include whether the school is urban, the total proportion of girls in 2007/08, the total enrollment in 2007/08, whether the school was supported by an outside NGO in 2006/07, and the inspection (a geographic/administrative unit). All regressions use robust standard errors. 11 The absolute magnitudes of the outcomes are in units of outcome's standard deviation, so the estimate shows the treatment effect in terms of standard deviation units over the control group.

Heterogeneous Treatment Effects Along Community Characteristics

In the second step, we estimate intent-to-treat effects with an interaction term to determine whether the average treatment effect on parent and teacher behavior varies with real authority. We run regressions of the form:

Y j = βT j + θ(C j T j ) + σC j + X j γ + ε j (2) 
where C j denotes a proxy of parents' real authority. In this case θ is the additional (or reduction of) impact for schools with characteristic C j . We include an indicator for urban schools and the interaction of this indicator with the treatment assignment for each characteristic whose correlation with being located in an urban area is above 0.1, to disentangle the effect of this characteristic from the effect of being located in an urban area.

Identifying Channels of Impact We generate evidence on channels of impact on demand for education by including the potential channel in the regression of treatment on the outcome, and observing the change in the coefficient on treatment. We estimate the following equation:
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Y j = β 2 T j + φC j + X j γ + ε j (3)
where C j is the channel variable, and compare β 2 to β generated by equation (5). A reduction in the point value for β when the channel variable is included is evidence that some of the variation in Y j which was due to variation in T j is accounted for by the variation in C j . Put differently, a reduction in the coefficient on treatment when the channel variable is added is consistent with the hypothesis that some of the impact flows through that channel.

The interpretation of the information derived from this tests is limited by the caveat we cannot be sure that there is not another unmeasured channel which is correlated both to a measured channel and to the outcome. However, this test provides suggestive evidence of the mechanism of impact.

Results

Effect of Grants on Parent Participation in Monitoring Schools

We find evidence that school committee grants increase parent participation in schools and that this increase consistently varies with parents' real authority (although some estimates are imprecise).

Nonassertive Actions Table 7 shows the impact of grants on nonassertive actions.

The overall effect of grants is that parents increased their involvement in the school in nonassertive activities. The mean of the treatment group is 0.14 standard deviations above the mean of the control group for the index of supportive actions, significant at the 1% level. The analysis of the component variables (funds collected per pupil, in kind donations, pupil attendance supervision and sanction) show that most of this overall effect comes from an increase in parental contributions to schools 12 , which is 0.48 standard deviations higher in the treatment group than in the control group. This represents an average increase in parental contributions of $0.50 per pupil for a grant of $1.83 per pupil, which means that parents supplemented 27% of the grant value. This result contrasts with previous studies showing that parents decreased their contributions Chapter 2 Results in response to an increase in school resources (Das et al., 2010;Pop-Eleches and Urquiola, 2012) 13 .

The impact is significantly larger when the school committee members are more educated: the interaction term between education and treatment is 0.07, significant at the 10% level, meaning that educated parents supplemented more the grant than noneducated parents.

Assertive actions

The impact of grants on assertive actions is reported in Table 8.

The overall effect of grants is positive: the mean index of the treatment group is about 0.08 standard deviations above the mean of the control group. The analysis of detailed variables composing the index shows a 27% increase in the proportion of school committees in charge of collecting fees (from 30% to 38%), or a 18% increase in the proportion of mothers' associations with active status 14 (from 27% to 32%). We also observe a five percent increase in the frequency of parental association and school committee meetings and on the responsibility of infrastructure. 15 None of these effects on the index components are statistically significant (although some of them are very close to conventional significance), while the effect on the index itself is significant at the 1% level.

The average treatment effect does not vary significantly with community characteristics.

Oppositional Actions There is no overall impact on teacher supervision or sanction for teacher absence (Tables 9 and10). However, consistent with the model, only communities where the school committees were educated increased their supervision of teacher attendance, and only communities with a higher Authority Factor increased their sanctioning for teacher absence. Educated school committees are 4 percentage points more likely to supervise teacher presence if the school was treated (77% in the control group versus 81% in the treatment group, or 0.13 standard deviations), significant at the 10% level. The coefficient on the interaction between authority and treatment on sanctioning teachers for absenteeism is positive (6 percentage points) and significant at the 10% 13 An alternative interpretation would be that this result derives from the fact that we measure only the first year of the grant, and so parents did not have time to change their own contribution of inputs (see [START_REF] Das | School inputs, household substitution, and test scores[END_REF], where crowding out was greater when a school grant was anticipated than when it was unanticipated). We think this is unlikely since the parents did respond by changing their contribution to the school, and they responded by increasing their contributions to support school projects. In addition, parents were notified in advance of the grants arrival. 14 This data comes from a question on the annual administrative survey where schools are asked to indicate whether the mothers' association is active or not. 15 Table A2 gives the impact of the program for components of the index.
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level.

We consider this empirical test as a first attempt to formally take into account real authority and the results as suggestive enough to encourage further tests on more heterogenous samples. Our finding that the impact of the school committee grant program varies with parents' real authority echoes other existing results in the literature: [START_REF] Duflo | School Governance, Teacher Incentives, and Pupil-Teacher Ratios: Experimental Evidence from Kenyan Primary Schools[END_REF] find that giving parents the responsibility over an extrateacher led to a reduction in effort from civil-service teachers and, crucially, that a training to empower the parents helped mitigate this reduction. In Gambia, Blimpo and Evans (2011) studied a training for school committees in school management, combined with a grant to initiate activities. This project increased parent participation and pupil attendance, and decreased teacher absenteeism, but had no impact on learning except when the school committee members were educated. [START_REF] Pradhan | Improving Educational Quality through Enhancing Community Participation[END_REF] report on a field experiment in Indonesia using also the combination of a training and a grant to encourage school committees to participate in school management. This policy increased parent participation and learning only when combined with an intervention fostering the ties between the school committee and a local governing body. [START_REF] Gunnarsson | Does local school control raise student outcomes? Evidence on the roles of school autonomy and parental participation[END_REF] use data from eight Latin American countries to show that parent effort (as well as principal effort and material infrastructure) is more related to parents' human capital and the size and remoteness of individual communities, as opposed to the de jure policies implemented by the different country governments. Studying four case studies of parent empowerment through School Site Councils in the United States, Gershberg and [START_REF] Shatkin | Empowering Parents and Building Communities The Role of School-Based Councils in Educational Governance and Accountability[END_REF] give suggestive evidence that a condition for parent empowerment to improve school quality, school-community relations and community organizational capacity is that the institutional context gives parents enough real authority. Communities may lack the necessary capacity to effectively plan or monitor teachers, and so decentralization of school management may increase inequality by primarily benefiting the better off and leaving the poor behind [START_REF] Galiani | School decentralization: Helping the good get better, but leaving the poor behind[END_REF]. As King and Ozler (2004) demonstrate, policies of de jure autonomy do not always lead to de facto autonomy, and so participation may not be meaningful if communities have no actual power.

Effect of Grants on School Infrastructure

As shown in Table 11, we find that in the slightly longer term (one year after the treatment) there is a small improvement in the infrastructure index of schools: a 0.04 standard deviation increase in the index for infrastructure quality. This is largely driven by increases in the number of classrooms and the construction of walls around the com-Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Chapter 2 Results pound. 16 The increase in the number of new classrooms amounts to 0.12 of a standard deviation, representing an additional 0.09 new classrooms per school in the treatment group over 0.23 new classrooms per school in the control group (a 39% increase). The increase in the proportion of schools with walls around the compound (enclosure) amounts to 0.18 of a standard deviation, with 9 percentage points more in the treatment group over 34% in the control group (a 26% increase). We should recall that we have found that the grant was supplemented by parents in terms of financial contributions and in-kind help, so the increase in the material quality derives from both the increased financial parent contributions and the grant itself.

Effect of Grants on Teacher Presence

We find a decrease in teacher presence in the treatment group: around 4 percentage points on an average of 76% presence in the control group, significant at the 10% level (Table 12). The interaction terms do not reveal any meaningful heterogeneity. Teachers thus responded to increased resources under the control of parents with a reduction in their own inputs. Feedback from the field revealed that those teachers with a centralized view of government were resentful, while those who had worked with communities were open to the idea. This finding echoes the result found by [START_REF] Duflo | School Governance, Teacher Incentives, and Pupil-Teacher Ratios: Experimental Evidence from Kenyan Primary Schools[END_REF] in Kenya where giving parents the responsibility over an extra-teacher led to a reduction in effort from civil-service teachers. All in all, it is interesting that additional resources under parental control increased parents' effort but decreased teachers' effort, whereas Das et al. (2010) and Pop-Eleches and Urquiola (2012) find that additional resources out of parental control decreased parent's effort (they do not observe the effect on teachers' effort). The model we propose in section 5 will make all these results consistent.

Effect of Grants on Demand for Education

The grant program increased demand for education for children in the first and second year of primary school. Table 13 reports on pupil dropouts and Table 14 reports the impact of grants on pupil enrollment in 2008/09. Younger pupils exhibit fewer dropouts at the end of 2007-2008 for pupils in Grade 1: the dropout rate for grade 1 was 1 percentage point lower in treatment schools (2% versus 3%), significant at the 10% Chapter 2 Results level. These findings are supported by higher enrollment the next year, in 2008-2009, in Grade 2. There were slightly more than 3 additional pupils in grade 2, up from a control group average of 30 pupils, significant at the 5% level. The grant thus increased school participation for the youngest pupils.

The fact that the demand increases for youngest pupils suggests that the demand for education is more elastic when the child is young, which is consistent with the two classical ideas that the benefit of enrollment is lower when the child is older, and that the cost of education increases when the child gets older, especially because of opportunity cost of time of elder children. It is therefore not surprising to observe a higher elasticity of demand for educating young children than for educating elder children. 17

Channels of Impact on Demand

Table 15 reports the test for channels of the impact on demand, with three channels which showed significant overall treatment impacts: nonassertive action, assertive action, and infrastructure quality. The outcome is the number of pupils enrolled in second grade in the fall of 2008/2009. We avoid confounding a decrease in the coefficient on treatment by comparing the coefficient of the regression with the channel to the coefficient of the regression without the channel but restricted to the sample that has data for the respective channel.

Adding the index of nonassertive action reduces the coefficient on treatment by 20% (column 3), adding the index of assertive action reduces the coefficient on treatment by 10% (column 5), and adding the index of infrastructure reduces the coefficient on treatment by 4%. The highest reduction in the coefficient on treatment comes when both the index of contribution and the index of management are included (28%). Including the index of infrastructure never reduces the coefficient on treatment by more than 3%.

These results suggest that some of the increase in demand is flowing from the increase in parental participation in school activities and not from the increase in material quality. 18 This effect could be due to an informational effect (better informed parents get a larger benefit of enrolling their child) or a psychological effect of participating (involved 17 We also take the fact that only younger grades were impacted as evidence that the change in enrollment is not due to intentional misreporting by grant schools. In addition, the finding is replicated across two different types of data collections and at two different periods. 18 While we are confident that the impact flows through the channel of increased parent participation, we cannot exclude the possibility that the channel for increased demand is not related to some quality measure which is changed by parent participation and which we do not measure (for example, perhaps parents demanded that teachers stop using corporal punishment, which we do not measure).
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The Model parents have less problems with procrastination and are more pro-active). Policies to foster parent participation might thus help advance two different goals: improving the quality of schools and increasing demand for education.

The Model

In this section, we consider a model that formalizes the behavioral responses of parents and teachers to a change in school resources and the resulting effect on school quality.

The motivation for this model is two-fold. First, the model helps to clarify how the grant program studied in this paper can affect parent participation, teacher effort and school quality. Second, we want to show that reasonable assumptions on school dynamics are able to produce predictions consistent with the evidence found in the literature. [START_REF] Albornoz | Motivation, resources and the organization of the school system[END_REF] model the interaction between student, parent and teacher investments and school resources, to explain the ambiguous effect of resources on parent involvement at home. This model suggests that under some circumstances, an increase in school resources generate a decline in parent investment in education at home. [START_REF] Das | School inputs, household substitution, and test scores[END_REF] also provide a model to explain the decrease in parental effort at home in response to an increase in school resources. But none of these theoretical frameworks take into account parental participation in school. The model proposed in this paper enriches our understanding of school dynamics by taking into account parents' effort both at home and at school, which enlarges the set of interventions of interest and adds to our understanding of the effects of educational policies.

Set-Up

The model involves three participants: parents, teachers and the government. Teachers decide how much time they put in teaching t t . Parents decide how much time they invest for education at home t h , as well as how much time they participate in school management t p . Finally, the government chooses the level of governmental resources for the school, which decompose in two parts, G t + G p , where G t is resources in the hands of school staff (principals and teachers), while G p is governmental resources for the school under the control of parents (typically, resources handled by the school committee).

Here, "participation" in school management refers to the many different kinds of participation that policy makers envision, where beneficiaries might be organized into committees, undertake projects themselves, such as construction or sanitation, raise funds, Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013
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The Model provide personal contributions, supervise, hire, and even fire teachers, engage in awareness campaigns, provide advice to staff, and so on. Participation is expressed in time units (financial participation is converted in time through hourly wage).

Children's Learning

Children's learning E is the addition of learning produced at home and learning produced at school.

Learning produced at home Learning produced at home is assumed proportional to the number of hours parents devote to education at home, t h (making sure kids get up on time and go to school or investing in private lessons, for instance). How much each hour spent on education translates into learning depends on parent's productivity at producing learning, denoted e, reflecting for instance parents' level of education (more educated parents produce more learning for each hour spent on helping with homework) or parents' hourly wage (a higher wage can pay for a higher amount of private lessons for each working hour invested in education). Learning produced at home is thus et h .

