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1. Executive Summary 

1.1.1 Project Overview & Purpose of Midline Evaluation 

Through funding from DFID’s Girls Education Challenge Transitions (GEC-T), the 

Excelling Against the Odds project is implemented by CHADET in partnership 

with ChildHope UK in two zones of Amhara (South Wollo and South Gonder) and 

one zone of Oromia (Arsi).  

Figure 1. Project Target Areas (Administrative Zones of UNDP 19982) 

 

The project supports 16,481 marginalized girls to learn in school and success-

fully transition within school, to vocational training or to employment.  

The project is being implemented from April 2017 - March 2021 and was pre-

ceded by a first phase, funded through the Girls Education Challenge Step 

Change Window, from 2013-2017. The second phase of the project supports 

the same cohort of marginalized girls as they enter adolescence, secondary 

school, vocational training, and the work force.  

The Girls’ Education Challenge (GEC) was launched by the UK in 2012 as a 12-

year commitment to reach the most marginalized girls in the world. It is the larg-

est global fund dedicated to girls’ education3.  

The purpose of the Midline Study is to evaluate the impact, relevance, effective-

ness, and sustainability of the project. The evaluation is designed to measure 

the project’s impact on learning and transition through a quasi-experimental dif-

ference-in-difference design, where a cohort of girls in treatment and control are 

 
2 Reproduced and modified based on UN Emergencies Unit For Ethiopia in 2002 based 

on UNDP data from 1998: http://www.africa.upenn.edu/eue_web/eue_mnu.htm 
3 DFID Girl’s Education Challenge: https://girlseducationchallenge.org/#/  

http://www.africa.upenn.edu/eue_web/eue_mnu.htm
https://girlseducationchallenge.org/#/
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tracked between evaluation periods. To support the project to deliver differenti-

ated treatment to the most marginalized sub-groups of girls, specific barriers 

and characteristics that result in educational marginalization have been identi-

fied and are discussed throughout the report.  

Data collection for the Baseline took place in October-December,2018. Data 

collection for the Midline took place in November and December of 2019, prior 

to the outbreak of the COVID-19 pandemic.  

1.1.2 What impact did the project have on the learning and 

transition of marginalized girls? 

The project had a statistically significant impact on numeracy outcomes be-

tween Baseline and Midline, based on the cross-sectional difference-in-differ-

ence model. The project therefore successfully delivered improvements to girls’ 

numeracy over and above improvements experienced by girls in the control 

group4. Girls in the treatment group on average improved their numeracy by 

12.5% more than girls in the control group.  

Girls in the treatment group outperformed girls in the control group in all grades 

with regards to meeting expected numeracy curriculum competencies, further 

evidencing the contribution of the project to numeracy outcomes.  

However, only a minority of girls’ meet curriculum expectations in numeracy in 

all grade levels, suggesting that the numeracy curriculum does not meet girls at 

their current level and that teachers struggle to deliver to the curriculum in the 

way it was designed.  

Girls who were in grade 8 at Baseline, experienced the greatest average im-

provement in numeracy outcomes between Baseline and Midline, suggesting 

these girls benefited most from project activities between periods.  

As these girls have since transitioned to secondary school, this indicates that 

the project was particularly able to support girls’ numeracy improvements de-

spite a confluence of changes taking place, including the advent of adolescence 

and having new teachers and peers.   

Due to the absence of literacy data from Baseline, it is not possible to conclu-

sively evaluate the project’s impact on either English literacy or local language 

literacy5. However, some evidence at Midline suggests the project has influ-

enced literacy improvements between periods.  

Logistic regressions using evaluation status to predict oral reading fluency levels 

find that treatment is a statistically significant predictor of higher levels of both 

 
4 Numeracy was measured through the single subtask that overlapped between periods 

the Advanced written problems subtask 
5 Local language literacy refers to either Amharic or Afaan Oromo depending on the re-

gion as the project targets different regions with different majority languages 
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English oral reading fluency and local language oral reading fluency. In qualita-

tive sessions girls also report that homework tutorials have enabled them to 

improve their literacy through re-teaching of core concepts and access to addi-

tional reading materials.  

At Endline, the study will assess the extent to which the project has had an im-

pact on literacy improvements, but findings from Midline suggest that it may 

have already influenced these outcomes.  

In terms of transitions, there were no significant differences between treatment 

and control schools in transition rates, although this is likely the result of the 

way the sample was taken due to data limitations inherited from Baseline, par-

ticularly the inability to track participants (See Limitations).  

1.1.3 What works to facilitate the learning and transition of mar-

ginalized girls? 

Several factors were found to support girls’ learning in numeracy and English 

and local language literacy. These factors likely led to the project’s impact in 

numeracy between Baseline and Midline. 

Participating in Homework Tutorials leads to higher levels of English oral reading 

fluency, local language oral reading fluency, and numeracy at Midline according 

to linear models. Both teachers and girls report similar results of participation in 

homework clubs in qualitative sessions validating this finding. Homework Clubs 

provide an extended learning opportunity for marginalized girls and given that 

81.4% of project beneficiaries are in Homework Clubs, this activity likely will con-

tinue to drive improvements and impact in learning between Midline and End-

line. 

Supporting girls to feel capable and comfortable participating in class is a sta-

tistically significant predictor of English oral reading fluency and numeracy at 

Midline. Several activities were found to promote girls’ perceived capacity to par-

ticipate in class including Girls’ Clubs and Homework Tutorials. These findings 

suggest that through improving girls’ ability to participate in class, these activi-

ties will drive improvements in learning and may have contributed to the pro-

ject’s impact on numeracy.  

SRH activities that aim to reduce early pregnancies will prove to have a signifi-

cant impact on the project. Likely, improving inclusive teaching practices will 

also ensure that more disabled children can successfully transition. Girls who 

have a power to make their own decisions are also likely to transition, suggesting 

that interventions that target improving the autonomy of girls in school and at 

home will be the most impactful. The project includes these such as those aim-

ing to reduce chores at home, though autonomy skills may be incorporated more 

systematically in the life skills package offered. 
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Self-esteem at midline was a statistically significant predictor of numeracy, Eng-

lish oral reading fluency, English aggregate score, local language oral reading 

fluency, and local language aggregate score. This suggests that improvements 

in self-esteem will support improvements in learning.  

Academic self-efficacy was a statistically significant predictor of English aggre-

gate score, English oral reading fluency, local language oral reading fluency, and 

local language aggregate score at midline. Improvements in academic self-effi-

cacy are likely to drive improvements in literacy learning based on these find-

ings. 

Several home environments factors around parental engagement were shown 

to support learning. Parental attitudes towards girls’ education are a statistically 

significant predictor of local language oral reading fluency and local language 

aggregate score at Midline. When parents are supportive of girls’ education, this 

leads to higher levels of local language literacy. Additionally, having an adult at 

home help a girl with homework is a statistically significant predictor of English 

aggregate score and numeracy at midline and having an adult at home to ask a 

child about what they do in school is a statistically significant predictor of local 

language aggregate score, and local language oral reading fluency. These find-

ings suggest that parental attitudes and parental engagement supports girls to 

learn in school.  

1.1.4 Was the project successfully designed and imple-

mented?  

To understand whether the project was successfully designed and implemented, 

we reviewed the extent to which the project delivered on its intermediate out-

comes, and the extent to which project outputs designed to influence these out-

comes played a role in these changes.  

With regards to attendance, project girls started the GEC-T phase with high mean 

attendance levels, particularly when compared to girls in the control group. This 

meant that the project had little room to improve attendance between periods. 

Improvements in the control group therefore exceeded improvements experi-

enced by the treatment group in average attendance.  

Several project activities contributed to attendance improvements. Regression 

analyses determined that having attended a secondary school transition camp 

organized by the project supported girls to improve their attendance between 

Baseline and Midline. Qualitative evidence suggests that several project activi-

ties contributed to attendance improvements including the provision of school 

uniforms and supplies to girls and the provision of sanitary wear to support girls 

to attend school during menstruation.  

Contrary to what would be expected, predictive models suggest that improve-

ments in attendance levels do not directly influence local language literacy, 
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numeracy, or English literacy levels. The more a girl attends school between 

baseline and midline does not therefore necessarily lead to her learning more.  

While this may speak to the existing teaching and learning environment, it could 

also be due to the fact that girls on average have relatively high levels of attend-

ance and additional improvements in attendance do not lead to higher levels of 

learning because any additional attendance improvements would be marginal.  

With regards to transitions, SRH interventions are well suited to the intended 

objectives given that girls who fall pregnant are likelier to fail at transitions. 

With regards to teaching quality, a higher proportion of lessons in treatment 

schools demonstrated improved preparation, pedagogy, and assessment prac-

tices. This suggests the project has played a role in improving the quality of in-

struction in schools.  

Interviews and discussions with teachers suggest these improvements were due 

to training provided by CHADET. Teachers outlined the benefits of learning new 

methodologies and report that these have enabled them to better support chil-

dren in their lessons. However, teachers have also requested additional training 

on how to teach and accommodate for children with disabilities, an area that 

the project does intend to support.  

With regards to life skills, girls in treatment schools have higher levels of aca-

demic self-efficacy and self-esteem than girls in control schools at statistically 

significant levels. This suggests that the project may have supported self-esteem 

and academic self-efficacy improvements between baseline and midline.  

Analyses conducted at Midline indicate that several project activities are likely 

to have played a role in this. Homework clubs, where girls are supported to prac-

tice and improve their literacy and numeracy had a direct role in supporting im-

provements in self-esteem, according to predictive models. This suggests that 

homework tutorials provide a social context in which girls feel validated, sup-

ported, and empowered by their peers.  

Participation in Girls’ Clubs was a statistically significant predictor of academic 

self-efficacy at midline, indicating that Girls’ Club’s support girls to feel confident 

in their academic abilities. Qualitative evidence suggests this is because of the 

support network provided by the clubs.  
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2. Summary of Main 

Findings 

2.1 Educational Marginalization 

The project has started to play a role in reducing corporal punishment in schools, 

although evidence also suggests that this is still taking place.  

The study found that 11.1% of girls in the control group and 9.6% of girls in the 

treatment group have been physically punished by their teacher in the last week. 

In addition, 25.8% of girls in the control group and 20.3% of girls in the treatment 

group have witnessed their teacher administer corporal punishment on another 

student in recent weeks.  

Project staff suggest that corporal punishment is a national issue in Ethiopia 

and plan to continue to address this through future activities. The project team 

also suggested that these teachers may not be teachers who have been trained 

by the project, despite being in schools where the project works.  

Although the proportion of girls is who have witnessed corporal punishment re-

cently is high for both evaluation groups, there is a statistically significant asso-

ciation between witnessing corporal punishment recently and being a member 

of the control group, according to Chi-square tests.  

This means that girls in control schools are more likely to witness corporal pun-

ishment than in treatment schools, signalling that the project has played a role 

in supporting teachers to implement different strategies to discipline students. 

Economic hardship is a barrier to girls’ education and intersects with the pres-

ence of several other vulnerabilities.   

26.8% of households in the control group and treatment group live below the 

national poverty line of $1.50 per day. 31.4% of households in the control group 

and 31.5% of households in the treatment group live below the international 

poverty line of $1.90 per day.  

According to Chi-square tests for association, girls who live in households that 

are likely to face extreme economic hardship are more likely, at statistically sig-

nificant levels, to have parents who punish them physically at home, to report 

that there are not enough seats for all students, to not know a method of con-

traception, to have teachers who are often absent at school, and to report that 
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they cannot decide whether to stay in school but have to accepted what is de-

cided by others. 

Similarly, girls living in a household where the head of household is unemployed 

are more likely at statistically significant levels to travel over an hour to get to 

school, to not feel safe at school, to not feel safe traveling to school, to have 

witnessed physical punishment administered by a teacher in the last week, to 

be punished physically by their parent/caregiver at home, to currently be bullied, 

to have been bullied, to not have enough seats at school, to report not being 

able to move around school easily, to not use drinking facilities, toilets, or play 

areas at school, to find it hard to access sanitary pads, to have no one to ask 

questions to about sexual and reproductive health, to believe teachers treat 

boys and girls differently, to have a high chore burden, to report that chores 

makes it difficult to do school work and to report that they do not get support 

from their family to stay in and do well in school. 

Qualitative evidence and interviews with project staff support these finding and 

further emphasize the role that poverty plays in preventing girls from having a 

stimulating and safe home learning environment and to learning in school. Girls 

from more economically vulnerable families are also likely to be pressured into 

working for cash or kind to support the household’s livelihood.  

Girls who spend an hour traveling to school are almost three times as likely to 

not feel safe doing so. This validates the project’s activities promoting safety on 

the way to and from school.  

Chi-square testing finds a statistically significant association between spending 

over an hour traveling to school and not feeling safe on the way to school. Girls 

who spend more time getting to school are more likely not to feel safe traveling 

to school, at statistically significant levels (p<0.05).  

In the treatment group, while 7.5% of girls on the whole do not feel safe traveling 

to school, 20.0% of girls who spend an hour or more traveling to school do not 

feel safe traveling to school.  

According to qualitative evidence, this may be because girls who live further 

away from school are more at risk of being harassed as the journey to or from 

school is longer and, due to the distance, may sometimes take place in the early 

hours of the morning or into the evening.  

The project has been addressing safety on the way to and from school by estab-

lishing a buddy system where girls are encouraged to walk to school in pairs or 

groups. These finding suggest this activity is well targeted to support girls to ac-

cess school and feel safe on their journey.  
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2.2 Learning Outcomes 

Due to challenges with baseline data collected by the previous external evalua-

tor6, it was not possible to assess project impact on literacy between baseline 

and midline. Additionally, it was not possible to track the same cohort of partic-

ipants between periods and match their learning data to their names and unique 

IDs. This means that project impact at Midline was only assessed for numeracy 

and relied on a cross-sectional approach. 

The project had a statistically significant impact on numeracy outcomes be-

tween baseline and midline, according to the cross-sectional difference-in-dif-

ference model.  

Numeracy at both periods was measured through the advanced written prob-

lems subtask7. The interaction variable (time x treatment) was a statistically sig-

nificant predictor of numeracy levels (p<0.05; Beta=12.481; R2=0.323). the 

model was able to explain 32.3% of variance in the data. On average girls who 

were in the treatment group at midline scored 12.48% higher than girls in the 

control group at Midline and girls in the control group at baseline. 

The greatest improvement in numeracy was exhibited by girls who were in Grade 

8 at Baseline.  

While both girls in grade 8 in the treatment and control groups improved their 

average numeracy levels, girls in grade 8 in the treatment group improved their 

average numeracy levels by 17.2% more than improvements experienced by 

girls in the control group.   

Across grade levels, a higher proportion of girls in the treatment group meet 

expected curriculum competencies in numeracy than in the control group, sup-

porting evidence that the project had an impact on numeracy outcomes be-

tween baseline and midline. 

However, despite these achievements the majority of girls in treatment schools 

in Grade 6-10 do not meet expected curriculum competencies for numeracy. 

This suggests that the curriculum is too demanding based on girls’ existing nu-

meracy levels and that teachers face difficulties in delivering the numeracy cur-

riculum across these grades.   

All girls sat a literacy assessment in English. Literacy was also assessed in both 

Afaan Oromo or Amharic, depending on the project zone . In 1994, the language 

of instruction in Ethiopian schools switched from a mixture of Amharic and 

 
6 Refer to section 2.4 (Limitations) for additional details on challenges faced by the pre-

vious external evaluator at Baseline; Section 4.1 provides additional details on how im-

pact was assessed in numeracy between periods 
7 Although additional tasks were administered, due to challenges with baseline learning 

data this was the only viable means to assess numeracy changes between periods; Re-

fer to sections 2.4 and 4.1 for additional details 
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English to Amharic in Amhara, and Afaan Oromo in Oromia at lower grades, and 

English at higher grades. In Amhara, the LOI switches to English in grade 7, 

where is in Oromia, girls switch to English in Grade 9. At the university levels, the 

LOI is English.  

A logistic regression finds that treatment is a statistically significant predictor of 

a girls’ proficiency level in local language oral reading fluency.  

This suggests that the project supports girls to improve their oral reading fluency 

and may have had an impact on local language literacy. However, due to the 

absence of literacy data from baseline, a conclusive determination on whether 

the project had an impact on local language learning cannot be made.  

Almost all girls are proficient and established local language readers in both the 

treatment and control groups.  

Significant literature supports the effectiveness and relevance of teaching 

mother language literacy in the primary years. The fact that girls are immersed 

in either Afaan Oromo or Amharic and that this is the language of instruction in 

primary schools may help explain these achievements. Moreover, these levels 

of proficiency in reading likely support girls to access the wider curriculum in 

primary schools, as the language of instruction in primary grade levels is either 

Amharic or Afaan Oromo, depending on the zone.  Although a high proportion of 

girls are established and proficient readers in local language, they may not be 

able to understand all of what they read.  

44.5% of girls in Grade 7 and 48.3% of girls in Grade 8 did not meet the expected 

curriculum competency for basic reading comprehension. This indicates that 

these girls need additional support learning to decode meaning from written 

texts they read aloud.  

A logistic regression finds that treatment is a statistically significant predictor of 

a girls’ proficiency level in English oral reading fluency.  

This suggests that the project supports girls to improve their oral reading fluency 

and may have had an impact on English literacy levels. However, due to the ab-

sence of literacy data from baseline a conclusive determination on whether the 

project had an impact on English literacy learning cannot be made.  

17.3% of girls in the control group and 13.4% in the treatment group are non-

readers in English literacy, reading at a fluency rate of 0 to 5 words per minute. 

A chi-square test finds that being a non-reader is associated at statistically sig-

nificant levels with being in the control group (p<0.05).  

Across all subtasks girls in the treatment group perform better in English lan-

guage literacy than in the control group.  

This suggests that treatment schools and project activities have played a role in 

supporting girls’ English literacy acquisition.  
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A minority of girls are established or proficient learners in basic reading compre-

hension: 21.0% of girls in the control group and 37.9% of girls in the treatment 

group.  

These results suggest that, as many girls struggle with decoding meaning from 

written texts in their mother language, they are more likely to struggle to do so 

in a second language. This is widely validated in the literature where children 

with decoding challenges in their main language struggle to decode in their sec-

ond language.  

Collectively, a review of performance against expected curriculum competencies 

highlights that, albeit it a national issue, teachers and schools need additional 

support to deliver the English language literacy curriculum to girls, 

With the exception of oral reading fluency levels for girls in grade 7, a minority 

of girls meet expected curriculum competencies in all grades. 

Through predictive linear modelling, the study identified several barriers to girls’ 

learning: 

• Being married or cohabiting with a man as if married is a statistically 

significant predictor of and contributes to reduced outcomes in local lan-

guage oral reading fluency, local language aggregate score, English oral 

reading fluency, and English literacy aggregate score. Being married or 

cohabiting with a man as if married according to linear modelling pre-

dicts that girls will score 35.8 words per minute less in local language 

oral reading fluency, 21.46% less in local language aggregate score, 

37.61 words per minute less in English oral reading fluency, and 25.61% 

less in English aggregate score.  

• Girls who have given birth have lower mean English literacy aggregate 

score, English oral reading fluency, local language literacy aggregate 

score and local language oral reading fluency than girls who have not 

given birth. These differences are at statistically significant levels.  

• Living in a household where the head of household has no formal edu-

cation is a statistically significant predictor of and contributes to lower 

local language oral reading fluency, local language aggregate score, 

English literacy aggregate score, and English oral reading fluency. 

• Living in a household which faces extreme economic hardship is a sta-

tistically significant predictor of and contributes to lower local language 

literacy, and local language aggregate score (p<0.05). 

• Having a mobility disability is a statistically significant predictor of and 

contributes to lower local language aggregate score and local language 

oral reading fluency. Predictive, unmoderated predictive modelling sug-

gests that experiencing this type of disability contributes to girls scoring 
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29.9% lower on local language literacy aggregate score and 39.9 words 

per minute less on local language oral reading fluency. 

• Having been physically punished by your teacher is a statistically signif-

icant predictor of and contributes to a girl scoring 12.94 words per mi-

nute less per minute in local language oral reading fluency, according to 

a linear regression model (p<0.05). This finding highlights the negative 

effect corporal punishment has on learning. Similarly, a linear regression 

finds that having your parent use physical punishment on you similarly 

contributes to girls scoring 7.26 words per minute less in English oral 

reading fluency. 

• Finding it hard to access sanitary wear is a statistically significant pre-

dictor of and contributes to lower local language literacy aggregate 

scores and English literacy aggregate scores. This may be because girls 

who have difficulty accessing menstrual wear would struggle to attend 

and learn in school during menstruation. Similarly, not having access to 

someone to ask SRH questions predicts reduced local language literacy 

scores according to linear modelling. 

Teacher absenteeism is a statistically significant predictor of and con-

tributes to lower local language literacy aggregate score, English literacy 

aggregate score, and local language oral reading fluency according to 

linear regression models. Specifically, having a teacher often absent 

predicts that girls will score 4.97% less on English aggregate literacy, 

6.17% less in local language literacy score, and 9.76 words per minute 

less in local language oral reading fluency. The project should consider 

what steps it can take to reduce teacher absenteeism to ensure this 

does not hamper project impact on learning between periods.  

• Both qualitative and quantitative evidence suggests that reading and 

math anxiety are significant barriers to girls learning. Girls in qualitative 

session report that they are nervous reading aloud and doing math prob-

lems in front of others and this makes them anxious. Quantitative 

measures of both reading and math anxiety were found to negatively 

affect literacy and numeracy and result in reduced outcomes, although 

these relationships are likely mutually reinforcing. Experiencing math 

and reading anxiety is associated at statistically significant levels with 

being in the treatment group, suggesting the projects need to target 

these specific skills more directly through activities to bolster girls’ learn-

ing.  
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2.3 Transition Outcomes 

This outcome also explores how successful are girls across different transition 

pathways, what they aspire to do, and how this is mediated by individual and 

social factors such as the family, the community, and the school. 

Given that data for transitions was taken from schools, it was necessary to tri-

angulate it with national Ethiopian education outcomes obtained from second-

ary data analysis. These were the results of such analysis: 

• In Ethiopia, the net enrolment rate (NER) in primary school have in-

creased for girls and boys over time and Ethiopia’s latest adjusted net 

enrolment rate (NER) for primary school for 2015 (GC) was 81% of girls 

and 88% of boys8. This is the most up to date data publicly available. 

• However, enrolment begins high in the early of primary school and drops 

towards the end. For 2015 (2009 EC), the net enrolment rate (NER) for 

Grades 1-4 was 107% for girls and 118% of boys9,10. In the upper pri-

mary school years (Grades 5-8), the NER drops to 59% for girls and 61% 

for boys from11. According to UNESCO, 53% of girls and 55% of boys 

completed primary school in 201512. 

• In primary school, about 7% of boys and 6% of girls repeated the same 

grade level13. 13% of boys and 12% of girls are over-age students in pri-

mary school, which means that they are older than their classmates14. 

• This means that 11% of boys and 18% of girls were out-of-school in 

2015. The latest drop-out rate for primary school recorded (Grades 1-8) 

was for the 2019/2017 academic year (2009 EC). The drop-out rate was 

12% for girls and 8% for boys. 

• In secondary school, a similar pattern emerges as the net enrolment rate 

for secondary school much lower. In 2015, it was 31% for boys and 30% 

for girls, suggesting that increasingly more children drop-out from school 

as secondary school progresses. Only 30% of boys and 29% of girls were 

able to complete secondary school in 2015.  

 
8 UNESCO (2015) UNESCO Institute for Statistics: http://uis.unesco.org/en/country/et  
9 Federal Ministry of Education (2016) Education Statistics: Annual Abstract 2009 

(2016/17). Available at: http://www.moe.gov.et/documents/20182/0/Statis-

tics+2009+final+1/ca93f33d-0540-468e-9806-0e6032f8d848  
10 A NER exceeding 100% could be both due to recorded inconsistencies (such as girls 

enrolled vs. girls enrolled and attending for a certain period and thus considered as en-

rolled by schools) and by the fact that girls over-age may also enroll or re-enroll in primary 

school) 
11 Ibid. 
12 UNESCO (2015) UNESCO Institute for Statistics: http://uis.unesco.org/en/country/et 
13 Ibid. 
14 Ibid. 

http://uis.unesco.org/en/country/et
http://www.moe.gov.et/documents/20182/0/Statistics+2009+final+1/ca93f33d-0540-468e-9806-0e6032f8d848
http://www.moe.gov.et/documents/20182/0/Statistics+2009+final+1/ca93f33d-0540-468e-9806-0e6032f8d848
http://uis.unesco.org/en/country/et
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To measure whether girls could successfully transition, transition stages were 

recorded through the household survey and girls' survey by asking participants 

what they or their child were doing in 2017, 2018, and 2019, and then triangu-

lating across multiple surveys to correct inconsistencies (stemming from partic-

ipants’ inability to recall specific information accurately). By asking each girl and 

household participating in the survey what they were doing the year before, and 

the one before that one, transition scores can be recreated. These findings indi-

cate that: 

Most girls from the sample were able to transition successfully between periods, 

in both treatment and control schools, though this is likely a result of the sam-

pling method15. 

The overall transition rate for all girls the treatment group was 96% at both mid-

line and baseline (with a positive difference of 0.4% between periods). For the 

control group, it was 95% at baseline and 97% at midline (with a positive differ-

ence of 1.2% between periods).    

However, being in a treatment school does not alter the odds of being successful 

or not, neither in treatment nor in control schools. 

While the control group seems to have progressed slightly more above treat-

ment, these differences are not significant at statistical levels. Binary logistic 

regressions16 found that the odds of being classified as a successful transition 

is the same for both treatment and control cases B= -0.135 (0.278), Wald = 

0.235, C.I. (95) = (0.506, 1.508), p=0.628.  

This overall rate is a much higher rate than the one reported at baseline for the 

benchmark group, which was set to be 66% for the treatment group. 

This difference is likely the result of the sampling design (discussed above) and 

the fact that the measure of transitions might have been calculated in a different 

way.  

Transition rates were generally high for girls in both primary and secondary 

school, though this is likely the result of the sampling design. 

At baseline, 96% of girls in treatment schools transitioned onto the next stage, 

compared to 97% at midline. In control schools, 97% did so at baseline and 98% 

 
15 This refers to a sampling method that is school based, which means that girls who are 

in school already are likelier to have been selected to participate in this study. Therefore, 

an upward bias to transitions exists. This is discussed more closely in the chapter. 
16 To estimate the project’s impact on the transitions of marginalized girls in areas of 

the intervention (the equivalent to the second difference in the DID model), we used 

three binary logistic regression models to calculate whether being in a treatment or con-

trol school affects the odds of being classified as a ‘successful transition’ or an ‘unsuc-

cessful transition’. 



 

 

21 

 

at midline. Girls from treatment primary schools improved by 1.3% between pe-

riods and control improved by 1.2%. 

96% of girls in treatment schools were able to transition into secondary school 

at baseline and 97% of them did so at midline. In control schools, similar results 

were obtained, with 97% at baseline and 98% at midline.  

No girls in the sample were found to be in TVET or Employment (paid or unpaid) 

at midline, in either control or treatment schools. This is expected, given that the 

sample was taken in schools, though we could learn if girls participating in the 

endline study will choose these pathways. 

Girls in treatment and control schools are equally successful in transitioning 

across all types of transitions. 

According to chi-square tests, there was no difference between treatment and 

control schools in the number of girls transitioning in any of the different path-

ways. This suggests that girls in treatment and control schools experience simi-

lar transitions. 

Transition rates begin to drop as girls become older. 

The figure below shows the transition rates of different age cohorts ranging from 

10 to 20. From the figure, we can tell that transition rates drop slightly when 

girls become older, which suggests that girls in these age groups are likely to 

face a different set of barriers than those in primary school.  

All girls who were out of school were either pregnant or nursing a child. 

Only 0.5% of treatment girls and 0.6% of control girls were out-of-school at the 

time of the midline. There were 4 cases in each treatment and control (8 in to-

tal), all of whom were pregnant or nursing a child. While the prevalence is low, 

the fact that they all faced the same circumstance points at the merit of the 

intervention has contributed to strengthening the knowledge of sexual and re-

productive health (SRH) and SRH rights in schools. 

The drop-out rate decreased between periods, but the repetition rate increased. 

The rate of drop-out decreased in both treatment and control schools. At mid-

line, the rate of drop-out in treatment schools was of 0.5% and in control schools 

was 0.6%. The grade with the highest drop-out rate was Grade 10 in both treat-

ment schools. The table below shows the drop-out rates by grade-level. 

According to the project’s internal data, drop-out rates increases overtime.  By 

the end of Quarter 11, the dropout rate was 7.68% and in Q12, it increased to 

8.69%. In March 2018, the dropout rate was 6.24%”.  

The fact that the project has different transition outcomes shows the limitations 

of the midline transitions measure, where the bias of taking a sample in schools 
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exists, At endline, we will be better able to compare aggregate rates, as the drop-

out measure will be the same for both periods17.  

Repetitions increased, however, which shows that automatic progression, that 

is, learners being allowed to progress onto the next grade regardless of their 

performance, does not occur in Ethiopia. Rather, girls may repeat a grade level. 

Presently 3.6% of girls in treatment schools and 3.0% of girls in control schools, 

repeated a grade level. In treatment schools, the grade level with the highest 

repetition rate was Grade 5, followed by Grade 9, Grade 6, Grade 8, and Grade 

7. In control schools, it was Grade 9, followed by Grade 6. 

Girls who are pregnant are less likely to transition successfully. 