Learning produced at school Learning produced at school is proportional to the time teachers spend at school, t t . How much each hour spent at school translates into learning depends on teachers' productivity, which results from school resources. Indeed, school resources encompass salaries (which should reflect both class size and teachers' quality) and school materials (infrastructure, textbooks, flip charts, blackboard, etc.) that allow teachers for producing more learning for the same amount of time spent with the children. So we assume that the level of resources is a factor of teachers' productivity.

Furthermore, we assume that parents' participation in school management interfere with school resources in the determination of teachers' productivity. Indeed, parents' participation is additional resources: parents raise funds from the community, and do administrative tasks that allow teachers for focusing on teaching and producing more learning for the same amount of time spent at school. Moreover, parents' participation should increase the allocative efficiency of school resources by preventing rent capture and making expenses closer to educational needs and common interest [START_REF] Barrera-Osorio | Decentralized Decision-Making in Schools, The Theory and Evidence on School-Based Management[END_REF]. We thus assume that parents' time spent on school management, t s , is a factor that increase the effect of resources on teachers' productivity. This factor apply to resources under parental control, G p , but not on G t in which parents do not have a say.
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The Model We thus assume that learning produced at school is given by (G t + t p G p )t t and total learning is given by E

= et h + (G t + t p G p )t t .

Parents' Utility

Parents' utility is the difference between the benefit they derive from children' learning E, and the opportunity cost of the time they spend on producing learning, t h + t p . The benefit from children' learning is assumed concave in E (for instance ln(1 + E)), so that learning produced at home and learning produced at school are technical substitute. The cost of time is assumed linear (for instance t h + t p ), so parents' utility is given by:

U p = ln(1 + et h + (G t + t p G p )t t ) -t h -t p (4)

Teachers' Utility

Similarly, teachers' utility is the difference between the benefit they derive from children' learning and the opportunity cost of their time. We assume that teachers' benefit and cost take the same form as parents' ones, except that their welfare is also influenced by parents' participation in school management: teachers derive a benefit from parents' satisfaction towards their production of learning when parents can observe this production. This benefit takes the form of a social reward19 that is proportional to the time teachers devote to school, with a factor of parents' participation: the more parents participate, the more they observe and reward each unit of time teachers devote to education. However, teachers who have a preference for a centralized government might resent being monitored by parents because of the resulting loss of autonomy and leadership in school decisions. In this case, the effect of parents' participation on teachers' welfare can be negative, teachers' loss of welfare being also proportional to the time they devote to education, with a factor of parents' participation (the more devoted they are and the more parents participate, the more teachers are resentful). We denote δ teachers' taste for community participation in school management. A negative δ reflects a preference for a centralized government, whereas a positive δ reflects openness to collaborate with parents (a δ close to zero would reflect teachers' indifference).

As a result, teachers' utility is given by:

U t = ln(1 + et h + (G t + t p G p )t t ) -t t + δt p t t (5)
Chapter 2
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Parents' and Teachers' Choices

The first-order condition for the teachers' problem is sufficient (U t is infinitively differentiable and U t (t t ) < 0) and gives the optimal choice of teachers:

t t = max 1 1 -δt p - et h + 1 G t + t p G p , 0 (6) 
For the parents, the first-order conditions are also sufficient and give the optimal choices:

t h = max 1 - 1 + (G t + t p G p )t t e , 0 (7) 
t p = max 1 - G t G p - et h + 1 t t G p , 0 (8) 
From the expression of t p , we see that parents invest more time in school management when resources under their control increase and when teachers make more effort. In contrast, parents invest less time in school management when resources in the hands of teachers increase, when they spend more time for education at home and when their efficiency with education at home increase.

Symmetrically, parents devote more effort for education at home when their efficiency at home increases, whereas they reduce effort at home when school resources increase, or when teachers' or their own effort at school increase.

Finally, teachers increase time they spend at school when school resources increase, whereas they reduce it when parents' effort or efficiency at home increase. However, the response of teachers to an increase in parents' participation in school management is ambiguous: if δ is positive, the response is clearly positive too: teachers spend more time at school. But in the region where δ is negative, for large absolute value of δ, the response is negative, meaning that teachers who have a strong preference for a centralized government reduce time at school when parents' participation in school management increases.

Heterogenous Best-Responses

For the best clarity and simplicity, the model above just includes the main dynamics in the school system. In this paper, we also explore the possibility that power imbalances are likely to induce different choices. This section explicit how parental real authority Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013
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The Model influences parents' and teachers' decision.

In our model, real authority of parents over the school would be captured by a parameter θ multiplying parents' time spent in school management: learning produced at school is given by (G t + θt p G p )t t , reflecting the fact that more powerful parents make better use of resources under their control, therefore extracting more learning from teachers for each hour invested in school than weak parents. Also, it should be noticed that real authority of parents θ is unlikely to be orthogonal to teachers' preference for a centralized government δ. On the one hand, teachers are more likely to resent being monitored by parents when teachers enjoy a high social status relative to parents, for instance when parents have a low if not no education, which is likely to coincide with parents' lack of real authority. On the other hand, teachers' preference for a centralized government largely determines the extent to which parents entitled to participate in school (have formal authority) are involved in decision making (have real authority). We thus posit that δ = δ(θ) with δ > 0. The best-responses with a parameter θ reflecting real authority are:

t h = max 1 -1+(Gt+θtpGp)tt e , 0 , t p = max 1 -Gt θGp -et h +1 θttGp , 0 and t t = max 1 1-δ(θ)tp -et h +1 Gt+θtpGp , 0
.

Effect of real authority on parents' and teachers' decisions Since their participation at school is more productive, parents with higher θ invest more time in school management and less time at home than parents with low θ. Teachers also invest more time at school because their productivity is fostered by parents' real authority. Moreover, the likelihood of δ being negative is lower when parents' real authority is larger, which adds to the general positive effect of parents' real authority on teachers' effort.

Effect of real authority on parents' and teachers' responses Parents' response to an increase in teachers' effort or in resources under their control is amplified by real authority, just as teachers' response to an increase in resources under parental control. Moreover, teachers' response to an increase in parent's participation in school management is reduced in the negative region and amplified in the positive region by real authority. These predictions are consistent with the evidence presented in section 4.1 that the benefits of community-based interventions are larger when parents are more powerful.
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The Effect of an Increase in School Resources

In the light of this model, what is the effect of an increase in governmental resources to schools? In the short run, parents won't take into account the fact that teachers will also react to the changing conditions (and reciprocally). We thus consider that parents take the teachers' actions as given (fixed for instance at their past value) and viceversa, and we determine the comparative statics and discuss the predicted behavioral trajectories. Our interest for short term responses is because most empirical framework in the literature provides short-term responses and that real-life behavioral adjustments seem slow. Pop-Eleches and Urquiola (2012) show that responses after one year are different from responses in the longer run, reflecting the fact that it takes quite a long time for parents to adjust their behavior to others' actions. 20

Effect in the absence of parents' participation in school

In the short run, an increase in school resources increase teachers' time at school and decrease parents' time for education at home. The fact that parents devote less time for education at home tends to reinforce teachers' response, which comfort parents with investing less time at home, etc. The long-term effect of an increase in school resources is thus clear-cut: teachers respond positively while parents respond negatively. The final impact on school quality is a mixed bag: the increase in school resources and teachers' response tend to improve education outcomes, while parents' response tend to reduce this effect. Pop-Eleches and Urquiola (forthcoming) and Das et al. (2010) confirm that an increase in school resources reduced parents' effort (they do not observe teachers' response). In our framework, this policy is appropriate in contexts where (i) teachers actually use resources for educational purpose, and (ii) the effect of additional resources on teachers' productivity is large. The conditions of success of this policy are thus a sound institutional environment preventing rent capture and an initial level of school resources at which marginal gains of productivity are steep 21 .

20 There are multiple reasons for long run adjustment. For instance, parents may not realize that teachers incur a loss of welfare from collaborating with them (formally, they have a imperfect perception of teachers' δ) because teachers do not disclose their reluctance to collaborate with parents in front of them (because it would be rude). It is also possible that parents do not take into account what they observe in the short run because they expect continuous collaboration to make δ become positive in the future. 21 This analysis would benefit from evidence on the shape of teachers' productivity as a function of school resources to know which kind of regions would experience the larger gains in teachers' productivity. If this function is concave (resp. convex, S-shaped), gains in teachers' productivity are larger at the bottom (resp. top, middle) part of school resource distribution.
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Effect in contexts where parents participate in school

Teachers' and parents' responses to an increase in school resources are the same as above, but now parents' re-optimize their level of participation in school management too.

Increase in G t If the additional resources fall in the hands of teachers, parents decrease their participation at school. This in turn affects teachers' effort in a way which depends on teachers' preference for a centralized government: if teachers prefer a centralized government, the decrease in parents' participation in school management amplifies teachers' positive response to the increase in school resources, so teachers make unambiguously more effort. In contrast, if teachers are motivated by the collaboration with parents, the decrease in parents' participation reduces their incentive to work hard and the policy brings a smaller benefit. The conditions of success of this policy are thus (i), (ii), plus the condition that (iii) teachers prefer a centralized government. France is an example of countries where this policy is likely to work well.

Increase in G p If the additional resources fall in the hands of parents, parents increase their participation at school, which leads to the opposite situation in which teachers invest unambiguously more effort when teachers are motivated by the collaboration with parents through three positive effects: the effects of additional resources and of parents' participation in the management of the resources on their productivity, and the incentive produced by the social reward. When teachers prefer a centralized government, parents' participation creates a burden for teachers which reduces teachers' effort in a way that might be strong enough to offset teachers' positive response to school resources and to parents' management of the resources. In the long-run, this should eventually discourage parents to participate at school and encourage investment for education at home back up, but in the short-run concurrent increase in parents' participation in school management and decrease in teachers' effort can be observed, as [START_REF] Duflo | School Governance, Teacher Incentives, and Pupil-Teacher Ratios: Experimental Evidence from Kenyan Primary Schools[END_REF] find in Kenya. Our empirical results are also consistent with the situation where teachers' preference for a centralized government is strong and parents' real authority is weak, resulting in a negative short-term impact of parents' participation in school on teachers' effort. The impact on school quality can be at risk since the positive effects of school resources and parents' management of the resources are mitigated by a double decrease in parents' effort at home and teachers' effort at school. When parents have a large real authority θ, the positive effect of parents' management of the resources is larger so parents' response is larger too, which is consistent Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Chapter 2 Conclusion with our empirical findings that parents contribute more and participate more in school management when they have more authority. The larger effect on parents' participation combined with the smaller likelihood of a preference for a centralized government leads to a more favorable teachers' response. Our data do not confirm this prediction, but Duflo, Dupas and Kremer (2012) do since they observe that parents' empowerment through school committee training reduced the negative response of civil-servant teachers.

According to this framework, the conditions of success of this policy are thus (i), (ii), plus the conditions that (iii) teachers are keen to collaborate with parents, and (iv) parents have real authority on teachers. These conditions are more likely to hold in countries where the social gap between parents and teachers is small and where the education system is decentralized. The USA is an example of countries where this policy is likely to work well, whereas Niger and Kenya are not the ideal contexts for encouraging parental control over school management since (iii) and (iv) do not hold. However, one might argue that the short-term negative impact on teachers' effort is the price to pay for potential longer-term positive effect -which our results cannot exclude.

The general picture supported by existing empirical evidence and explained by our model is three-fold: first, an increase in school resources out of parental control tends to decrease parental effort. Second, an increase in school resources under parental control tends to increase parental effort. Finally, the size of the increase in parental effort and of the resulting effect on teachers' effort depends on power imbalances in school: the higher parents' real authority, the larger their response and the resulting increase in teacher's effort, with a risk of adverse effects in contexts where parents are weak. This paper is a first step that uses both formal tests and intuition to build a narrative about community participation in resource management. Our hope is that future work might build on this model to provide additional insights and rigorous empirical tests.

Conclusion

This paper provides evidence that increasing the financial resources under the official control of parents increased participation along several dimensions. In particular, parents readily engaged in activities that support the school and supplement the grant with their own inputs. Parents also engaged in activities that helped the school staff manage the school. However, parents who were less educated responded more weakly than those who were educated for all actions, in particular those actions that might oppose the teachers. These findings point to the sensitive nature of power dynamics in schools and add to Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Chapter 2 Conclusion our understanding of the often disappointing effects of education policies (especially in weak institutional contexts). However, we find increases in children's participation in school, which we partially attribute to their parents' practice of participation in school management rather than an improvement in school quality. This finding indicates that the benefit of involving parents in school should not only be assessed in the light of service quality, but also in the light of demand for service uptake.

Extrapolating from the specific case of schools, there are three major policy implications of this paper. First, it may not be inevitable that decentralizing financial resources from the central government to local communities will crowd out local contributions, if there is concurrent involvement of the communities and communities are given control over the transferred resources. Second, the type of participation envisioned by a participation program should take into account the characteristics of the community from whom this effort is being asked, in particular the power dynamics between the person providing the public service and the people benefiting from it. For many observers this finding will likely seem self-evident, yet there continues to be a mismatch between the actions requested of communities and their ability to carry out these actions. This paper provides a theoretical and empirical basis for increasing attention to this aspect of program design. Third, the evidence in this paper supports the idea that the act of participation itself can increase uptake of services, independent of improvements in quality, perhaps through increased familiarity with the public service institution or through nudges to overcome procrastination.

There are several possibilities for further work. First, this model could be tested using alternative data sources (many empirical surveys have been carried out on participation programs in different sectors and different contexts). Second, this model might be adapted to give a more complete picture of the dynamics behind participation. In particular, it may be interesting to account for more subtle or intangible benefits from participating as reputation or altruism, and free-riding. It would also be interesting to unpack the feedback between participation and demand to know how feelings of "ownership" might enter into the community dynamics.