Chi-square tests reveal that fewer girls who are currently pregnant are able to 

successfully transition in school, compared to those that are not (p<.001).. This 

confirms the assumption of the project to tackle early marriage and pregnancy 

through their interventions. All four girls found to be pregnant by the time of 

midline were unsuccessful at transitioning.  

Girls with a disability are also less likely to transition successfully. 

15% of girls with a functioning difficulty were unsuccessful at transitioning, com-

pared to 4% of their non-disabled peers. These differences are significant ac-

cording to chi-square tests (p<.001). Of the disability groups that were more un-

successful at transitioning were those with a mobility impairment (33% were un-

successful), a self-care impairment (29% were unsuccessful), or a communica-

tion impairment (33% were unsuccessful).  

Girls who cannot choose whether to stay in school or not are less likely to tran-

sition in school. 

Of the barriers that were shown to significantly affect transitions, only girls that 

cannot choose “whether to stay in school but has to accept what is decided for 

her” had a lower likelihood to be a successful transition over those that have 

more autonomy over their lives. This suggests that girls who feel like they have 

little control over their circumstances transition less successfully in school. 

2.4 Sustainability Outcomes 

The project had an overall score of 2.33, with changes generally becoming es-

tablished in the school, community, and system levels. At the schools and com-

munities, changes are becoming established with a score of 3. At the system-

level, there are still changes that need to take place to ensure the sustainability 

of outcomes. 

 
17 Baseline rates could not be recreated in the absence of reliable baseline data   
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Two thirds of head teachers believe they have an operational abuse response 

system in place and one third believe they do not. 74% of head teachers in treat-

ment schools and 65% of those in control schools believe their school has an 

operational response system in place. Although no cases of sexual abuse were 

reported, stakeholders in 16 out of 90 qualitative sessions mentioned the risk 

of sexual abuse for girls while they travel to and from school. This could be be-

cause the project has successfully raised awareness as to this barrier and so 

stakeholders are more aware it can happen, or that additional measures need 

to be put in place to support girls to travel to and from school safety and ensure 

the sustainability of attendance achievements. This is discussed in additional 

detail in the attendance chapter.  

More than two thirds of girls report being supported by peers and family as they 

transition through education.   

78% of girls in the treatment group and 75% of girls in the control group believe 

she gets the support they need from both family and friends. Many girls reported 

that this was because parents believed schooling would leave to greater life 

chances.  

A significantly higher number of treatment schools have libraries compared to 

control schools and they are usually better stocked. Many books do not relate 

to what children learn in class, 

94% of treatment teachers and 68% of control teachers reported their schools 

had a library. Of these teachers, 35% of those in control schools and 44% in 

treatment areas believed their libraries to be somewhat or very well stocked. 

However, many books do not seem to relate to what children learn in class. 44% 

control teachers and 55% of treatment teachers believe the textbooks available 

in the library relate to what girls and boys learn in class somewhat or very much. 

87% of treatment schools have mechanisms in place for boys and girls to take 

books home.  

When head teachers were asked if children can take books home, 87% men-

tioned they could, which is a significantly higher proportion than in control 

schools where 65% of them mentioned that children can take books home. 

A higher proportion of lessons in treatment schools than in control schools 

demonstrate improvements in instructional practices across all domains. 

At Midline, the study conducted 167 lesson observations to assess the extent 

to which teachers had adopted improved planning, pedagogy, and assessment 

practices. Each of these dimensions are discussed in greater detail in Section 

5.2 (Intermediate Outcome: Teaching Quality). Findings indicate that at Midline, 

a higher proportion of lessons in treatment schools than in control schools 

demonstrate improvements in instructional practices across all domains.  
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Teachers and principals report they are supported by Education bureau experts 

but only to a limited extent. 

In terms of support with improving pupils’ attendance, 51% of teachers and 61% 

of head teachers agreed or strongly agreed with the statement that education 

bureaus’ experts support them or have offered instruction on how to do so.  

There is a lot of room for improvement in terms of supporting teachers to 

strengthen child safeguarding systems at their school with only 39% of them 

agreeing or strongly agreeing with the statement. Officials might just have more 

contact with head teachers, who 65% of them in treatment schools mentioned 

that they had good support in this regard.  

As in the previous indicator, more headteachers than teachers mentioned that 

education bureau experts have supported to make pedagogic improvements. In 

treatment schools, 61% of head teachers and 52% of teachers agreed or 

strongly agreed with the statement, which is more than in control.  

Similarly, Education Bureau Experts are yet to increase their support with abuse 

reporting. Presently, 48% of treatment head teachers and 35% of teachers 

agreed or strongly agreed with the statement.  

In terms of teachers outcome reporting, head teachers have shown the highest 

agreement with the statement, possibly as it is their responsibility or mandate 

to make teacher reports. 70% of treatment head teachers received support from 

education bureau experts to report on teachers’ outcomes (considerably more 

than in control).  

In KIIs with head teachers and with CHADET staff, it was stated that many teach-

ers and, head teachers to a lesser extent, have a sensitive relationship with ed-

ucation bureau experts influenced by low levels of trust. This, they cite, is be-

cause there is a differences in the selection process  of teachers and officials 

into their roles where  they feel education bureau experts do not have the correct  

qualifications and experience to make a valid  assessments on teacher perfor-

mance. The project has aimed to create common spaces to improve these rela-

tionships and have also relied on Communities of Practice for a more “colle-

giate” style of coaching and support for teachers. Overtime, the expectation is 

that these groups can work together in some way with education bureau experts 

to improve teaching practice. 

2.5 Attendance 

Average attendance levels in the treatment group at both Baseline and Midline 

are high, likely reflecting attendance improvements carried over from the first 

phase of the project.  



 

 

25 

 

21.8% of girls in the treatment group increased their attendance between base-

line and midline.  22.4% of girls in the control group increased their attendance 

levels. Most girls in both evaluation groups maintained their attendance levels: 

58.6% in the treatment group and 66% of girls in the control group. A large pro-

portion of girls’ whose attendance stayed the same between periods in both 

groups attended school 100% of the time at both periods.  

Initial attendance levels for the treatment group at Baseline were higher than 

for the control group, likely signalling the role of the first phase of the project. 

This meant that girls on average in control schools had more room to improve 

between baseline and midline than girls in treatment schools.   

Improvements in attendance in the control group between baseline and midline 

exceeded average improvements in the treatment group.  

19.5% of girls in the treatment group decreased their average monthly attend-

ance between periods, a much higher proportion than in the control group, 

where only 11% of girls decreased their attendance between periods. 

However, aggregate attendance levels at both periods demonstrate that be-

tween baseline and midline, the project had far less room to improve attendance 

outcomes given the higher starting point in attendance at baseline compared to 

the control group. 

For secondary girls, having attended secondary school summer transition 

camps was a statistically significant predictor of attendance improvements.  

Attending the transition camp resulted in girls improving their attendance by 

2.3% between evaluation periods. The model was able to explain 5.6% of vari-

ance in the data. This suggests that secondary school transition camps are a 

successful means to support attendance improvements between periods for 

secondary girls.  

Qualitative evidence suggests that several other project activities may have also 

played a role in supporting girls to attend school.  

Girls and parents report that improved access to sanitary wear has supported 

girls to attend school during menstruation. By midline only 9.7% of girls in the 

treatment group struggle to access sanitary wear compared to 22% in the con-

trol group. Girls report that prior to improvements in access they would not at-

tend school when they were on their period.  

Several stakeholders explained that the provision of school uniforms and sup-

plies have supported girls to attend school. This supports the project’s assump-

tion that girls from households facing higher degrees of poverty and economic 

hardship face constraints preventing them from enrolling and attending school.  

Qualitative evidence suggest that many girls fear sexual assault on the way to 

and from school and this can result in reduced attendance outcomes.  
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In numerous focus group discussions with girls and parents across regions, par-

ticipants reported that the way to and from school is dangerous due to being 

sexually assaulted by men. Increased awareness of this barrier may be due to 

the sensitization activities conducted by the project. No specific cases of abuse 

were disclosed but findings suggest that girls are aware that this has happened 

in the past.  

Given the extent to which it was mentioned in focus group discussions, the pro-

ject should consider how it can better support safety to and from school, partic-

ularly for those who live further away. Quantitatively, the midline found that 7.5% 

of girls do not feel safe traveling to and from school. The project has instituted 

a buddy system, where girls are encouraged to travel to school in pairs or groups.  

2.6 Teaching Quality 

The project targets instructional improvements in three domains: preparation, 

pedagogy, and assessment. At Midline, the study conducted 167 lesson obser-

vations divided equally between treatment and control. The lesson observation 

tool was developed in collaboration with the project and educational specialists 

at ChildHope and CHADET.  

At Midline, 46.8% of lessons in the treatment group demonstrated improved 

preparation, compared to 28.8% of lessons in the control group. 

This suggests the project has played a role in improving the extent to which 

teachers have structured lessons around clear objectives, appropriately se-

quenced the learning, and planned the lesson in advance.  

The largest difference between control and treatment was exhibited by the pro-

portion of teachers who displayed lesson objectives at the start of the lesson. 

 While, 55.3% of teachers in the treatment group scored a ‘3’ on this, only 41.1% 

of teachers in the control group did so.  

For both groups, the lowest performing item was the teachers use of an appro-

priate and well written lesson plan.  

Across items, the smallest proportion of teachers in both groups scored ‘3’ on 

this: 17.8% of teachers in control schools and 28.7% in treatment schools. The 

rubric describes a ‘3’ as follows: “A well-written lesson plan was available that 

included full details of the lesson aims and objectives, lesson timings, students’ 

tasks and individual student targets. The lesson plan identified those students 

with a disability/learning difficulty and how to support them”. Qualitative ses-

sions with teachers suggest that they lack adequate time and materials to pre-

pare lesson plans, although several report improvements in the last 12 months, 

since receiving training from the project. 
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At Midline, 16.0% of lessons in the treatment group demonstrated improved 

pedagogy, compared to 5.5% of lessons in the control group.  

This suggests the project has made improvements between baseline and mid-

line given the stark difference between treatment and control. However, given 

that a minority of lessons have adopted these practices there is still significant 

improvements that can be made in this area. In most areas of pedagogy as-

sessed (10 of 13) the treatment group outperformed the control group, support-

ing evidence of the project’s influence on improvements in pedagogy.  

The weakest pedagogy area for the treatment group was the proportion of les-

sons where the teacher actively tried to involve students who were not partici-

pating. Only 14% of lessons scored in the highest category for this time. The 

project should consider how it can support teachers to better engage all stu-

dents, including those who are not participating.  

By Midline, 38.3% of lessons in the treatment group had adopted improved as-

sessment practices compared to 34.2% of lessons in the control group.  

A higher proportion of lessons in treatment schools have teachers who check 

that student learning has progressed since the last lesson and have teachers 

who assess students work and provide formative feedback. A higher proportion 

of lessons in control schools have teachers who give a summary at the end of 

the lesson and link to the next lesson.  

In the treatment group the lowest performing area was the teacher giving a sum-

mary at the end of the lesson.  

According to focus group discussions, teachers report assessing the level of 

their students frequently and many agreed that it was important to assess stu-

dents, signalling the role the project has played in influencing changes in this 

domain.  

The biggest constraint to assessment practices according to teachers was con-

tact time with students. Lessons are between 45 and 60 minutes and they find 

it difficult to assess as many as 45 students within this short time period as well 

as deliver the content of the lesson.  

Qualitative evidence suggests that teachers learned new methods and ap-

proaches to engaging and teaching children through the work with CHADET.  

Several teachers mentioned the 3P approach (Present, Practice, Produce). 

While others spoke about learning the importance of supporting and engaging 

those who are do not participate in lessons through training provided by the pro-

ject.  

Discussions with teachers also highlighted that they believe their schools are ill 

equipped to support children with disabilities and that they need specialized 
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training on how to provide accommodations in the lesson for children with learn-

ing differences.  

2.7 Life Skills 

Girls in the treatment group have higher self-esteem than girls in the control 

group, suggesting the project may have played a role in supporting girls to im-

prove their self-esteem18. 

In the treatment group 21.8% of girls have high self-esteem, 65.3% have aver-

age self-esteem, and 12.9% have low self-esteem. In the control group, 19.1% 

of girls have high self-esteem, 64.5% have average self-esteem and 16.3% have 

low self-esteem.  

When a person’s ideal self and actual experience are consistent or very similar, 

a state of congruence exists, which is an important basis for the development 

of self-esteem. The development of congruence is dependent on the positive 

regard that we receive from our social context19. 

Comparisons of means finds that there is a statistically significant difference in 

mean self-esteem between the treatment and control group. Girls in the treat-

ment group have higher average self-esteem than girls in the control group at 

Midline.  

Having attended homework tutorials was a statistically significant predictor of 

girls’ self-esteem levels at Midline.  

This suggests that attending homework tutorials helps strengthen girls’ self-es-

teem. Given that most girls in the treatment group attend homework tutorials: 

81.4% this activity is likely to support the project to deliver improvements in girls 

self-esteem by Endline.  

From the theoretical basis for self-esteem, it is likely that HW tutorials provide a 

social context through which girls perceive the positive regard of their peers and 

the tutorial facilitator, have empowered social roles within the group, and are 

able to identify with other members of the tutorial in a positive way.  

Several barriers were found to predict reduced self-esteem at statistically signif-

icant levels (p<0.05) based on linear modelling: 

 
18 However, self-esteem was not measured at baseline so additionality of the project 

cannot be determined. 
19 Self-esteem is determined by one’s views of their ideal self, their of actual self, and the ‘positive 

regard’ received from social context. Positive regard is driven by (1) the ways in which others, particu-

larly significant others react to us, (2) how we think we compare to others, (3) our social roles, (4) the 

extent to which we identify with other people. 
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• Being married or living with a man as if married 

• Living in a household that is facing extreme hardship 

• Traveling an hour to get to school  

• Not feeling traveling to school  

• Not feeling safe at school  

• Being physically punished by the teacher in the past week  

• Girl is currently bullied  

• Girl is often lonely at school  

• Having chores which girls’ report make it hard to do schoolwork   

• Not being able to choose whether to stay in school and having to accept 

what is decided for her  

Girls in the treatment group have higher academic self-efficacy than girls in the 

control group, suggesting that the project may have played a role in supporting 

academic self-efficacy improvements20.  

90.2% of girls at Midline in the treatment group have high academic self-effi-

cacy, 6.0% have average academic self-efficacy, and 3.8% have low academic 

self-efficacy.  

In the control group, 81.9% have high academic self-efficacy, 10.5% have aver-

age academic self-efficacy, and 7.6% have low academic self-efficacy. Mean ac-

ademic self-efficacy is different at statistically significant levels between the 

treatment and control groups with girls in the treatment group having higher 

mean scores at midline (p<0.05).  

Being a member of a Girls Club is a statistically significant predictor of academic 

self-efficacy at statistically significant levels.  

This suggests that Girls’ Clubs support girls to have higher self-perceptions of 

their capabilities to learn and perform in school and this is likely to lead to self-

esteem improvements between Midline and Endline.  

Having received a school uniform from CHADET is a statistically significant pre-

dictor of academic self-efficacy at statistically significant levels.  

This suggests that being given a school uniform supports girl to feel confident in 

their academic abilities.  

 
20 However, academic self-efficacy was not measured at baseline so additionality of the 

project cannot be determined. 
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With regards to key sub-groups. Living in a female headed household was a sta-

tistically significant predictor of academic self-efficacy (p<0.05).  

This suggests that female-headed households may be better at supporting girls 

to feel capable in their academic abilities. This may be due to the fact that girls 

in female headed households have a female household head to look up to.  

Several barriers were found to predict reduced levels of academic self-efficacy 

at statistically significant levels based on linear modelling (p<0.05): 

• Not having a head of household who can speak the language of instruc-

tion  

• Having a high chore burden  

• Reporting that chores make it difficult to do schoolwork  

• Girl reporting that she does not get enough support from her family to 

stay in and perform well in school  

• Not using the toilet at school  

• Girl reports not being able to choose whether to stay in school and hav-

ing to accept what is decided for her  
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3. Project Background 

3.1 Project Design, Targeting and Reach 

The Exceling Against the Odds Project, is implemented in the zones of Amhara 

(South Gonder and South Wollo) covering 7 Woredas and 24 Kebeles, and Oro-

mia (Arsi) covering 7 Woredas and 24 Kebeles and aims to address the margin-

alization that girls face when accessing education in target schools in these re-

gions.  

Figure 2. Administrative Woredas of Amhara Region (Approximate Borders UNDP 1998)21 

 

Ethiopia is a country that is characterized by large rural areas, which makes ac-

cess to education inequitable and contributes to a significant difference in en-

rolment and literacy rates between rural and urban areas. Girls are forced to 

endure further barriers to education owing to poverty, domestic work, early mar-

riage, migration, and disability. To overcome these barriers to education, the 

project provides a package of school, community, and district level interven-

tions.  

 
21 The project is running in the following Woredas of Amhara: (# on map)  Reproduced 

from UN Emergencies Unit For Ethiopia in 2002 based on UNDP data from 1998: 

http://www.africa.upenn.edu/eue_web/eue_mnu.htm 

http://www.africa.upenn.edu/eue_web/eue_mnu.htm
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Figure 3. Administrative Weredas of Northwest Oromia Region (Approximate Borders UNDP 

1998)22 

 

The project’s target beneficiaries consists of 16,481 girls aged 7 to 18+ from 

Amhara & Oromia, and who attend school between Grades 1 and 12. Girls were 

specifically recruited if they were classified as marginalised by being grouped 

into one of the following identifiers: living in poverty, street children, early mar-

riage, risk of migration, risk of work (domestic or other), or disability. 

Table 1: Beneficiaries’ grades and ages 

Beneficiary grades & ages 

 Baseline Midline 

Grade e.g. Grade 4 e.g. Grade 5 

Age e.g. 9-11 e.g. 10-12 

 

The three final outcomes that the project hopes to achieve include having girls 

reach higher levels of achievement in numeracy and literacy (Learning), better 

transition of girls to higher grades, tertiary education and/or gainful employment 

(Transition), and increased assistance for girls’ achievement from family, com-

munity and government (Sustainability).  

According to the project’s Theory of Change, four intermediate outcomes pre-

cede these final outcomes and are crucial milestones during the course of the 

project. These are improved school attendance rates, improved quality of 

 
22 The project is running in the following Woredas of Northwest Oromia:  Reproduced 

from UN Emergencies Unit For Ethiopia in 2002 based on UNDP data from 1998: 

http://www.africa.upenn.edu/eue_web/eue_mnu.htm 

http://www.africa.upenn.edu/eue_web/eue_mnu.htm
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teaching, increased self-esteem and empowerment of girls, and increased skills 

in entrepreneurship and employability.  

To achieve these intermediate outcomes and final outcomes, the project first 

relies on a number of activities whose direct output progresses into the interme-

diate outcomes. These are listed below: 

The project hopes to reduce the overall economic and psychological burdens of 

attending school by contributing towards the tuition fees and providing guidance 

on transitioning to higher grades for girls and their families. The project also 

aspires to make learning environments more stimulating through the establish-

ment of reading corners. Additionally, sanitary corners and pads will be made 

available in schools so that menstruation would not be a hindrance to girls’ at-

tendance.  

In order to improve the quality of teaching, an estimated 500-600 teachers will 

be provided training, mentoring, and coaching especially in subject-specific 

teaching for literacy and numeracy. Teacher resource centres at Amhara and 

Oromia Woreda educational offices are set up to offer mentoring to teachers 

and to aid them if offering bilingual pedagogy. The aim of this is to allow teachers 

to both develop and apply teaching methods more effectively.  

To both increase the self-esteem and empowerment of girls, the project plans 

to challenge gender norms and help foster new shared beliefs between boys 

and girls through the girls and good brother clubs, letter link boxes and sanitary 

corners. The purpose of these spaces is to foster the appropriate developments 

that empower girls to recognize and report violence and abuse.  

To develop and increase skills in entrepreneurship and employability, parents 

will be involved in supporting girls’ education through family hubs, girls will be 

enrolled into vocational schools, and financial incentives will be given to girls, 

while referring them to employers. In addition to increasing employability skills, 

the aim is to also give them the required self-esteem and empowerment to con-

tinue with their education, while having the support of their family.  

The project’s Theory of Change is visually depicted on the following page. 
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Project’s Theory of Change 

 

 

Activities Outputs Intermediate outcomes Outcomes 

Girls and families face 

fewer economic barri-

ers to attending & 

transitioning  

Provide transition 

guidance, tuition, 

and fees 

  

Improve 

school at-

tendance 

rates. 

 

Accounta-

bility line 

Track attend-

ance  

Maintain read-

ing corners 

WOREDA EDUCATION OFFI-

CIALS PROVIDE ONGOING 

SUPPORT FOR TEACHER  

DEVELOPMENT 

Train & mentor 

teachers in ef-

fective pedagogy 
Provide 

girls home-

work clubs 

to support 

lessons 

Girls’ 

achieve-

ment and 

continuity 

supported 

by family, 

community 

& school 

Girls’ smooth 

continuity be-

tween pri-

mary, second-

ary, voca-

tional school 

 

Provide financial 

incentives to 

girls & link them 

to employers 

Involve par-

ents in sup-

porting 

girls’ educa-

tion through 

family hubs 

Provide 

girls scho-

lastic mate-

rials to  
support  
learning 

ENABLERS 

Improved 

quality of 

teaching  

GOOD QUALITY SOCIAL NORMS COM-

MUNICATIONS & BRANDING ADVICE 

Increase 

girls’ employ-

ability skills. 

Girls enjoy stimu-

lating learning en-

vironments 

Well trained teachers 

applying more effec-

tive methodologies 

in the classroom   

Support girls’ movement: reporting & 

addressing violence & abuse (letter-

link), boys & girls’ clubs, life-skills & 

disability awareness 

Establish teacher 

resource centres at 

Woreda Educ Of-

fices  

Enrol girls into vo-

cational school 

STRONG  GOVERN-

MENT RELATIONS 

Increase 

self-esteem 

and em-

powerment 

of girls 

 

Girls’ 

achieve-

ment of 

higher-order 

numeracy 

and literacy 

Girls and boys create new shared 

beliefs: 

• Boys challenge inequitable 

gender behaviours 

• Girls develop self-confidence, 

initiative, and leadership. 

• Girls & Boys recognise vio-

lence and abuse and report it  

• Girls and boys read more 

• Girls and boys understand 

disability 
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Several adaptations were made to the project following on from Baseline. These 

included: 

1. Taking the 22.61% baseline figure of girls who receive transition support 

costs into consideration, it was found that the sustainability of house-

holds able to pay the costs associated with schooling was weak. This 

percentage was to be reduced before midline in order to find a more 

realistic figure that increases sustainability of the project. A focus on 

sustaining livelihoods of families was deemed to be of importance in 

order to prevent a reduction in transition rates, although the project de-

sign and budget does not support livelihood interventions.  

2. The Baseline highlighted that transition rates could reduce dramatically 

once the project is completed because families would not be able to af-

ford costs associated with materials for schooling. A focus on sustaining 

livelihoods of families is once again important, with a reduction of the 

percentage of girls that receive scholastic materials from 68.27% to a 

number that is more reasonable.  

3. In baseline, external barriers to learning were found to disrupt transition 

rates of girls, especially those who had to travel long distances to school. 

While the project already strives to address safety, a greater focus is to 

be put on areas of need and makes sure girls are travelling accompa-

nied or in groups.  

4. Teacher absenteeism was found to be an important barrier in the base-

line report and was not originally factored into the Theory of Change. 

Further work is being done to capture teacher absenteeism through 

school leadership initiatives.  

5. Even though results from baseline found that attitudes to girls’ educa-

tion is shifting positively, further work has been done on ascertaining 

areas where girls are still subject to high burden chores (26%). 

6. For sustainability outcomes (Outcome 3), interventions that help sup-

port girls’ families with the financial costs associated with schooling was 

considered due to families reporting at baseline that although having a 

changed mindset to support their daughter’s education, they may not be 

able to financially afford to send their daughter to school.. Furthermore, 

the family hub intervention is to be reconsidered, the qualitative instru-

ment used to measure stigma toward single and divorced women is to 

be revised for midline, and the indicator for teacher retention is to be 

amended. 

3.2 Project Context 

Ethiopia has an approximate population of over 95 million. The population is 

diverse, with more than 90 ethnic and linguistic groups. 80% of the population 

lives in the highland and 20% live in the lowland, which accounts for 60% of the 

country’s area.  
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Ethiopia is one of the least urbanized countries in the world, with only 19% of 

the population living in urban areas. 44% of the population is aged between 0 - 

14 years, and 53% of the population is between 15 and 65 years23. 

Since 1991, Ethiopia has held five elections and has transitioned from a cen-

tralised undemocratic state to a decentralised democratic state with a system 

of governance in place that devolves fiscal and decision-making powers to the 

regional level.  

Ethiopia has nine national regional states which are Tigray, Afar, Amhara, Oro-

mia, Somali, Benishangul-Gumuz, Southern Nations Nationalities and People 

Region (SNNPR), Gambella and Harari. Additionally, there are two administrative 

states, Addis Ababa City administration and Dire Dawa city council)24. 

Oromia spreads over the largest part of the country and consists of twelve ad-

ministrative zones, with the capital city of the region being Addis Ababa. As of 

2014, the population of the region was approximately 35 million25. Oromifa is 

the official language and constitutes 83.5% of the spoken language. Over 90% 

of the people in Oromia live in rural areas and agriculture has remained the 

source of livelihood for the majority of its inhabitants.26 As of 2005, common 

indicators listing the standard of living for citizens of Oromia found that adult 

literacy for men is 61.5% and for women 29.5%27. 

Amhara consists of ten administrative zones, with Amharic as the working lan-

guage of the state. As of 2014, the population of the region was approximately 

20 million.28 85% of Amhara’s citizens engage in agriculture.29 As of 2005, com-

mon indicators listing the standard of living for citizens of Amhara found that 

adult literacy for men is 54% and for women 25.1%30. 

Since 1995, the national government has embarked on several economic de-

velopmental programs to aid in the reduction of poverty. These central objec-

tives aim to address human development needs and make Ethiopia a middle-

income country by 2025. The growth and shift of the economy into a more in-

dustry and service based one, has centred the focus on the need for high quality 

education, with efforts to improve the overall literacy and numeracy levels of the 

 
23 Education Sector Development Programme V (ESDP V), p. 11 
24 Ethiopian Government Portal: Regional States (http://www.ethiopia.gov.et/regional-

states1)  
25 Federal Democratic Republic of Ethiopia Central Statistical Agency 

(http://www.csa.gov.et/ehioinfo-internal) 
26 Ethiopian Government Portal: Oromia Regional State (http://www.ethio-

pia.gov.et/oromia-regional-state) 
27 Ethiopia Atlas of Key Demographic and Health Indicators, 2005 

(https://pdf.usaid.gov/pdf_docs/PNADM636.pdf).  
28 Federal Democratic Republic of Ethiopia Central Statistical Agency 

(http://www.csa.gov.et/ehioinfo-internal)  
29 Ethiopian Government Portal: Amhara Regional State (http://www.ethio-

pia.gov.et/amhara-regional-state)  
30 Ethiopia Atlas of Key Demographic and Health Indicators, 2005 

(https://pdf.usaid.gov/pdf_docs/PNADM636.pdf) 

http://www.ethiopia.gov.et/regional-states1
http://www.ethiopia.gov.et/regional-states1
http://www.csa.gov.et/ehioinfo-internal
http://www.ethiopia.gov.et/oromia-regional-state
http://www.ethiopia.gov.et/oromia-regional-state
https://pdf.usaid.gov/pdf_docs/PNADM636.pdf
http://www.csa.gov.et/ehioinfo-internal
http://www.ethiopia.gov.et/amhara-regional-state
http://www.ethiopia.gov.et/amhara-regional-state
https://pdf.usaid.gov/pdf_docs/PNADM636.pdf
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population. An emphasis on the need for skilled labour has also pushed for the 

creation of Technical and Vocational Education and Training (TVET)31. 

In 1994, the language of instruction in Ethiopia shifted from a mixture of Am-

haric and English to one which incorporates the children’s mother tongue at 

lower grades and English at upper grades. In Amhara, this switch from Amharic 

to English happens at Grade 7, while in Oromia, this switch to English from 

Oromo, happens at Grade 932.  

Ethiopia previously had a 4+4+2+2 educational system with eight years of ele-

mentary school divided into two cycles of four years, and four years of secondary 

education that is divided into two cycles of two years33. However, since Septem-

ber 2019, this system was changed to a 6+2+4 system after an extensive con-

sultative process involving the review of 35 proposals for changes and consul-

tation meetings conducted to ensure the new system aligns with education sec-

tor priority areas.   

According to the ESDP V, the goal for improving access and equality in general 

education states: “to provide all children with access to pre-primary education 

for school preparedness and access to nearby institutions in which they can 

complete the full eight years of primary and two years of general secondary ed-

ucation”.34 As a result of joint efforts, student enrolment to primary schools has 

risen 3 million to over 18 million. As of 2013/2014, the net intake ratio was 

102% for girls and 109% for boys. Rates more than 100% were noted due to 

imprecise population figures and challenges in measurement of student age at 

the point of entry35. 

However, even with an achievement in access rates, many students leave the 

system early as reflected by a Grade 8 completion rate of 47%. When the second 

primary cycle is reached, the Gross Enrolment Rate (GER) stands at 64 % (63% 

for girls and 65% for boys), while the Net Enrolment Rate (NER) stands at 50% 

(50% for girls and 49% for boys), against targets of 100% and 80%, respec-

tively.36 

Some of the factors that seem to influence a demand for secondary education 

include poverty, lack of transport, the need to work (time and economic re-

strictions), early marriage (gender biases), lack of accommodation near schools 

(financial, cultural and social) and disability. The GER in Grades 9–10 has only 

seen a small change, beginning from 39.1% and reaching 39.3% against a 

 
31 Education Sector Development Programme V (ESDP V), p. 12, 13 
32 Education Sector Development Programme V (ESDP V), p. 17 
33 World Education News + Reviews (https://wenr.wes.org/2018/11/education-in-ethi-

opia)  
34 Education Sector Development Programme V (ESDP V), p. 35 
35 Education Sector Development Programme V (ESDP V), p. 15 
36 Ibid. 

https://wenr.wes.org/2018/11/education-in-ethiopia
https://wenr.wes.org/2018/11/education-in-ethiopia
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target of 62%. A high growth of enrolment from Grades 11 - 12 is seen mostly 

due to a demand from universities.37 

Overall, the Gender Parity Index (GPI) dropped from 0.98 in 2009/10 to 0.95 in 

2013/14 even if pre-primary enrolment has increased. Although the GPI in first 

cycle primary has fallen to 0.91 in 2013/14 from 0.93 in 2009/10, GPI in the 

second cycle of primary education had seen a national improvement to 0.97 

from 0.94 across the same period. The GPI for the first cycle of secondary edu-

cation (Grades 9–10) has seen an improvement from 0.80 in 2009/10 to 0.94 

in 2013/14 and the GPI for the second cycle of secondary education (Grades 

11–12) improved from 0.46 to 0.85 over the same period.38  

According to a report by UNESCO, one of the main barriers that girls face in ac-

cessing education is poverty. However, other barriers include several socio-cul-

tural factors such as social norms and traditional practices that girls in Ethiopia 

need to ascribe to, gender-based violence, early marriage, and teen pregnancy. 

Several school-related factors also inhibit girls from taking advantage of all ed-

ucational opportunities available to them. These include a lack of gender-sensi-

tive teachers, girl-friendly school environment, lack of targeted interventions to 

support girls, and long distances to school.39 

In Ethiopia, it is estimated that there are 5 million children with special needs. 

However, in 2013/2014, only 77,850 children (42% girls and 58% boys) with 

identified special needs were recorded as enrolled in school between Grades 1 

- 12. With regards to primary education, only 4% of the estimated children with 

special needs are thought to be enrolled. In the TVET sector, participation of 

students with special needs has risen from 398 in 2009/2010 to more than 

1000 in sub-sector by the end of ESDP IV. Some of the reasons why children 

with special needs are not supported include a lack of awareness, lack of ap-

propriate skills by teachers, poor school infrastructure and facilities/materials, 

and a lack of reliable data.40 

Similarly, to previous sector plans, the ultimate goal of the ESDP V is to place 

education as a high priority in the overall development endeavour of the govern-

ment. The ESDP V also involves a strong focus on a few important policy priori-

ties such as improving teacher quality, developing core foundation skills, reduc-

ing high drop-out rates, and ensuring relevance of middle and higher level train-

ing, instead of trying to spread limited resources across too many priorities. A 

strong collaboration and communication across all educational levels and 

amongst ministries in multi-sectoral efforts, will be important in ensuring struc-

tural changes to the economy within the next five years. The endeavour will also 

 
37 Education Sector Development Programme V (ESDP V), p. 16 
38 Education Sector Development Programme V (ESDP V), p. 25 
39 UNESCO Global Partnership for Girls’ and Women’s Education - One Year On 

(http://www.unesco.org/eri/cp/factsheets_ed/ET_EDFactSheet.pdf).  
40 Education Sector Development Programme V (ESDP V), p. 26 

http://www.unesco.org/eri/cp/factsheets_ed/ET_EDFactSheet.pdf
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be supported by the acceptance and establishment of an educational law during 

the period of the ESDP V.41 

3.3 Evaluation Approach, Methodol-

ogy & Sampling 

The full methodology is presented in the evaluation inception brief, the project’s 

Monitoring and Evaluation Framework (Annex 10), and in Annex 3 (Midline Eval-

uation Approach and Methodology).  

The evaluation answers four central questions: 

• What impact did the project have on the learning and transition of mar-

ginalized girls? 

• What works to facilitate the learning and transition of marginalized girls? 

• Was the project successfully designed and implemented?  

• How sustainable are project results and activities?  

In line with the evaluation design, the study sampled girls in treatment and con-

trol schools. The sample size per period are shown in the tables below.  

Girls in the treatment group receive the project’s intervention, while girls in con-

trol schools are sampled to establish a reliable counterfactual in line with the 

difference in difference impact methodology. 

Table 2. Evaluation Sample per Period 

Grade at  

Evaluation Period 

Baseline (2017) Midline (2019) 

Control Treatment Control Treatment 

Grade 4 160 136 0 0 

Grade 5 183 172 3 86 

Grade 6 129 174 159 155 

Grade 7 121 134 197 155 

Grade 8 101 103 136 176 

Grade 9 0 0 118 153 

Grade 10 0 0 61 99 

Total 694 719 674 824 

Girls not matched at individual level due to limitations inherited from previous eval-

uator 

 

Quantitative tools administered included the attendance tool, which collected 

historical attendance data for each girl in the control and treatment group, the 

Girls survey, the Household Survey with heads of households and caregivers, 

numeracy assessments (EGMA/SeGMA) and literacy assessments 

 
41 Education Sector Development Programme V (ESDP V), p. 33 
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(EGRA/SEGRA) in both English and Local language (Afaan Oromo or Amharic de-

pending on the zone). All girls in both the treatment and control group completed 

the full package of quantitative assessments. 

A principal survey was carried out at the school level as well as lesson observa-

tions and teacher surveys.  

Qualitative sessions were conducted with stakeholders to unpack intervention 

assumptions, expand upon, complement, and contradict quantitative ap-

proaches. A full package of qualitative discussion guides is included in Annex 

12 (Data Collection Tools used for Midline). All qualitative sessions were rec-

orded, transcribed, and translated into English. Transcripts were coded to ana-

lyse findings thematically. Coding following a top-down descriptive coding 

scheme and a bottom up eclectic coding method by EE specialists in inclusion, 

gender, and education.  

Enumerator and Qualitative Research Assistant training was conducted in each 

of the three ones by One South and Health Poverty Action with the support of 

ChildHope and CHADET staff.  

Quantitative enumerators attended a 4-day training workshop which covered 

best practices in tool administration, probing techniques, disability research, re-

search ethics and child protection, learning assessment administration, cohort 

tracking, replacement rules and daily and weekly reporting requirements. Enu-

merators were trained to closely adhere to quality assurance guidelines pre-

pared by the evaluator. Sessions included a mix of taught lectures and dramati-

zation exercises.  

Several quality assurance processes were put in place during and after training. 

On the final day of training, enumerators visited a pilot school, where they ad-

ministered the full package of assessments to two girls. Supervisors completed 

one on one observations with each enumerator, scored them, and provided in-

dividualized feedback. To ensure consistent administration throughout, trends 

were identified and discussed in a plenary session. During data collection, field 

supervisors were required to conduct 2 quality assurance visits with each enu-

merator following a similar approach. Quality assurance findings were grouped 

and shared in morning briefing sessions before the quantitative team visited 

sample sites.    

Qualitative Research Assistants (QRAs) completed a 2-day training which in-

cluded sessions on qualitative research in practice, probing techniques, note-

taking, the main research questions, reporting requirements, disability research, 

session recruitment, sampling techniques, research ethics and child protection.   

As well as recording all qualitative sessions, QRAs completed daily debriefing 

forms which were reviewed by the consultant team to provide on-going feedback 

and to inform adaptations made to sessions guides, based on domains where 

the study had reached data saturation. In debriefing forms, QRAs were 



 

 

42 

 

encouraged to reflect on their research and their role their role and position in 

line with a critical and reflexive research approach.  

The evaluation closely followed ChildHope and CHADET’s Child Safeguarding 

Policy and One South’s Research Ethics Guidelines. If child protection violations 

were identified, enumerators reported these to both their field supervisor, and 

to CHADET.  

3.4 Limitations 

There are several limitations to this evaluation that are necessary to 

acknowledge at Midline. A few of these limitations are due to challenges with 

the quality of the data or data collection processes put in place by the previous 

evaluator at the project’s baseline. The evaluation was originally intended to fol-

low a cohort of girls in both a treatment and control group between periods.  

One South was appointed as the external evaluator at Midline and has, where 

possible, attempted to put in place strategies to mitigate for these challenges 

and ensure the evaluation at Endline will be able to follow the original research 

design.  

The following limitations are acknowledged: 

1. The lack of unique IDs matched to a sufficient number of names and 

learning data at Baseline meant that learning data could not be matched 

at the individual level. Evidence suggests that at Baseline different 

groups of girls sat different types of assessments. Typically, all girls sam-

pled would conduct all learning assessments, a child survey, and have 

their parents interviewed. This data would be merged to ensure that 

learning data findings could be linked to the Child Survey and Household 

Survey. However, while there was cross-over in some cases, this was not 

consistent. Names for girls were collected from the Girls’ Survey and the 

Household Survey and therefore not all the names provided were linked 

to learning data from Baseline. The fact that learning data lacked unique 

IDs which were also matched to names, made it impossible to merge 

learning data at the individual level at Midline, as would be done in an 

individual-level difference-in-difference (DID) approach.  

2. The lack of sufficient cohort tracking data at Midline made it difficult to 

track participants at Midline. At midline we relied on a list of names pro-

vided by the previous evaluator. This allowed us to attempt to preserve 

the composition of the cohort despite being unable to match the girls at 

the individual level at Midline for key outcomes. Additionally, the type of 

cohort tracking data was not sufficient to track the girls. While some GPS 

data was collected, in many cases this it was unreliable or was GPS data 

of where the data was entered, or of the school itself. At Midline 
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collected contact information was collected for parents or neighbours, 

direction to the girls’ household, contact information of the girls’ 

teacher, as well as the girls’ school and grade. This will ensure that it is 

possible to track these girls at Endline.  

3. An in-depth review of learning data at Baseline identified several incon-

sistencies which raised doubts as to the quality of the administration of 

these assessments, particularly for subtasks administered by enumera-

tors. At Baseline both literacy and numeracy results suggested a coun-

ter-intuitive trend: namely that as grade level increased both numeracy 

and literacy levels decreased or did not change. In consultation with the 

Fund Manager we reviewed this data after the collection of Midline 

learning data to determine if the trend persisted, which would signal the 

findings were accurate. However, in both the treatment and control 

groups at Midline results indicated that as grade level increases so does 

literacy and numeracy levels, as intuitively expected. This raised ques-

tions as to the validity and reliability of the data collected at Baseline. 

The only task at baseline which exhibited expected results was the writ-

ten task for numeracy that was self-administered by girls. The team de-

cided this would be the only task used to understand baseline to midline 

changes in learning. Therefore, at Midline impact on numeracy is evalu-

ated but not impact on literacy.  

4. Sampling at schools causes an upward bias in transition data. Because 

sampling occurred at schools, the number of girls transitioning in em-

ployment or TVET will artificially be lower than expected. This is because, 

by sampling in schools, girls who are in school transition pathways have 

a higher chance of being selected than girls who are in other pathways. 

Household-level sampling would be need for more accurate transitions 

data. 

5. Discrepancies between grades reported at Baseline and girls’ actual 

grades suggest gaps exist in what has been reported in the project’s 

baseline report. Using the list of girls sampled at Baseline, we checked 

the girls’ grade at Baseline against the project’s beneficiary dataset. In 

many cases the grade at Baseline did not match the grade reported in 

the project’s dataset. These were not explained by the passage of time 

between periods as the gap was in many cases very different to what 

was expected. This raises questions as to the extent to which grade level 

reporting that took place within the project’s baseline report is accurate. 

Due to the lack of sufficient information to match girls at the individual 

level at Baseline, it is not possible to go back and change the grades in 

the dataset as we cannot be certain if these girls are the same girls 

whose names were provided and cannot identify which girls these are in 

baseline learning outcome datasets.    

6. The sample size of girls at Baseline was below the target sample size 

specified in the evaluation’s research design, and therefore is 
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underpowered to draw generalizable conclusions from.  This means that 

it is difficult to draw meaningful conclusions or generalizations from 

baseline data at baseline and also meant that although we had some 

names, the list of names was not sufficient to ensure a complete cohort 

of girls could be tracked, despite the inability to match these girls at the 

individual level.  

7. The findings included in this report cannot be generalized to the wider 

Ethiopian context. The findings of this report can only be generalizable 

to the control and intervention school populations. The aim of this study 

was not to draw conclusions about the current context of schools or mar-

ginalized girls in the Ethiopian context but rather to inform this specific 

project’s evaluation. 
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4. Educational 

Marginalization 
In line with Sustainable Development Goal (SDG) 4, the GEC-T project in Ethiopia 

works to ensure inclusive and equitable quality education and promote lifelong 

learning opportunities for all42.  

SDG 4 places particular emphasis on identifying groups of children who are ex-

cluded by mainstream programming, in order to shape education policy and im-

plementation and ensure quality and inclusive education can be delivered to 

those most marginalized.  

In response to these needs, the GEC has developed an educational marginali-

zation framework that supports projects to target and monitor sub-groups of 

children that have been identified as being educationally marginalized or who 

are at risk of marginalization in project contexts.  

Educational marginalization refers to a “form of acute and persistent disad-

vantage rooted in underlying social inequalities”43. This report understands it as 

both an outcome and a process through which individuals and groups are ex-

cluded from educational opportunities that would allow them to achieve greater 

life chances and reduce, often entrenched, disparities. The GEC framework in-

terprets educational marginalization through key characteristics and barriers 

that influence and intersect to produce unique forms of exclusion.  

Characteristics are social identities such as geography, language, poverty, age, 

and disability. These are not universal44 but rather socially constructed and 

changeable. Barriers are understood as conditions that reduce access to edu-

cation or quality educational outcomes.  

This chapter outlines the specific characteristics that the project uses to identify 

girls who are educationally marginalized or at risk of educational marginalization 

as well as the specific barriers that the project targets to support girls’ education 

 
42 UN General Assembly Resolution 70/1, Transforming our world: the 2030 Agenda for 

Sustainable Development, A/70/L.1 (21 October 2015) 

 
44 GEC guidance defines characteristics as both universal and contextual. However, we 

have adopted a different definition to remain sensitive to the fact that the specific char-

acteristics listed as universal in GEC guidance are in fact changeable (e.g. gender and 

disability). Additionally, perpetuating these as universal constructs may cause harm to 

sub-groups of children by re-enforcing existing and arguably oppressive structures of 

language. Guidance reviewed to inform this definition: GEC Thematic Review “Under-

standing and Addressing Educational Marginalization” (2018)   
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outcomes. Where baseline data collected by the previous evaluator allows, this 

chapter reports on changes in these barriers and characteristics amongst mar-

ginalized girls targeted by the project between Baseline and Midline. Within later 

chapters of the report, specific project quality education outcomes, including 

learning and transition, are analysed, and reported for each of the sub-groups 

of girls identified in this chapter.  

This study segments data by these population sub-groups, to support the project 

to review and identify approaches to deliver differentiated treatment to the most 

marginalized.     

4.1 Barriers & Characteristics  

The project has identified several characteristics which result in girls being at 

risk of or facing educational marginalization. Several of these characteristics 

were captured by the previous evaluator at Baseline and were followed up on at 

Midline. Others were measured only at Midline.  

An overview of the composition of the cohort with regards to these specific char-

acteristics is shown in the table following. 

Table 3. Characteristics of Evaluation Groups between Periods45 

Characteristic 
Control Treatment 

BL (%) ML (%) BL (%) ML (%) 

Single Orphan b - 11.0% - 10.2% 

Double Orphan b - 3.7% - 3.6% 

Orphan (either) b - 14.7% - 13.8% 

Lives in female-headed house-

hold46 
32.9% 30.1% 29.8% 28.3% 

Head of Household has no formal 

education 
41.2% 56.2% 43.6% 53.2% 

Girl does not speak the LOI b - 10.2%* - 6.4%* 

Head of Household does not speak 

the LOI b 
- 16.5% - 13.8% 

Living in household below the  

national poverty line b  
- 26.8% - 26.8% 

Living in household below the inter-

national poverty line ($1.90 per 

day) b 

- 31.4% - 31.5% 

 
45 We aimed to preserve the composition of the tracked cohort at Midline, despite being 

unable to match cases at the individual level due to a lack of cohort tracking information 

matched to unique IDs. Therefore, although we cannot measure a “change” in charac-

teristic status for specific girls, the Midline focuses on reporting aggregate changes in 

composition of the cohort between periods (where this is possible based on available 

baseline data) 
46 This sub-group of girls may face additional risks of marginalization in a patriarchal 

society where males are typically viewed as household income earner; we have sepa-

rated this population to explore this further 
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Characteristic 
Control Treatment 

BL (%) ML (%) BL (%) ML (%) 

HHS faces extreme hardship47b - 6.8% - 6.4% 

HoH Unemployed or not paid in 

cash or kind for work 
28.3% 56.5% 20.6% 55.3% 

Household has lived in village for 

less than 10 years48b 
- 12.3% - 8.7% 

Girl attended pre-school49 b - 80.5% - 82.2% 

Girl is mother b - 0.6% - 0.0% 

Girl has given birth b a - 0.3% - 0.4% 

Girl has been pregnant b a - 0.6% - 0.2% 

Girl is currently pregnant b a - 1.2% - 0.9% 

Girl is married or living with a man 

as if married a 
1.0% 1.0% 1.2% 2.0% 

a Proportion of girls over the age of 11 who have started menstruating; Only asked to girls who met these 

criteria  
bNot captured by previous evaluator at Baseline or not captured in merged dataset which includes learning 

data from baseline i.e. data reported by previous evaluator may be for different cohort (other than learning 

and transition cohort) 

*Statistically significant association according to Chi-square test (p<0.05) for this characteristic and eval-

uation status for period in question 

There are largely no main differences in the composition of the control and treat-

ment group by characteristic at either Baseline or Midline.  

The only statistically significant association identified, was for girls who cannot 

speak the language of instruction. At Midline, according to Chi-square tests, girls 

who cannot speak the language of instruction are more likely to be in the control 

group. This may suggest that the project has supported girls to improve their 

literacy skills. However, due to the absence of reliable literacy data at Baseline, 

this finding cannot be fully verified. No other characteristics were associated 

with evaluation group membership at either period according to Chi-square 

tests.  

The Language of instruction in Ethiopia is local language in primary grade levels 

and English in secondary grade levels. In South Gondar and South Wollo the 

language of instruction is Amharic in primary school, while in Arsi the language 

of instruction is Afaan Oromo in primary school.  

Of the 6.4% of girls who do not speak the language of instruction, 73.6% of girls 

in the treatment group are in South Gondar, 13.2% are in South Wollo and 

13.2% are in Arsi.  

 
47  Defined as a household being more than 58% likely to fall below international poverty 

line; based on 8 item Poverty Scorecard (2011) 
48 Ethiopia has the highest proportion of displaced people in the world; while a minority 

of the population sampled have lived in their village for less than 10-years we chose to 

monitor this group; Additionally, living in one’s village for a shorter period may result in 

households being less embedded in the community and therefore less reliant on tradi-

tional community resilience structures 
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Most of these girls are in lower grade levels 54.7% are in grade 5 – grade 7 at 

Midline.  

The majority of heads of households in both the treatment and control group at 

Midline have had no formal years of schooling and are unemployed or not paid 

in cash or in kind for their work. The proportion of households meeting these 

descriptors have increased for both groups between Baseline and Midline. At 

Baseline, in the treatment group for example 20.6% of household heads were 

unemployed or not paid for their work, compared to 55.3% at Midline. A similar 

increase was exhibited by the control group (28.3% unemployed at baseline 

compared to 56.5% at Midline). This suggests that, on the whole, households 

may be worse off economically at Midline than at Baseline. This is likely to have 

an influence on girls’ educational outcomes. This influence will be explored 

throughout within the report chapters on specific outcomes targeted by the pro-

ject.  

To understand poverty at Midline the study measured poverty through the Pov-

erty Propensity Index, developed for Ethiopia based on data from the 2010/11 

HCES and from the 2011 WMS, collected by Ethiopia’s Central Statistical Agency 

(CSA). This approach has been used to estimate the likelihood that a household 

has consumption below a given poverty line, to estimate the population’s pov-

erty rate50, and to track changes in the poverty rate of each evaluation group 

overtime. The index is based on responses to 8 items. For the purposes of this 

study, we have used the poverty likelihoods for both the national poverty line 

($1.50 per day) and the international poverty line ($1.90 per day).  

26.8% of households in the control group and treatment group live below the 

national poverty line of $1.50 per day. 31.4% of households in the control group 

and 31.5% of households in the treatment group live below the international 

poverty line of $1.90 per day. These findings suggest that a third of households 

are economically marginalized.  

To understand the circumstances facing these households and the influence of 

poverty on wider outcomes, we categorized households with propensity scores 

of 58% or higher for falling below the international poverty line ($1.90 per day) 

as facing extreme economic hardship. 

6.8% of households in the control group and 6.4% of households in the treat-

ment group face extreme degrees of economic hardship. The majority of these 

households are in Arsi. 15.8% of households in the control group in Arsi and 

18% of households in the treatment group in Arsi are likely to face extreme eco-

nomic hardship.  

The project has explained that this may be due to the fact that households in 

Arsi have larger families due to acceptance of polygamy.  According to the DHS 

 
50 The approach assigns everyone in the household the same poverty propensity score 

for specific poverty lines; for additional details on the scorecard please review Mark 

Schreiner (2016) Simple Poverty Scorecard® Ethiopia 
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survey, 14% of married women in Oromia are in polygamous unions compared 

to only 1% in Amhara51. Additionally, households in this region have higher birth 

rates.   

Figure 4. Proportion of Households likely to face Extreme Economic Hardship 

at Midline by Evaluation Group & Zone 

 

14.7% of girls in the control group and 13.8% of girls in the treatment group are 

either single or double orphans. Debede (2009) similarly reports that orphans 

make up around 13% of the population of total children in Ethiopia. Debede 

further reports that orphans in Ethiopia are at increased risk of dropping out or 

not enrolling in school. This report will further explore the extent to which this 

sub-group experiences reduced educational outcomes.  

A chi-square test finds a statistically significant association between being an 

orphan and being married for the treatment group (p<0.05). Anecdotal evidence 

suggests caregivers may believe that girls would be better cared for if they were 

married, especially if they did not have their own biological parents to care for 

them. The project should consider whether it should target messaging around 

the risks of early marriage to orphans.  

Although only 2.0% of girls in the treatment group are married or living with a 

man as if married at Midline, this is almost double the proportion of girls that 

were married or living with a man as if married at Baseline. The proportion of 

girls in the control group that are married or living with a man as if married 

stayed the same between Baseline and Midline.  

The project has suggested that the reason why more girls are married at midline 

than at baseline may be because girls have gotten older and are therefore more 

likely to marry. The project will conduct a full assessment of girls who have been 

married in treatment schools in response to these findings to fully understand 

the extent of early marriage in the target population.   

 
51 Ethiopia DHS 2016 
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Of girls who are married in the treatment group at Midline, 50% started living 

with their partner before they turned 18, and 25% of these girls have given birth. 

This suggests that girls who are married are more likely to give birth than girls 

who are unmarried. In the entire treatment population, only 0.4% of girls have 

given birth by Midline.  

Of girls who are married or cohabiting as if married in the treatment group, 

62.5% are in Arsi, 25% in South Gondar, and 12.5% in South Wollo.  

1.2% of girls in the control group and 0.9% of girls in the treatment group are 

currently pregnant. A relatively small proportion of girls in both the treatment 

and control groups are mothers, have been pregnant, and have given birth. 

Of girls in the treatment group who are currently pregnant, 75% are in South 

Gondar and 25% are in Arsi.  

To understand the proportion of girls who experience a disability between peri-

ods, we administered the Washington Group Short set of questions. The Wash-

ington Group Short Set is designed to identify the presence of difficulty in six 

core functional domains: seeing, hearing, walking, cognition, self-care, and com-

munication. Results are summarized in the table following. 

Table 4. Disability based on Washington Group Short set by Evaluation Group 

and Period 

Functional Difficulty Domain  
Control Treatment 

BL (%) ML (%) BL (%) ML (%) 

Seeing 0.3% 1.7% 0.1% 1.4% 

Hearing  0.3% 1.4% 0.1% 0.5% 

Mobility  0.1% 0.3% 0.0% 0.7% 

Cognitive (difficulty remembering or 

concentrating) 
0.1% 1.0% 0.0% 1.0% 

Self-care  0.0% 0.9% 0.0% 0.9% 

Communication  0.0% 0.3% 0.0% 0.7% 

Has functional difficulty in at least one 

domain 
0.7% 3.9%* a 0.1% 1.8%* a 

*Statistically significant association according to Chi-square test (p<0.05) for this functional difficulty and 

evaluation group for period in question (between evaluation group comparison) 
an Evaluation group is a statistically significant predictor of membership in given domain according to lo-

gistic regression (p<0.05) (between evaluation group analysis) 

In line with the social model of disability, disability is understood as a form of 

social oppression, which is imposed on people with perceived impairments. Im-

pairment refers to the relatively unchangeable biological condition, whereas dis-

ability arises out of the structure and organization of society, and therefore leads 

to disadvantages which can be lessened or removed through the re-organization 

of society. As disability, in these terms is not a fixed construct, it can change 

between periods for girls depending on changes in the extent to which the envi-

ronment is inclusive and accessible, for example through the provision of spe-

cific supports or through the provision of assistive devices.  
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Across all domains, the proportion of girls who experience a functional difficulty 

increased between Baseline and Midline for both the treatment and control 

groups. At Baseline, 0.1% of girls had a functional difficulty in at least one do-

main in the treatment group, compared to 1.8% at Midline. In the control group, 

0.7% of girls had a functional difficulty at Baseline, compared to 3.9% at Midline. 

This suggests that either, the way these questions were administered at Base-

line was different to how they were administered at Midline, or the environment 

has heightened girls perceived functional difficulty in various domains between 

periods.  

The fact that the proportion of girls with functional difficulty in all domains in-

creased between both periods, suggests that the project should consider how 

to better support girls who experience disabilities, in addition to the supports 

already provided. Currently the project provides girls with disabilities with assis-

tive devices and trains teachers on inclusive teaching practices. Later sections 

of the report will look further at the sub-group of girls who experience functional 

difficulties, their learning and transition outcomes, and the extent to which the 

teaching and learning environment is inclusive and accessible.  

While the proportion of girls who experience a disability in the control group also 

increased between Baseline and Midline, it increased at a higher rate than in-

creases exhibited in the treatment group. This suggests that although more girls 

face functional difficulties at Midline than at Baseline in the treatment group, 

the project may have played a role in reducing functional difficulty for some girls 

with disabilities. Chi-square tests further support this finding. Having a func-

tional difficulty at Midline in at least one domain is associated at statistically 

significant levels with being in the control group. Girls in treatment schools who 

experience specific functional difficulties are provided with assistive devices in-

cluding - glasses, braille kits, and audio machines. 

The main barriers experienced by girls in both the treatment and control group 

between periods is shown in the table following. Barriers and changes in barriers 

are discussed after the presentation of results. To further understand barriers, 

Chi-square tests were conducted to assess the extent to which specific barriers 

are associated with evaluation group membership.  