Chapter 2 Appendix 4

Parent Participation in Schools

Table 4 shows descriptive statistics on parent participation in school management. These statistics are computed over the control group schools to represent the natural state of parent participation without the encouragement program.

On average, the school committee's last meeting occurred 2.65 months before the survey, whereas parental association's last meeting occurred 3.69 months before the survey, which suggests a higher activity of school committees than parental associations. More than half of school committees are responsible for management tasks : 60% of school committees are responsible for school stationary supplies and more than 74% are in charge of teaching materials and infrastructure. Three quarters (77%) of school committees monitor the presence and punctuality of teachers and pupils, but only two thirds (66%) have taken some kind of action against a pupil for absenteeism, and only one third (33%) have taken some kind of action against a teacher for absenteeism. Remedial teacher actions include talking to the teacher, warning the teacher, or complaining to the teacher's supervisor. A third of school committees (30%) are in charge of collecting contributions for the school, whereas a large majority of school committees (71%) are responsible for managing expenditure of the fees. Parents participate in providing resources to schools: the average parental contribution is 293 FCFA (about 59 US cents). In 84% of schools the community provided in-kind contributions (such as food, building materials, or labor) to the school.

School Quality

Table 5 shows descriptive statistics on school quality. These statistics are computed over the control group schools to represent the natural state of school quality without the encouragement program.

Teacher Presence Observed absenteeism among teachers is very high. On the day of the unannounced survey visit, 10% of schools were closed (the visit was carried out on a day the school was supposed to be open). Of schools that were open, 16% of school directors were absent, and 24% of teachers were absent. 23 To accurately represent the loss of classroom time and avoid reporting inconsistencies, this figure includes both excused and unexcused absences. Surveyors asked respondents at the school about the 3 The Long-Term Impact of Social Skills Training at School Entry: A randomized controlled trial1 

1 Introduction

Is it possible that role-playing the disappointment of being tagged out in grade school can reduce the chance that a child will go to prison when he grows up by 30%? Or that counting to ten when angry at age seven can increase someone's chances of getting a job at age 30 by 10%? More generally, can public policy improve outcomes for adults through interventions targeted at social skill development in childhood, especially among the most disruptive children? This question is important for education policy in general, but it is critical for children who begin life with low levels of social skills, and who are likely to face great difficulty and be locked into poverty as adults. Substantial evidence shows that non-cognitive skills, such as impulse control, social-information processing or social cooperation are strongly correlated with favorable economic and social outcomes, and that formal education is important not only for training in cognitive skills (for example, how to do long division) but also for the development of these non-cognitive skills [START_REF] Jencks | Who Gets Ahead? The Determinants of Economic Success in America[END_REF][START_REF] Heckman | The importance of noncognitive skills: Lessons from the GED testing program[END_REF], Bowles et al. 2001[START_REF] Segal | Misbehavior, Education and Labor Market Outcomes[END_REF][START_REF] Dewey | Democracy and education[END_REF][START_REF] Algan | Teaching Practices and Social Capital[END_REF]. Recent assessments of early childhood experiments aimed at improving cognitive skills, such as the Abecderian project, the Perry Preschool program, Introduction Head Start or project Star, also suggest that their long-term impact flows through some sort of non-academic or non-cognitive skills channels (see Almond and Currie 2010 for a review). This raises the question of what those non-cognitive skills are and how much of the impact comes through them. It also raises the question on how policy intervention centered on social skills trainings could remediate deficits in non-cognitive skills, particularly for those children who have the most need and are considered "high risk" of anti-social behavior.

This paper contributes to this important literature by estimating the long-run impact of the Montreal Longitudinal Experimental Study (MLES), a randomized experiment of social skills training for children and improvement of parenting skills. In the spring of 1984, the MLES evaluated 1037 boys at the end of kindergarten in schools in low socioeconomic areas. From this original sample, 250 boys were targeted for the experiment based on teacher ratings of disruptive behavior. These 250 boys were randomly assigned to either participate in the social skills/parent training program or to be part of the control group.

The program was implemented over a two-year period, when the subjects were between seven and nine years old. The social skills training program was inspired by the best practices known at the time the program was planned. The training program was intensive and involved different points of contact: the child himself, his parents, his peers and his teachers. Over the two-year period 19 social skills sessions were given by a team of professional childcare workers, a social worker and a psychologist. The sessions included disruptive boys and boys with good social skills to facilitate learning of the social skills by the disruptive boys. Sessions included social behavior/skills training (such as how to ask why, how to invite a bystander to play, or how to help) and self-control strategy lessons (like how to react to teasing or how to react when angry, how to correctly identify the intentions of others). The parents received a home-based training program in child rearing to promote the social skills of their children. Parents were taught to observe and recognize their child's problem behaviors, to define clear guidelines for their children respond in a way that favored their children's acquisition of social skills, and to supervise the homework and relationships outside home of their child. The control group did not have access to this program but had access to all of the standard programs and resources available to the Montreal public school children in this period.

Over the last three decades, the MLES has collected detailed longitudinal data for these cohorts about their non-cognitive and cognitive skills, and later adult outcomes. The outcomes include whether or not the subject received a high-school diploma from Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013 Introduction administrative data, criminal record at age 23 from administrative data, self-reported economic outcomes at ages 17-26 years, including labor market history, employment status and income, as well as self-reported social outcomes related to social capital such as group membership and civic activities.

This paper analyzes the long-term impact of this early-childhood social skills intervention on school achievement and adult, criminality and socio-economic outcomes at ages 17-26 years. We find that administrative records document a higher rate of secondaryschool graduation for the treatment group (19 percentage points higher than the control group average of 32%), as well as a large (11 percentage points lower than the control group average of 33%) reduction in the probability of having a criminal record. The treated group reports a higher economic success rates, for example, a higher rate of employment (10 percentage points more likely to be employed than the control group), though there is a substantial amount of attrition in the economic data.

We then evaluate the channels producing the long-term impact of early childhood social skills training. We examine the relationship between treatment and a large set of intermediate variables concerning cognitive and non-cognitive skills at ages 10-17 years, which we group into early (10-13) and late (14-17 periods.

Our paper gives empirical support to the theoretical and observational literature on generalized trust in economics, psychology and sociology literature concerning weak social ties and generalized morality, where behavior concerning people outside of one's family group or clan is important to socioeconomic success at an individual level and bilateral exchange more generally. "Weak" social ties are relationships with people who come from outside our immediate social circle of family and friends, and can be contrasted to "strong" social ties, which connect us to family and friends, with whom we share culture, behavior, and norms. Within this close circle, people share ideas of how the world works, motivations are clear, and people do not have to work very hard to understand one another. Generalized trust is harder because, in the context of the weak social tie, where there is less common ground, the individual is required to struggle to understand the viewpoint and motivations of the other person. In the economics literature, Grief and Tabellini (2010) argue that the different historical trajectories of China and Europe led to an emphasis of generalized morality in Europe and strong ties (the clan) in China, and that this difference has economic repercussions, since the opportunities for bilateral exchange are reduced when cooperation (and enforcement of agreements) is limited to smaller social circles.

We use longitudinal data to identify three different of social channels: Generalized Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Introduction status. There is a particular need for research on programs that focus on high-risk individuals (i.e., the "tail" of the distribution of behavior and ability), for equity reasons regarding the wellbeing of the worst off, but also for more practical reasons. Individuals at the end of the spectrum of anti-social behavior during their childhood are more likely to incur costs for society than those towards the middle of the spectrum. For example, untreated individuals in our sample, who were above the 70th percentile of the 1037 persons from the larger MLES sample in terms of disruptiveness, spent twice as many years receiving public transfers as the bulk of the larger sample (7% vs. 14%) and were more than twice as likely to have a criminal record (33% vs. 15%).

Second, the MLES project is centered exclusively on social skill trainings with a comprehensive set of interventions on children, peer interactions, parents and teachers. Other early childhood interventions analyzed in the literature were mainly based on additional academic support (such as extra teaching and quantity of schooling, new teaching methods, class size, teacher quality). Although some elements of new pedagogy were introduced,2 the non-cognitive skills were not the primary targets of those interventions and the boost in those skills came first as a surprise. The experiment that is closest to ours is Heller et al. (2012). The authors look at a randomized field experiment targeted at the development of social-cognitive skills of children in Chicago Public Schools and find a significant effect of this intervention on schooling outcomes and violent crime arrests during the year of the intervention. This intervention is remarkable by the size of the sample (around 3000 children in grade 5-7th) and the social skills they look at (impulse control, emotional regulation, social information processing). However, Heller et al (2012) estimate the impact after one year while the MLES follows an entire cohort and allows to estimate the long-term impact of social skills training on a comprehensive set of adult outcomes.

Third, the MLES provide comprehensive measures of non-cognitive skills during the entire childhood and adolescence, while the alternative longitudinal studies lacked detailed assessments of non-cognitive skills, taking them as a "black box" for any nonacademic behaviors rewarded by the labor market (see the discussion by Bowles 2013). In particular, the literature essentially uses proxies such as academic motivation and externalizing behavior [START_REF] Chetty | How does your kindergarten classroom affect your earnings? Evidence from Project STAR[END_REF][START_REF] Heckman | Understanding the mechanisms through which an influential early childhood program boosted adult outcomes[END_REF]). We will show that the access to a variety of non-cognitive measures is key to identify the channels of impact of Chapter 3

Experimental Design and Data an intervention on different outcomes. In particular, we are able to differentiate social trust from altruism, gregarious behavior, school attitude, and self-esteem to show that it is in fact the ability to connect with and trust other people that is the mechanism for improvements in economic outcomes and adult social capital (group membership), rather than, for example, improved networks (which would be more likely to be captured by gregariousness) (see Banfield 1956 and[START_REF] Coleman | Foundations of social theory[END_REF] for seminal discussion of the various dimensions of social capital). We are also able to identify the role that increasing of self-control (which we refer to as reducing inattention) is important for reducing criminality and improving educational achievement. Similarly, some part of the delinquent behavior (also referred as externalizing behavior in the literature) that leads to poor adult outcomes is due to low levels of self-control. Outcomes may thus be improved by interventions that specifically focus on self-control.

Our paper is also related to recent studies on the MLES project. [START_REF] Boisjoli | Impact and clinical significance of a preventive intervention for disruptive boys 15-year followup[END_REF]), Tremblay et al. (1992[START_REF] Currie | Does Head Start make a difference?[END_REF], 2000) and [START_REF] Vitaro | Negative social experiences and dropping out of school[END_REF] have extensively analyzed the MLES effect on the development of aggressive behavior during childhood and on school achievement and crime during adolescence. [START_REF] Boisjoli | Impact and clinical significance of a preventive intervention for disruptive boys 15-year followup[END_REF] examined the impact on criminal records and secondary outcomes. Our paper looks at the long-term impact of this comprehensive intervention on employment, social capital. We confirm the [START_REF] Boisjoli | Impact and clinical significance of a preventive intervention for disruptive boys 15-year followup[END_REF] results on education and crime, and we provide a framework to decompose the mediating channels and estimate the interactions between those channels.

The paper is organized as follows. In section 2, we review the MLES design and address the potential issues surrounding the validity of the experiment. Section 3 estimates the adult economic and social impacts of the experiment. In section 4 we analyze the effect of the program on intermediate cognitive and non-cognitive skills during childhood. Section 5 decomposes the channels through which the program affects adult outcomes. Section 6 estimates the rate of return of the MLES experiment. Section 7 provides robustness checks, in particular with respect to attrition. Section 8 concludes.

Experimental Design and Data

The Montreal Longitudinal Experimental Study (MLES) began in 1984 and piloted a prevention program for disruptive children with three components: social skills training in a small group format involving a majority of pro-social peers, family visits, and teacher management skills (see Tremblay et al. 1992 for a detailed description of the experiment). 

Selection

Kindergarten teachers in 53 schools in Montreal, Canada, were asked to rate the behavior of their male students at the end of the 1984 school year. These schools were located in areas of low socioeconomic status. Almost all (87%) of the teachers provided ratings for a total of 1,161 boys. To create a homogenous sample, only subjects whose parents were Canadian-born with French as a first language and 14 years or less of schooling were included in the longitudinal study, which reduced the number to 1037 boys.

These assessments used the disruptiveness scale of the Social Behavior Questionnaire, measuring the frequency of physical aggressions, oppositional behavior and hyperactive behavior (Cronbach α = 0.93). Boys with a score above the 70th percentile (N = 250) on those disruptiveness scales were considered to be at very high risk of later antisocial behavior [START_REF] Vitaro | Negative social experiences and dropping out of school[END_REF]. The sample for this paper consists of these 250 individuals.

These 250 subjects were randomly assigned to a group treated by a preventive program (69 boys) and a control group (181 boys). Random assignment was carried out by drawing names from a box. The control group was initially divided into two groups, one of which was a no-contact group during the adolescent years. The no-contact group and the control group showed no difference in outcomes and so the two groups were collapsed into one control group. Some families (78 out of 250) from both the treatment and the control groups refused to participate in some elements of the study, particularly in the elements involving parent participation, but were included in the longitudinal data collection. The rate of non-participation was the same across groups. These subjects are included in the analysis as belonging to their initially assigned treatment groups (intention-to-treat analysis) in order to avoid any bias due to differential. We use intention-to-treat analysis and use initial group assignment as the indicator for treatment. Figure 1 provides a visual depiction of the recruitment and selection process of the MLES.

Intervention Program

The intervention program was implemented over a 2-year period, from ages 7 to 9 years (Grades 2 and3 

Child social skills training

The first aspect of the intervention consisted of direct training on social skills to children. The experiment drew on non-randomized studies from psychology showing correlation between pro-social behavior and specific skills such as emotional regulation and impulse control, social-information processing and how to interpret other's intent [START_REF] Cartledge | Teaching social skills to children and youth: Innovative approaches[END_REF][START_REF] Kettlewell | The generalization of the effects of a cognitive-behavioral treatment program for aggressive children[END_REF]Michelson et al., 1983;Schneider and Byrne, 1987;[START_REF] Weiss | Some consequences of early harsh discipline: Child aggression and a maladaptive social information processing style[END_REF][START_REF] Dodge | Do social information-processing patterns mediate aggressive behavior[END_REF][START_REF] Falk | Gift exchange in the field[END_REF].

The social skills training took the form of sessions at school (outside the classroom), which grouped four to seven children together, of which one or two would be the treatment subjects, and the rest would be boys identified by their teachers as prosocial. This arrangement was intended to avoid stigmatizing the treatment subjects and also to provide positive role models for the treatment subjects. The sessions were held once a week for 45 minutes, during lunch or after school. During the first year, nine sessions of social behavior training were offered. Sessions included how to invite a bystander to play, how to ask "why", how to give a compliment, and how to help. The second year included 10 sessions of problem solving and self-control strategies [START_REF] Camp | Think Aloud": A program for developing self-control in young aggressive boys[END_REF][START_REF] Goldstein | The adolescent: Social skills training through structured learning[END_REF]. Some stimulus situations for these sessions were how to react to teasing, how to react when angry, and what to do if other children refuse to play. For each situation, the children reviewed ways to define the problem, identified the intentions of the other person, analyzed their feelings if they were in the role of the victim, suggested different action plans to solve the problem, anticipated their consequences, selected one action plan and, finally, reinforced themselves for their cognitive work. Verbal instructions, coaching, modeling, behavior rehearsal, and positive (verbal and material) reinforcement were all used. Children were encouraged to use their newly learned skills before the next training session. At the following meeting, the children were reinforced for having performed their new skills in the interim. Teachers and parents were informed through one-page letters of the new skills learned by the children during each session. They were encouraged to praise the child for using these new skills as often as possible.

For example, one session covered Self Control. The facilitator introduced the topic, and talked about situations where children are upset and might want to make an angry outburst, like a spilled glass of milk or a disappointment. The facilitator then modeled a situation: she has been playing tag, and she just got tagged and is now out. She's upset because she is the first person to be tagged out, and she's angry and disappointed. The facilitator demonstrates how children can respond in this situation: noticing clues in her body that she is going to lose control (clenching fists, feeling hot), she thinks about Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013
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Experimental Design and Data what happened to make her feel this way (she got tagged first, is worried other kids will laugh at her), she chooses a way to avoid making an angry outburst (count to ten, move away, say to herself "calm down", breathe), and then she acts and praises herself. The facilitator then invites children to perform additional role-plays based at school (one child bumps another's desk and their pen falls down), at home (someone suddenly turns off the TV because it's time for dinner) or while playing (a friend takes a ball that was dropped). Together, the group makes observations about what the actors are doing, how they are following the steps, and gives feedback. At the end of the session, the facilitator fills out a workbook with the children that explains how they can practice self-control until the next session ("homework").

Parent social skills training

The second component of the MLES consisted of parent training in child rearing. This intervention was modeled on the Oregon Social Learning Center model [START_REF] Patterson | A social learning approach: Coercive family process[END_REF]. General goals of the family intervention were to reduce coercive interactions, increase consistency of consequences for behaviors, and improve family conflict interactions. The program focused specifically on setting clear rules, supervising the child, positive reinforcement for pro-social behaviors, and problem solving skills. Work with the parents was planned to last for 2 school years with one session every 2 weeks. The sessions were intended to be weekly and last for one hour, with the frequency of the sessions decreasing over time. Parents participated in an average of 17.4 sessions, with a maximum of 47 sessions.

An example of the parental social skills training is given by the "Observation period". When focusing on encouraging pro-social behaviors, the facilitator would first ask the parents to undertake a period of observation. The parents would spend some time each day observing, and recording on a worksheet, the interactions between the child and parents (for example, "Mother asks for help setting table, child whines and grumbles, mother threatens punishment, child complies.") These observations would then form the basis for identifying patterns of behavior, and the facilitator could propose some strategies for addressing these behaviors. Role-playing might reinforce these strategies; Experimental Design and Data particularly as playing the role of the child allows the parent a different point of view on their own actions. For example, in the case of pro-social behaviors, the facilitator would suggest letting the child know what is expected of him at the beginning of the day, so that there is no room for argument, and this interaction might be role-played. Finally, when the facilitator and parents had identified a few behaviors for work during the coming week, a "contract" between the parent and child might be drawn up, where the desired behaviors or tasks are listed ("Set the table", "Say hello when someone comes in" etc) and children would receive points each time the behavior manifested itself or the task was completed. Children could then use points for some reward: A game with dad after dinner, an extra half hour before bedtime, or some other special treat. In the next session, the facilitator would review the enforcement of the contract with the parents, and adjust goals and strategies as necessary.

A third component of the intervention consisted of information and support for teachers that focused on responding to the behavior of the at-risk boys, which was intended to reinforce the parent training. The intention of this third component was to improve teachers' management skills of behavior problems in the classroom and set up individualized behavior management programs for the participants. However, compliance with this aspect of the intervention was weak.

The training and support activities were carried out by two university-trained childcare workers, one psychologist, and one social worker, both working full time. Each of these therapists had a caseload of 12 families. The team was coordinated by a fifth professional who worked on the project half time. The intervention program lasted 2 school years, from September 1985 to June 1987. Boys were 7 years of age when the intervention started and 9 years of age when it ended.

Timeline and Data

Figure 2 shows the timeline for data collection. Following the two-year intervention program between ages 7-9 (1985-1987), the MLES collected measures of cognitive and non-cognitive skills during the entire childhood and adolescence (from age 10 to age 17, period 1988-1995). Those measures will be used to identify the channels of impact of the MLES experiment on various outcomes. The outcome variables are measured with administrative data and questionnaires. When participants were 21 and 26 years old (2001 and 2006), the MLES run adult questionnaire with detailed measures of the respondent economic and social situation. Around age 23 (year 2003), the MLES collected administrative data on criminal record and school achievement. We present the main Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013
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Experimental Design and Data outcome variables of interest below.

Educational achievement

The GRIP laboratory also collected administrative information on whether each subject had received a secondary-school level degree from the Ministry of Education of Quebec. This information was collected when the participants were around 23-24 years old (2003). This data is complete for 242 of the 250 treatment subjects.

Criminal record

The Ministry of Justice in Quebec provided administrative data on the Criminal Records, including the number of offenses, whether the offense was violent or nonviolent, whether a weapon was involved, and year of each offense. This information was collected when the participants were around 23-24 years old ( 2003) and includes adult criminal records prior to age 23. This data is complete for all subjects.

Economic outcomes

The MLES collected a wide range of adult economic outcomes. Subjects reported their activities (employment, school, recipient of government transfers) at age 21 and 26, and their recalled activities each year since age 17. These data are used to construct several variables, which we use to test the impact of the program on economic outcomes. The first variables are dummies indicating whether they were employed and whether they occupy a full-time job. The second set of variables are the percent of years from 17-26 either working or studying full-time, the percent of years from 17-26 working, the percent of years from 17-26 receiving government transfers, the percent of years from 17-26 spent inactive. We also measure the wages at age 26.3 Finally, we construct a dummy that indicates whether at age 21 they were engaged in either school or work, and a dummy that indicates whether they were engaged full time. We construct a composite following [START_REF] Kling | Experimental analysis of neighborhood effects[END_REF] we test an index of employment status at age 26, hourly wage, full time (in either work or study) status at age 21, percent of years from 17-26 receiving transfers, and the percent of years from 17-26 occupied full time in either Chapter 3

Experimental Design and Data work or study (or both). This index is a simple average of the z-scores of the different variables; reoriented so higher values are more desirable outcomes. 4The economic outcome data is subject to substantial attrition. We present evidence from a falsification test using secondary completion data that any attrition bias is likely to go in the opposite direction of the results we observe, but nevertheless concerns remain that data on economic outcomes is less reliable than the more complete administrative data. We therefore present the results for the economic outcomes with the caveat that there is substantial attrition. Table 1 shows the summary statistics for the administrative data on criminal record and high-school diploma, and summary statistics for economic and social capital outcomes from the adult questionnaires at ages 21 and 26.

Validity of the experiment design and baseline controls

The validity of the causal inference from the MLES rests on the quality of the randomization. To test for successful randomization, we test for balance in pre-determined variables between the treated and the control group. Table 2 shows the baseline values of two groups for several critical variables measured prior to randomization. Among the 32 baseline variables, there are significant differences on 4 variables: initial anxiety measures, age of father at birth of subject, prestige of the mother's employment (all at the 10% level), and number of sisters (at the 1% level). The fact that there are some differences does not indicate that the selection process was non-random. It is not surprising to find imbalances for a handful of variables, given that the sample size is small and 32 variables were tested for differences and so we do not fear that the randomization protocol was violated. However, since these variables might impact the channels and outcomes we wish to examine, we control for them in the analysis that follows. Since some of the subjects are missing these control variables, we impute missing values for the control variables, using available baseline data, to maintain sample size.

Missing data is a problem for many of the outcomes and intermediate variables. One potential solution is dropping observations with missing data; the other is to impute the missing data points using data from other individuals in the sample to predict the missing data point. The former brings the risk of differential attrition and bias, as well as the possibility of substantially reducing sample size (which is already small). The second is not possible when the variable of interest is itself an outcome of interest.

We have imputed certain baseline measurements that are necessarily to eliminate an Chapter 3

The Effect of MLES on Adult Outcomes imbalance between the groups (see above) but omit observations when the intermediate or outcome variable of interest is missing. Father's age, prestige of the mother's work, and number of sisters were imputed using all other available baseline information. We include a dummy equal to one when the value is imputed. In the maximum likelihood estimation, where all channels must be included to control for one another, omitting observations with missing values would lead to a substantial reduction in sample size, we impute missing values using maximum likelihood.

The Effect of MLES on Adult Outcomes

To estimate the total impact of treatment on outcomes, we use OLS with robust standard errors (logit estimates are provided as a robustness check below). In order to take advantage of information on the relationship of covariates to outcomes available from the whole sample, including the normative group, our principal estimate comes from

y i = α + βT i + λS i + ε i (1)
Where T i is a dummy variable equal to one for the treatment group and zero for the control group and the normative group, and S i is a dummy variable equal to one for the treatment and control groups, and zero for the normative group. λ may then be interpreted as the difference between the control group and the normative group, β as the difference between the treatment group and the control group, and λ + β as the difference between the treatment group and the normative group. This format of estimation allows us to observe how much of the difference between the disruptive group and the normative group the treatment has been able to erode.

Crime

Figure 3 shows the percent of people in each group who have a criminal record of any kind. We find a large negative point estimate of the coefficient, significant at 10%: the treatment group is one-third (11 percentage points) less likely to have a criminal record than the control group to have a criminal record (columns ( 6) and (8) of Table 3), controlling for the baseline variables discussed in section 2. These results are of a similar magnitude as those found in [START_REF] Boisjoli | Impact and clinical significance of a preventive intervention for disruptive boys 15-year followup[END_REF]. Our specification allows us to observe that this impact brings the treatment group a bit more than halfway back to the achievement of the normative group. Another way to put this is that it reduced the Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Chapter 3

Identification of the Channels During Adolescence gap in outcomes between the normative and disruptive subjects by 60%.

Secondary Diploma

Figure 3 shows the percent of people in each group who completed secondary school according to administrative records. Columns (2) and (4) of Table 3 show a significant and very large coefficient: subjects in the treatment group are 19 percentage points more likely to have received a secondary school diploma than subjects in the control group, significant at the 5% level (note that only 32% percent of control group subjects completed secondary school). As with the criminal record, these results are similar to those found in [START_REF] Boisjoli | Impact and clinical significance of a preventive intervention for disruptive boys 15-year followup[END_REF]. Our specification shows that the treatment reduced the gap between the normative and disruptive group by 80%.

Economic Outcomes

Figure 4 shows the kernel density for the economic index of all groups.5 Columns ( 10) and ( 12) of Table 3 give the effect of the early childhood intervention on the composite economic index, which is over 0.2 standard deviations, and significant at the 1% level. We observe that this compensates fully for the gap between the normative and disruptive students. Table 4 gives the coefficient on treatment for the variables that compose the economic index, and we find both a sizeable and statistically significant effect for several individual variables: employment at age 26, hourly wage at age 26,6 percent of years working from 17-26, and percent of years active full-time from 17-16. The coefficient on treatment for active full-time at age 21 and percent of years receiving public transfers from 17-26 are not significant but the point estimates are reasonably large and move in the opposite direction as the coefficient on the disruptive group.

Identification of the Channels During Adolescence

This section estimates the effect of the MLES experiment on changing individual traits measured during adolescence, identified later as the channels of impact on adult out-Chapter 3 Identification of the Channels During Adolescence comes. Measures relative to the different channels were collected annually from ages 10 and 17 years, as illustrated in Figure 2. Previous studies on this sample have found that subjects are on different trajectories of behavior, that is, subjects may be grouped as to whether their disruptiveness is increasing, decreasing, or stable over time with respect to their initial disruptiveness levels [START_REF] Tremblay | Can disruptive boys be helped to become competent?[END_REF]. We break this period into two and analyze data that are available from both periods: ages 10 to 13 (1988-1991), and ages 14 to 17 (1992)(1993)(1994)(1995). The year 1992 was chosen as the break year because it is in this year that the treatment and control groups begin to diverge in whether or not they have repeated a year (see Figure 5), and repeating (being "held back") has a large correlation with later life outcomes, as discussed below.

Because this paper does not aim to compare this population to standardized measures of the channels, we use individual questions from the psychological scales rather than the calculated scales themselves. This approach allows for the possibility that individual questions might cluster together effectively and also allows self-reported and teacherreported data to be used together when possible.