Table 5. Barriers by Evaluation Group between Periods52 

Barrier 
Control Treatment 

BL (%) ML (%) BL (%) ML (%) 

Safety and Child Protection 

Girl travels over an hour to get to school b - 8.9% - 9.1% 

Girl does not feel safe traveling to school b - 8.3% - 7.5% 

Girl does not feel safe at school 3.2%* 4.0% 1.4%* 3.6% 

 
52 We aimed to preserve the composition of the tracked cohort at Midline, despite being 

unable to match cases at the individual level due to a lack of cohort tracking information 

matched to unique IDs. Therefore, although we cannot measure a “change” in barriers 

for specific girls, the Midline focuses on reporting aggregate changes in composition of 

the cohort between periods (where this is possible based on available baseline data) 
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Barrier 
Control Treatment 

BL (%) ML (%) BL (%) ML (%) 

In the past week, girl has been punished 

physically by her teacher b 
- 11.1% - 9.6% 

In the past week, girl has witnessed the 

teacher physically punish other students b 
- 25.8%* - 20.3%* 

Parents/caregivers punish girl physically at 

home b 
- 41.5% - 39.2% 

Girl is currently being bullied b - 8.9% - 9.2% 

Girl has been bullied b - 3.7% - 2.8% 

Girl is often lonely at school b - 26.4% - 25.7% 

Facilities 

Not enough seats for all children 15.2%* 20.0%* 3.5%* 13.1%* 

Girl cannot move around school easily 3.2%* 10.1%* 1.5%* 6.7%* 

Girl does not use drinking water facilities at 

school 
21.7% 44.1%* 19.7% 35.2%* 

Girl does not use lunch spaces b - 67.2%* - 59.3%* 

Girl does not use play areas at school 7.7%* 34.1%* 1.1%* 24.6%* 

Girl does not use toilets at school 12.0%* 24.5%* 4.5%* 15.0%* 

Toilets at school are not accessible to girl ac-

cording to parents/caregivers b 
- 26.6%* - 15.9%* 

Sexual and Reproductive Health 

Girl finds it hard to access sanitary wear to 

support with menstruation a b 
- 22.4% - 9.7% 

No one has spoken to girl about menstrua-

tion a b 
- 0.0% - 0.1% 

Girl has no one to ask questions to about 

SRH a b 
- 25.8% - 24.8% 

Girl does not know any modern method of 

contraception (including abstinence) a b 
- 45.1%* - 34.8%* 

Girl is not able to get a condom if they wanted 

to a b 
- 47.5% - 45.7% 

Teaching and Learning Environment 

Girl believes teacher treats boys and girls un-

equally 
33.2%* 4.9% 25.7%* 3.0% 

Teacher is often absent from class 30.6%* 26.1% 20.5%* 22.2% 

Parent/caregiver rates the teaching quality at 

the school as poor b 
- 6.1%* - 2.4%* 

Parent/caregiver rates performance of prin-

cipal at school as poor b 
- 4.7%* - 1.6%* 

Home environment & personal beliefs 

Girl has high chore burden (spends several 

hours per day doing chores) b 
- 28.0% - 29.2% 

Girl says doing chores makes it difficult to do 

schoolwork b 
- 17.2% - 14.8% 

Girl reports that she does not get support 

from family to stay in and learn in school b 
- 7.4% - 6.9% 

Girl says she cannot choose whether to stay 

in school but has to accept what others de-

cide for her b 

- 32.3% - 31.6% 

Girl believes girls do not have a right to edu-

cation b 
- 1.5% - 1.0% 

Girl believes it is not important for children to 

go to school b 
- 0.1% - 0.6% 

a Proportion of girls over the age of 11 who have started menstruating; Only asked to girls who 

met these criteria  

*Not captured by previous evaluator at Baseline or not captured in merged dataset which in-

cludes learning data from baseline i.e. data reported by previous evaluator may be for different 

cohort (other than learning and transition cohort)  

*Statistically significant association according to Chi-square test (p<0.05) for this characteris-

tic and evaluation status for period in question 

8.9% of girls in the control group and 9.1% of girls in the target group take over 

an hour to get to school. Of these girls in the treatment group, 98.7% walk to 

school.  
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Figure 5. Time taken to get to school by Evaluation Group 

 

Girls who spend an hour traveling to school are almost three times as likely to 

not feel safe doing so. Chi-square testing finds a statistically significant associ-

ation between spending over an hour traveling to school and not feeling safe on 

the way to school. Girls who spend more time getting to school are more likely 

not to feel safe traveling to school, at statistically significant levels (p<0.05). In 

the treatment group, while 7.5% of girls on the whole do not feel safe traveling 

to school, 20.0% of girls who spend an hour or more traveling to school do not 

feel safe traveling to school.  

All girls who felt unsafe traveling to and from school were asked why they felt 

unsafe. The most common reason girls felt unsafe on the way to and from school 

was because it was either dark in the morning or dark at night. This may explain 

why a higher proportion of girls who live further away feel unsafe traveling to and 

from school.  

While 27.4% of girls in the control group did not feel safe on the pathway to 

school because of others, only 14.9% of girls in the treatment group felt unsafe 

on the pathway because of others. This finding suggests the project may be play-

ing a role in supporting girls to feel safer going to and from school by reducing 

the risks they face due to others on they may meet on the path, through the 

buddy system and other awareness raising activities.  
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Figure 6. Reason Girls Felt Unsafe Traveling to and from School 

 

A higher proportion of girls in Arsi do not feel safe traveling to and from school, 

compared to other districts. This could be caused by the sporadic public unrest 

in Arsi. Project staff have commented that the risk of abduction of girls for early 

marriage may be more common in Arsi. Abduction in this sense usually involves 

the family of the girl and/or the family of the potential husband. The project has 

suggested that this may be due to the fact that schools in Arsi are in areas of 

dense busy and rugged topography.  

Across zones, a slightly higher proportion of girls in the control group felt unsafe 

traveling to school than in the treatment group. This suggests that the project 

may have play a role, supporting girls to feel safe traveling to and from school. 

The project has been addressing safety on the way to and from school by estab-

lishing a buddy system where girls are encouraged to walk to school in pairs or 

groups. The project will also consider setting up community Link Letter Boxes to 

support girls to feel safer and facilitating reporting of abuse at the community 

level.  
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Figure 7. Proportion of Girls who Feel Unsafe Traveling to and from School - by 

Zone 

 

Between Baseline and Midline, the proportion of girls who do not feel safe at 

school in both the treatment group and control group increased.  At baseline 

1.4% of girls in the treatment group did not feel safe at school, compared to 

3.6% at Midline. At Baseline 3.2% of girls did not feel safe at school in the control 

group, compared to 4.0% at Midline. Furthermore, whilst at Baseline, not feeling 

safe at school was associated at statistically significant levels with being in the 

control group, this association is no longer significant at Midline, where the 

groups are more comparable.  

The proportion of girls who do not feel safe in school increased in both Arsi and 

South Wollo but not in South Gondar, where the proportion of girls who do not 

feel safe in schools decreased. Arsi exhibited the greatest increase between 

Baseline and Midline, suggesting there are girls have specific safety concerns 

at schools in Arsi.  

 

 

 

 

 

 

 

 

 

 

 

12.3%

8.5%

5.4%

12.0%

6.5%

4.6%

Arsi

South Gonder

South Wollo

0.0% 2.0% 4.0% 6.0% 8.0% 10.0% 12.0% 14.0%

Treatment Control



 

 

57 

 

Figure 8. Proportion of Girls who do not feel safe in school between Evaluation 

Periods (Treatment Group Only) 

 

 

The most common reason girls in both the control and treatment group felt un-

safe in school was because of bullying by other children. All girls who felt unsafe 

were asked why they felt unsafe. A higher proportion of girls in the control group 

listed bullying as a reason than in the treatment group: 36.7% compared to 

28.6%. This suggests that bullying may be more prevalent in control schools 

than in treatment schools, likely due to the role of the project. Project staff also 

suggest that this may be due to the fact that girls in treatment schools are better 

prepared to handle bullying due to project activities.  

In the control group this was followed by risking injury due to the way the school 

is built (23.3%) and risk of physical harm by other children (23.3%). In the treat-

ment group the next most common reasons were risk of injury due to the way 

the school is built (14.3%) and that facilities are unclean (14.3%). 
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A much larger proportion of girls in the treatment group than in the control group 

reported that they did not feel safe because they had no friends for support. In 

the control group 6.7% of children reported this as a reason, whilst in the treat-

ment group 11.4% reported this as a reason.   The study also asked girls whether 

they felt lonely at school. 26.4% of girls in the control group and 25.7% of girls 

in the treatment group feel lonely often. Later chapters of this report will review 

if feeling lonely has an effect on target educational outcomes including learning, 

transition, and life skills.  

Figure 9. Reasons for feeling unsafe at school 

 

The figure following displays the proportion of girls who feel unsafe at school by 

evaluation status and grade level.  

Findings suggest that in the treatment group the highest proportion of girls to 

feel unsafe at school are in Grade 5, followed by girls in Grade 10 at Midline. In 

the control group Grade 8 and 9 exhibited the highest proportion to feel unsafe 

at school.  

In most grade levels, except Grade 5 and Grade 10, a higher proportion of girls 

in control schools felt unsafe at school than in treatment schools. This suggests 

that project activities may have played a role in supporting school safety.  

Figure 10. Girls who feel unsafe at school by grade 
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8.9% of girls in the control group and 9.2% of girls in the treatment group are 

currently being bullied. 3.7% of girls in the control group and 2.8% of girls in the 

treatment group have been bullied before. These findings suggest that bullying 

is a challenge for girls in both treatment and control schools.  

Project staff have explained that one reason a slightly higher proportion of girls 

in treatment schools are currently being bullied is that they are better able to 

identify bullying due to awareness raised in project activities. This could be the 

case, despite the fact there is no statistically significant association according 

to Chi-square tests between currently being bullied and evaluation status at Mid-

line, which suggests that there is little difference between treatment and control 

in this regard. 

Only 7.7% of girls in the treatment group who are being bullied have reported 

this to someone. 89.3% of girls who are being bullied in the treatment group 

have not reported this to anyone and 1.4% of these girls refused to answer this 

question. These findings suggest that girls do not feel comfortable reporting bul-

lying. However, a majority of girls in the treatment group do believe that if they 

reported it teachers will act on it (76.5%).   

One possible explanation for the fact that a large proportion of girls in treatment 

schools do not report bullying despite thinking that teachers will act on the re-

port, is that they may fear the backlash from their peers of reporting to a teacher. 

This will be further explored by the project through participatory sessions as part 

of on-going monitoring.  

11.1% of girls in the control group and 9.6% of girls in the treatment group have 

been physically punished by their teacher in the last week. This finding suggest 

that corporal punishment is widespread in schools sampled. The negative ef-

fects of corporal punishment on psycho-social outcomes, educational achieve-

ment, and other quality education outcome domains is well documented in the 

literature.  
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25.8% of girls in the control group and 20.3% of girls in the treatment group 

have witnessed their teacher administer corporal punishment on another stu-

dent. Despite the fact that this proportion of girls is high for both groups, there 

is a statistically significant association between witnessing corporal punishment 

and being a member of the control group, according to Chi-square tests. This 

suggests that girls in control schools are more likely to witness corporal punish-

ment than in treatment schools, signalling that the project may have played a 

role in supporting teachers to implement different strategies to discipline stu-

dents.  

Based on findings from Midline around corporal punishment, the project will 

communicate principals and teachers that corporal punishment should not be 

taking place in intervention schools.  

CHADET has conducted training with teachers to support them to change their 

practices and adopt positive and restorative ways to discipline students. To un-

derstand teacher attitudes towards this, we asked them to what extent they 

agree with the statement “Sometimes children require physical punishment 

(e.g. caning) to be able to discipline them”.  

Figure 11. Sometimes children require physical punishment (e.g. caning) to be 

able to discipline them 

 

30.1% of teachers in the treatment group and 28.7% of teachers in the control 

group agreed that it is sometimes necessary to physically punish children.  

Based on these findings collectively and the high prevalence of corporate pun-

ishment, CHADET should consider additional ways to reduce the prevalence of 

corporal punishment in target school.  

It should be noted that not all teachers in schools targeted by the project receive 

training from CHADET and therefore are not all expected to make changes to 
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their practices. Teachers who facilitate homework clubs are trained by the pro-

ject to adopt improved practices.  

In qualitative sessions, many teachers report that they think that it is acceptable 

to physically punish students although some disagreed, signalling the project 

has started to play a role in changing attitudes.  

Across all discussion groups, many teachers seemed to think that it was not 

acceptable to beat or cane a student. For instance, one teacher said, “No, 

beating is not important. This is not a way to discipline students. Beating does 

not bring change.”53 

In another discussion group, one teacher said that physically punishing a stu-

dent displayed an inability to teach, “Beating a student shows the lack of abil-

ity to teach. But in the world, we live in now there is no beating students. It is 

unthinkable.”54 

Similarly, another participant in the same group said, “The concept of caning is 

outdated… Few might use it but for me there is no beating students.”55  

Other participants also seemed to think that caning a student at school was in-

appropriate. One teacher said, “I do not think it is appropriate. Advising is 

more effective.”56Another said, “It is not acceptable. A student won’t improve 

with those kinds of measures.”57 

When teachers were asked how else they discipline students, one participant 

said, “There is guidance to discipline students when they misbehave, usually 

we try to handle by providing advice.”58   

This sentiment was witnessed across all districts where teachers were inter-

viewed. For example, a teacher from South Gondar said, “When I see bad be-

haviour, I approach the students and give them advice. I also advise my stu-

dents openly in the class in front of all students.”59 

Another teacher from the same group also said, “I first give them advice that 

disturbing is not good, and when they make mistakes, I take them alone and 

advise them too.”60 All five participants in the discussion said that they primar-

ily advise students when they exhibit disorderly behaviour.  

In South Wollo, teachers also advise students when disciplining them. As one 

teacher said, “There is a saying in the English language, ‘the valuable thing 

that you can give a person is a useful idea.’ I use advise to discipline stu-

dents.”61 

 
53 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHADET 

with Teachers of Lower Secondary School, Arsi 
54 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHADET 

Directly in S.S., South Wollo 
55 Ibid. 
56 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or Directly by 

CHADET in P.S, South Wollo 
57 Ibid. 
58 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHADET 

with Teachers of Lower Secondary School, Arsi 
59 FGD with Literacy and Numeracy Trained by CHADET, South Gondar 
60 Ibid. 
61 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHADET 

Directly in S.S., South Wollo 
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It is also common for parents to use corporal punishment to discipline their chil-

dren. 41.5% of parents in the treatment group and 39.2% of parents in the con-

trol group use corporal punishment to discipline their children at home. These 

finding highlight how entrenched corporal punishment is within the culture of 

disciplining children.  

Teachers, children, and parents live in communities where it is accepted and 

common for children to be hit, slapped, and caned. Physical punishment is seen 

as a healthy part of how you teach good behaviours. The project should critically 

reflect on how it can best promote behaviour change when it is so pervasive and 

accepted. Discussions with project staff highlight that this will likely require a 

collective effort from parents, community members, legal bodies, and govern-

ment and that the project cannot make this change on its own.  

Findings indicate that facilities and use of facilities has worsened between Base-

line and Midline for both the treatment and control groups. The proportion of 

girls who report that there are not enough seats for children, that they cannot 

move around school easily, that they do not use drinking water facilities at 

schools, that they do not use play areas at schools, and that they do not use the 

toilet facilities at schools have increased for both groups. Results for the treat-

ment group on these outcomes are displayed in the figure following.  

These changes are difficult to explain but could be due to the fact that these 

questions were differently administered by the consultant hired at Baseline. 

However, this could also be due to increased pressure on schools due to in-

creasing enrolment rates due to project activities. The project is investigating 

this further.  
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Figure 12. Changes in facilities and facility use between Baseline and Midline 

for the treatment group 

 

A large proportion of girls at Midline report that they do not use toilets in schools: 

15% of girls in the treatment group and 12% in the control group. Most of these 

girls in the treatment group report that this is because they consider these facil-

ities unclean and not acceptable for use (56%).  

The study also identified several sexual and reproductive health related barriers 

to girls. Sexual and reproductive health questions were asked to girls over the 

age of 11, who had started menstruating. All proportions are therefore for girls 

over the age of 11 who have started menstruating.  

9.7% of girls in the treatment group (who meet these criteria) and 22.4% of girls 

in the control group do not have access to sanitary menstrual wear. There is a 

large difference between the treatment and control group, suggesting that pro-

ject activities to make sanitary pads more accessible have been successful. 

A large proportion of girls do not have access to someone at their school to ask 

questions to about sexual and reproductive health: 24.8% of girls in the treat-

ment group and 25.8% of girls in the control group. The project should consider 

how it can strengthen girls’ club facilitators to provide this support to girls in 

treatment schools. Having access to someone to ask questions to about SRH 

could help prevent early pregnancy, early marriage, and the transmission of STIs 

when girls become sexually active.  

34.8% of girls in the treatment group and 45.1% of girls in the control group do 

not know of any method to prevent pregnancy (including abstinence). This sug-

gests that girls could be at risk to both early pregnancy and to the transmission 

of sexually transmitted infections when they become sexually active. Addition-

ally, a large proportion of girls cannot get access to a condom even if they 

wanted one: 45.7% in the treatment group and 47.5% in the control group.  
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Girls face several barriers in their home environment. 29.2% of girls in the treat-

ment group have a high chore burden, that is they conduct chores for 2 hours 

per day. 17.2% of girls in the control group and 14.8% of girls in the treatment 

group report that doing house chores makes it difficult for them to do school 

work. 

32.3% of girls in the control group and 31.6% of girls in the treatment group 

report that they cannot choose whether to stay in school and have to accept 

what others decide for them. This indicates that girls have limited agency when 

deciding to stay in school. The project should consider whether it should re-en-

gage parents and caregivers through outreach activities to ensure girls can stay 

and are supported to continue school.  

4.2 Intersectionality 

To understand how barriers and characteristics intersect to produce additional 

forms of exclusion and educational marginalization, Table 6 reports findings for 

the intersection of key barriers and characteristics. All barriers and characteris-

tics were assessed but only those with statistically significant associations are 

shown in the table. Results of the intersectional analysis for other barriers and 

characteristics are included in Annex 4.  

Associations through Chi-square tests were found for several characteristics and 

barriers at Midline. 

There is a statistically significant association between being a double-orphan 

and not having anyone to speak to about sexual and reproductive health. This 

makes intuitive sense as double orphans do not have either of their biological 

parents and may not have any adult, they feel comfortable speaking with about 

SRH. The project should consider how it can support double orphans in particu-

lar to access SRH information. Earlier findings found that being an orphan was 

associated with early marriage and this could help explain some of why orphans 

are more likely to be married, as they also may not have access to an adult to 

speak to about the risk of early marriage. 

Similarly, there is a statistically significant association between being a double-

orphan or a single-orphan and not knowing how to prevent pregnancy. This is 

likely explained by the fact that double orphans are more likely to not have 

adults to speak to about SRH.  

Orphans are more likely to feel that they do not have a choice as to whether they 

stay in school and that this choice is made by others. This suggests that double 

orphans face have reduced agency when compared to their peers.  

Parents and caregivers who live in a household where the head of household 

does not speak the language of instruction are more likely to discipline their girls 

using corporal punishment. Additionally, in households where the girl does not 
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speak the LOI, the girl is more likely to be punished physically by her parents 

and caregivers.  

Many barriers intersect with living in a household where the head of household 

has no formal education according to Chi-square tests. Girls who live in house-

holds whose head have no formal education are more likely to travel for over an 

hour to get to school, not feel safe traveling to school, not feel safe at school, 

witness physical punishment by a teacher, be physically punished at home, be 

bullied, have been bullied, not  have enough seats for children in the classroom, 

report not being able to move around school easily, not use the drinking areas, 

lunch areas, or play areas at school, to not use the toilets at school, to not have 

access to sanitary pads, to not have an adult to speak to about SRH, to believe 

teachers treat boys and girls unequally, to believe their teachers are often ab-

sent, to have a high chore burden, to report that chores make it difficult to do 

school work, and to report that they are not supported by their parents to access 

and do well in school. The project should consider how it can better support girls 

living in these households and how to target parents that have low levels of ed-

ucation. This finding would suggest the project needs to adopt targeted outreach 

activities specifically tailored to parents with low levels of education.  

Many barriers also intersect with living in a household where the head of house-

hold is unemployed. Girls in these households are more likely at statistically sig-

nificant levels to travel over an hour to get to school, not feel safe at school, not 

feel safe traveling to school, witness physical punishment by a teacher in the 

last week, be punished physically by their parent/caregiver at home, currently 

be bullied, have been bullied, not have enough seats at school, report not being 

able to move around school easily, not use drinking facilities, lunch spaces, toi-

lets, or play areas at school, to find it hard to access sanitary pads, have no one 

to ask questions to about SRH, to believe teachers treat boys and girls differ-

ently, to have a high chore burden, to report that chores makes it difficult to do 

school work and to report that they do not get support from their family to stay 

in and do well in school. 

Economic hardship is associated with several key barriers for girls. Girls who live 

in households that are likely to face extreme economic hardship are more likely 

at statistically significant levels to have parents who punish them physically at 

home, report that there are not enough seats for all students, not use lunch 

spaces (perhaps because they do not have lunch), not know a method of con-

traception, have teachers who are often absent, and report that they cannot 

decide whether to stay in school but have to accepted what is decided by others. 

 

 

 

 



Table 6. Intersection of Barriers and Characteristics in the Treatment Group  

 

Double 

Orphan 

ML 

Single Or-

phan ML 

Orphan (either 

double or sin-

gle) ML 

HOH Cannot 

speak LOI 

ML 

 

Girl Cannot 

speak LOI 

ML 

Household 

has no formal 

education 

HoH Unemployed 

or not paid in cash 

or kind for work 

Likely to face extreme 

economic hardship 

(likelihood 190>0.58) 

Lived in vil-

lage less than 

10 years 

Girl travels over an hour to 

get to school 
13.3% 10.7% 11.4% 13.0% 9.4% 11.6%* 11.6%* 11.3% 9.7% 

Girl does not feel safe travel-

ing to school 
16.7% 9.5% 11.4% 6.5% 3.8% 9.4%* 9.2%* 18.9% 6.9% 

Girl doesn’t' feel safe at 

school 
10.0% 8.3% 8.8% 4.6% 5.7% 4.3%* 3.5%* 3.8% 5.6% 

In past week girl witnessed 

teacher physically punishing 

other students 

10.0% 23.8% 20.2% 27.8%* 26.4% 21.7%* 23.7%* 17.0% 27.8%* 

Parents/caregivers punish 

girl physically at home 
13.3% 22.6%* 20.2%* 50.0%* 52.8%* 43.2%* 44.5%* 24.5%* 36.1%* 

Girl currently bullied 16.7% 10.7% 12.3% 8.3% 5.7% 8.2%* 9.2%* 11.3% 6.9% 

Girl has been bullied 3.3% 1.2% 1.8% 2.8% 1.9% 2.7%* 2.9%* 1.9% 2.8% 

Girl does not have access to 

computer at school 
86.7% 70.2% 74.6% 72.2% 83.0% 81.7%* 74.8%* 84.9% 63.9%* 

Not enough seats for all chil-

dren 
20.0% 16.7% 17.5% 11.1% 9.4% 13.5%* 9.6%* 30.2%* 11.1% 

Girl cannot move around 

school easily 
3.3% 11.9%* 9.6% 6.5% 5.7% 8.4%* 6.1%* 24.5% 4.2% 

Does not use drinking water 

facilities 
46.7% 39.3% 41.2% 26.9% 30.2% 35.8%* 39.5%* 39.6% 40.3%* 

Does not use lunch space 73.3% 61.9% 64.9% 53.7% 54.7% 60.3%* 64.5%* 43.4%* 62.5%* 

Does not use toilets at school 30.0% 15.5% 19.3% 11.1% 13.2% 14.6%* 14.9%* 18.9% 18.1%* 

Toilets not accessible for girl 

at school 
23.3% 13.1% 15.8% 20.4% 22.6% 17.1%* 13.8%* 22.6% 16.7%* 

Does not use play areas at 

school 
13.3% 20.2% 18.4% 25.9% 26.4% 22.6%* 23.2%* 22.6% 22.2%* 

Girl finds it hard to access 

sanitary pads 
13.3% 6.0% 7.9% 6.5% 9.4% 9.6%* 9.6%* 18.9%* 18.1% 

Girl has no one to ask ques-

tions to about SRH 
43.3%* 29.8% 33.3%* 19.4% 18.9% 24.9%* 25.9%* 34.0% 31.9%* 
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Double 

Orphan 

ML 

Single Or-

phan ML 

Orphan (either 

double or sin-

gle) ML 

HOH Cannot 

speak LOI 

ML 

 

Girl Cannot 

speak LOI 

ML 

Household 

has no formal 

education 

HoH Unemployed 

or not paid in cash 

or kind for work 

Likely to face extreme 

economic hardship 

(likelihood 190>0.58) 

Lived in vil-

lage less than 

10 years 

Does not know modern 

method of contraception at 

ML 

63.2%* 49.1%* 52.8%* 22.4% 22.7% 36.1% 32.0% 52.9%* 30.2% 

Girl believes teacher treats 

boys and girls unequally 
6.7% 2.4% 3.5% 1.9% 1.9% 2.5%* 2.6%* 7.5% 1.4% 

Teacher often absent 23.3% 27.4% 26.3% 20.4% 17% 22.6%* 17.1%* 41.5%* 15.3% 

Girl has high chore burden 26.7% 26.2% 26.3% 23.1% 22.6% 28.5%* 33.6%* 26.4% 38.9%* 

Girl says doing chores makes 

it difficult to do school work 
13.3% 15.5% 14.9% 13.9% 13.2% 16.4%* 15.4%* 11.3% 9.7% 

Girl reports that she does not 

get support from family to 

stay in school and learn in 

school 

10.0% 1.2%* 3.5% 5.6% 11.4% 8.9%* 6.6%* 3.8% 2.8% 

Girl cannot choose whether 

to stay in school but has to 

accept what is decided for 

her 

56.7%* 36.9% 42.1%* 26.9% 20.8% 34.2%* 31.1%* 60.4%* 19.4% 

*Statistically significant association according to Chi-square tests (p<0.05) 
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5. Outcome Findings 

5.1 Learning  

Through improvements in girls’ access to education, the home and community 

environment, and the quality of teaching, the project aims to support girls’ liter-

acy and numeracy learning.  

At Baseline, the project measured two learning outcomes for all girls: local lan-

guage literacy and numeracy. At Baseline, girls in older grade levels also com-

pleted 1 written English literacy reading comprehension task.  

At Midline, the study measured girls learning in three outcomes: English literacy, 

local language literacy (either Afaan Oromo or Amharic depending on the zone, 

and numeracy.  

Due to challenges with baseline literacy data (see Limitations), and after consul-

tation with the Fund Manager, the team decided that it was not possible to as-

sess changes in literacy between Baseline and Midline. Therefore, at Midline, 

achievements in literacy are discussed against the expected curriculum compe-

tencies and in relation to barriers and characteristics.  

Changes in numeracy between Baseline and Midline, is measured through a 

single written subtask, as this was the only task that all girls took at Baseline 

that was written and therefore not prone to enumerator errors in administration.  

Between Midline and Endline, the evaluation will follow a standard overlapping 

task approach to assess project impact on the three learning outcomes meas-

ured at Midline: local language literacy, English literacy, and numeracy.  

The local language assessment at Midline was comprised of the following tasks: 

• Letter sound identification assesses girls’ phonological awareness; their 

ability to map sounds onto letters 

• Invented word reading: Assesses ability of learners to make grapheme-pho-

neme correspondences (GPCs) through reading of simple nonsense words 

• Short passage reading: A short reading passage to assess girls’ oral reading 

fluency. Oral reading fluency (ORF) provides a well-documented measure of 

‘overall reading competence’62 

• Basic reading comprehension: Comprehension is highly correlated with lit-

eracy and refers to a learner’s ability to understand a text. It is measured 

 
62 Hasbrouck & Tindal. Oral Reading Fluency: 90 Years of Measurement. 2006   
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through a series of comprehension questions to assess understanding of 

the short passage. 

The English language assessment at Midline was composed of the following 

tasks: 

• Short passage reading: A passage to assess girls’ oral reading fluency; a 

well-documented measure of overall literacy acquisition 

• Basic reading comprehension: A basic comprehension tasks based on the 

short passage; assesses girls’ ability to decode meaning from written text 

• Advanced reading comprehension 1: Transition of primary to lower second-

ary: A longer, more complicated comprehension paragraph, with more ana-

lytical questions; girls provide written response to questions often worth 

multiple marks each 

• Advanced reading comprehension 2: A longer, more complicated compre-

hension paragraph, with more inferential questions; also requiring written 

responses 

• Essay composition written task (only girls in Grades 9 and 10): Measure 

written competency in English; only relevant to girls in upper grade levels 

The numeracy assessment at Midline included the following tasks: 

• Number identification: Number competence is reflected in counting proce-

dures, fact retrieval, and accurate computation63; The ability to identify 

numbers is a basic skill necessary for advanced numeracy 

• Quantity discrimination: Quantity discrimination describes the ability to dis-

tinguish the magnitude of various numbers. Performance on comparisons 

of numerical magnitude are predictive of later mathematical achievement64 

• Missing number/pattern recognition: For this subtask, learners are asked 

to fill in missing numbers in a series of numbers forming a pattern. The abil-

ity to detect is an important early skill that can support later mathematical 

skills such as multiplication65 and algebraic thinking66  

• Addition and Subtraction: Addition problems assess the extent to which 

learners can combine numbers. Subtraction problems measure the extent 

to which learners can subtract one number from another. Arithmetic (addi-

tion, subtraction, multiplication, and division) serves as the foundation for 

the skills necessary in later mathematics and science education67 

• Advanced written problems: In the multiplication and division subtask learn-

ers are required to answer a series of multiplication and division questions 

of varying difficulty; this subtask required learners to write responses to 

questions 

• Multiplication, Division, Fractions and Geometry: This subtask is comprised 

of more advanced and complex problems including advanced multiplication 

and division, fractions, and geometry 

 
63 Jordan, Kaplan, Ramineni, & Locuniak, 2009 
64 De Smedt et al., 2009 
65 Geary, 1994 
66 Sarama & Clements, 2009 
67 Ashcraft, 1982 
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• More Advanced Written Problems: Advanced problems including equations 

with unknowns, simultaneous equations; also written 

Assessments for local language literacy and numeracy were piloted and cali-

brated before Baseline to ensure assessments were of similar levels of difficulty. 

A pilot will take place again prior to Endline to ensure tools are comparable.  

5.1.1 Numeracy 

To create an aggregate numeracy score at and Baseline and Midline, the study 

utilized the single written task administered to all girls at Baseline: the Advanced 

Written Problems Task. This was because other tasks at Baseline exhibited 

counter-intuitive trends which did not match trends identified at Midline. For ex-

ample, with all tasks which were administered by enumerators at Baseline girls 

generally decreased in proficiency as grade level increased. This trend was not 

observed at Midline, suggesting there could have been challenges with how 

tests were administered at Baseline.  

The written task at Baseline did not depend on enumerator administration as it 

is self-administered. It also did not exhibit the same counter-intuitive trend. In 

response to these findings, the EE consulted the FM and together with the pro-

ject agreed on using this single task to understand aggregate numeracy changes 

between Baseline and Midline. Based on the quality of the data at Baseline, 

there was no other viable option to reliably report on changes in numeracy be-

tween periods.  