We base our identification of channels on an exploratory factor analysis. Combining all data available and averaging over the years available, we use factor analysis to examine how the factors combine into groups potentially measuring the same latent variable. We include questions from several psychological inventories [START_REF] Jesness | Classifying offenders: The Jesness inventory classification system[END_REF][START_REF] Kovacs | The Children's Depression Inventory: A self-rated depression scale for school-aged youngsters[END_REF]March, 1990;[START_REF] Rosenberg | Rosenberg self-esteem scale (RSE). Acceptance and Commitment Therapy[END_REF][START_REF] Lacourse | A longitudinal-experimental approach to testing theories of antisocial behavior development[END_REF]Tremblay et al, 1992). In order to keep the calculated channel variables as different as possible, we omit many variables that are potentially interesting but are related to multiple channels. Even after omitting variables, there is substantial correlation across channels (see Table 6), which demonstrates the underlying similarity of many of the behaviors analyzed.

Table 5 shows summary statistics for the construction of each channels: number of components, the Cronbach alpha index for internal consistency, the mean and number of observations for the normative, control, and treatment groups, p-value for the test of equality of mean and distribution between the treated and the control groups, and the p-value of the channel impact on secondary completion, criminal record, and the economic index. Table 6 shows the correlation between the identified channels. Tables 7-18 give information on the component variables for each channel.

Weak Social Ties (Figure 6) measures generalized trust and morality. It includes variables on whether the subject thinks the police are trustworthy, cares about what the teacher thinks of him, whether it is acceptable to steal from rich people or dishonest storeowners, and whether one is better off not to trust anyone (self-reported), assumes Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013
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Testing the Channels of Impact on Adult Outcomes that a bump is intentional and gets angry (self and teacher reported), and is inconsiderate of others (teacher-reported).

Strong Social Ties (Figure 7) measures close relationships with family and friends. It includes variables on whether the subject trusts his best friend, gets advice from his best friend, shares his problem and personal information with his best friend, lies, cares about whether other people like him, spends time with his friend and talking to his friend, talks about the future with his parents and spends time talking with his parent (self-reported) and whether he tends to work alone and is liked by other children (teacher-reported).

Delinquent Behavior (Figure 8) measures aggressive behavior that harms others. It includes mistreating others to get his way, stealing, breaking and entering, using force to get people to do things they do not wish to do, damaging other's property, taking pleasure in winning a fight, and using a weapon (self-reported), fighting (self and teacher reported) and hitting and biting (teacher reported).

Inattention (Figure 9) measures hyperactivity and inattention. It includes inability to concentrate on one thing and daydreaming (self-reported), and fidgeting, being easily distracted, and jumping from one activity to another (teacher reported).

Emotional Well-being (Figure 10) measures psychological well-being and self-esteem. It includes the components of the Rosenberg Self-Esteem scale, as well whether the subject thinks other people do things more easily than himself, people talk about him behind his back, he has trouble making decisions, he feels alone even when he's with someone, and that when something doesn't work he is to blame (self-reported) as well as whether he gives up easily (teacher reported).

Altruism (Figure 11) measures active altruism. It is composed only of teacher-reported variables, and includes whether the subject tries to stop others from fighting, invites a child who is left out to play, helps injured children, volunteers to put things away, congratulates others, shows sympathy, helps children having trouble, helps ill children, or volunteers to clean up a spill.

School Performance Channels (Figure 12 and Figure 13) include yearly grades in Math and French, as well as the status of the subject's class each year: whether the subject had been held back or was in special education class.

To measure the channels, we used both principal component analysis and a simple average of z-scores for the non-missing variables available for a given observation. The estimated channels are quite similar, and the results do not differ substantially but there are fewer observations available. We use the z-score averages for simplicity and because it does not require us to either drop observations with incomplete data.
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Testing the Channels of Impact on Adult Outcomes

This section estimates the impact of the induced changes in channels, identified above, on changes in adult outcomes.

The effect of treatment on channels of impact

Determining whether each channel explains part of the treatment effect requires both that the channel itself impacts the outcome and that the channel be changed by the treatment. As shown in Table 5, all channels with the exception altruism are significantly associated with the three different outcomes. In addition to the channels being significantly associated with both the treatment and the outcomes, we should find an impact on channels that are anticipated to be mediators -that is, channels that the program was designed to change [START_REF] Maric | Ten ways to improve the use of statistical mediation analysis in the practice of child and adolescent treatment research[END_REF][START_REF] Mackinnon | Confidence limits for the indirect effect: Distribution of the product and resampling methods[END_REF].

We test for the impact of treatment using a simple t-test, a Kolmogorov-Smirnov test for equality of distributions, and OLS regression with controls for imbalances. The results are generally similar with two exceptions. We find that the treatment has a significant impact on generalized trust, delinquency, and inattention in the first period (ages 10-13), and on generalized trust, delinquency, grades, and having been held back in the second period (ages 14-17) (Table 5 andTable 14). 7 Since the treatment program included no training in cognitive skills (as opposed to other well-known programs such as Perry Preschool or Headstart), and no improvement on IQ tests was observed it is likely that any improvements in school outcomes are the consequence of changes in the behavioral channels (for example, that subjects with better concentration and self-control were less likely to be held back).

OLS regressions to test for mediation

Our first estimate of whether a channel is operational for a given outcome is to include the channel as a covariate in the OLS regression of treatment on the outcome, and 7 The first exception is grades during ages 10-13, which are highly significantly related to treatment using the Kolmogorov-Smirnov test (p=0.01) but not using the t-test or OLS regression with controls (p=0.33 and p=0.131, respectively). This appears to be due to a clump of treatment students with low grades, which can be observed in Figure 12, and when these observations are omitted the OLS results are significant. The second exception is Generalized Trust from ages 14-17, which, on the contrary, is significant using a t-test or OLS regression with controls (p=0.04 and p=003, respectively) but not using the KS test (p=0.22). We include both of these variables in the following analysis.
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Testing the Channels of Impact on Adult Outcomes observing the change in the coefficient on treatment. That is, we compare β obtained in equation (1) to δ from

y i = α + δT i + λS i + φθ i + χS i θ i + ε i (2)
where θ i is the channel variable estimated for each individual. To allow for the possibility that coefficient on θ i might be different for the disruptive group than for the normative group, we include the interaction term S i θ i , though the coefficient χ (the difference in the effect of the channel for the treatment and control group) is generally not significant. When comparing β to δ we restrict the sample used to estimate β to those observations that have channel data available to avoid confounding changes in the coefficient due to the addition of the covariate with changes in the sample.

For the Behavioral Channels, we find that for Secondary Completion, the coefficient on treatment is reduced by 20% by including Generalized Trust (14-17), 23% by Delinquent Behavior (14-17), 35% by Inattention (10-13), 15% by Delinquent Behavior (10-13), and 22% by Generalized Trust (10-13) (Table 15). For Criminal Record, treatment is reduced by 22% for Generalized Trust (14-17), 35% for Delinquent Behavior (14-17), 17% for Inattention (10-13), 31% for Delinquent Behavior (10-13), and 17% for Generalized Trust (10-13) (Table 16). For the Economic Index, treatment is reduced by 20% for Generalized Trust (14-17), 7% for Delinquent Behavior (14-17), 8% for Inattention (10-13) 5% for Delinquent Behavior (10-13), and 16% for Generalized Trust (10-13) (Table 17).

For the School Channels, we find that for Secondary Completion, the coefficient on treatment is reduced by 58% by including Held Back (14-17), 43% for Grades (14-17) and 20% for Grades (10-13) (Table 18). For Criminal Record, the coefficient on treatment is reduced by 36% by including Held Back, 21% for Grades (14-17) and 2% for Grades (10-13) (Table 19). For Economic Index, the coefficient on treatment is reduced by 14% by including Held Back (14-17), 8% by including Grades (14-17) and 7% by including Grades (10-13) (Table 20).

We therefore observe that all of the tested channels are potential mechanisms for Secondary Completion and Criminal Record, reducing the treatment coefficient by 15% or more, however only Generalized Trust and Held Back seem to be operative for the Economic Index.

The school performance channels (grades and being held back) explain a very large portion of the impact on outcomes. As discussed above, the program did not target cognitive skills, and so we seek to understand the relationship of changes in the behavioral Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013
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Testing the Channels of Impact on Adult Outcomes of treatment T on the channels in period 1 ( θ j1 , θ j 1 ). We exclude channels that are unrelated to treatment.

For each outcome variable, we use two specifications, one using the entire sample including the normative subjects, and one using only the disruptive subjects (treatment and control). 8 We use the coefficients estimated in the above equations to obtain the total indirect effect due to each channel. Note that this decomposition method makes a critical assumption, that is, that the observed correlation of a given channel to the outcome is the same as the effect on the outcome of the increase in that channel due to the program. It is not possible to test this assumption.

We obtain two-sided p-values for the indirect effects by bootstrapping the entire set of equations with 2000 draws.

Decomposition of the channels of impact on outcomes

We focus here on the results from the sample that includes only the disruptive pupils (e.g., treatment and control groups). Figure 14 and Figure 15 show the main results. Figure 14 presents the proportion of the explained impact that is accounted for by changes in each channel, and Figure 15 presents the proportion of the total impact that is accounted for by changes in each channel. For simplicity, we have combined the proportion explained by the behavioral channels in the two periods. Detailed results, including proportion explained by changes in the behavioral channels for each period, as well as results for the entire sample and for the disruptive sample separately, are given in Tables 232425262728.

Of the total treatment impact on Secondary Completion, 27% is explained by improved school performance (p=0.33), 23% by reduced Inattention (p=0.03), 15% by increased Generalized Trust (p=0.08), and 2% by reduced Delinquent Behavior (p=0.66). Together, the channels explain 67% of the impact of treatment (Table 23). Only Generalized Trust and Inattention are significant.

Of the total treatment impact on Criminal Record, 29% is explained by reduced Delinquent Behavior (p=0.08), 22% by improved school performance (p=0.18), 11% by reduced Inattention (p=0.10) and 9% by increased Generalized Trust (p=0.14). Together, the channels explain 71% of the impact of treatment (Table 24). Only Delinquent Behavior is significant, though Inattention and Generalized Trust are close to significant.

Of the total treatment impact on the Economic Index, 16% is explained by increased Chapter 3
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Generalized Trust (p=0.16), 5% is explained by reduced Inattention (p=0.21), 4% is explained by improved school performance (p=0.54), and none is explained by changes in Delinquent Behavior. Together the channels explain 32% of the treatment impact on economic outcomes (Table 25). Perhaps due to reduced sample size, none of the indirect effects are significant, though Generalized Trust is the only indirect effect that of any size.

Interpretation of Results

Using both the OLS and the MLE results, we find that that changes in Generalized Trust explain a part of the impact for all outcome variables: Secondary Completion, Criminal Record, and Economic Index. We also find that Inattention and Delinquency are important for Secondary Completion and Criminal Record, with Inattention being particularly important for Secondary Completion and Delinquent Behavior being particularly important for Criminal Record. We find no impact of Strong Social Ties, Altruism or Emotional Well-Being. We interpret these results as indicating that Generalized Trust -the attitude towards people outside of your close network -plays a role in Secondary Completion and Criminal Record, and is important for the labor market outcomes measured by the Economic Index. However, many of the indirect effects are insignificant.

There is still a substantial portion of the treatment that is explained by changes in schooling variables not associated with changes in behavioral measures. One possible explanation for this is that performance in school is in some sense a measurement by the teachers (particularly assignment to special education class), and the teachers may be measuring non-cognitive skills with a precision not available from the questionnaires we use. This explanation is supported by the fact that once being held back is accounted for, grades have fairly little impact on outcomes.

Rate of Return

In order to estimate I, the change in income due to the program, we first estimate the increase in hourly income due to increased employment. We compare the hourly income of the employed to the unemployed without secondary education, controlling for family characteristics and behavior indices at age 6 (I NS E -I NS U ), and multiplying this by the increase in probability of being employed due to the program (Π(E T ) -Π(E C )). We then Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Chapter 3 Robustness Checks estimate the increase in hourly income due to secondary school completion contingent on employment by comparing the hourly income of secondary school graduates to drop outs, contingent on being employed controlling for family characteristics and behavior indices at age 6 (I S E -I NS E ), and multiplying this by the increase in the probability of completing secondary school due to the program (Π(S T ) -Π(S C )). We add these two benefits together to obtain the overall increase in hourly income due to the program. 

We use data from the control group and the normative (non-disruptive) group to calculate these estimates in order to maintain a larger sample size. Since the increase in hourly income due to employment is large in this sample, we provide alternative estimates using the minimum wage. Table 29 documents the different assumptions.

We assume that people work 20 hours per week for 52 weeks per year for 40 years. The additional income stream over the next 40 years is discounted by 3% in order to obtain the present value in 2004 dollars. This yields a present value of $ 42,660 in 2004, or $40,862 in the CPI reference year (2002) using the wage data, or $29,511 and $28,267 using the minimum wage. Unfortunately, we do not have information on the actual cost of the program. However, we do know the composition of the implementation team (1 full time social worker, 2 full time childcare specialists (BA level), 1 psychologist, and 1 half-time program administrator). We use reference salaries for these positions in Montreal in 2011, and we assume an additional 20% of salaries in administrative costs. We then calculate how much the program would cost, per person, to be implemented in 2011 (for two years). We calculate that the total cost per person would be $8, 736 in 2011, or $7,406 in 2002. These estimates give an overall rate of return of 282% using the minimum wage and 452% using the wage data, implying that every $1 invested yields $2.8 to $4.5 in benefits. While high, this estimate is in line with estimates of the rate of return to investments in early education. Note that this is a low estimate of the benefit of this program, for example, it does not take into account costs of social transfers and criminality (see, among others, Heckman et al. 2010 and[START_REF] Heller | Improving social-cognitive skills among disadvantaged youth: A randomized field experiment[END_REF] for a detailed synthesis of the literature).

Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Chapter 3 Robustness Checks

Attrition

From the original 250 subjects, roughly 44% are missing employment data at age 21, and 59% are missing employment data at age 26. This attrition comes both from those that did not respond to the questionnaires, and those that did not complete that question on the questionnaire. Proportionally more treatment than control subjects are missing, although the difference is not statistically significant (p-value= 0.37).

This level of attrition raises concern that our estimate of the impact on treatment may be biased. It is relatively easy to propose reasons that attrition might not be random and uncorrelated to treatment, and not clear which direction the resulting bias would be. For example, suppose that the higher level of attrition in the treatment group is due to higher job mobility in the treatment group due to greater economic success: then the most successful of the treatment group might have moved away from Montreal, which would result in a downward bias of the impact estimate. On the other hand, suppose that the treatment subjects who were the least successful felt more ashamed of their lack of success than the control subjects, because they felt that the University of Montréal had invested in their development, and so they were less likely to respond to the questionnaire -this would result in an upward bias on the impact estimate.

We test whether attrition is related to 25 variables collected prior to the program: both parents living at home; age of mother and father at birth of subject; education of mother and father; work status of mother and father; number of children in the household; adversity index of household; age of subject in 1984; rank in birth order of child; number of brothers, sisters, half-brothers, and half-sisters; whether or not the subject went to pre-school; and initial scores on aggression, anxiety, opposition, pro-sociality, combativeness, inattention, hyperactivity, and anti-social behavior. We construct three dummy variables equal to 1 if data on employment is missing and 0 otherwise (one for age 21, one for age 26, and one for percentage of time worked full time). For each baseline variable to be tested, we construct an interaction term between treatment and the baseline variable (in order to capture any possibility of differential attrition between the groups along that variable). We conduct 26 logit regressions for each year (25 baseline variables plus treatment alone), where the dummy for missing M i is regressed on treatment T i , the interaction term (T i * X i ), and the baseline variable X i , as follows:

M i = α + βT i + γ(T i * X i ) + δX i + ε i (7)
Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Chapter 3

Robustness Checks

We do not combine all of the variables into one regression because of the small sample size. Of greatest concern are the coefficients β and γ, because if they are significant they indicate that attrition is not orthogonal to treatment (random) along that baseline variable, and so at a minimum, that baseline variable should be controlled for in the regression specifications.

Table 39 shows all the significant channels. Father's age at subject's birth and schooling, are negatively correlated to attrition, but the correlation is the same in treatment and control groups. Mother's employment is weakly positively correlated to attrition in the treatment group for employment at age 26. Number of sisters is weakly positively correlated to attrition on the percent full time variable, but only in the treatment group. Note that the number of sisters is one variable that is not equal across treatment and control groups and is already controlled for due to that imbalance. Father's employment is very significantly correlated with attrition and treatment status at age 21 and 26. The combination of coefficients implies that, once father's employment is taken into account, treatment subjects are more likely to be missing than control subjects, and control subjects are more likely to be missing if their father was employed. Note that the checks on randomization showed no correlation (near zero and non significant) of father employment with treatment status. Once aggression or fighting is controlled for, the treatment group is more likely than the control group to be missing for employment at age 21 (note that aggression was not correlated with assignment to treatment). Prosociality is positively correlation with attrition only for the treatment group at age 26 (neither group at age 21). Hyperactivity is correlated with attrition and treatment group at age 21. Once hyperactivity is controlled for, the treatment group was more likely to be missing, but this difference decreased with hyperactivity. Note that the checks on randomization showed no correlation between hyperactivity and treatment assignment (near zero and non-significant).

Following these results, we include father's employment, mother's employment, prosociality, aggression, fighting and hyperactivity as controls in our preferred specification, along with the variables that were significant in the random assignment check (father's age at subject's birth, prestige of mother's work, initial anxiety, and number of sisters).

In order to get an idea of the possible direction and magnitude of the bias, we estimate the bias introduced by the same level of attrition into the estimate of the program impact on secondary school completion 9 . Administrative data on secondary school completion Chapter 3 Conclusion is available for nearly the entire sample (242 out of 250 subjects, or 97%). We use the following procedure. We create a false secondary school variable that takes the value of missing if the subject is missing data for employment at age 21 (or 26) and the value of the true secondary school variable if they have data for employment at age 21 (or 26). In this way we mimic the level of attrition in the economic data in the secondary school data (we call this the "attrited" dataset). We then estimate the impact of the program on secondary school completion using our preferred paper specification. We control for all variables related to treatment assignment and that are related to attrition across treatment groups. We compare this to an estimate of the impact of the program using data from the entire sample (the "true" dataset. The validity of this comparison rests on the assumption that the direction of the bias induced in the secondary school completion data is likely to be the same as the direction of the potential bias in the employment data.

The first three columns of Table 38 show this test for attrition at age 21. The point estimates of the attritted (column 1) and true (column 2) datasets are very close in value, suggesting little attrition bias. The second three columns of Table 38 show this test for attrition at age 26. The point estimate for the attrited dataset for age 26 (column 3) is 0.133, while the point estimate for the true dataset is 0.164. There is a bias due to attrition (the point estimate in the attrited sample is 23% lower than in the true sample) but note that it is a downward bias. If the estimate of impact for secondary school completion and economic success would biased in the same way by attrition, the estimates used in this paper are likely to be an underestimate of the economic impact of this program.

Conclusion

We find that an early childhood program conducted in inner-city Montreal in the 1980s and focused on improving social skills had substantial long-term positive effects: crime rates decreased and secondary school graduation increased. We provide some evidence that economic outcomes improved. We estimate a large rate of return to this programover 250% -even under conservative assumptions, which is in line with other estimates of the profitability of early childhood development programs. We use a rich longitudinal outcome to obtain the lower bound, and the converse to obtain the higher bound. This is not useful in this case because the high rate of attrition would result in extremely wide and uninformative bounds.

Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Chapter 3 Conclusion dataset that includes subjective and teacher, parent and peer reported-data, as well as psychological inventories, to provide evidence on the channels of impact.

We provide evidence that the behavioral mechanisms of impact were improvements in Generalized Trust and Inattention for all outcomes, and Delinquent Behavior for criminality. We also find that in-school performance plays a large role, and we believe that this is in part because in-school performance can measure non-cognitive behaviors that are not captured by the our measurements. We also show that early changes in behavior affect the school channel later on, which in turn affects adult outcomes. In this way, changing early social skills and self-control sets off a chain of events involving the administrative response of schools to children's behavior, which in turn affects adult outcomes.

The policy implication of this paper is that increased investment in childhood development programs is likely to be an efficient and profitable public policy, especially where such programs explicitly incorporate simple strategies to foster the development of non-cognitive skills, and in particular social skills and self-control. Outside of the public interest in social welfare, such investment would be particularly cost-effective when made for those children most at risk of unemployment and criminality as adults.

This paper also provides new micro evidence on the relationship of pro-social behavior to economic development. First, we show that it is generalized trust -similar to "weak social ties" -that is most relevant for economic success at the individual level, rather than altruism or strong social (family and close friends) ties. Second, we provide new evidence that pro-social behavior has an impact on social and economic success at an individual level. 

! !

Criminal record is a dummy equal to 1 if the subject ever had a criminal record. Two-sided pvalue of difference between treatment and control groups = 0.0.9. Secondary School is a dummy equal to 1 if the subject graduated from secondary school. Two-sided p-value of difference between treatment and control groups = 0.05 (Administrative data). 

! !

4. The facilitator would generalize the behavior by talking about its benefits and how it can make them (the children) feel better and make other people feel better. The facilitator might assign homework (for example, making a drawing of the behavior being discussed). The facilitator would try to work with children to anticipate situations that would call for the behavior, and plan to respond appropriately in those situations. The facilitator would also try to communicate the session's topic to the parents and teachers, who could reinforce that topic at home and in the classroom.

5. The facilitator would also work to reinforce the learned behaviors during the sessions, for example by using a scoring system such as the one below reported in Chapter 3

Appendix 2

• Asking Why (body language, letting the other person finish speaking, asking the question)

• Saying "You're bothering me" (body language, saying the person's name, saying what's wrong, asking the person to stop) For example, in the "Speaking Nicely" session, the facilitator would begin by asking children if they tried the previous session's behavior (Making Contact), and the results. The facilitator would then explain what "Speaking Nicely" means and why it is useful, and the children would try to give examples of speaking nicely. The role play for modeling would involve a friend who arrives at school wearing a new sweater, and the way to speak nicely in this situation is to go up to the friend and make eye contact, smile, use a pleasant tone of voice, and explain that you like his sweater. Other role plays would include congratulating a friend who got a good grade, encouraging a partner who made a mistake in a game, or thanking parents for doing something nice for. After several role plays, the facilitator would review how important words and body language are to being understood, and assign homework and give out letters for parents and teachers. In the "Saying No" session, the facilitator would ask if the children had practiced the previous session's behavior (Doing Things Together), and discuss how it went. Then the facilitator would introduce the topic of "Saying No", and explain that we are allowed to say no if we don't want to do something, and that we can do so clearly and without getting angry. The children would then discuss times that they had said no, or times that they wanted to say no but did not feel comfortable doing so. The first role play is about a friend who wants to borrow a bicycle. To say no, the children are told to look at their friend, speak firmly and without anger, and to give a reason for saying no. Other role plays are when a child is not interested in playing but wants to be alone, when a sibling wants to share candy or wants to play. The facilitator reviews that it is good to say honestly what we want or don't want, and clearly explain our reasons, so that the other person can better understand why we are saying no, and accept our answer. Then homework is assigned and letters to parents and teachers are distributed. 

Conclusion

The chapters in this dissertation addressed the foundations of prosocial behavior and its relationship to economic outcomes. Chapter 1 showed that multiple mechanisms are at work, that social norms are important, that altruism plays a role, and that personal identification can be more important than numbers. Chapter 3 showed that generalized trust, rather than strong social skills or altruism, seems to be important in changing outcomes. They also demonstrated that levels of prosocial behavior are malleable by policy, and can have real impact. In Chapter 2, we showed that financial grants did increase parent participation in school committees, and this kind of participation seems -sensibly -to be conditioned on how effective parents think that their participation is likely to be at achieving results. While the data are only available for a short time period, we do observe increased enrollment following the grant, and that this seems to be linked to levels of participation. In Chapter 3, we showed that a childhood program focused on improving social skills and self-control had dramatic effects on people's lives, and we provide evidence that this program was extremely cost-effective. These studies help advance our understanding of the relationship of prosocial behavior to economic outcomes, and the role that policy can play in reducing gaps in well-being and economic growth due to differences in social levels of trust and cooperation. As covered in the introduction, the evidence at the country level is clear that there is a positive relationship between trust and growth, and substantial evidence suggests that this relationship is causal. Given this, it is crucially important for economists and policymakers to turn their attention to shifting social preferences as a lever for improving economic growth and individual well-being. My future research agenda will focus on this question, and, in particular, the interaction of laws and legal defaults with social preferences and norms for prosocial behavior.
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  Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP deParis -2013 Résumé en Français spécifiquement axées sur la confiance et la coopération, il peut y avoir une grande portée pour améliorer du bien-être en augmentant la politique axée sur cette question. C'est ce qui est démontré dans ces essais.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

  Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013 Chapter 3 Experimental Design and Data

  ). The prevention program included three main components to improve children's non-behavioral skills, particularly social interactions and self-control: child training, parent training, and teacher training. The teacher training component was not fully implemented and so we focus on the child and parent training here. Appendix A provides detailed information on the program and contents of the training sessions. Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013 Chapter 3 Experimental Design and Data

  The family intervention was tailored to individual family needs and capacities. It included: (1) a reading program for parents; (2) training parents to monitor their child's behavior; (3) training parents to positively reinforce their child's prosocial behavior; (4) training parents to punish effectively without being abusive; (5) training parents to manage family crises; and (6) helping parents to generalize what they have learned.

  Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013 123 Chapter 3

  That is,I = [(I NS E -I NS U ) * (Π(E T -Π(E C ))] + [(I S E -I NS E ) * (Π(S T ) -Π(S C ))]

Figure 3 .

 3 Figure 3. Percent of Subjects with Criminal Record and Percent of Subjects with Secondary Diploma

Figure 4 .

 4 Figure 4. Distributions of the Economic Index, by Treatment and Control ( KS test p-value=0.002)

Figure 6 :Figure 7 :Figure 13 :

 6713 Figure 6: Distribution of Generalized Trust Channel

Figure A2. 2 :-!

 2 Example of Take-home sheet for parents from Social Skills trainings Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013 Looking at the person who is speaking -Speaking when it is my turn to speak -Staying seated and remaining calm -Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013
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In a survey of urban areas in the United States in

2012, 57% of people reported having given money to an organization, 42% volunteered time, and 71% helped a stranger (Charities Aid Foundation, 2012).

[START_REF] Levitt | What do laboratory experiments measuring social preferences reveal about the real world?[END_REF], however, question the extent to which the social preferences observed in the lab manifest in actual market interactions.

Note that the idea that public service will be improved through beneficiary participation relies implicitly on the prosocial actions of the beneficiaries, and their ability to overcome the collective action problem inherent in providing local public goods. While these programs are framed as empowering communities to solve their own problems, they also place a burden (solving the collective action problem) on these communities.[START_REF] Miguel | Ethnic diversity, social sanctions, and public goods in Kenya[END_REF] find that ethnic diversity in rural western Kenya is related to lower levels of primary school funding and worse maintenance of public water sources. They attribute this relationship to the increased difficulty of solving collective action problems in diverse communities, since social sanctions for non-participation are more difficult to impose.