Between Midline and Endline, a standard approach with multiple overlapping 

subtasks will be used to aggregate numeracy scores and capture changes be-

tween periods. This will measure changes in numeracy using a wider range of 

tasks, reflective of the diversity of grade levels covered by girls in the tracked 

cohort, and reflective of multiple sub-domains of numeracy acquisition.  

Table 7 displays aggregate numeracy scores by grade level at Midline based on 

the Advanced Problems Subtask. 

Table 7. Numeracy Aggregate Scores at Midline (Advanced Written Problems Subtask) 

Grade Control Mean (%) Treatment Mean (%) Std. Deviation Treatment group 

Grade 5 56.25% 46.58% 31.63 

Grade 6 43.71% 56.49% 28.83 

Grade 7 51.74% 58.75% 26.46 

Grade 8 49.91% 64.56% 25.16 

Grade 9 57.63% 70.14% 26.83 

Grade 10 68.03% 78.41% 21.10 

Overall 52.00% 62.77% 28.08 

At Midline, in the treatment group, as grade level increases so does numeracy 

proficiency, based on mean results for the Advanced Written Problems Subtask. 
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This is less clear for girls in the control group, where average numeracy scores 

in grade 6 are higher than in grade 5, and higher in grade 7 than in grade 8.  

However, a linear regression for both evaluation groups using grade at midline 

to predict numeracy levels demonstrates that grade level is a statistically signif-

icant predictor of numeracy levels. In the treatment group each additional grade 

level contributes to an average increase of 5.6% and in the control group each 

additional grade level contributes to an average increase of 4.7%, according to 

predictive models (p<0.05).  

Table 8 displays aggregate numeracy scores by original grade level at Baseline 

(original cohort membership) for both evaluation groups, at both periods.  

In all grade levels, aggregate changes in numeracy for the treatment group ex-

ceeded average changes in numeracy for the control group between periods. 

Overall results demonstrate that girls in the treatment group on average im-

proved their numeracy by 12.5% more than girls in the control group.  

Table 8. Numeracy scores from Baseline to Midline (Advanced Written 

Problems Subtask) 

Cohort Control 
Mean (%) 

Control 
Mean (%) 

Mean 
Change 

Treat. 
Mean (%) 

Treat. 
Mean (%) 

. Mean 
Change 

Difference in 
difference  

 BL ML Diff. BL ML Diff. DiD 

Grade 5 24.8% 43.7% +18.9% 21.1% 56.5% +35.4% +16.5% 

Grade 6 23.3% 51.7% +28.4% 24.3% 58.8% +34.5% +6.1% 

Grade 7 23.8% 49.9% +26.1% 23.3% 64.6% +41.3% +15.2% 

Grade 8 25.1% 57.6% +32.5% 20.4% 70.1% +49.7% +17.2% 

Overall 24.4% 52.0% +27.6% 22.7% 62.8% +40.1% +12.5% 

Figure 13 displays average mean changes in numeracy between baseline and 

midline by girls’ original cohort membership.  

The greatest improvement was exhibited by girls in Grade 8 at Baseline.  

While both girls in grade 8 in the treatment and control groups improved their 

average numeracy levels, girls in grade 8 in the treatment group improved their 

average numeracy levels by 17.2% more than improvements experienced by 

girls in the control group.  These findings indicate that on average the project 

was able to improve numeracy results over and above improvements in control 

between Baseline and Midline. 

In the treatment group, girls in Grade 6 at Baseline experienced the least aver-

age improvement between baseline and midline but still improved by an average 

of 34.5% and exceeded the change experienced in control: 28.4%.  
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Figure 13. Mean Change in Numeracy between Baseline and Midline by 

Original Cohort Membership and Evaluation Group 

 

The distribution of numeracy stores by evaluation status is shown in the figures 

following.  
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Figure 15. Distribution of Numeracy Scores Treatment Group Baseline (left) 
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At baseline, distributions of numeracy scores for both evaluation groups exhib-

ited a leftward skew with most girls not scoring very high. This is likely due to the 

fact that at baseline, most girls were in lower grade levels (Grade 5-Grade 8) and 

likely had not covered the necessary skills to complete advanced written prob-

lems. At Midline, the distribution of scores for the treatment group exhibits a 

rightward skew, suggesting more girls had become able to successfully com-

plete more advanced written problems than at baseline. Changes in the distri-

bution of numeracy scores for the control group at Midline were more moderate, 

and the modes would suggest that most girls achieved average scores on the 

task at Midline.   

To understand project impact on numeracy at Midline, we adopted a cross-sec-

tional approach using treatment, time, and an interaction variable (time x treat-

ment) to predict numeracy levels. The cross-sectional approach consists of esti-

mating the difference-in-difference coefficient and standard error starting from 

an equation in aggregate levels of the learning outcomes rather than individual 

changes. 

This approach was taken as baseline learning data for all girls was not matched 

to a sufficient number of unique IDs and names to enable us to merge learning 

data at the individual level (see Limitations for more information).  

Results for the cross-sectional analysis are shown in Table 9.  

Table 9. Project Impact on Numeracy (Cross-sectional approach) 

Result Details Comments 

Numeracy Baseline – Midline 
(Cross-sectional approach) 

Beta =12.481 
p-value = 0.000 (p<0.005) 
Target = 
Performance against target = 
% 

Results indicate that the inter-
actional variable was a statisti-
cally significant predictor of 
numeracy levels, suggesting 
the project had a statistically 
significant impact on numer-
acy outcomes between peri-
ods.  

The cross-sectional model determines that the project has had a statistically 

significant impact on numeracy outcomes between Baseline and Midline.  

The interaction variable (time x treatment) was a statistically significant predic-

tor of numeracy levels (p<0.05; Beta=12.481; R2=0.323). The model was able 

to explain 32.3% of variance in the data. On average girls who were in the treat-

ment group at midline scored 12.48% higher than girls in the control group at 

Midline and girls in the control group at baseline.  

Average changes in numeracy levels are displayed in the figure following. On 

average, the treatment group visibly increases numeracy levels at a greater rate 

than the control group. While at Baseline, girls in the treatment group had on 

average lower numeracy levels, by Midline girls in the treatment group on aver-

age score higher than girls in the control group.  
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Figure 16. Average Numeracy Levels between Periods by Evaluation Group 

 
Subsequent sections of the report seek to explain what caused numeracy im-

provements, within each intermediate outcome sections analyses have been 

conducted to explore the relationships between numeracy levels and specific 

project components. Additionally, the section on predictors of learning seeks to 

explore the relationships between other variables and numeracy.  

In order to identify discrete numeracy skills gaps, scores were categorized into 

achievement score bands. These bands were established following FM guidance 

and were applied across all GEC-T projects.  

Results for each of the subtasks across these score bands for girls in the treat-

ment and control groups are shown in the table following.  

Table 10. Numeracy Score Band Performance by Subtask and Evaluation 

Group at Midline 

Subtask 

Categories 

 
Non-learner  

Emergent 
learner  

Established 
learner 

Proficient 
learners 

Score band  0% 1-40% 41-80% 81-100% 

Subtask 1 Number  
Identification 

C 0.0% 1.2% 10.9% 87.9% 

T 0.2% 0.7% 12.6% 86.5% 

Subtask 2: Quantity 
Discrimination 

C 0.8% 0.8% 16.8% 81.6% 

T 0.2% 0.5% 13.1% 86.2% 

Subtask 3: Missing Number / 
Pattern recognition 

C 2.2% 30.5% 54.7% 12.5% 

T 1.2% 20.8% 55.4% 22.6% 

Subtask 4: Addition and    
Subtraction 

C 0.4% 12.6% 58.0% 28.9% 

T 0.1%% 8.4% 49.2% 42.4% 

Subtask 5: Advanced Written 
Problems 

C 5.8% 30.7% 39.5% 24.0% 

T 2.7% 21.8% 39.0% 36.5% 

Subtask 6: Multiplication, Di-
vision, Fractions and            
Geometry 

C 54.0% 33.1% 7.3% 5.6% 

T 44.2% 36.0% 13.6% 6.2% 

Subtask 7: Advanced        
Problems 2 

C 84.9% 12.5% 2.2% 0.4% 

T 72.1% 20.1% 5.8% 1.9% 
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Most girls in both the treatment and control groups are classified as proficient 

learners in subtask 1: number identification and subtask 2: quantity discrimina-

tion, the most elementary tasks in the numeracy assessment.  

This suggests that girls by the later years of primary school have reached a rea-

sonable level of mastery of these basic skills. 

For subtask 3: pattern recognition, girls are required to recognize a pattern and 

identify a missing number in a sequence.  

A majority of girls are classified as established and proficient learners in this 

subtask. However, a large proportion of girls are classified as emerging learners 

in both groups: 30.5% in the control group and 20.8% in the treatment group. 

This suggests that pattern recognition is still a difficult task for a large proportion 

of girls and the project should seek to address this through homework clubs and 

other activities.  

Most girls are categorized as established or proficient learners in subtask 4: 

addition and subtraction: 86.9% of control girls and 91.5% of treatment girls.  

Around half of all girls are categorized in the top two categories: established and 

proficient learners for the first written task which measures girl’s ability to an-

swer basic multiplication and division problems. However, as half of all girls were 

categorized in lower categories, the project should consider how it can better 

support girls to complete with written problems.  

With more advanced written problems (subtask 5), the proportion of girls who 

are categorized as established and proficient learners sharply drops. For the 

multiplication, division, and fractions written task, most girls are categorized as 

non-learners or emergent learners: 87.1% of girls in the control group and 80.2% 

of girls in the treatment group.  

This makes logical sense as girls only cover these materials in the early years of 

secondary school. However, the project should consider how it can support girls 

to answer these more advanced written problems through existing activities. For 

the most advanced written task, which includes simultaneous equations and 

equations with unknowns, almost all girls are categorized as non-learners.  

To better understand how girls, perform against the expected curriculum com-

petencies of their grade levels, the table following reports score band achieve-

ments against grade level competencies.  
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Table 11. Performance Against Curriculum Expectations 

Grade level 
Expected competency accord-

ing to National Curriculum 

Proportion of control 

girls who meet these 

requirements 

Proportion of treat-

ment girls who 

meet these require-

ments 

Grade 5 
Advanced Written Problems 

(Established) 
66.7%68 51.2% 

Grade 6 
Advanced Written Problems 

Task (Proficient) 
14.5% 30.3% 

Grade 7 
Multiplication, Division, Frac-

tions, Geometry (Established) 
11.2% 15.5% 

Grade 8 
Multiplication, Division, Frac-

tions, Geometry (Proficient) 
6.6% 8.0% 

Grade 9 

Multiplication, Division, Frac-

tions, Geometry (Proficient) 
5.9% 7.2% 

Advanced Problems 2 (Emer-

gent) 
22.9% 41.2% 

Both requirements above 1.1% 5.3% 

Grade 10 
Advanced Problems 2 (Estab-

lished) 

0.0% 7.1% 

All girls in Grade 5 in the sample, are girls who repeated the grade. By Midline, 

most of these girls have met the minimum curriculum expectation for numeracy 

in grade 5.  

48.08% of girls who repeated grade 5, however have not met the expected cur-

riculum competency for grade 5, despite having repeated the grade.  

This suggests the project needs to support grade 5 teachers with delivering the 

grade 5 mathematics curriculum, particularly with regards to written multiplica-

tion and division problems.  

Across grade 6, 7, 8, 9, and 10, only a minority of girls meet expected curriculum 

competencies for mathematics. On the whole this suggests the curriculum does 

not meet girls at their actual numeracy levels and the project may want to con-

sider advocating for wider curriculum reform with the Ministry of Education.  

In the treatment group only 30.3% of girls meet the numeracy competency in 

grade 6, 15.5% in grade 7, 7.2% in grade 8, 5.3% in grade 9 and 7.1% in grade 

10.  

Of girls who do not meet the competency for the written multiplication, division, 

fractions and geometry class in Grade 8, the majority (51.2%) in the treatment 

group do not meet the competency for the addition and subtraction task, a task 

that is the expected level for a girl in Grade 4.  

Similarly, of girls who do not meet the curriculum competencies in grade 10, 

only 51.9% meet the expected curriculum competency for grade 6 (i.e. being 

proficient level in the first written problem task).  

 
68 The sample size in grade 5 is too low to draw a meaningful conclusion regarding this 

grade level.  
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These findings suggest that girls in upper grade levels often lack the founda-

tional skills necessary to progress to higher levels of mathematics proficiency, 

raising questions as to the ability of teachers to deliver the curriculum and the 

sequencing of specific numeracy skills.  

This is supported by qualitative evidence. Interviews with math teachers suggest 

that some skills in numeracy are hard to acquire due to the lack of a solid math-

ematical foundation in lower grades. 

In multiple interviews with maths teachers regarding their teaching curriculum, 

several teachers spoke about the lack of a sufficient educational base in maths 

in order to achieve certain skills. For example, one maths teacher from grade 5 

and 6 said that some skills such as multiplication and geometry may be hard for 

students because, “These are new. They do not have experience from lower 

grades. I think this makes it harder to understand easily.”69 

Maths teachers in higher grades also brought up this issue. When asked why 

some students found particular subject matters challenging, a teacher of grade 

7 and 8 said, “The reasons are a total lack of bases from lower grades.”70  

When responding to the same question in another interview, a grade 9 teacher 

said, “It’s because the students lack the educational bases in the lower 7th and 

8th classes, i.e. the students will not properly learn, and on top of that taking 

the 9th will be a huge backlog for the students.”71 

One teacher blamed this problem on educational policies, “Another reason, if 

we look at the educational policy, it allows students to be promoted to the next 

grade without any adequate knowledge, and finally they fall out when they go to 

grade eight because that is challenging for them to manage.”72 

Across grade levels, a higher proportion of girls in the treatment group meet 

expected curriculum competencies than in the control group, supporting evi-

dence that suggests the project had an impact on numeracy outcomes between 

baseline and midline.  

However, despite these achievements the majority of girls in treatment schools 

in Grade 6-10 do not meet the expected curriculum competencies. This sug-

gests that the curriculum is too demanding for girls’ existing numeracy levels.  

Performance against expected curriculum competencies are further discussed 

in relation to teaching quality by grade level in Chapter 5.2 (Quality of Teaching). 

According to qualitative discussions, girls like learning maths because of its 

practical use in daily life. 

When girls were asked if they liked learning mathematics or not, many re-

sponded by saying ‘yes’ because of its many practical applications. One girl said, 

 
69 KII with Mathematics Teachers of Grade Five and Six, Arsi 
70 KII with Mathematics Teachers of Grade Seven and Eight, Arsi 
71 KII with Mathematics Grade 9 Teachers, Woreta Secondary School, South Gondar 
72 KII with Mathematics Teachers, South Wollo 
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“I like mathematics because it helps me, for example, if I am in the market with 

money to buy things. I can calculate the cost and pay properly.”73 

Other participants in these discussions, re-iterated this, “I like it because it is 

useful for everything. For example, if someone asks you to add something up, if 

you do not know maths you can’t answer it.”74 

Some girls also pointed out its link with other subjects in school. For instance, “I 

like it …like how it is [used] in the other subjects, because mathematics is the 

basic subject which is with us up to secondary school.”75 

Another student from a different discussion also brought up this connection with 

maths and other subjects, “I like mathematics because it is included in every 

other subject like chemistry and physics. I have to be able to do calculations to 

be good at my studies, so I like maths very much.”76 

Qualitative evidence suggests that girls like learning maths because they think 

it is an important skill needed for the future. 

As pointed out by one participant, learning maths was important because “…it 

is a must to do it very well to succeed.”77 

Another girl said, “I like it because it helps me even in my future life. I believe it 

is the most important subject and I like it very much.”78 

Some students also spoke about maths and its importance in fostering 

knowledge. For instance, one girl said, “I like mathematics because it helps me 

develop my mind…”79  

Similarly, a student also said, “I like mathematics because it helps me develop 

my knowledge and helps me to know operations.”80 

One student spoke about the implications of not knowing maths in the future 

and said, “Even if you decide to get into business, you can’t if you do not know 

maths.”81 

In qualitative sessions, girls report that they are happy with the way new mathe-

matical concepts are taught. 

 
73 FGD with Girls on Learning, Web Amba, South Gondar 
74 FGD with Girls on Learning, Tewodross, South Gondar 
75 FGD with Girls on Learning in Upper Primary School, Arsi 
76 FGD with Girls on Learning, Tewodross, South Gondar 
77 FGD with Girls on Learning in Lower Secondary School, Arsi 
78 FGD with Girls on Learning, Tewodross, South Gondar 
79 FGD with Girls on Learning, Web Amba, South Gondar 
80 Ibid. 
81 FGD with Girls on Learning, Tewodross, South Gondar 
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When asked how girls felt when their teachers explained new mathematical con-

cepts, one girl said, “Yes we are happy because they give us new knowledge.”82  

Another student in the same discussion explained how teachers taught these 

new concepts, “We are happy. They bring new things from other books, we do 

questions, they teach us using radio, and they encourage us to ask questions.”83 

Other girls from these various discussions also spoke about ways in which their 

teachers successfully explained a new topic. For instance, one girl said, “They 

give us tutorial classes so that we can be equal with other students. They teach 

us in an easy way. For example, if I do not understand something, the teacher 

will repeat and explain that thing to me.”84 

One student discussed how important it was that his teacher explained new the-

ories in detail, “… when our mathematics teacher teaches, he explains every 

step of the exercise and we understand it easily. On a new concept, he teaches 

us in detail to show us every step so we wouldn’t forget.”85 

In one discussion, a girl raised a point about how students’ learning capabilities 

are all different even if teachers explain well, “Usually teachers provide the les-

son in a good way, but all students may not understand it in similar ways as our 

mental abilities are different. Students should work hard to understand it.”86 

This suggests that students could benefit from increased differentiation in their 

lessons and tutorials, an area the project is currently working to support.  

5.1.2 Local Language Literacy (Amharic & Afaan Oromo) 

Literacy was also measured in both Afaan Oromo or Amharic, depending on the 

project zone. These local languages are the languages of instruction (LOI) for 

girls in primary school, as per the Ethiopian Education and Training Policy (EETP; 

1994). At secondary and university levels, the LOI is English.  

Girls in the Amhara region (South Gondar and South Wollo Zones) sat Amharic 

local language assessments at both Baseline and Midline and girls in the Oro-

mia zone (Arsi) sat local language assessments in Afaan Oromo during both eval-

uation periods.  

Educating children in their mother tongue in the early grade levels is widely sup-

ported in the literature and has been shown to result in improved educational 

outcomes in the long term, supports meaning-symbol and sound-meaning 

 
82 FGD with Girls on Learning, Web Amba, South Gondar 
83 Ibid. 
84 FGD with Girls on Learning, Tewodross, South Gondar 
85 FGD with Girls on learning P.S. Rural, South Wollo 
86 FGD with Girls on Learning in Lower Secondary School, Arsi 
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correspondence, facilitates learning new concepts and strengthens self-esteem, 

identity, and motivation87. 

Due to limitations in data quality with local language literacy data collected at 

Baseline and after consultation with the FM, the study decided to not report or 

use baseline local language literacy data. Instead, at Midline, this study reports 

current levels of local language literacy against expected curriculum competen-

cies and discusses the drivers and barriers to local language literacy levels 

based on an analysis of sub-group membership and other variables.  

To create aggregate local language literacy scores, we combined four subtasks: 

letter sound reading, invented word reading, short passage reading (oral reading 

fluency) and basic reading comprehension. Each of these subtasks was meas-

ured out of 100 and were averaged to create an aggregate score expressed as 

a percentage.  

Oral reading fluency is measured in words per minute (wpm). However, in line 

with the FM approach an arbitrary cap of 100wpm was set by the FM for pur-

poses of score aggregation. This would mean that ORF scores, like other subtask 

would effectively be represented by a percentage. This approach was decided 

by the FM and is based on the expectation that girls should read at a fluency 

rate of between 90 and 120 words per minute by the time they complete primary 

school, in line with Abadzi (2012).  

Oral reading fluency results, as it is widely understood to be the standard meas-

ure of literacy acquisition are also presented in this chapter of the report follow-

ing the standard ORF approach and measured in words per minute. The percent-

age score was only used for the purposes of creating an overall local language 

literacy score. 

The following table reports mean local language literacy aggregate scores by 

grade level at Midline.  

Table 12. Mean Local Language Literacy Aggregate Scores at Midline 

Grade Control Mean (%) Treatment Mean (%) Std. Deviation Treatment group 

Grade 5 44.66% 69.11% 20.86 

Grade 6 73.35% 75.40% 19.88 

Grade 7 77.88% 79.67% 16.42 

Grade 8 73.53% 80.28% 17.38 

Grade 9 83.24% 86.64% 20.17 

Grade 10 82.51% 89.78% 13.79 

Overall 77.12% 80.38% 19.17 

The figure following displays local language literacy mean scores by grade level 

at Midline by both evaluation groups. 

 
87 Benson 2004; UNESCO 2003 
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Generally, proficiency in local language literacy increases as grade level in-

creases.  

This signals that more schooling generally results in better local language liter-

acy levels. However, there is a dip in scores in Grade 8 for girls in the control 

group. Girls in grade 8 in the control group score worse on average than girls in 

Grade 7. This may be because girls in Grade 8 have a higher proportion of girls 

who face certain barriers as they transition to secondary school and enter ado-

lescents. The project has put in place several supports for girls in the treatment 

group and this lack of a dip may be due to the success of these activities.  

Figure 17. Local Language Literacy Aggregate Mean Score by Grade Level at 

Midline and Evaluation Group 

 

Qualitative evidence also suggests that literacy levels changed with transition to 

a higher grade in school.  

Girls reported that their literacy levels in their local language improved as they 

transitioned into the next grade at their school. During a discussion with girls 

from a school in South Gondar, one student said: 

“I have improved because when I was in elementary school, I was a kid and I 

didn’t give much focus to my education. But now, after I joined secondary 

school, I focus on my studies and I read more.”88 

Another student from a different zone cited similar reasons, “Last year I did not 

pay much attention but now as the subject matters get harder, I‘ve increased 

my reading habits.”89 

The same reasoning was pointed out for changes in English language skills, as 

mentioned by one student who said, “At primary school my English reading skills 

 
88 FGD with Girls on Learning, South Gondar  
89 FGD with Girls On Learning in Lower Secondary School, South Wollo 
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were poor. Since I got to secondary school, it has both changed and im-

proved.”90 

Another main reason for improved skills in English with a transition to a higher 

grade was a change in the language of instruction, “Last year most of our sub-

jects were in Amharic so our English skills were poor. But this year we learn 10 

subjects in English. So, we spend more time reading and writing in English and 

that has helped us to develop our skills.”91 

The distributions of aggregate local language literacy scores at Midline by eval-

uation group are shown in Figure 20. Both distributions exhibit rightward skews 

at Midline, with modes around 85% and means between 77% and 80%.  

 

Results by score band are presented in the table following. Across all subtasks, 

the majority of treatment girls are categorized as proficient learners. For the 

control group the majority of girls are proficient learners in all subtasks except 

basic reading comprehension. Overall, these finding indicate that girls have high 

levels of local language literacy. 

In both groups the highest proportion of non-learners and emergent learners 

were for the basic reading comprehension subtask. A small proportion of girls 

(12.9% in the treatment group and 17.8% in the control group) have challenges 

decoding meaning from short passages written in local languages. The project 

should consider how it can strengthen this foundational skill for given that it is 

the weakest skill of all sub-domains of local language literacy measured at Mid-

line.  

Table 13. Local Language Literacy Score Band Performance by Subtask and 

Evaluation Group at Midline 

 
90 FGD with Girls on Learning in Lower Secondary School, Arsi 
91 FGD with Girls on Learning, Tewodross, South Gondar 

Figure 18. Distribution of Local Language Literacy sores at Midline Control 

(left) and Treatment (right) 
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Subtask 

Categories 

 
Non-learner  

Emergent 
learner  

Established 
learner 

Proficient 
learners 

Score band  0% 1-40% 41-80% 81-100% 

Subtask 1: Letter Sound   
Identification  

C 0.4% 5.6% 20.9% 73.0% 

T 1.0% 3.4% 21.7% 73.9% 

Subtask 2: Invented Word 
Reading 

C 5.0% 6.7% 32.6% 55.6% 

T 3.9% 5.8% 27.9% 62.4% 

Subtask 4: Basic Reading 
Comprehension 

C 6.2% 11.6% 40.1% 42.1% 

T 4.4% 8.5% 33.6% 53.5% 

The figure following displays the score bands for oral reading fluency, the stand-

ard measure of literacy acquisition.  

Almost all girls are proficient and established readers in both the treatment and 

control groups. Significant literature supports the effectiveness and relevance 

of teaching mother language literacy in the primary years. The fact that girls are 

immersed in either Afaan Oromo or Amharic and that this is the language of 

instruction in primary schools may help explain these achievements. Moreover, 

these levels of proficiency in reading are likely to support girls’ access to the 

wider curriculum in primary schools.   

1.7% of girls in the treatment group and 2.7% of girls in the control group are 

non-readers in local language literacy, reading an average of 0 to 5 words per 

minute. 71.4% of non-readers in local language literacy are from Arsi in the treat-

ment group 28.6% are girls from South Gonder. This suggests that teachers in 

Arsi may need additional support with local language instruction. Non-readers in 

local language literacy were found in all target grade levels (Grade 5-10), sug-

gesting the project needs to support early literacy acquisition across a wide 

range of age groups.  

Figure 19. Local Language Oral Reading Fluency Score Bands 

 

A logistic regression finds that treatment is a statistically significant predictor of 

a girls’ proficiency level in local language oral reading fluency.  

This suggests that the project supports girls to improve their oral reading fluency 

and may have had an impact on learning. However, due to the absence of liter-

acy data from baseline a conclusive determination on whether the project had 

an impact on local language learning cannot be made.  
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To understand how girls perform against expected curriculum competencies, 

each subtask was mapped against the national curriculum. As local language 

literacy is only part of the curriculum in primary schools, mapping of these tasks 

stopped in Grade 8, although girls in Grade 9 and 10 also sat local language 

assessments. Results are shown in Table 14.  

Table 14. Performance against expected curriculum competencies Local 

Language Literacy 

Grade level 

Expected compe-

tency according to 

National Curricu-

lum 

Proportion of control 

girls who meet these 

requirements 

Proportion of treatment 

girls who meet these 

requirements 

Grade 5 Oral reading flu-

ency (established 

reader) 

33.3% 77.9% 

Grade 6 Oral reading flu-

ency (established 

reader) 

86.0% 84.8% 

Basic reading com-

prehension (Estab-

lished learner) 

81.1% 81.3% 

Grade 7 Basic reading com-

prehension (profi-

cient learner) 

38.1% 55.5% 

Grade 8 Basic reading com-

prehension (profi-

cient learner) 

36.0% 51.7% 

In the treatment group, a majority of girls meet expected curriculum competen-

cies for local language literacy across all grade levels. In the control group, a 

majority of girls meet expected competencies in grade 6 but not in other grade 

levels. This suggests teachers in treatment schools may be better at delivering 

the local language literacy curriculum than in control schools and that supports 

put in place in treatment schools to promote local language literacy learning 

may have been effective at delivering improved learning.   

Although a high proportion of girls are established and proficient readers, based 

on oral reading fluency, they may not be able to understand all of what they read. 

44.5% of girls in Grade 7 and 48.3% of girls in Grade 8 did not meet the expected 

curriculum competency for basic reading comprehension. This indicates that 

these girls need additional support learning to decode meaning from written 

texts they read aloud.  

5.1.3 English Literacy 

English literacy could not be compared between Baseline and Midline as it was 

only measured at Baseline for girls in grade 7 and 8. Additionally, due to chal-

lenges with the quality of the data (See Limitations), the project, the FM and the 

EE agreed to focus only on English Literacy levels at Midline.  

To aggregate English literacy scores, we combined three subtasks which all girls 

took. These subtasks were chosen as they capture the competency levels of girls 
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in target grades at Midline. The subtasks included in the aggregate score are: 

Short passage reading (Oral Reading Fluency), Basic reading comprehension, 

and Advanced Reading Comprehension 1 (Written). 

Oral reading fluency is measured in words per minute. However, in line with the 

FM approach an arbitrary cap of 100wpm was set by the FM for purposes of 

score aggregation. This would mean that ORF scores, like other subtasks would 

effectively be represented by a percentage. This approach was decided by the 

FM and is based on the expectation that girls should read at a fluency rate of 

between 90 and 120 words per minute by the time they complete primary 

school, in line with Abadzi (2012).  

Oral reading fluency results, as it is widely understood to be the standard meas-

ure of literacy acquisition are also presented in this chapter of the report follow-

ing the standard ORF approach and measured in words per minute. The percent-

age score was only used for the purposes of creating an overall English literacy 

score. 

Table 15. Mean English Literacy Aggregate Scores at Midline  

Grade Control Mean (%) Treatment Mean (%) Std. Deviation Treatment group 

Grade 5 12.22% 24.21% 23.91 

Grade 6 20.52% 30.76% 24.21 

Grade 7 29.77% 37.08% 21.84 

Grade 8 29.75% 41.72% 22.41 

Grade 9 34.77% 49.98% 24.72 

Grade 10 45.92% 57.59% 23.79 

Overall 29.94% 40.62%% 25.35 

 

Figure 20 displays mean English literacy aggregate scores by grade at Midline 

for both evaluation groups.  