The authors interpret this as suggesting that the measure of "trusting" in trust games may be confounded by a preference for risk.

5 "Generally speaking, would you say that most people can be trusted, or that you can't be too careful in dealing with people?" The application of the WVS to trusting behavior has been studied by several scholars including[START_REF] Glaeser | Measuring trust[END_REF],[START_REF] Fehr | A nation-wide laboratory: examining trust and trustworthiness by integrating behavioral experiments into representative survey[END_REF] and most recently[START_REF] Sapienza | Understanding trust. The Economic Journal[END_REF], who argue that this question captures belief rather than preferences.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Dans une enquête sur les zones urbaines aux États-Unis en 2012, 57% des personnes ont déclaré avoir donné de l'argent à une organisation, 42% du bénévolat temps, et

71% a aidé un étranger (Charities Aid Foundation, 2012).

[START_REF] Levitt | What do laboratory experiments measuring social preferences reveal about the real world?[END_REF], cependant, s'interrogent sur la mesure dans laquelle les préférences sociales observées dans le manifeste de laboratoire dans les interactions réelles du marché.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Notez que l'idée que le service public sera amélioré grâce à la participation des bénéficiaires se fonde implicitement sur les actions prosociales des bénéficiaires et leur capacité à surmonter le problème de l'action collective inhérente à la fourniture de biens publics locaux. Bien que ces programmes soient encadrés comme l'autonomisation des communautés à résoudre leurs propres problèmes, ils placent également une charge (la résolution du problème d'action collective) sur ces communautés.[START_REF] Miguel | Ethnic diversity, social sanctions, and public goods in Kenya[END_REF] constatent que la diversité ethnique dans l'ouest du Kenya est liée à des niveaux inférieurs de financement de l'école primaire, et l'entretien pire des sources d'eau publiques. Ils attribuent cette relation à la difficulté accrue de résoudre les problèmes d'action collective dans les diverses communautés, car les sanctions sociales pour la non-participation sont plus difficiles à imposer.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Les auteurs interprètent cela comme suggérant que la mesure de "confiance" dans les jeux expérimentaux peut être confondu par une préférence pour le risque.

10 «De manière générale, diriez-vous que la plupart des gens sont dignes de confiance, ou que vous ne pouvez pas être trop prudent dans nos relations avec les gens? » L'application de la WVS au comportement de confiance a été étudiée par plusieurs chercheurs dont[START_REF] Glaeser | Measuring trust[END_REF],[START_REF] Fehr | A nation-wide laboratory: examining trust and trustworthiness by integrating behavioral experiments into representative survey[END_REF] et plus récemment[START_REF] Sapienza | Understanding trust. The Economic Journal[END_REF]. Sapienza et al affirment que cette question reflète la croyance plutôt que des préférences.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Written with Adrien Matray. We thank Yann Algan, Elise Huillery, and Emeric Henry, as well as seminar participants at Sciences Po, for comments. We also thank the Marketing Department of "The Company".

In this framework, the agent knows that there is a distribution of types (for example, generous or non-generous) in the population, and gets positive utility from the belief that she is of the more generous type. If she acts generously, she will signal to herself that she is indeed of the more generous type. Thus reputation can also be self-reflexive, as well as social.

This might not be true if the commenter disagrees with the existing comments on the website, and feels that his or her comment is essential for bringing the product rating closer to what he or she perceives as the truth. However, we feel that this is unlikely to be the primary mechanism here, first because the message refers to contributions on the whole Cdiscount site and not just for the particular product, and second because evaluating the existing comments on a product would require a level of effort beyond simply making the comment.

As in[START_REF] Shang | A field experiment in charitable contribution: The impact of social information on the voluntary provision of public goods[END_REF] we manipulate the information about the level of contribution by changing the reference population.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Note that one pathway does not exclude the other, an agent might enjoy a fixed benefit from taking an action, plus a benefit that increases with the amount of benefit enjoyed by others.

The original project design included a test for proximity based on product type, but during analysis it was determined that the test was invalid because the message (group 5) referenced both a number ("thousands") and a product type, and so separating the effect of the two frames was not possible.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

[START_REF] Chaudhury | Missing in action: teacher and health worker absence in developing countries[END_REF] surveyed attendance in six countries and found 19% of teachers absent during spot checks.

School-based management programs have been implemented in Argentina, Australia, Bangladesh, Canada, Guatemala, Honduras, Hong-Kong, India, Lebanon, Lesotho, Macedonia, Madagascar, Mexico, Nicaragua, the Philippines, Senegal, Serbia, Sri Lanka, the Gambia, the United Kingdom, and the United States[START_REF] Duflo | School Governance, Teacher Incentives, and Pupil-Teacher Ratios: Experimental Evidence from Kenyan Primary Schools[END_REF].Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

It is not feasible to evaluate the amount of in kind contributions as we do not have information on the local market price of the items contributed.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Excused absences were counted as absences. If the school was closed on the day of the visit (which was always on a day that the school was supposed to be open), but data was available on the number of teachers employed there, all teachers were counted as absent.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

When information for one of the members is missing, we impute the value of the member for whom information is available, in order to avoid dropping observations. Results do not vary substantially when these schools are excluded but the sample size is reduced.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

An alternative specification uses dummies for the strats used in random selection, which were defined using a dummy for urban, the total enrollment in 2005/06, and support by an outside NGO in 2005/06. This specification does not substantially change the results, but increases precision of some coefficient estimates and decreases precision of others.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Table A1 gives the impact of the program for the components of the index. Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

These items were projects that were frequently reported by the schools as projects undertaken using the grant money.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

An equivalent way to put it is that teachers incur a social sanction from the community if they shirk and if parents can observe it.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Note that this program was publicized within the administration and careful records were required at each step of transfer of the money. In addition, the government of Niger had recently publicly cracked down on corrupt officials. This suggests that applications of this transfer mechanisms to other contexts might not be so effective.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

This figure is in line with observed absenteeism rates in other countries; see[START_REF] Chaudhury | Missing in action: teacher and health worker absence in developing countries[END_REF] which surveyed attendance in six countries and found 19% of teachers absent during spot checks.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

This article was co-authored with Yann Algan, Frank Vitaro and Richard E. Tremblay. We thank the following people for very helpful comments : Larry Katz, Sam Bowles, Ernst Fehr, Nicole Fortin, Jens Ludwig, Philip Oreopoulos and Emmanuel Saez. All the data from the MLES experiment are located at GRIP: Groupe de recherche sur l'inadaptation psychosociale chez l'enfant, Hopital Sainte-Justine, Montréal Canada. The research leading to these results has received funding from the European Research Council for Yann Algan under the European Community's Seventh Framework Program (FP7/2007-2013) / ERC grant agreement n°240923. Elizabeth Beasley gratefully acknowledges the support of the Abdul Latif Jameel Poverty Action Lab (J-PAL).

The Perry Preschool or Abecedarian mainly consisted of an additional quantity of schooling, with additional classroom sessions or home visits by teachers. The curriculum of the Perry Preschool Program also included some non-cognitive tasks with a plan-to-review sequence to develop a sense of responsibility and independence (seeSchweinhart, Barnes and Weikart, 1983).

We impute wages for the unemployed based on previous employment and secondary graduation. However, since there is a large number of unemployed, the results are sensitive to the assumptions used to impute wages for the unemployed (such as the replacement rate). For this reason, we do not focus on hourly wages as a principal outcome, though we do not exclude it from the index. Excluding it does not substantially change the results.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

As in[START_REF] Kling | Experimental analysis of neighborhood effects[END_REF], missing values are imputed using the average value for the assigned group, provided that the observation has a valid value for at least one variable.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Note that the minimum value for the treatment group is higher than that for the control or normative group. This reinforces the general concern about attrition in the economic variables. Future work will attempt to include administrative data on economic outcomes.

The significance and magnitude of the impact on hourly wage is sensitive to assumptions made about the replacement rate, given that the proportion of unemployed subjects is different in the treatment and control group.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

For computational simplicity, we control for imbalances by using the residuals of a linear regression of the imbalance baseline variables on the channels and outcomes.Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

It is sometimes possible to create bounds on the estimate by calculating the coefficient under two hypothetical cases, one where all of the missing from the treatment group are artificially assigned the "bad" outcome and all of the missing from the control group are artificially assigned the "good" Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

The facilitator would guide a practice session, where children would take turns acting in different role plays that demonstrate the behavior, and would alternate roles. During and after the role plays, the facilitator would give feedback and articulate how the behavior was being demonstrated.

Bertrand and Reclus-Prince (1988) also provide references used in development of the program: Bessell and Palomares (1972),[START_REF] Cartledge | Teaching social skills to children and youth: Innovative approaches[END_REF],Schneider and Byrne (1984),Michelson et al (1983) andShure and Spivack (1984).Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Acknowledgements

Acknowledgements I am grateful to the faculty and students at Sciences Po for providing an enriching and supportive environment, and in particular Etienne Wasmer, Emeric Henry, Ruben Durante and Guy Laroque for insightful comments. I particularly thank Camille Hemet for her camaradarie and kindness. I also thank the staff at Sciences Po for their good cheer and help in navigating a system which can occasionally be mystifying to an Anglophone: Cécile Markarian, Cathy Bénard, Pilar Calvo, and Claudine Lamaze. I thank all of the people responsible for my intellectual and professional development on the long and somewhat complicated road to this point: the staff and faculty at the MPA/ID program at the Kennedy School of Government and NYU Law School, and the lawyers and staff at Latham and Watkins LLP from whom I learned an enormous amount.

The list of people whose work and time and energy, in various ways, contributed to the data used in these articles is long, and includes many enumerators and data processors, and anonymous respondents and subjects, who I can never know but to whom I am grateful and want to remember here.

Finally, I am grateful to, and for, my family. My parents, who have patiently observed and encouraged my intellectual path for many years now, and my parents-in-law, have all been important sources of love and support. But above all I am grateful to my husband and best friend, who has helped me think through so many questions, has improved all of my ideas, and without whom I never would have been able to do this.

I finally want to thank my daughters, just for being there: knowing that they are watching has motivated me to do what makes me happy, because I want them to do the same.

Appendix 1: Tables andCharts Table 1: The explosion in access to schools in the last two decades is the result of an unprecedented effort to increase education in poor countries. However, the quality of education is often low, and in some cases getting worse as participation increases. Poor quality can result from poor physical infrastructure (such as rudimentary buildings without access to water, electricity or latrines), lack of recurrent inputs (for example, delays in teacher salary, large class-size or lack of educational materials), and ineffective or absent staff. 2 Governments of poor countries must face the issue of improving quality from a
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Appendix 1: Tables and Figures Chapter 2

Appendix 1 The school committees, i.e. two representatives, signed a document confirming effective receipt of the grant in the intended amount. These receipts were first collected at the regional level and the information was then entered into a database at the Ministry of Education as a way to verify the actual receipt of the grants at the school level. An additional survey was conducted in 85 randomly selected schools asking detailed questions about the receipt and spending of the grants, and financial management. This questionnaire also included information about any problems with the administration of the grant and qualitative feedback and suggestions from the COGES. The use of the grants was recorded in detail, including the existence of a receipt for each expenditure.

Grants were distributed as follows: the Ministry of Education issued an order to the District level, which allowed the district to withdraw cash from the Treasury to distribute to the schools. The grants were distributed first to the inspectors, and then either directly to the COGES or to other officials who brought the grants to the schools. The vast majority of schools do not have bank accounts, and other mechanisms of distribution were infeasible.

The collection of grant receipts, financial questionnaires, and information from the Ministry indicated that of the 498 of the 500 treatment schools received the grant. Of the two that did not receive their grant, one school had closed, and so their grant was allocated to a school outside of the 1,000 school sample, and the other's grant was mistakenly given to a control school. Of the schools receiving the grant, our information indicates that four schools received less money than had been allocated to them (in 3 cases the schools received 500 FCFA less than the assigned grant amount of 73,500 FCFA, and in one case 10,500 FCFA less than the assigned grant amount of 120,500 FCFA), while two schools reported receiving more than had been allocated (one school received 2,000 FCFA more than the assigned amount of 122,500 FCFA, and the other received 27,000 FCFA more than the assigned amount of 167,500 FCFA). All in all, the data indicate that 492 out of 500 schools received the exact amount allocated to them, and six others received the grant but not in the correct amount. This is a reasonably high compliance rate 22 .

Data from the qualitative questionnaire administered to the 85 randomly selected Chapter 2

Appendix 2 schools indicate that the majority of those schools received the intended grant amount. Among the 85 schools, one school that had been selected for the grant had been closed at the time that the grant arrived. In another case, the grant was accidentally given to another school. In a third case, a school reported receiving 500 FCFA less than the intended amount. Two schools reported paying some money to cover transport costs to the person who delivered the grant.
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Appendix 3: Description of Indices

The summary index Y is defined to be the equally weighted average of z-scores of its components, with the sign of each measure oriented so that more beneficial outcomes have higher scores. The z-scores are calculated by subtracting the control group mean and dividing by the control group standard deviation. Thus, each component of the index has mean 0 and standard deviation 1 for the control group. If an individual has a valid response to at least one component measure of an index, then any missing values for other component measures are imputed at the random assignment group mean. This results in differences between treatment and control means of an index being the same as the average of treatment and control means of the components of that index (when the components are divided by their control group standard deviation and have no missing value imputation), so that the index can be interpreted as the average of results for separate measures scaled to standard deviation units. The resulting estimate gives location of the mean of the treatment group in the distribution of the control group in terms of standard deviation units. We create three indices:

• Two indices reflecting different kinds of parent participation:

-The nonassertive index averages together four variables: parent financial and in-kind contributions, and parent supervision of pupil attendance and parent remedial action for pupil absenteeism.

-The assertive index averages together seven variables: frequency of parent association and school committee meetings, whether the mothers' association is active, and whether the school committee is in charge of collecting fees, deciding how fees are spent, supervising infrastructure, and supervising supplies.

• An index of school quality:

-The infrastructure index is composed of the number of buildings, blackboards, latrines, and books, a dummy for access to water, and a dummy for school enclosure (this is a fence or wall around the school grounds that separates the school from other public space). The data on infrastructure comes from the 2008/2009 annual administrative database so we can evaluate the impact of the grant in the middle run (around 10 months after the treatment).
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Chapter 2

Appendix 3 Appendix 4: Descriptive Statistics

Community Characteristics

Table 2 shows descriptive statistics on the community authority that we use as interactions with the treatment variable to test for heterogenous treatment effects of the program. These statistics are from the 2008 school survey and from the 2007/2008 administrative survey database. It is highly unlikely that these characteristics changed because of the treatment over the experiment period (December 2007-May 2008), either by construction or because the evaluation period is only in the short run (we tested for differences of the means across groups to confirm balance over groups, and p-values are reported in Table 2). They can therefore be used as interaction variables. Only 31% of school committees in the sample contain at least one member who completed primary school, which indicates an important heterogeneity across communities. Note that there is no significant difference in school committee members' seniority across control and treatment groups, which indicates that the composition of school committee did not react to the grant program in the short run. Note that the average wealth index does not have any material meaning in itself since the scale is one that measures individual's wealth relative to one another. The average wealth index is negative since the two school committee members are poorer, on average, than the school directors, whose data was included in the construction of the wealth index. The standard deviation of this wealth indicator is large (1.46), indicating an important heterogeneity of wealth across communities.

A minority (20%) of teachers in the average school are civil servants. Heterogeneity is large: 42% of schools have no civil servants and 35% have more than one third civil servants. Only 3% of schools have a majority of civil servant teachers. The typical school director has been in his or her position for slightly over 4 years. The variation of school director's seniority is not very large, with a standard deviation of 2.68 years. A very small fraction (6%) of school directors have been in charge for only one year, while 28% have been in charge for five years or more. In 82% of schools, the director speaks the same language as the majority of people in the community, as measured by a dummy equal to one when there is a common language.

Only the control group schools are used to generate the following descriptive statistics in this section, with the objective for these statistics to be indicative of the pre-grant status of schools in Tahoua and Zinder.
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Chapter 2 Appendix 4 reasons for teacher absences. In about one third of schools, no reason was given. The fact that school committee members did not/could not indicate the reasons for teacher absenteeism is cause for concern, since it may indicate a lack of or weak attention to teacher management and supervision. Among schools which provided reasons for teacher absences, the most frequently cited reasons were (i) collecting salaries (34%); (ii) strike (33%); and (iii) illness (19%).

Infrastructure The schools in Niger have low levels of equipment. There are 1.6 latrines per school, and 13% of schools have access to water, while 34% have some sort of basic wall separating the school from other public space. For the infrastructure index, the classroom, desks, blackboard and books figures are change from year to year (in order to control for previous levels). On average, schools added 0.23 classroom buildings over the period 2007-2009, 3.5 desks, 0.65 blackboards, and 6.7 books.

Demand for education

Table 6 shows descriptive statistics on the demand for education. These statistics are computed over the control group schools to represent the natural state of the demand for education without the encouragement program.

Overall, 156 pupils registered per school in 2008-2009. Attendance is measured by the ratio of pupils present the day of survey visit by the number of pupils who were registered at the beginning of the school year. An average of 69% of pupils who were enrolled at the beginning of the school year were present at school the day of visit, though this measure is based on a head count and thus may confound absence and drop out. Schools reported that about 3.4% of pupils who were registered at the beginning of the school year dropped out over the course of the year, or about 5 pupils per school on average. The dropout rate is highest in grade 6, at 5%. The dropout rate is not significantly different across boys and girls.

Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Chapter 3 Introduction Trust, Strong Social Ties, and Altruism. We also identify two additional behavioral channels (Delinquent Behavior and Inattention) and a channel for Emotional Well-Being. We compare the impact explained by each of these channels to each other and the impact explained by school outcomes (grades and class assignment). The treatment program does not have any impact on Strong Social Ties, Altruism, or Emotional Well-Being.

We examine the amount of treatment impact that is explained by each channel it two ways. First, we simply compare the coefficient on treatment from a regression that includes the channel variable and a regression that does not include the channel variable. We also examine the degree to which changes in the behavioral channels explain the impact of treatment on school outcomes. Second, we estimate a model where treatment affects behavioral channels and school channel, behavioral channels in the first period (10-13) affect behavior and school performance in the second period (14-17) and treatment, behavior in the second period (14-17) and school performance all affect the outcome.

We provide evidence that the Generalized Trust channel explains at least a part of the impact on all three outcomes: around 15% of the impact on Secondary Completion, 9% of the impact on Criminal Records, and 16% of the impact on the Economic outcomes. Delinquent Behavior explains a substantial amount of the impact on Criminal Record (29%), and but little of the impact on Secondary Completion (2%) and none of the impact on Economic Outcomes. Changes in Inattention explain a substantial amount of the impact on Secondary Completion (23%), and some of the impact on Criminal Record (11%) and a bit of the impact on Economic Outcomes (6%). School performance explains some of the impact on all outcomes, even when changes in behavior are accounted for (27% for Secondary Completion, 22% for Criminal Record, and 4% for Economic Index).

Our study contributes to the growing literature on the impact of education and early childhood development programs on adult outcomes. Substantial evidence shows that early childhood educational intervention, like the Abecedarian [START_REF] Campbell | Early childhood education: Young adult outcomes from the Abecedarian Project[END_REF] and Perry Programs (Heckman et al., 2010), the Head Start program [START_REF] Currie | Does Head Start make a difference?[END_REF]Ludwig and Phillips 2007) or the Project STAR [START_REF] Krueger | Experimental estimates of education production functions[END_REF][START_REF] Chetty | How does your kindergarten classroom affect your earnings? Evidence from Project STAR[END_REF]) leads to a variety of favorable long-term outcomes. Those outcomes range from improved earnings and employment prospects, increase in educational attainment to large drop in criminal rates or mortality rates.

The MLES project differs in three main dimensions from other experiments. First, this intervention is specifically targeted at children with very high deficit in social skills while the selection criterion of previous studies was mostly based on low IQ and low-income Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Chapter 3

Testing the Channels of Impact on Adult Outcomes channels to the treatment impact on the school channels. Table 21 and Table 22 show that changes in the behavioral channels from age 10-13 explain between 17% and 35% of the treatment impact on the school performance channels from age 14-17.

Simultaneous Maximum Likelihood Estimation

In order to estimate the total amount of the treatment impact on outcomes that is explained by changes in the behavioral channels, we would like to account for the impact of the behavioral channels on school performance and then on the outcomes. In this way, we model a chain of events: the intervention improves behavior at ages 10-13, which subsequently changes behavior and school outcomes at ages 14-17, which then changes life outcomes such as secondary completion and criminality.

This requires a simultaneous estimation of the impact of treatment on behavioral channels, the impact of the behavioral channels on the school performance channels, and the impact of treatment, the behavioral channels and the school performance channels on the outcomes. Such estimation is difficult using OLS regressions as it becomes difficult to test the significance of the indirect effect.

We thus estimate the proportion of the impact of treatment on economic outcomes explained by changes in the channels using maximum likelihood estimation of simultaneous equations. We model two periods, 1 (ages 10-13) and 2 (ages 14-17). The equation model includes the following set of equations, where there are J underlying channels represented by θ j ,θ j , measured in two periods:

Equation ( 1) calculates the impact of treatment T and all channels from period 2 (θ j2 ,θ j 2 ) on the outcome (Secondary Completion, Criminal Record, and Economic Index). Equation (2) calculates the impact of treatment T and channels estimated from period 1 (θ j1 , θ j 1 ) on the channels in period 2 ( θ j2 ,θ j 2 ). For example, Delinquent Behavior in period 2 may depend on Treatment and the levels of Generalized Trust, Delinquent Behavior, and Inattention in period 1 . Equation (3) calculates the impact Elizabeth Beasley-"Policies for Increasing Prosocial behavior" -These IEP de Paris -2013

Chapter 3 Robustness Checks 7 Robustness Checks

Clustering and fixed effects

Randomization was carried out at the individual level. Nevertheless some children did attend the same schools as others, whether in the treatment or control or normative groups. As a robustness check we include fixed effects at the school level in 1984 and 1986 as well as specifications with clustered standard errors at the school level in those years. Note that in 1986 there are very few schools that have more than a handful of children from the original sample together, so clustering has little effect. We are missing some data on school assignment in 1986, the year the program began. We have full data on schools for 1984, when the teachers initially ranked subject behavior.

Results are presented in Tables 323334353637. For Secondary Completion and the Economic Index, there is very little change in either the size of impact or the significance. For Criminal Record, including fixed effects at school level for 1984 reduces the coefficient from 0.114 (p=0.07) to 0.0953 (p=0.12) (compare columns (1) and ( 5) of Table 36. This is a small reduction in the point estimate, but since the significance of the treatment impact on Criminal Record was borderline, the slightly smaller coefficient results in a p-value over 10%. Given that randomization was at the individual level, and so there is no a priori reason to control for fixed effects at the school level, and given the small sample size, and the fact that the coefficient on treatment remains the same order of magnitude when fixed effects are included we have decided not to include fixed effects in our main specification.

Logit Specifications

We provide logit estimates for the criminal record and secondary completion outcomes as a robustness check (Table 30 andTable 31). The principal results do not change in terms of the coefficients, though they do change somewhat in terms of the marginal effects but only when the full sample is used for Criminal Records, and not when the disruptive sample is used. Since the standard means-based calculation of marginal effects for one variable depends on the values of the other covariates, changes in the marginal effects coefficient when covariates added may be difficult to interpret. Each bar represents the explained treatment effect, normalized to 1, and the decomposition represents the percent of the explained treatment effect that is explained by changes in the channels. The percentages are obtained from the maximum likelihood estimation procedure using the entire sample where the detailed results are given in Table 24 andTable 26 Each bar represents the total treatment effect, normalized to 1, and the decomposition represents the percent of the explained treatment effect that is explained by changes in the channels or remains unexplained.
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Intervention Program

The activity program is covered in more detail in Bertrand and Reclus-Prince (1988), from which this section draws heavily. 10 The training sessions for the children lasted around 45 minutes and were conducted as follows.

1. The previous session's activity would be reviewed, the group would talk about whether they had used the previous session's behavior, and any homework would be discussed. Children would be praised for having tried to use the skill, and the group would try to identify the benefits of that behavior.

2. The activity for the session would be introduced with a brief explanation from the facilitator, who would ask children to talk about situation in life that are relevant to the behavior. The facilitator would highlight the results of the behavior. The behavior would be modeled, generally through role playing, where the children and/or the teacher would take different parts. Several role plays might be carried out to demonstrate the behavior. ). The performance criteria may be set individually or for the group: in the latter case, the facilitator helps the group encourage the participation of any child less skilled in that behaviour or less willing to engage in it.

Depending on the children's ability to wait for rewards and to see themselves positively, the reinforcers can be distributed after each activity, after a few activities, or at the end of the program. -Individual performance: 10 points -Choice of rewards: sticker, eraser, felt marker, etc.

Sample scoring system

Duration of the activity

-Group performance (5 children): 50 points -Choice of rewards: group game, free time, etc.

!

First Year: Social Skills

The trainings during first year focused on social skills, and in the second year self-control (described below). Nine behaviors were covered in the social skills training sessions:

• Making Contact (eye contact, smiling, approaching another person)

• Speaking Nicely (friendly body language, tone of voice, explaining what we like)

• Gentle Physical Contact (body language, touching with friendly intent, briefly)

• Helping (approaching someone who needs help, offering to help, waiting for the answer)

• Including and Inviting (body language, saying the person's name, inviting)

• Doing things together (body language, proposing how to do things, seeing whether the other person agrees)

• Saying No (body language, tone of voice, without anger, giving a reason) Second Year: Self-Control

In the second year, the sessions focused on the theme of self-control. The principal was to provide a roadmap for children to decide on an appropriate response in a given situation. Four steps are reinforced over the ten sessions: Myself). Then the facilitator would introduce the topic of hitting, talking about all the times when one feels like hitting or pushing, and why. The facilitator would explain the appropriate behavior, that is when one wants to hit, one must stop, pause, tell oneself "I won't hit, calm down" and choose another way to act that will not hurt the other person. Children would be asked to give examples from their own life. The first role played, by the facilitator, would involve someone who is bumped into and hurt by another student who was rushing along. Following the steps above, the children are told to 1. Identify what is happening and feelings associated with it: He bumped into me.

Was it on purpose? I feel angry, and I want to hit him.

2. Think about possibilities to say and do: I could hit him, I could fall down on the floor and cry, I could go tell my teacher, I could yell at him. I think that usually that classmate is not mean to me. I could do or think about something else. I could move away from him.

3. Choose an appropriate solution: I will stop, tell myself that I won't hit him, and choose another way of dealing with the situation. I will tell him clearly but without being angry how I feel.

4. Do the solution, and feel good about it: I tell him how I feel, that he hurt me, and that I want him to be more careful next time. I tell myself, good job for not getting into a fight! I am proud of myself.

Additional role plays are performed with the children involve, all demonstrating the four steps (identify, think, choose, do), and the principle of stop, pause, say "I won't hit" and choose another action. Other role plays include someone breaking a toy, aggression from others, teasing, or having a foot stepped on accidentally. The facilitator then gives feedback, reinforcing the four steps and the principal of stop. Then the facilitator helps each child prepare their homework, which involves identifying opportunities to practice the behavior of not hitting when you want to.