For both groups, as grade level increases, English literacy levels increase. This 

suggests that girls better in English as they spend more time in school. On aver-

age across all grade levels, the treatment group scores higher than the control 

group at Midline in their levels of oral reading fluency.  

Due to the individual level approach to the difference-in-difference model used 

to assess project impact at Midline, this will not influence results or make it 

easier for the project to achieve impact in English literacy by Endline. Following 

the DiD approach, impact will be assessed by the individual gains of girls be-

tween periods, and therefore their starting levels at Midline will not play a role 

in influencing the extent to which the project can achieve impact targets for this 

outcome.  

Figure 20. English Literacy Aggregate Mean Score by Grade Level at Midline 

and Evaluation Group 
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Distributions of English literacy aggregate scores by evaluation group are shown 

in Figure 15. Both groups exhibit a leftward skew, although most children score 

higher than 0%. The distribution of English literacy aggregate scores is similar 

for both groups, although a larger proportion of girls in the treatment group score 

higher than girls in the control group, on average at Midline.  

 

English literacy score band performance is displayed in the table following.  

Generally, most girls perform poorly in English language literacy. These results 

stand in stark contrast to local language literacy results. This is likely explained 

by the fact that most girls are in primary school, where the LOI is still local lan-

guage. However, these results also indicate that primary schools need to do a 

better job of equipping girls with a minimum level of proficiency to support their 

transition to English medium secondary schools. 

Across subtasks girls in the treatment group perform better in English language 

literacy than in the control group.  
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Figure 21. Distribution of English Scores at Midline Control (left) and 

Treatment (right) 
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This substantiates similar findings with local language literacy, which suggest 

that namely that treatment schools and project activities may have played a role 

in supporting girls’ literacy acquisition.  

A minority of girls are established or proficient learners in basic reading compre-

hension: 21.0% of girls in the control group and 37.9% of girls in the treatment 

group.  

These results suggest that, as many girls struggle with decoding meaning from 

written texts in their mother language, they are more likely to struggle to do so 

in a second language. This is widely validated in the literature where children 

with decoding challenges in their main language struggle to decode in their sec-

ond language.  

Only 7.4% of girls in the control group and 23.4% of girls in the treatment group 

are established or proficient learners in the first Advanced Comprehension task. 

Similarly, only 3.1% of girls in the control group and 13.3% of girls in the treat-

ment group are established or proficient learners in the second Advanced Read-

ing Comprehension task.  

Table 16. English Literacy Score Band Performance by Subtask and Evaluation 

Group at Midline 

Subtask 
Categories 

 
Non-learner  

Emergent 
learner  

Established 
learner 

Proficient 
learners 

Score band  0% 1-40% 41-80% 81-100% 

Subtask 2: Basic reading com-
prehension  

C 39.6% 39.3% 19.1% 1.9% 

T 28.2% 34.0% 30.6% 7.3% 

Subtask 3: Advanced Reading 
Comprehension 1 

C 57.6% 35.0% 6.4% 1.0% 

T 43.9% 32.6% 19.3% 4.1% 

Subtask 4: Advanced Reading 
Comprehension 2 

C 77.7% 19.1% 2.4% 0.7% 

T 61.3% 25.4% 12.1% 1.2% 

Figure 22 displays the score band results for English oral reading fluency, the 

standard measure of literacy acquisition.  

The majority of girls in both the treatment and control group are proficient or 

established readers based on their reading fluency results: 70.5% of girls in the 

treatment group and 61.6% of girls in the control group.  

However, as discussed earlier, only a minority of girls are established or profi-

cient learners in the subsequent comprehension tasks. This suggests that alt-

hough girls can read at a high level of fluency, they do not understand what they 

are reading.  

A logistic regression finds that treatment is a statistically significant predictor of 

a girls’ proficiency level in English oral reading fluency.  

This suggests that the project supports girls to improve their oral reading fluency 

and may have had an impact on English literacy levels. However, due to the 
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absence of literacy data from baseline a conclusive determination on whether 

the project had an impact on local language learning cannot be made.  

17.3% of girls in the control group and 13.4% in the treatment group are non-

readers in English literacy, reading at a fluency rate of 0 to 5 words per minute.  

A chi-square test finds that being a non-reader is associated at statistically sig-

nificant levels with being in the control group (p<0.05). This suggests that the 

project may have started to play a role in improving English literacy levels. How-

ever, due to the lack of evidence on literacy levels from baseline this is not con-

clusive. 

There is a visibly wide spread of levels in oral reading fluency in English. This 

likely means that in homework clubs, girls are at very different levels of English 

language proficiency. 

 The project should consider whether it is providing sufficient supports to teach-

ers to enable them to differentiate instruction to different skills groups.  

Figure 22. English Oral Reading Fluency Score Bands 

 

Table 17 reports score band achievements against expected curriculum compe-

tencies.  

Table 17. Performance against expected curriculum competencies Local 

Language Literacy 

Grade 

level 

Expected competency ac-

cording to National Cur-

riculum 

Proportion of control 

girls who meet these re-

quirements 

Proportion of treatment 

girls who meet these re-

quirements 

Grade 7 Oral reading fluency (Es-

tablished) 
60.8% 74.2% 

Basic reading Compre-

hension (Established) 
21.3% 38.7% 

Grade 8 Oral reading fluency (Pro-

ficient) 
11.4% 25.7% 

Basic reading Compre-

hension (Proficient) 
0.7% 4.0% 

Grade 9 Advanced Reading Com-

prehension 1 (Estab-

lished) 

8.5% 31.4% 

Grade 

10 

Advanced Reading Com-

prehension 1 (Proficient) 
0.0% 11.1% 
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By grade 7, the majority of girls in the treatment and control group are estab-

lished or proficient readers: 60.8% in the control group and 74.2% in the treat-

ment group. However, only a minority of girls in grade 7 understand what they 

read: 21.3% in control and 38.7% in treatment.  

In Grade 8, a minority of girls meet the competency for oral reading fluency: only 

11.4% are proficient readers in the control group and only 25.7% are proficient 

readers in the treatment group. An even smaller percentage meet the compe-

tency for basic reading comprehension in grade 8: 0.7% in control and 4.0% in 

treatment.  

Performance for Grade 7 and 8 suggest that although the majority of girls can 

read at established or proficient levels, between Grade 7 and 8 there is actually 

little improvement in reading rates and very little improvements in decoding 

meaning from written text. This suggests that girls in these grade levels need 

additional and targeted support to improve their English proficiency levels, es-

pecially prior to transition to secondary school in Grade 9. 

In grade 9, 31.4% of girls in the treatment group meet the curriculum compe-

tency for Advanced reading comprehension and 8.5% meet the expectation in 

control schools. In Grade 10, 0% of girls in control are proficient in the same 

task, compared to 11.1% in treatment schools. 

Collectively, a review of performance against expected curriculum competencies 

highlights that teachers and schools need additional support to deliver the Eng-

lish language literacy curriculum to girls. With the exception of oral reading flu-

ency levels for girls in grade 7, a minority of girls meet expected curriculum com-

petencies in all grades.  

5.1.4 Sub-group Analysis of Learning Findings 

To understand the influence of specific barriers and characteristics on learning 

for girls in the treatment group, Table 18 reports findings for characteristics and 

barriers for which there is a statistically significant difference in mean learning 

scores between those affected by the barrier or characteristic and those who 

are not.  

Being an orphan predicts having reduced outcomes in English literacy aggregate 

scores, local language literacy aggregate scores, and local language oral reading 

fluency. A series of linear regressions indicate that being an orphan predicts 

scoring an average of 11.04 words per minute less on local language oral read-

ing fluency, 5.56% in local language literacy aggregate score, and 5.31% less on 

English literacy aggregate score (p<0.05).  

Being an orphan is therefore a visible barrier to learning and the project should 

consider how it can target this sub-population to ensure they are supported 



 

 

91 

 

between Midline and Endline. Being a double orphan was also found to result in 

reduced outcomes for local language literacy suggesting double orphans are 

more likely to have reduced learning outcomes than single orphans. 

This may because orphans are less likely to have an engaged adult caregiver 

who is able to engage with their learning and provide a stimulating home learn-

ing environment. This will be further explored through subsequent qualitative 

work at Endline.  

Being married or cohabiting with a man as if married predicts reduced local lan-

guage oral reading fluency, local language aggregate score, English oral reading 

fluency, and English literacy aggregate score. Being married or cohabiting with 

a man as if married contributes to girls scoring 35.8 words per minute less in 

local language oral reading fluency, 21.46% less in local language aggregate 

score, 37.61 words per minute less in English oral reading fluency, and 25.61% 

less in English aggregate score.  

Girls who are married are less engaged in school and are more likely to drop out 

according to qualitative interviews with school and community stakeholders. The 

project works to prevent underage marriages but, in some cases may need to 

think about how to support girls who are over the age of 18 who have married 

to continue their learning and engagement with school based on these findings.  

Girls who have given birth have lower mean English literacy aggregate score, 

English oral reading fluency, local language literacy aggregate score and local 

language oral reading fluency than girls who have not given birth. These differ-

ences are at statistically significant levels, although no statistically significant 

directional relationship was found through linear modelling.  

This may be because girls who have given birth are engaged in raising their chil-

dren and so are less able to engage with school. Qualitative evidence suggests 

that there is also some stigma towards girls who have given birth who are un-

married and this may in turn influence their ability to engage in and learn in 

school.  

Living in a household where the head of household has no formal education 

predicts reduced local language oral reading fluency, local language aggregate 

score, English literacy aggregate score, and English oral reading fluency. This 

may be because girls in these households cannot ask their head of household 

for help with schoolwork and have a head of household who is less likely to value 

education as they have not had any formal schooling. Living in a household 

where the HoH has no formal education predicts scoring 7.4 words per minute 

less on local language oral reading fluency ,4.2% less on local language literacy 

aggregate score, 6 words per minute less on English literacy aggregate score 

and 10.28 words per minute less on English oral reading fluency.  

Living in a household where the head of household is unemployed predicts re-

duced English oral reading fluency, English literacy aggregate score, and local 

language oral reading fluency. This contributes to scoring 10.97 words less in 
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local language oral reading fluency, 5.54 words less in local language English 

oral reading fluency, and 10.56% less in English literacy aggregate score. House-

holds where the head of household is unemployed are likely to face additional 

barriers (refer to Chapter on Educational marginalization) due to increased eco-

nomic hardship.  

Living in a household which faces extreme economic hardship predicts reduced 

local language literacy, and local language aggregate score (p<0.05). This con-

tributes to girls scoring 8.0% less on aggregate score and scoring 11.26 words 

per minute less on local language oral reading fluency.  

Having a mobility disability predicts reduced local language aggregate score and 

local language oral reading fluency. Experiencing this type of disability contrib-

utes to scoring 29.9% less on local language literacy aggregate score and 39.9 

words per minute less on local language oral reading fluency. The project should 

consider how it can support girls with mobility disabilities between Midline and 

Endline. 

Although all of these 6 girls live less than an hour to school, roads and paths are 

not accessible or wheelchair friendly and this may be one reason for reduced 

outcomes. This will be further explored at Endline.  

Most girls with mobility impairments live in Arsi (83.3%). 50% of girls with mobil-

ity impairments are often lonely, and while only 16.7% have been physically pun-

ished by their teacher in the last week, 33.3% refused to answer this question. 

Only 16.7% of girls with mobility impairments report that they are currently being 

bullied.  

Traveling an hour to get to school has a negative effect at statistically significant 

levels on local language oral reading fluency, local language aggregate score, 

English literacy aggregate score and English oral reading fluency. It contributes 

to scoring 7.74 less on local language aggregate score, scoring 14.9 words per 

minute less in local language oral reading fluency, 10.96% less in English liter-

acy aggregate score, and 11.26 words per minute less in English oral reading 

fluency. 

This may be because girls who travel over an hour to get to school spend signif-

icant time traveling to and from school each day and may not have time to par-

ticipate in extra-curricular activities or to complete to complete schoolwork.  

Girls who do not feel safe in school score lower than their peers in all local lan-

guage and literacy outcomes at statistically significant levels. However, linear 

regressions are non-significant.  

Having been physically punished by your teacher is a predicts a girl scoring 

12.94 words per minute less per minute in local language oral reading fluency, 

according to a linear regression model (p<0.05). This finding highlights the neg-

ative effect corporal punishment has on learning. Similarly, a linear regression 
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finds that having your parent use physical punishment on you results in girls 

scoring 7.26 words per minute less in English oral reading fluency. 

Feeling lonely at school is a predictor of lower local language literacy aggregate 

scores and lower local language oral reading fluency according to linear model-

ling (p<0.05). It contributes to girls scoring 11.1 words per minute less in local 

language ORF and 6.13% less in local language literacy aggregate score. 

Not having enough seats for all children in classes has a statistically significant 

negative effect on local language literacy aggregate score according to a linear 

regression. This contributes to girls scoring 4.24% less on this outcome. This 

suggests that when children cannot sit in a class, they have trouble learning 

what is being taught. This may be because of the distraction of other children 

not sitting as well, or the distraction of not having a comfortable place to focus 

on the content of the lesson.   

Not using drinking facilities in school predicts lower scores on local language 

literacy aggregate score (p<0.05). This contributes to girls scoring 2.85% less 

on this outcome. 

Teacher absenteeism has a negative effect at statistically significant levels on 

local language literacy aggregate score, English literacy aggregate score, and 

local language oral reading fluency according to linear regression models. Spe-

cifically, it contributes to girls scoring 4.97% less on English aggregate literacy, 

6.17% less in local language literacy score, and 9.76 words per minute less in 

local language oral reading fluency. The project should consider what steps it 

can take to reduce teacher absenteeism to ensure this does not hamper project 

impact on learning between periods.  

When girls lack agency over whether they stay in school, this has a negative 

effect on their English literacy and local language literacy learning. This suggests 

that girls who have the power to make decisions to stay may be more motivated 

to learn. This will be explored further in the Life Skills section.  

Several sexual and reproductive health related barriers were found to result in 

reduced learning outcomes.  

Finding it hard to access sanitary wear has a negative effect on local language 

literacy aggregate scores and English literacy aggregate scores, at statistically 

significant levels (p<0.05). This may be because girls who have difficulty access-

ing menstrual wear would struggle to attend and learn in school during menstru-

ation. Similarly, not having access to someone to ask SRH questions to contrib-

utes to reduced local language literacy scores according to linear modelling. 

Not knowing a modern contraception method, including abstinence, contributes 

to reduced numeracy outcomes, local language literacy outcomes, and English 

literacy outcomes. This was a statistically significant predictor of all learning out-

comes resulting in reduced levels (p<0.05). Specifically, it predicts scoring 

7.05% less on numeracy, 8.47% less on English literacy aggregate score, and 
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10.63% words per minute less on local language literacy score. This finding 

strongly suggests that having knowledge about how to access contraception 

supports learning. It is also likely that this is a proxy for wider access to SRH 

information, an important support for adolescents. Similar findings were found 

for not being able to access a condom if a girl wanted one.  

Table 18. Influence of Barriers and Characteristics on Learning Outcomes 

(Treatment Group Only) 

Sub-group 

 

Numeracy 

aggregate 

score mean 

English Liter-

acy Aggre-

gate score 

mean 

English Oral 

Reading 

Fluency 

mean 

(wpm) 

Local Lan-

guage Aggre-

gate score 

mean 

Local Lan-

guage Oral 

Reading Flu-

ency mean 

(wpm) 

Orphan (Either) N 62.95% 41.35%* 62.71 81.13%* 83.14* 

Y 61.68% 36.04%* 55.41 75.57%* 72.09* 

Double Orphan N 63.00% 40.94% 62.23 80.96%* 82.29* 

Y 56.88% 32.33% 48.19 64.00%* 63.55* 

Married or living as 

if married 

N 68.28% 46.62%* 71.05* 81.45%* 88.86* 

Y 57.03% 21.00%* 33.43* 59.98%* 53.05* 

Given Birth N 67.13% 46.03%* 70.78* 81.66%* 88.31* 

Y 59.38% 0.00%* 0.00* 20.50%* 0.00* 

HoH has no formal 

education 

N 37.51% 43.76%* 67.09* 82.61%* 85.58* 

Y 60.64% 37.75%* 56.81* 78.41%* 78.18* 

HoH Unemployed N 37.65% 46.47%* 67.77* 81.77% 84.72* 

Y 59.38% 35.87%* 56.80* 79.26% 79.19* 

Household faces ex-

treme hardship 

N 62.86% 40.66% 62.00 80.89%* 82.36* 

Y 61.44% 40.04% 57.12 72.88%* 71.10* 

Mobility Impairment N 62.82% 40.65% 61.98 80.68%* 82.13* 

Y 50.00% 27.33% 34.09 51.76%* 42.22* 

Girl travels over an 

hour to get to school 

N 43.39% 41.59%* 62.71* 81.05%* 82.99* 

Y 57.25% 30.63%* 51.45* 73.60%* 68.01* 

Girl does not feel 

safe at school 

N 43.15% 40.55% 62.48* 80.54%* 82.25* 

Y 65.93% 41.49% 52.24* 78.46%* 74.26* 

Girl has been physi-

cally punished by 

teacher 

N 39.45% 41.92% 64.54 79.27% 80.44* 

Y 61.53% 38.59% 57.28 82.09% 83.51* 

Parents/caregivers 

physically punish 

girl at home 

N 43.20% 40.63% 61.56* 80.39% 81.54 

Y 60.86% 40.57% 63.26* 80.30% 82.69 

Girl is often lonely at 

school 

N 58.42% 39.79% 68.33 78.05%* 72.64* 

Y 41.64% 40.85% 63.13 81.94%* 84.48* 

Not enough seats 

for children 

N 42.44% 40.45% 61.61 80.93%* 82.42 

Y 65.68% 41.79% 62.42 76.69%* 76.49 

Girl does not use 

drinking water facili-

ties in school 

N 40.58% 41.78% 62.91 81.38%* 83.63 

Y 59.16% 38.51% 59.54 78.53%* 77.96 

Girl finds it hard to 

access to sanitary 

pads/wear 

N 43.38% 41.24%* 62.36 80.89%* 79.26 

Y 56.64% 34.93%* 55.68 75.72%* 81.73 

Girl has no one to 

ask questions to 

about SRH 

N 41.18% 40.18% 60.97 81.20%* 82.44 

Y 63.02% 41.95% 63.94 77.90%* 79.22 

Does not know mod-

ern method of con-

traception at ML 

N 69.58%* 48.78%* 76.14* 85.10%* 94.96* 

Y 62.54%* 40.31%* 59.99* 74.48%* 74.48* 

Not able to get a 

condom if they 

wanted one ML 

N 71.00%* 48.95%* 74.81* 85.58%* 94.62* 

Y 64.79%* 43.68%* 64.55* 77.78%* 79.88* 

Teacher often ab-

sent in school 

N 42.02% 41.71%* 62.78 81.75%* 83.81* 

Y 59.32% 36.76%* 57.92 75.57%* 74.06* 

Girl cannot choose 

whether to stay in 

school but has to ac-

cept what is decided 

for her 

N 41.69% 42.67%* 65.94* 83.74%* 86.69* 

Y 55.79% 36.14%* 52.47* 73.04%* 70.64* 

*Statistically significant difference in mean; shaded cells represent statistically significant regression us-

ing sub-group membership as predictor of learning score 
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Qualitative sessions conducted with girls and other stakeholders also high-

lighted several barriers to learning.  

Qualitative evidence suggests that girls may not like to read in front of their class 

because they are afraid. 

According to focus group discussions, several girls spoke about how they were 

nervous to read aloud in front of their class in their local language. For example, 

when asked if she was afraid to read in class, one girl responded by saying, “Yes, 

because I am afraid of being in front of people.”92  

Another girl in the same discussion group also shared similar feelings. She said, 

“I am afraid to read in front of people because I get into a shock whenever I 

stand in front of people.”93 

When asked why they may experience fear when asked to read aloud, one par-

ticipant said, “… maybe a lack of experience.”94 

Other girls spoke about how they were initially nervous to read aloud in class but 

noted that with time it was easier to do so. For instance, one participant said, “I 

used to feel nervous at first, but now I do not feel nervous.”95 

A girl in the same discussion re-iterated this, “For the first time you might feel 

nervous, but with continuous class activity you can build confidence.”96 

In the Girls’ Survey at Midline we asked girls to what extent they agreed or disa-

greed with the statement “I get nervous when I have to read in front of others”. 

Results are summarized in the figure following for the treatment and control 

groups. 

A higher proportion of girls in the treatment group feel nervous reading in front 

of others than in the control group: 55.8% of girls in treatment compared to 

49.6% of girls in control. Chi-square tests suggest there is a statistically signifi-

cant association between feeling anxious reading in front of others and being in 

treatment school. 

To understand the relationship between reading anxiety and learning, we ran a 

linear regression using anxiety to predict English and local language oral reading 

fluency for the treatment group. The models were significant indicating that be-

ing anxious reading in front of others predicts reduced levels of fluency, although 

the relationship is probably mutually reinforcing (p<0.05).  These findings sug-

gest that the project should support girls to practice reading out loud in front of 

others to support literacy improvements.  

 
92 FGD with Girls on Learning, Web Amba, South Gondar 
93 Ibid. 
94 FGD with Girls on Learning in Upper Primary School, Arsi 
95 FGD with Girls on Learning in Lower Secondary School, Arsi 
96 Ibid. 
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Figure 23. I get nervous when I have to read in front of others 

 

In focus group discussions, girls report that they get nervous when asked to 

practice maths problems in front of class.  

When asked if they got nervous when required to do maths problems in front of 

the class, the majority of participants from a focus group discussion in Arsi re-

sponded by saying that they did. One girl tried to explain her reasons, “Some-

times I feel nervous practising in front of teachers. I do not know the reason… it 

might be due to a lack of experience.”97 

Another girl in the same discussion cited similar causes but remained hopeful 

that it would change with time, “I feel panicky when teachers ask me to practice 

[maths] problems in front of the students. I think it could be due to a lack of 

experience. I will improve it in the future.”98 

Other students in different discussion groups also spoke about a lack of experi-

ence as being a factor that causes students to get nervous. For example, when 

asked why she felt nervous to practice maths in front of the class, a girl said, 

“Because it is about ability. It is a lack of experience working in front of stu-

dents.”99 

Some girls said that their main reasons for not wanting to practice in front of the 

class was because they were afraid to make mistakes. One girl said, “I also feel 

nervous. Usually I’m afraid to make mistakes.”100  

Another girl said, “I’m afraid to make mistakes because I am not perfect in math-

ematics.”101 

 
97 FGD with Girls on Learning in Upper Primary School, Arsi 
98 Ibid. 
99 FGD with Girls on Learning in Lower Secondary School, Arsi 
100 Ibid. 
101 FGD with Girls on Learning in Upper Primary School, Arsi. 
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As with reading anxiety, the Girls Survey probed into math anxiety and asked 

respondents the extent to which they agreed or disagreed with the statement “I 

get nervous when I have to do maths in front of others”.  

Results are shown in the figure below. As with reading anxiety, a higher propor-

tion of girls in the treatment group experienced math anxiety compared to the 

control group: 66.6% of girls in treatment compared to 55.1% in control. Chi-

square tests for association find that there is an association at statistically sig-

nificant levels of experiencing math anxiety and being a member of the treat-

ment group. A linear model found that math anxiety has a negative effect on 

numeracy levels (p<0.05). This suggests the project should consider how it can 

better support girls to feel confident performing math in front of others.  

Figure 24. I get nervous when I have to do maths in front of others 

 

As evident from qualitative sessions, language teachers believe that students’ 

literacy levels fall behind due to a lack of class time.  

In an interview with an English teacher, one of the main reasons pointed out for 

not completing the curriculum was a lack of time, “First, time constraint. When 

I say time constraint; as stated above, the book was prepared for a whole day 

class schedule, but we teach half day as there are not enough class rooms and 

for this reason we could not teach for a whole day.” The teacher then went on 

to explain how this can have an effect on students, “The students may not be 

able to be done with the portion you allotted for a day; thus, the task may be 

postponed for the next day. So, this will have an effect.”102 

Another English teacher brought up the same issue. When asked if they could 

finish the curriculum, they said, “… I do not think I will cover it this year. Because 

the portion is wide and the students are kids, so I have to slow down.”103 

 
102 KII with English Literacy Teachers Grade 9 Hiwi, South Wollo 
103 KII with Grade 5 English Teacher AT, South Gondar 
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Local language teachers also voiced similar concerns in interviews. One said, 

“But for example I teach Amharic in grade 6. And it is very hard to cover the 

whole portion because it is very wide and some units are difficult for the stu-

dents, so it takes time.”104  

Additionally, one local language teacher highlighted how it is possible to fall be-

hind schedule when adjusting to all students’ learning abilities, “There are some 

top students who finish portions of the textbook and want some additional notes 

or activities from other sources. And there are some students who want to do 

the activities in the textbook… So, to compensate all these, I’m sometimes be-

hind schedule.”105 

Evidence gathered from qualitative sessions suggests that boys are better at 

reading than girls. 

During focus group discussions with girls, participants reported that boys had 

better reading skills in their local language than them. As one participant said, 

“In my opinion boys do better than girls in reading.”106 

When asked why they thought that, one girl said, “Because girls have a fear to 

read in front of students. This makes girls practice less than boys. Boys are very 

brave…”107  

Another participant from the same discussion explained that their capabilities 

were the same, if not more, but their fear held them back, “Girls have the ability 

to work even better. We have been demonstrating this in class tests and exams. 

But due to fear, girls are doing less in reading than boys in class.”108 

With regards to English skills, a girl from another discussion said, “In my experi-

ence boys are more active in performing their reading skills in class.”109 

Teachers also seemed to support this view that boys read better than girls. One 

local language teacher said, “The differences are with spoken skills. Girls are 

afraid to talk but boys talk whatever they want.”110 

Another local language teacher re-iterated this view and spoke about how he 

encouraged girls to speak, “Females are fearful to talk and express what they 

felt. But the males are relatively active. They both understand language more or 

less equally. Therefore, we try to make the females participate equally with the 

male students. We ask them questions and they participate. We also tell them 

that they are equal with males.”111 

 
104 KII with Local Language Teacher, South Gondar.  
105 KII with Local Languages, South Gondar.  
106 FGD with Girls on Learning in Lower Secondary School, Arsi. 
107 Ibid. 
108 Ibid. 
109 KII with English Teachers of Grade 7 and 8, Arsi. 
110 KII with Local Language Literacy Teacher Grade 10, South Wollo. 
111 KII with Local Language Teacher, South Gondar. 
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English language teachers held the same opinion that boys were better at read-

ing, “Male students are better. There are 7 or 8 male students and 3 or 4 female 

students who perform well.”112 

According to qualitative sessions perform better than boys in maths. 

Key informant interviews with maths teachers revealed that girls tend to score 

better than boys. When asked who performs better in maths, one teacher said, 

“Now females are performing very well. There are males, but females are the 

majority.”113 

In another interview, a teacher also said that “Females are better scorers than 

males.” They elaborated by saying that, “There are also male high scorers, but 

on average females are the best scorers.”114  

One maths teacher tried to explain why girls scored higher than boys, “Girls are 

relatively better than boys. Mostly the older boys do not follow their studies 

strictly, they simply want to come to school and go without doing anything.”115 

5.1.5 What drives learning improvements? 

The study expects the teaching and learning environment in school as well as 

several home and community factors to influence learning.  

This section discusses drivers of learning that are not addressed directly in the 

project’s chosen intermediate outcomes. The extent to which teaching quality 

and improved instructional practices lead to improvements in learning is more 

fully discussed in the teaching quality section of the report (Section 5.2). The 

extent to which life skills lead to improvements in learning is discussed in the 

life skills section of the report (Section 5.3).  

There are two other interventions at the school level that the project expects to 

support learning. As part of the GEC-T, the project established Homework Clubs 

to reinforce what girls learn in school with the support of trained teachers addi-

tionally the project set up reading corners in schools.  

Homework clubs support girls to have higher levels of English oral reading flu-

ency, local language oral reading fluency, and numeracy.  

To understand the extent to which these led to learning improvements we con-

ducted a series of linear regressions using participation in these activities to 

predict learning levels at Midline. These analyses find that having attended 

Homework Tutorials is a statistically significant predictor of local language oral 

reading fluency, English oral reading fluency and numeracy.  

 
112 KII with Grade 5 English Teacher AT, South Gondar. 
113 KII with Mathematics Grade 2 Teacher, South Gondar. 
114 KII with Mathematics Teachers, South Wollo. 
115 KII With Mathematics Teacher Grade 7, South Wollo. 



 

 

100 

 

Qualitative evidence validates the role that homework tutorials play in support-

ing girls to learn.  

In several instances, girls said that their skills in their local language have im-

proved because of CHADET. For example, one girl said that their reading skills 

improved from the previous year because, “CHADET helped us by giving us tuto-

rials.”116  

Other students also credited these tutorial classes with a change in their literacy 

skills, as one girl said, “We get tutorial classes because of CHADET and that 

helps us to read more.”117 

Some students also said that CHADET helped motivate them to improve their 

literacy skills by supporting them with material supplies. For example, when 

elaborating on why one girl mentioned CHADET during the discussion, she said, 

“…because the project gives us exercise books, pens and menstruation pads. 

That really helped me to read study and learn.”118 

Another student said that CHADET helped change her English skills, “CHADET 

had supported us in improving our writing skills of English from the previous 

year.”119  

Similarly, when commenting on their English skills, another student said “It has 

improved. Because CHADET gave us top English books as prizes. I had poor 

results last year, so I started to read more. Now it has improved. And my writing 

skills have also improved.”120 

A girls’ home environment is also likely to influence her learning levels at Mid-

line. To understand the role parental attitudes, play, we asked parents the extent 

to which they agreed or disagreed with 10 statements:  

• "If necessary, parents should be able to keep their children at home dur-

ing school hours to work or help in the household." 

•  "A family has a son and a daughter but can only afford to send one of 

them to school. It would make more sense for them to send their son to 

school." 

•  "Even when funds are limited it is worth investing in [GIRL]'s education" 

• "A girl is just as likely to use her education as a boy" 

• Even if my daughter got married I would still encourage her to continue 

with her education." 

 
116 Ibid. 
117 FGD with Girls on Learning, Tewodross, South Gondar 
118 Ibid. 
119 FGD with Girls on Learning in Lower Secondary School, Arsi 
120 FGD with Girls on Learning, Tewodross, South Gondar 
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•  "The more education a girl has the more she will be able to find good 

work." 

• "It is more important for a woman to be a good wife and mother than to 

be educated." 

•  "Educated women are better mothers and have healthier children." 

• "In general, a boy is more likely to use his education when he leaves 

school than a girl." 

•  "The education of girls is just as important as the education of boys." 

These ten items were combined to produce a parental attitude towards girls’ 

education scale. This scale was tested to see whether it predicted learning levels 

at Midline.  

Parental attitudes towards girls’ education are a statistically significant predictor 

of local language oral reading fluency and local language aggregate score. When 

parents are supportive of girls’ education, this leads to higher levels of local lan-

guage literacy.  

To understand the extent to which a stimulating home learning environment in-

fluences learning, we asked girls how often their parents ask them about their 

homework, help them with their homework, ask what they do at school, read to 

them, and play games or sing songs with them. This analysis found that: 

Having an adult at home help a girl with homework is a statistically significant 

predictor of English aggregate score and numeracy at midline.  

Having an adult at home ask a child about what they do in school is a statistically 

significant predictor of local language aggregate score, and local language oral 

reading fluency. 

These findings suggest that parental engagement shown through helping chil-

dren with their homework or asking a girl what they did in school, supports girls 

to learn in school.  

In focus group discussions, girls report that family members and friends play an 

important role in helping them improve their reading skills. 

One girl said that her family supported her in improving her reading skills in her 

local language by “providing reading materials and arranging reading time at 

home”121. 

Another student from South Gondar said, “My father buys me different books 

and my mother doesn’t want me to work. They want me to read.”122  

 
121 FGD with Girls on Learning in Lower Secondary School, Arsi. 
122 FGD with Girls on Learning, Tewodross, South Gondar. 
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A student from the same discussion group in South Gondar said, “My brother 

motivates me. He asks me to read what I have learnt, and when I make a mis-

take, he stops me and tells me to refer to other books. Then I will refer to these 

books and correct my mistakes. This is how he motivates me.”123 

Based on further discussions, several students also suggested that they were 

encouraged to read in their local language by their friends. One girl said, “I study 

with my friends and they are very helpful to me in improving my reading skills.”124 

One student also attributed their change in reading levels to, “… discussions 

with friends” and to “reading different books.”125 A student from the same ses-

sion also said, “I couldn’t read well before but now I can because I discuss with 

friends, take books from the library and read my books.”126 

5.2 Transition  

This section reviews the evidence available to determine the extent to which the 

project supported girls to successfully transition through specific transition path-

ways: completing primary and secondary school, acquiring income-generating 

skills through Technical and Vocational Education and Training (TVET), or other-

wise receiving income from employment or self-employment when they reach 

the legal working age of 15 years old for non-hazardous work.  

This outcome also explores how successful girls are across different transition 

pathways, what they aspire to do, and how this is mediated by individual and 

social factors such as the family, the community, and the school. Qualitative 

data provides a similar picture for boys. 

5.2.1 Transitions in the Ethiopian Education System 

In Ethiopia, compulsory education lasts for a period of 8 years from the age of 7 

to age 15. From primary to secondary education, the academic year begins in 

September and ends in July.  

In 2019 GC (2013 EC), a new education policy was introduced in Ethiopia, 

changing the beginning of secondary school from Grade 8 to Grade 6. At the 

time of the Midline, schools were already operating under this new policy, 

though adaptation has been slow127. Primary school runs from Grade 1 to Grade 

 
123 Ibid.  

124 FGD with Girls on Learning in Lower Secondary School, Arsi 
125 FGD with Girls on Learning, Web Amba, South Gondar 
126 Ibid. 
127 KIIs with Project Staff 
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6 (ages 6-12), lower secondary school from Grade 7 to 8 (ages 13 and 14), and 

high school from Grade 9 to Grade 12 (Ages 15-18) 128.  

There is no official automatic progression in school but a successful transition 

onto the next grade level is determined by regional examinations at the end of 

primary school in Grade 6, through national examinations at the end of lower 

secondary school in Grade 8, and of high school in Grade 12.  

Free repetition before Grade 10 is permitted, and at the end of Grade 10, if a 

child fails either their end of year examination (Grade 10) or national examina-

tion (Grade 12), they are not able to repeat that grade and can only retake the 

exams by paying a retake fee. We therefore expect transitions to be lower in 

Grades 10 and 12 as girls may not be able to afford to pay for a retake. Transi-

tions in other grade-levels depend on the combined aggregate scores of internal 

assessments and the student’s attendance rate129. 

 

 

According to project documents, the old education policy stated that students 

could transfer into TVET after completing Grade 10. The new policy states this 

can happen only from Grade 12 onwards due to secondary education being free 

and compulsory. However, given the work with out-of-school girls and of girls at 

risk of dropping out, the project considers Grade 9 to Grade 12 as a viable tran-

sition window for TVET. Given that children may be legally employed for non-

hazardous work at the age of 15, the project considers that out-of-school girls 

aged 14 years old or older can join TVET if that is the pathway of their choice.  

Through KIIs with government officials130, the project found that: 

✓ TVET program starts for any Ethiopian students who do not want to or 

fail to continue high school (starts grade 8).  

✓ Those students can be certified for certain short-term programs such as 

tailoring, garment, weaving and other practical skills. 

✓ Diploma or level based TVET starts at completion of senior secondary 

school which is now grade 12. 

Ethiopia’s Transition Outcomes at a Glance 

The government of Ethiopia has made efforts towards expanding access to 

achieve universal primary education primarily by constructing new schools and 

ABE centres to reduce the distance between school and pupil's homes, and the 

transformation of existing ABE centres into regular schools. This alternative 

 
128 CHADET (2018) Project Documents on Transition points – under New Ethiopian Ed-

ucation Policy (unpublished) 
129 Op cit., 128. 
130 KIIs with Government Officials 

Figure 25. Transition Points in Ethiopia (New Policy) 
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education provision "responds to different needs and contexts and, along with 

the special support program to improve implementation capacity in the emerg-

ing regions, improved the enrolment of disadvantaged and previously under-

served ethnic groups"131. 

The most contemporary secondary data on Ethiopian education statistics in was 

compiled by UNESCO and by the Ministry of Education in 2015 (2009 EC). How-

ever, it is still possible to evaluate whether trends in outcome changes are visi-

ble and whether certain patterns have remained constant.  

The Net Enrolment Rate (NER) refers to the total number of students in the the-

oretical age group for a given level of education enrolled in that level, expressed 

as a percentage of the total population in that age group. Figure 22 shows the 

NER for boys and girls from 1987-2015 (2004-2009 EC) in primary school. The 

top number is the rate for boys and the one below is the rate for girls. In primary 

school, NERs have increased for girls and boys over time and Ethiopia’s latest 

adjusted net enrolment rate (NER) for primary school for 2015 (GC) was 81% of 

girls and 88% of boys132.  

 

 

However, enrolment starts high in early primary school yet drops towards the 

end. For 2015 (2009 EC), the net enrolment rate (NER) for Grades 1-4 was 

 
131 Federal Ministry of Education (2015) Ethiopian Sector Development Program V 

(ESDP-V)  
132 UNESCO (2015) UNESCO Institute for Statistics: http://uis.unesco.org/en/coun-

try/et  

Figure 26. Net Enrolment Rates in Ethiopia by Sex (1987-2015 – some years missing) (%) 
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107% for girls and 118% of boys133,134. Exceeding 100% occurs when inconsist-

encies in records exist or due to over-enrolment. In the upper primary school 

years (Grades 5-8), the NER drops to 59% for girls and 61% for boys from135. 

According to UNESCO, 53% of girls and 55% of boys completed primary school 

in 2015136. 

In primary school, about 7% of boys and 6% of girls repeated the same grade 

level137. 13% of boys and 12% of girls are over-age students in primary school, 

which means that they are older than their classmates138. 

This means that 11% of boys and 18% of girls were out-of-school in 2015. The 

latest drop-out rate for primary school recorded (Grades 1-8) was for the 

2019/2017 academic year (2009 EC). The drop-out rate was 12% for girls and 

8% for boys, higher for girls than boys. 

In secondary school, a similar pattern emerges as the net enrolment rate for 

secondary school much lower. In 2015, it was 31% for boys and 30% for girls, 

suggesting that increasingly more children drop-out from school as secondary 

school progresses. Only 30% of boys and 29% of girls were able to complete 

secondary school in 2015.  

 

 

 
133 Federal Ministry of Education (2016) Education Statistics: Annual Abstract 2009 

(2016/17). Available at: http://www.moe.gov.et/documents/20182/0/Statis-

tics+2009+final+1/ca93f33d-0540-468e-9806-0e6032f8d848  
134 A NER exceeding 100% could be both due to recorded inconsistencies (such as girls 

enrolled vs. girls enrolled and attending for a certain period and thus considered as en-

rolled by schools) and by the fact that girls over-age may also enroll or re-enroll in primary 

school) 
135 Ibid. 
136 UNESCO (2015) UNESCO Institute for Statistics: http://uis.unesco.org/en/coun-

try/et 
137 Ibid. 
138 Ibid. 
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At baseline, the project gathered benchmark transition data on populations 

outside the project following a household-sample design. Through this exercise, 

it was determined that 78% of girls aged 8 to 10 were successful at transition-

ing, a rate that falls after girls progress onto secondary school139. The average 

rate of successful transition was 66% for the benchmark group. 

Table 19. Baseline Transition Rates 

Benchmark Group 

A
g
e

 G
ro

u
p

 

S
a
m

p
le

 s
iz

e
 (

#
) 

Benchmark transition pathway Transition Rates 

In educa-
tion pro-
gression, 

non-
TVET  

In ed-
uca-
tion 
pro-
gres-
sion, 
TVET  

Drops 
out of 
school  

Re-
peats 
grade 

Not 
en-

rolled 
last 
year 
and 
en-

rolled 
this 
year 

Successful tran-
sition rate per 

age 

% aged 8 to 10 45 53.3 0.0 0.0 22.2 24.4 77.8 

% aged 11 to 13 45 55.6 0.0 0.0 17.8 26.7 82.2 

% aged 14 to 16 26 11.5 0.0 0.0 57.7 30.8 42.3 

% aged 17 to 19 32 9.4 12.5 3.1 50.0 25.0 46.9 

% aged 20 to 23 21 9.5 23.8 4.8 28.6 33.3 66.7 

Overall 169 33.7 5.3 1.2 32.5 27.2 66.3 

 

The Ethiopian Sector Development Program V (ESDP-V) recognizes this pattern 

as an issue to be addressed, stating that “While achievements are apparent in 

the lower grades, it is not in the higher grades”. In these grades "too many stu-

dents leave the system early which is reflected in a grade eight completion rate 

of only 47%." 

According to the project, marginalised girls often do not exercise their right to 

quality education because they do not feel rewarded by school and have low 

aspirations or capacity to challenge social norms that are biasing against girls' 

education. In Ethiopia, these norms usually condone an unfair division of labour 

at home for girls, perpetuate beliefs that certain subjects are not meant for girls 

(such as mathematics)140 and that early marriage and forced migration are141. 

Furthermore, 30% live under the poverty line of less than USD 1.25 a day, which 

means that many cannot meet the direct or indirect costs of education. Girls 

must also travel long distances to reach secondary schools.  

Disabled children also face the challenge of attending school because they are 

“hidden” by their families due to stigma, and because teachers are often ill-

 
139 Child Hope (2018) GEC-T Baseline Report. p. 75  
140 KII with CHADET Staff 
141 Child Hope (2017) Project Proposal (unpublished) 
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prepared to implement inclusive education strategies in the classroom. CHADET 

staff mentioned: 

 “In an interview we recently conducted with girls who are visually 

impaired in South Wollo, the girl reported to us that her father used 

to hide her when he goes out for weddings or family gatherings. He 

used to hold her back because people would say he has a disabled 

child and it is considered as a kind of curse on the family.”  

The project currently works to develop guides to prepare teachers to delivery 

inclusive teaching. CHADET staff mentioned: 

 “…some teachers think that it is more difficult to teach, they think 

that children with disabilities are not capable of catching up with the 

rest of boys and girls. In our training, we have small dose of actual 

methodological tips on how to support those kids and the im-

portance of making the class more inclusive to our level best… this 

is not an easy job to do”142.  

The government recognizes that: “the understanding of disability and special 

needs within the education system is an evolving area”143.Transitions in Child 

Hope Theory of Change 

Child Hope offers guidance to address any worries pertaining to school in Girls’ 

Clubs, provides support in preparing for national exams, meeting reasonable 

additional costs e.g. accommodation or fees, facilitating visits from secondary 

school tutors to primary, and gives SRH information and services to prevent STIs 

and unwanted pregnancy.   

Girls’ Clubs, in turn, are organized by the girls’ themselves, who are responsible 

for organizing their own meetings, agendas and activities to be carried out in 

school. These activities usually aim to change norms that diminish girls’ educa-

tion or girls’ role in society. 

Through Homework Clubs, the project also supports girls to gain literacy and 

numeracy skills and apply them to other subjects making these skills applicable 

to succeed in school or at work, and therefore increasing their changes of tran-

sitioning into the next stage. 

CHADET also conduct “community conversations” through family hubs in se-

lected communities to discuss topics pertaining to drop-out and girls’ education. 

While this was predominantly implemented during GEC-1, the project has found 

it increasingly useful to expand their work in communities in support of norma-

tive change and will likely turn back to enhance their work in communities. 

 
142 KII with CHADET Staff 
143 Federal Ministry of Education (2016) Education Statistics: Annual Abstract 2009 

(2016/17). Available at: http://www.moe.gov.et/documents/20182/0/Statis-

tics+2009+final+1/ca93f33d-0540-468e-9806-0e6032f8d848  

http://www.moe.gov.et/documents/20182/0/Statistics+2009+final+1/ca93f33d-0540-468e-9806-0e6032f8d848
http://www.moe.gov.et/documents/20182/0/Statistics+2009+final+1/ca93f33d-0540-468e-9806-0e6032f8d848
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5.2.2 Transition Rates & Project Achievement 

Transition can be categorized into groups, (1) school-based transitions, (such as 

from grade to grade, or from primary to secondary school), (2) work-based tran-

sitions, such as transitions into vocational skill training, employment or self-em-

ployment for girls aged 15+144. 

Table 20 shows the expected transition pathways (by grade level). Rows in grey 

denote work-based transitions. The project expects girls to complete either 

Grade 6 or Grade 8 to be able to opt for professional training, or if they are out 

of school already.  

Table 20 Possible Transition Points Pathways 2017-2020 

School Stage 
Baseline Grade (No-

vember 2018) 

Midline Point 1 (No-

vember 2019) 

Endline (November 

2020) 

Primary School 

Grade 4 Grade 5 Grade 6 

Grade 5 Grade 6 Grade 7 

Grade 6 Grade 7 Grade 8 

Lower Secondary 

School 

Grade 7 Grade 8 
Grade 9 / TVET / 

Work 

Grade 8 
Grade 9 / TVET / 

Work 

Grade 10 / TVET / 

Work 

High-School 

Grade 9 
Grade 10 / TVET / 

Work 

Grade 11 / TVET / 

Work 

Grade 10 
Grade 11 / TVET / 

Work 

Grade 12 / TVET / 

Work 

Grade 11 
Grade 12 / TVET / 

Work 

TVET / Work / Uni-

versity 

Grade 12 
TVET / Work / Uni-

versity 

TVET / Work / Uni-

versity 

OSS Out-of-school 

School (any grade), 

TVET (if 14+) or 

Work (if 15+) 

School (any 

grade), TVET (if 

14+) or Work (if 

15+) 

 

To measure whether girls could successfully transition, transition stages were 

recorded through the household survey and girls' survey by asking participants 

what they or their child were doing in 2017, 2018, and 2019, and triangulating 

across multiple surveys to correct inconsistencies (stemming from participants’ 

inability to recall specific information accurately). 

By asking each girl and household participating in the survey what they were 

doing the year before and the one before that one, transition scores can be rec-

reated.  

Girls were given a score of one (1) if they transitioned successfully or zero (0) if 

they did not transition, by transition pathway and in an overall transition score. 

 
144 GEC-T MEL Guidance Part 2 p.p. 44-45 
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This final score is treated as the equivalent to the first difference in the DID 

model. 

Table 21 provides an overview of the expected transitions of girls enrolled in the 

programme between these two evaluation periods and what is considered a suc-

cessful or unsuccessful transition. This considers the new policy that will be 

used in Ethiopia. 

Table 21: Transition pathways 

Group Baseline Successful Transition at Midline 
Unsuccessful Transition at 

Midline 

Upper pri-
mary 

School 

Enrolled in 
Grade 4, 5, 6 

✓ In-school progression  
✓ Moves into secondary school 

 Drops out of school 
 Repeats the same 

grade  
 Moves into work, but is 

below legal age of 15 

Lower Sec-
ondary 
School 

Enrolled in 
Grades 7 and 8 

✓ In-school progression  
✓ Enrols into or continues technical & 

vocational education & training 
(TVET145), Age 14+ 

✓ Work, internship, or employment, 
Age 16+ 

✓ Moving from lower to upper sec-
ondary school is not counted as an 
in-school progression but rather on 
its own as secondary school transi-
tion. 

 Drops out of school  
 Repeats the same 

grade  
 Moves into work, but is 

below legal age of 15 or 
is paid below minimum 
wage 

 Is inactive (neither em-
ployed nor unem-
ployed) 

High 
School 

Enrolled in 
Grades 9, 10, 11 

and 12. 

✓ In-school progression  
✓ Enrols into or continues technical & 

vocational education & training 
(TVET), Age 14+  

✓ Work, internship, or employment, 
Age 15+ 

✓ Enrols into University or Further 
Education Programmes 

 Drops out of school 
 Repeats the same 

grade  
 Moves into employ-

ment, but is paid below 
minimum wage 

 Is inactive (neither em-
ployed nor unem-
ployed)  

Out of 
school 

(age 11-
19) 

Was out-of-
school 

✓ Re-enrols in appropriate grade 
level in basic education 

✓ Enrols into or continues technical & 
vocational education & training 
(TVET), Age 14+ 

✓ Work, internship, or employment, 
Age 15+ 

 Remains out of school 
or paid below mini-
mum wage 

 Is inactive (neither em-
ployed nor unem-
ployed) 

TVET or 
Employ-

ment 

Was in TVET or 
Employment at 
Baseline (sam-
pled at midline 

whilst in school) 

✓ Re-enrols in appropriate grade 
level in basic education 

✓ Enrols into or continues technical & 
vocational education & training 
(TVET), Age 14+ 

✓ Work, internship, or employment, 
Age 15+ 

 Remains out of school 
or paid below mini-
mum wage 

 Is inactive (neither em-
ployed nor unem-
ployed) 

 

Cautionary Note in the Interpretation of Findings: 

 
145The Technical, Vocational Education and Training (TVET) is composed of Vocational 

Training Centers, Technical Secondary Schools, and Polytechnics (awarding Diploma 

and Advanced Diploma) 
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The reader should bear in mind that the sample for transitions was taken in 

schools, and therefore girls who are in school are much likelier to have been 

selected in the study, not girls who are out of school.  

Given that the original Baseline sample was taken from schools, we expect in-

school transition rates to be much higher than those of the Ethiopian population 

in both treatment and control schools. This is because girls who were in school 

at Baseline (and therefore at Midline) had a higher chance of being selected for 

the study than girls who were working or in TVET but outside of school.  

Re-enrolments are therefore likelier to be found than failed re-enrolments, and 

therefore it will be likely that the percentage of re-enrolments will have an up-

ward bias.  

Therefore, while the present design allows us to look at the impact of the project 

by looking at treatment and control comparisons, they are not meant to gener-

alize for the Ethiopian population, nor of the zones where the intervention takes 

place. For those generalizations, secondary data analysis of national education 

outcomes was presented earlier in this section and are used to interpret transi-

tion results. 

At endline, however, we will be able to track participants and evaluate who has 

dropped out from school and pursued different transition pathways. The endline 

rate, might therefore be more reflective of reality of different transition path-

ways; particularly, the work-based pathways. 

Overall Results 

Most girls from the sample were able to transition successfully between periods, 

in both treatment and control schools, though this is likely a result of the sam-

pling method. 

The overall transition rate for all girls the treatment group was 96% at both mid-

line and baseline (with a positive difference of 0.4% between periods). For the 

control group, it was 95% at baseline and 97% at midline (with a positive differ-

ence of 1.2% between periods). However, these differences are not significant.  

However, being in a treatment school does not alter the odds of being successful 

or not, neither in treatment nor in control schools. 

While the control group seems to have progressed slightly more above treat-

ment, these differences are not significant at statistical levels. Binary logistic 

regressions146 found that the odds of being classified as a successful transition 

 
146 To estimate the project’s impact on the transitions of marginalized girls in areas of 

the intervention (the equivalent to the second difference in the DID model), we used 

three binary logistic regression models to calculate whether being in a treatment or con-

trol school affects the odds of being classified as a ‘successful transition’ or an ‘unsuc-

cessful transition.’  
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is the same for both treatment and control cases B= -0.135 (0.278), Wald = 

0.235, C.I. (95) = (0.506, 1.508), p=0.628.  

When sample post-stratifications weights were applied to the sample to correct 

for equal proportions across treatment and control and grade levels, similar re-

sults were obtained147. 

This overall rate is a much higher rate than the one reported at Baseline for the 

benchmark group, which was set to be 66% for the treatment group. 

This difference is likely the result of the sampling design (discussed above) and 

the fact that the measure of transitions might have been calculated in a different 

way.  

Presently, transition results could not be recreated using baseline data because 

there was no variable indicating the grade level of the girls for the year 2017 

(only for 2018), and therefore we could not recreate transition results using our 

method and baseline data. This is because we need to know if girls repeated 

the same grade level they were at, to classify them as transition successes or 

failures. 

Notwithstanding, baseline data is provided to provide continuity to a discussion 

among project implementers to situate targets in context. Therefore, transition 

targets will need to be reconsidered at midline. 

Transition rates were generally high for girls in both primary and secondary 

school, though this is likely the result of the sampling design. 

At Baseline, 96% of girls in treatment schools transitioned onto the next stage, 

compared to 97% at Midline. In control schools, 97% did so at Baseline and 98% 

at Midline. Girls from treatment primary schools improved by 1.3% between pe-

riods and control improved by 1.2%. 

96% of girls in treatment schools were able to transition into secondary school 

at Baseline and 97% of them did so at Midline. In control schools, similar results 

were obtained, with 97% at baseline and 98% at midline.  

No girls in the sample were found to be in TVET or Employment (paid or unpaid) 

at midline, in either control or treatment schools. This is expected, given that the 

sample was taken in schools, though we could learn if girls participating in the 

endline study will choose these pathways. 

Figure 28 shows the rates for successful transition according to the treatment 

group. 

 
147 In weighted regressions that used the grade-level stratification weight multiplied by 

the treatment status stratification weight, Grade 5 was excluded as there were only 3 

cases sampled in control schools, compared to 86 in treatment. When Grade 5 was 

excluded, binary regression results were insignificant. When weight to correct for treat-

ment cases was used on its own, similar results were obtained. 
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Figure 28. Rates of Successful Transition by Treatment Status and Evaluation Period 
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 Table 22 shows these results and the sample sizes achieved by period.  

Table 22. Success Rates by Transition Group (Transition Pathways) 

T
ra

n
s
it
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n

 

T
yp

e
 

Control Treatment 

T
a

rg
e

t 

%
 T

a
r-

g
e

t 

A
c
h

ie
v
e

d
 

Midline Baseline Midline Baseline 

n % n % n % n %   

Overall Results 

All Girls 645 96.6% 633 95.3% 784 96.1% 780 95.7%  N/A N/A 

Disaggregated by Group 

Girls in Primary 

School 
155 98.1% 345 96.9% 229 97.4% 375 96.2% N/A N/A 

Girls transitioning 

into Secondary 

School 

185 97.9% 123 94.6% 143 96.0% 162 97.0% N/A N/A 

Girls Transition-

ing within Sec-

ondary School 

(Lower Second-

ary and High 

school) 

277 94.5% 163 92.6% 387 95.1% 240 94.1% N/A N/A 

Re-enrolments in 

School (any 

grade) 

28 100% 0 0.0% 25 100% 1 100% N/A N/A 

TVET Transition 0 0.0% 2 100% 0 0.0% 1 100% N/A N/A 

Employment 

Transition (Paid) 
0 0.0% 0 0.0% 0 0.0% 1 100% N/A N/A 

Employment 

Transition (Un-

paid) 

0 0.0% 0 0.0% 0 0.0% 0 0.0% N/A N/A 

 

Girls in treatment and control schools are equally successful in transitioning 

across all types of transitions. 

According to chi-square tests, there was no difference between treatment and 

control schools in the number of girls transitioning in any of the different path-

ways. This suggests that girls in treatment and control schools experience simi-

lar transitions. 

Transition rates begin to drop as girls become older. 

The figure below shows the transition rates of different age cohorts ranging from 

10 to 20. From the figure, we can tell that transition rates drop slightly when 

girls become older, which suggests that girls in these age groups are likely to 

face a different set of barriers than those in primary school.  
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Figure 29. Transition Success Rates by Age 

 

 
All girls who were out of school were either pregnant or nursing a child. 

Only 0.5% of treatment girls and 0.6% of control girls were out-of-school at the 

time of the Midline. There were 4 cases in each treatment and control (8 in total) 

all of whom were pregnant or nursing a child. While the prevalence is low, the 

fact that all faced the same circumstance suggests that project interventions 

dedicated to strengthening the knowledge of sexual and reproductive health 

(SRH) and SRH rights in schools address a significant barrier that affecting tran-

sitions for girls. 

The drop-out rate decreased between periods, but the repetition rate increased. 

The rate of drop-out decreased in both treatment and control schools. At mid-

line, the rate of drop-out in treatment schools was of 0.5% and in control schools 

was 0.6%. 

Repetitions increased, however, which shows that automatic progression does 

not occur entirely in Ethiopia. Presently 3.6% of girls in treatment schools and 

3.0% of girls in control schools, repeated a grade level. 

Table 22.2 Drop-out and Repetition Rates 

Rate of Failure Evaluation Status 
2019 2018 

n % N % 

Drop-Out Rate 
Control 4 0.6% 25 3.8% 

Treatment 4 0.5% 24 2.9% 

Repetition Rate 
Control 19 3.0% 9 1.4% 

Treatment 28 3.6% 13 1.6% 
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According to the project’s internal data, drop-out rates increases overtime.  By 

the end of Quarter 11, the dropout rate was 7.68% and in Q12, it increased to 

8.69%. In March 2018, the dropout rate was 6.24%148.  

The fact that the project has different transition outcomes shows the limitations 

of the midline transitions measure, where the bias of taking a sample in schools 

exists, At endline, we will be better able to compare aggregate rates, as the drop-

out measure will be the same for both periods149.  

The highest number of repeaters are found in Grade 5 and Grade 9 and Grade 

10 has the highest number of dropouts in both treatment and control schools. 

In treatment schools, the grade level with the highest repetition rate was Grade 

5, followed by Grade 9, Grade 6, Grade 8, and Grade 7. In control schools, it was 

Grade 9, followed by Grade 6. 

Table 23. Repetition Rate by Grade Level 

Grade 

Level 

Control Treatment 

n % n % 

Grade 5 2 - 5 5.9% 

Grade 6 2 1.3% 6 4.0% 

Grade 7 6 3.1% 4 2.7% 

Grade 8 2 1.6% 5 3.0% 

Grade 9 7 6.5% 8 5.6% 

Grade 10 0 0.0% 0 0.0% 

Total 19 3.0% 28 3.6% 

 

The grade with the highest drop-out rate was Grade 10 in both treatment 

schools. The table below shows the drop-out rates by grade-level. 

Table 24. Drop-out Rate by Grade Level 

Grade 

Level 

Control Treatment 

n % n % 

Grade 5 0 0.0% 0 0.0% 

Grade 6 0 0.0% 0 0.0% 

Grade 7 0 0.0% 0 0.0% 

Grade 8 2 1.6% 2 1.2% 

Grade 9 0 0.0% 0 0.0% 

Grade 10 2 3.3% 2 2.1% 

Total 4 0.6% 4 0.5% 

 

5.2.3 Sub-group Analysis of Transition Findings 

Girls who are pregnant are less likely to transition successfully. 

Chi-square tests reveal that fewer girls who are currently pregnant are able to 

successfully transition in school, compared to those that are not (p<.001). This 

confirms the assumption of the project to tackle early marriage and pregnancy 

 
148 CHADET monitoring data. 
149 Baseline rates could not be recreated in the absence of reliable baseline data.   
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through their interventions. All four girls found to be pregnant by the time of 

midline were unsuccessful at transitioning. 

The table below shows the transition rates for this and other sub-groups. 

Table 25. Transition Rates by Sub-Group (treatment only) 

Sub-group 
Unsuccessful Successful 

n % n % 

Attendance status 

Attendance decreased be-

tween BL and ML 
6 4.7% 123 95.3% 

Attendance stayed the same 14 3.6% 372 96.4% 

Attendance increased between 

BL and ML 
7 4.9% 137 95.1% 

Female-headed 

household ML 

No 19 3.2% 567 96.8% 

Yes 13 5.7% 217 94.3% 

Double Orphan ML 
No 30 3.8% 757 96.2% 

Yes 2 6.9% 27 93.1% 

Single Orphan ML 
No 27 3.7% 708 96.3% 

Yes 5 6.2% 76 93.8% 

Orphan (either 

double or single) 

ML 

No 25 3.5% 681 96.5% 

Yes 7 6.4% 103 93.6% 

Married or living 

with man as if 

married at ML 

No 16 4.2% 369 95.8% 

Yes 0 0.0% 8 100.0% 

Been Pregnant ML 
No 21 4.8% 418 95.2% 

Yes 0 0.0% 1 100.0% 

Given Birth ML 
No 20 4.5% 420 95.5% 

Yes 0 0.0% 2 100.0% 

Pregnant Now ML 
No 17 4.0% 411 96.0% 

Yes 4 100.0% 0 0.0%** 

Girl is Mother ML No 20 4.5% 420 95.5% 

HOH Cannot speak 

LOI ML 

No 29 4.3% 640 95.7% 

Yes 3 2.8% 105 97.2% 

Girl Cannot speak 

LOI ML 

No 31 4.3% 697 95.7% 

Yes 1 1.9% 52 98.1% 

HoH has no formal 

education ML 

No 18 4.7% 364 95.3% 

Yes 14 3.2% 420 96.8% 

HoH Unemployed 

or not paid in cash 

or kind for work 

No 15 4.1% 349 95.9% 

Yes 17 3.8% 435 96.2% 

Likely to face ex-

treme economic 

hardship (likeli-

hood 190>0.58) 

No 29 3.8% 738 96.2% 

Yes 3 6.1% 46 93.9% 

Lived in village 

less than 10 years 

No 28 3.8% 717 96.2% 

Yes 4 5.6% 67 94.4% 

BL Female Headed 

Household 
No 32 3.9% 784 96.1% 

HoH has no educa-

tion BL 
No 32 3.9% 784 96.1% 

Married at BL No 32 3.9% 784 96.1% 

 

Girls with a disability are also less likely to transition successfully. 

15% of girls with a functioning difficulty were unsuccessful at transitioning, com-

pared to 4% of their non-disabled peers. These differences are significant ac-

cording to chi-square tests (p<.001). Of the disability groups that were more un-

successful at transitioning were those with a mobility impairment (33% were un-

successful), a self-care impairment (29% were unsuccessful), or a communica-

tion impairment (33% were unsuccessful).  

The table below shows the transition rates for these and other functional impair-

ment groups, none were statistically significant aside from those mentioned: 
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Table 26. Transition Rates by Functional Impairment Group 

Functional Difficulty Group 
Unsuccessful Successful 

n % n % 

With Functional 

Difficulty (overall) 

No 28 3.7% 731 96.3% 

Yes 2 15.4% 11 84.6% 

Visual Impair-

ment 

No functional difficulty 30 3.9% 745 96.1% 

With functional difficulty 0 0.0% 10 100.0% 

Hearing Impair-

ment 

No functional difficulty 30 3.8% 757 96.2% 

With functional difficulty 0 0.0% 4 100.0% 

Mobility Impair-

ment 

No functional difficulty 29 3.6% 772 96.4% 

With functional difficulty 2 33.3% 4 66.7% 

Remembering 
No functional difficulty 30 3.7% 772 96.3% 

With functional difficulty 0 0.0% 8 100.0% 

Self-Care Impair-

ment 

No functional difficulty 29 3.6% 775 96.4% 

With functional difficulty 2 28.6% 5 71.4% 

Communication 

Impairment 

No functional difficulty 29 3.6% 774 96.4% 

With functional difficulty 2 33.3% 4 66.7% 

 
Girls who cannot choose whether to stay in school or not are less likely to tran-

sition in school. 

Of the barriers that were shown to significantly affect transitions, only girls that 

cannot choose “whether to stay in school but has to accept what is decided for 

her” had a lower likelihood to be a successful transition. This suggests that girls 

who feel like they have little control over their circumstances transition less suc-

cessfully in school. 

Transition rates by barrier groups for treatment cases are shown in the following 

table: 

Table 27. Transition Rates by Barrier Group (Treatment Only) 

Barrier 
Unsuccessful Successful 

n % N % 

Girl travels over an hour to get to 

school 

No 29 3.9% 713 96.1% 

Yes 3 4.1% 71 95.9% 

Girl does not feel safe traveling to 

school 

No 32 4.2% 725 95.8% 

Yes 0 0.0% 59 100.0% 

Girl doesnt' feel safe at school 
No 32 4.1% 755 95.9% 

Yes 0 0.0% 29 100.0% 

In past week girl been physically 

punished by teacher 

No 29 4.2% 666 95.8% 

Yes 1 1.4% 70 98.6% 

In past week girl witnessed 

teacher physically punishing other 

students 

No 26 4.0% 626 96.0% 

Yes 6 3.7% 158 96.3% 

Parents/caregivers punish girl 

physically at home 

No 27 5.5% 468 94.5% 

Yes 5 1.6% 316 98.4% 

Girl currently bullied 
No 29 3.9% 711 96.1% 

Yes 3 3.9% 73 96.1% 

Girl has been bullied 
No 32 4.0% 761 96.0% 

Yes 0 0.0% 23 100.0% 

Girl is often lonely at school 
No 24 3.9% 586 96.1% 

Yes 8 3.9% 198 96.1% 

Girl does not have access to com-

puter at school 

No 11 5.6% 187 94.4% 

Yes 21 3.4% 597 96.6% 

Not enough seats for all children 
No 27 3.8% 684 96.2% 

Yes 5 4.8% 100 95.2% 

Girl cannot move around school 

easily 

No 30 3.9% 735 96.1% 

Yes 2 3.9% 49 96.1% 

Does not use drinking water facili-

ties 

No 22 4.1% 509 95.9% 

Yes 10 3.5% 275 96.5% 

Does not use lunch space 
No 20 6.0% 312 94.0% 

Yes 12 2.5% 472 97.5% 

Does not use toilets at school 
No 29 4.2% 667 95.8% 

Yes 3 2.5% 117 97.5% 
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Barrier 
Unsuccessful Successful 

n % N % 

Toilets not accessible for girl at 

school 

No 26 3.8% 661 96.2% 

Yes 6 4.7% 123 95.3% 

Does not use play areas at school 
No 26 4.2% 591 95.8% 

Yes 6 3.0% 193 97.0% 

Girl finds it hard to access sani-

tary pads 

No 27 3.7% 711 96.3% 

Yes 5 6.4% 73 93.6% 

No one spoken to girl about men-

struation 

No 32 3.9% 783 96.1% 

Yes 0 0.0% 1 100.0% 

Girl has no one to ask questions 

to about SRH 

No 20 3.3% 595 96.7% 

Yes 12 6.0% 189 94.0% 

Does not know modern method of 

contraception at ML 

No 13 4.5% 277 95.5% 

Yes 8 5.2% 147 94.8% 

Not able to get a condom if they 

wanted one ML 

No 13 6.3% 194 93.7% 

Yes 6 3.4% 168 96.6% 

Girl believes teacher treats boys 

and girls unequally 

No 30 3.8% 761 96.2% 

Yes 2 8.0% 23 92.0% 

Teacher often absent 
No 22 3.5% 615 96.5% 

Yes 10 5.6% 169 94.4% 

Parents rate the teaching quality 

at the school as poor 

No 31 3.9% 765 96.1% 

Yes 1 5.0% 19 95.0% 

Parent rates the performance of 

the principal at the school as poor 

No 31 3.9% 772 96.1% 

Yes 1 7.7% 12 92.3% 

Girl has high chore burden 
No 19 3.3% 557 96.7% 

Yes 13 5.4% 227 94.6% 

Girl says doing chores makes it 

difficult to do school work 

No 28 4.0% 667 96.0% 

Yes 4 3.3% 117 96.7% 

Girl reports that she does not get 

support from family to stay in 

school and learn in school 

No 30 4.0% 729 96.0% 

Yes 2 3.5% 55 96.5% 

Girl cannot choose whether to 

stay in school but has to accept 

what is decided for her 

No 17 3.0% 544 97.0% 

Yes 15 5.9% 240 94.1% 

Girl believes girls do not have a 

right to education 

No 32 4.0% 778 96.0% 

Yes 0 0.0% 6 100.0% 

Girl believes it is not important for 

children to go to school 

No 32 3.9% 779 96.1% 

Yes 0 0.0% 5 100.0% 

BL not enough seats 
No 32 3.9% 784 96.1% 

Yes 0 0.0% 0 0.0% 

BL move around easily 
No 32 3.9% 784 96.1% 

Yes 0 0.0% 0 0.0% 

BL drinking facilities doesnt use 
No 32 3.9% 784 96.1% 

Yes 0 0.0% 0 0.0% 

BL play areas doesnt use 
No 32 3.9% 784 96.1% 

Yes 0 0.0% 0 0.0% 

BL toilet doesnt use 
No 32 3.9% 784 96.1% 

Yes 0 0.0% 0 0.0% 

treats boys and girls differently 
No 32 3.9% 784 96.1% 

Yes 0 0.0% 0 0.0% 

often absent 
No 32 3.9% 784 96.1% 

Yes 0 0.0% 0 0.0% 

Does not feel safe at school BL 
No 32 3.9% 784 96.1% 

Yes 0 0.0% 0 0.0% 

treats boys and girls differently 
No 0 0.0% 0 0.0% 

Yes 0 0.0% 0 0.0% 

 

5.2.4 Target Setting for the Transition Outcome 

 Target setting for the transition outcome: 
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Table 28: Target setting 

 Endline 

Target generated by the outcome 

spreadsheet 
98% (+2%) 

 

5.3 Sustainability 

5.3.1 Overall Findings 

The table following shows the overall results and findings from the sustainability 

indicators and Sustainability Scorecard: 

 

Table 29: Sustainability indicators 

 Community School System 

Indicator 1: 

An increase in the % of 

schools and communi-

ties with operational 

abuse response sys-

tems in place: currently 

74% of schools 

44% of teachers who 

believe their libraries 

are well stocked and 

55% believe the text-

books relate to what 

boys and girls learn in 

class 

% of teacher and princi-

pals report they are 

supported by Education 

bureau experts in:  

• Attendance (51% T 

& 61% HT) 

• Safeguarding (T 

39% & HT 65%) 

• Pedagogic im-

provement (T 52% 

& HT 61%) 

• Abuse Reporting (T 

35% & HT 48%) 

• Teachers’ Out-

comes Reporting 

(T 48% & HT 70%) 

Indicator 2: 

78% of girls report be-

ing supported by peers 

and family as they tran-

sition through educa-

tion   

There are mechanisms 

in place for boys and 

girls to take books 

home in 87% of treat-

ment schools.   

 

Indicator 3:  

A higher proportion of 

lessons in treatment 

schools than in control 

schools demonstrate 

improvements in in-

structional practices 

across all domains. 

(qual) 

 

Midline score 

(0-4) 

3 – Becoming Estab-

lished 

3- Becoming Estab-

lished 
1 - Latent 
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Overall sustain-

ability Score (0-

4, average of 

the three level 

scores) 

2.33 

 

5.3.2 Indicator Findings 

5.3.2.1 Community-Level Sustainability Findings 

Two thirds of head teachers believe they have an operational abuse response 

system in place and one third believe they do not. 

To evaluate whether operational abuse response systems were in 

place, we asked head teachers in treatment and control schools a 

series of questions about how they respond to abuse and whether 

their abuse response system is similar to what is recommended by 

international guidance. 

The following figure presents the perceptions of head teachers on 

their abuse response system. 74% of head teachers in treatment 

schools and 65% of those in control schools believe their school has an 

operational response system in place.  

 

Figure 30. Percentage of Schools with Operational Abuse Response Systems in Place 

 

Qualitative evidence discussed later in this report suggests that some girls still 

feel unsafe in their communities, particularly when traveling to and from school.  

These findings are discussed in further detail in the attendance section. Alt-

hough no cases of sexual abuse were reported, stakeholders in 16 out of 90 
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qualitative sessions conducted mentioned the risk of sexual abuse for girls while 

they travel to and from school. This could be because the project has success-

fully raised awareness as to this barrier and so stakeholders are more aware 

that it can happen. It could also suggest that additional measures need to be 

put in place to support girls to travel to and from school safety and ensure the 

sustainability of attendance achievements. This is discussed in additional detail 

in the attendance chapter.  

More than two thirds of girls, report being supported by peers and family as they 

transition through education.   

We asked girls the extent to which she believed she gets the support she needs 

from her family and friends to stay in school (or go to vocational training) and 

perform well in two separate items, one for family and the other for friends. 

78% of girls in the treatment group and 75% of girls in the control group believe 

she gets they support they need from both family and friends. 

Figure 31. Percentage of Girls who believes she gets the support she needs from her family and 

friends to stay in school (or go to vocational training) and perform well. 

 

Many girls reported that this was because parents believed schooling would 

leave to greater life chances. Girls stated: 

“My family provides me with all necessary support that I need 

for school. They tell me the importance of school. for [my bet-

terment]. They do not want me to remain in farming and advise 

me that education is the only way to get out of this life”150. 
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“My family supported and encouraged me to attend school all 

the time. Friends [are also] helpful in providing good advice 

which helps me to stay in school”151. 

“My parents helped and supported me to go to schools to be 

successful in education …to help myself and help them in the 

future when they retire”152. 

“My family are highly ambitious about my school; they provide 

me with everything. They want me to be an engineer in the fu-

ture and to get out of farming life”153. 

“My family and friends have an encouraging opinion about my 

school”154. 

Several girls also cite the role the project has played in encouraging their parents 

to support them.  

A girl commented: 

“It is easy to come to school. There are a lot of things make easy 

to come to school. Such as family encouragement and support 

provided by CHADET”155. 

Another agreed, stating: 

“It is easy for me to come to school. The support and effort made 

by CHADET community workers in convincing the family to send 

girls to schools made it easy for me”156. 

Although girls tended to report the positive influence of project activities on en-

couraging them to stay in school, some girls reported that they knew of cases 

where parents still prevented children from attending. One girl commented spe-

cifically on child marriage:  

“Some families may force girls to marry”157.  

However, the moderator followed up and asked her what she would do if this 

would happen to her and she stated: 

 “I would report it to the school and the women affairs office… Improv-

ing family awareness on the impact of early marriage and importance 

of girl education is very important”.  

 
151 FGD with Girls on Transitioning in Primary School 2 
152 FGD with Girls on Transitioning in Primary School 1 
153 ibid 
154 ibid 
155 FGD with Girls on Transitioning in Primary School 2 
156 FGD with Girls on Transitioning in Primary School 1 
157 ibid 
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This suggests the project has played a role in increasing awareness around child 

marriage, as well as the appropriate actions girls should take in the event they 

are encouraged to marry early.  

Other girls reported cases where family members would keep girls’ home to help 

with housework or chores, suggesting that this is still a barrier to girls’ education: 

“Maybe a family forces girl to stay home to help with household 

work. This makes girls miss school days.” 

“There are girls who can face such challenges from her family. In 

such cases, she needs to tell them the benefits of going to schools 

for her successful transition”.  

One girl reported this to be the case in her family: 

“Most of the time it is easy to come to school, but sometimes my 

family forces me to stay home to help them working household 

work and farming activity during harvesting.”158 

Girls suggest that some additional work may need to be done to support their 

peers who face these circumstances One girl suggested that CHADET should:  

“establish discussion forums with families to identify problems 

and increase family awareness”.  

Another girl suggested that girls should be able to: 

 “transparently communicate their challenges at school and in 

the family”.  

 

5.3.3 School-level Sustainability Findings 

A significantly higher number of treatment schools have libraries compared to 

control schools and they are usually better stocked. Many books do not relate 

to what children learn in class, 

94% of treatment teachers and 68% of control teachers reported their schools 

had a library. Of these teachers, 35% of those in control schools and 44% in 

treatment areas believed their libraries to be somewhat or very well stocked.  

 
158 ibid 
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Figure 32. Percentage of Teachers who believe that their library is well-stocked of books and  

materials for girls of all grade levels to use 

 

However, many books do not seem to relate to what children learn in class. 44% 

control teachers and 55% of treatment teachers believe the textbooks available 

in the library relate to what girls and boys learn in class somewhat or very much. 

Figure 33. Percentage of Teachers who believe the books in their school library relate to what 

children learn in class 

 

In qualitative sessions, several girls reported that they are glad to have the li-

brary at school.  

Girls stated: 

“having and using the library is a good experience”159; “I usu-

ally attend schools and use school library in my free time”. 
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Some girls reported challenges accessing specific science textbooks for Chem-

istry, Physics and Biology.  

One girl reported that she would like it if the project: “equipped the library [with 

these] textbooks and reference materials”160. This was supported by another 

girl who stated that the library lacked “textbooks and reference materials”161.  

Another girl specifically mentioned the lack of English books as well. The project 

should consider auditing libraries to ensure there are enough books for all sub-

jects, especially as girls progress to grades 7 and 8. Some girls reported that 

grades 7 and 8 were in fact harder due to a lack of these reference materials. 

Girls in South Gondar tended to report more positive use of the library with none 

mentioning specific textbooks or references. Many girls reported that libraries in 

south Gondar had “sufficient books”. However, project monitoring activities 

should confirm this.  

87% of treatment schools have mechanisms in place for boys and girls to take 

books home.  

When head teachers were asked if children can take books home, 87% men-

tioned they could, which is a significantly higher proportion than in control 

schools where 65% of them mentioned that children can take books home. 

Figure 34. Percentage of Head Teachers who mentioned that children can take books home 

 

 

A higher proportion of lessons in treatment schools than in control schools 

demonstrate improvements in instructional practices across all domains. 
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At Midline, the study conducted 167 lesson observations to assess the extent 

to which teachers had adopted improved planning, pedagogy, and assessment 

practices. Each of these dimensions are discussed in greater detail in Section 

5.2 (Intermediate Outcome: Teaching Quality). Findings indicate that at Midline, 

a higher proportion of lessons in treatment schools than in control schools 

demonstrate improvements in instructional practices across all domains. How-

ever, by Midline, across all three domains a minority of lessons had adopted 

improved practices, despite the significant differences between treatment and 

control, suggesting additional work can be done to promote and institutionalize 

these practices in project schools between midline and endline.  

5.3.4 System-Level Sustainability Findings 

Teachers and principals report they are supported by Education bureau experts 

but only to a limited extent. 

In terms of support with improving pupils attendance, 51% of teachers and 61% 

of head teachers agreed or strongly agreed with the statement that education 

bureaus’ experts support them or have offered instruction on how to do so. The 

figure below shows these results compared. 

 

Only 39% of teachers agreeing or strongly agreeing with the statement that “Ed-

ucation Bureau Experts have supported me to find ways to improve Child’s Safe-

guarding at my school” indicates room  for improvement in terms of supporting 

teachers to strengthen child safeguarding systems at their school, highlighted 

in figure 32 below. Officials might just have more contact with head teachers, 

who 65% of them in treatment schools mentioned that they had good support 

in this regard.  

41%

59%

51%
49%

0%

10%

20%

30%

40%

50%

60%

70%

Agree Disagree

Teachers

Control

Treatment

47.1%

52.9%

60.9%

39.1%

0.0%

10.0%

20.0%

30.0%

40.0%

50.0%

60.0%

70.0%

Agree Disagree

Head Teachers

Figure 35. Percentage of Teachers and Head Teachers who believe Education Bureau Experts 

have supported me to find ways to improve student’s attendance at their school 
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As in the previous indicator, more headteachers than teachers mentioned that 

education bureau experts have supported to make pedagogic improvements. In 

treatment schools, 61% of head teachers and 52% of teachers agreed or 

strongly agreed with the statement, which is more than in control. The figure 

below shows these results: 

 

 

Similarly, Education Bureau Experts are yet to increase their support with abuse 

reporting. Presently, 48% of treatment head teachers and 35% of teachers 

agreed or strongly agreed with the statement.  
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Figure 36. Percentage of Teachers and Head Teachers who believe Education Bureau Experts 

have supported me to find ways to improve Child’s Safeguarding at their school 
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Figure 37. Percentage of Teachers and Head Teachers who believe Education Bureau Experts 

have supported me to find ways to make pedagogic improvements at their school 
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In terms of teachers outcome reporting, head teachers have shown the highest 

agreement with the statement, possibly as it is their responsibility or mandate 

to make teacher reports. 70% of treatment head teachers received support from 

education bureau experts to report on teachers’ outcomes (considerably more 

than in control).  

 

 

In KIIs with head teachers and with CHADET staff, it was stated that many teach-

ers and, head teachers to a lesser extent, have a sensitive relationship with ed-

ucation bureau experts influenced by low levels of trust. This, they cite, is be-

cause there is a difference in the selection process of teachers and officials into 

their roles where they feel education bureau experts do not have the correct 

qualifications and experience to make a valid assessment on teacher perfor-

mance. The project has aimed to create common spaces to improve these rela-

tionships and have also relied on Communities of Practice for a more “colle-

giate” style of coaching and support for teachers. Overtime, the expectation is 
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Figure 38. Percentage of Teachers and Head Teachers who believe Education Bureau Experts 

have supported me to find ways to improve abuse reporting at their school 
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that these groups can work together in some way with education bureau experts 

to improve teaching practice. 
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Chapter 5:  

Intermediate Outcome Findings 
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6. Intermediate  

Outcome Findings 

6.1 Attendance 

The project aims to improve attendance outcomes of marginalized girls through 

a reduction in key barriers the project believes are associated with reduced at-

tendance outcomes. To support attendance improvements the project has: 

• Set up sanitary corners in schools and provided sanitary pads to girls 

• Established Letter Link Boxes (LLBs) in schools to deal with safeguard-

ing incidents (girls can report incidents in the box, and these are gath-

ered on a weekly basis by trained focal teachers for appropriate re-

sponse) 

• Trained Community Coalitions (CCCs) to support child safeguarding in 

schools, families, and communities  

• Trained students (boys and girls), school counsellors, principals, focal 

teachers, and education bureau officials to support girls sexual and 

reproductive health 

• Trained peer leaders in life skills peer education  

• Tracked girls through community workers and schools to identify girls 

who have dropped out or who are at-risk of drop-out for specific out-

reach targeting 

• Provided assistive devices to girls with disabilities 

• Paid for secondary school registration fees and accommodation 

• Supported girls with transport to Sexual Health and Reproductive Ser-

vices  

• Purchased school uniforms and school materials for marginalized girls 

• Organized secondary school transition camps to promote transition 

through preparatory camps 

• Supported girls’ clubs to produce advocacy and communication activ-

ities targeting negative parent, caregiver, and community member at-

titudes and behaviours towards girls’ education 

• Supported girls with fees to access TVET and transport to and from 

TVET 

Performance against logframe indicator targets for this intermediate outcome is 

shown in the table following.  
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Table 30: Intermediate outcome indicators as per the logframe 

IO indicator BL 
ML 

Target 
ML Target achieved? (Y/N) 

Target 

for next 

evalua-

tion 

point 

Will IO in-

dicator be 

used for 

next evalu-

ation 

point? 

(Y/N) 

% girls 

whose av-

erage at-

tendance in 

school im-

proves 

N/A 25.4%  21.8% No. Control outper-

formed treatment (target 

was set as 3% above 

control group; 22.4% of 

girls in the control group 

improved their attend-

ance levels) 

TBC Yes 

Main qualitative findings  

• FGDs with girls, parents and caregivers suggest the project’s work to provide books 

and school materials, uniforms, and funds for school registration fees have been ef-

fective in supporting girl’s attendance outcomes.  

• FGDs with girls, parents, and caregivers report that some girls find the way to school 

unsafe and this can hamper attendance outcomes. Additionally, parents report that 

early marriage remains a challenge in the region for girls.  

Please follow the format in this table for each indicator  

 

Attendance was measured for treatment and control girls through an individual-

level average attendance rate. This rate was calculated through historical at-

tendance data for a calendar month. Historical attendance was collected from 

school records for the same month this year and last year to enable the study to 

compare changes in attendance between periods at the individual level.   

This attendance rate is defined as the percentage of days the girl was present 

in the school calendar month. The formula for calculating attendance is shown 

below. 

𝐴𝑡𝑡𝑒𝑛𝑑𝑎𝑛𝑐𝑒 𝐿𝑒𝑣𝑒𝑙 =
𝐷𝑎𝑦𝑠𝑃𝑟𝑒𝑠𝑒𝑛𝑡𝐼𝑛𝑆𝑐ℎ𝑜𝑜𝑙𝐶𝑎𝑙𝑒𝑛𝑑𝑎𝑟𝑀𝑜𝑛𝑡ℎ

𝑇𝑜𝑡𝑎𝑙𝐷𝑎𝑦𝑠𝑆𝑐ℎ𝑜𝑜𝑙𝑂𝑝𝑒𝑛𝐼𝑛𝐶𝑎𝑙𝑒𝑛𝑑𝑎𝑟𝑀𝑜𝑛𝑡ℎ
𝑥100 

A month was chosen in each region in consultation with project staff to ensure 

it was a month where attendance would not be affected by agricultural seasons, 

rainy seasons, and school holidays. The same month was used for both periods. 

This monthly measurement of attendance is used as a proxy to understand at-

tendance on the whole as the month chosen was a ‘typical’ calendar month a 

girl would be expected to be in school.  

The attendance rate represents the percentage of days the girl attended school 

in the same chosen month at each evaluation period.  
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As attendance was measured historically for the same girl at Midline, it is possi-

ble to conduct a DiD regression to determine the project’s impact on attend-

ance.  

A linear regression using treatment to predict attendance outcomes demon-

strates that the project did not have an effect on attendance levels between 

baseline and midline. This is likely due to the fact that attendance levels in treat-

ment schools at baseline were already high due to the first phase of the project, 

GEC1.  

While the model is significant (p<0.05), The direction of the Beta indicates the 

project may have had a negative effect on attendance outcomes. The same is 

true if we control for a girls’ grade level, or her school. However, it is unlikely that 

the project had a negative impact on attendance. Aggregate attendance levels 

at both periods as displayed in the figure following demonstrate that between 

baseline and midline, the project had far less room to improve attendance out-

comes given the higher starting point in attendance at baseline.  

This is likely due to the fact that attendance outcomes had already been im-

proved through the first project and at higher levels of attendance, where girls 

are already attending an average of 96% of the time, additional gains are more 

difficult to achieve.   

The figure following reports mean changes in attendance for both the treatment 

and control groups. The control group had a greater average change in attend-

ance levels between baseline and midline than the treatment group. This would 

suggest there has been an attendance drive in control schools or the regions on 

the whole and this has supported girls in control schools to improve their attend-

ance levels.  

Figure 40. Mean Attendance (%) in Control and Treatment between Periods 
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The figure below reports the proportion of girls whose attendance decreased, 

stayed the same, and increased between evaluation for each evaluation group. 

 

21.8% of girls in the treatment group increased their attendance between base-

line and midline.  

22.4% of girls in the control group increased their attendance levels. The project 

did not meet the target of 3% more girls in treatment improving their attendance 

outcomes than in the control group.  

Most girls in both evaluation groups maintained their attendance levels: 58.6% 

in the treatment group and 66% of girls in the control group. A large proportion 

of girls’ whose attendance stayed the same between periods in both groups at-

tended school 100% of the time at both periods.  

19.5% of girls in the treatment group decreased their average monthly attend-

ance between periods, a much higher proportion than in the control group, 

where only 11% of girls decreased their attendance between periods.  

Based on these findings the project should consider how it can better support 

girls attendance outcomes.  

To understand this further, the figures following reports the changes by zone . 

In the both the evaluation and treatment group, the largest proportion of girls to 

increase their attendance between periods was in South Gonder: 27.1% of con-

trol girls and 24.5% of treatment girls. In both groups the highest proportion of 

girls to decrease their attendance between periods was in Arsi: 17.4% of control 

girls and 16.2% of treatment girls.  

19.5%

58.6%

21.8%

Treatment

Attendance Decreased

Attendance Stayed the Same

Attendance Increased

11%

66%

23%

Control

Attendance Decreased

Attendance Stayed the Same

Attendance Increased

Figure 41. Attendance Changes since Baseline by Evaluation Group  
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In Arsi and South Gonder a higher proportion of girls in the control group im-

proved their attendance than in the treatment group. However, in South Wollo, 

a higher proportion of girls in the treatment group improved their attendance 

than in the control group.  

Figure 42. Attendance Changes by Zone 

 

Figure 43 reports mean attendance by grade level at baseline (original cohort 

membership) for girls in the treatment group at both periods. Average attend-

ance for girls in Grade 5 at Baseline exhibited the largest aggregate improve-

ment between periods, followed by average attendance for girls in Grade 6 at 

Baseline.  

As grade level at baseline increases the change in attendance tended to de-

crease. This suggest it is harder to improve girls’ attendance as they go up in 

grade level.  

Moreover, from Grade 7 through Grade 9, as grade level increases attendance 

tends to decrease, on average. This suggests that girls in higher grade levels 

generally have lower attendance levels.  

This may be due to the fact that girls in these grade levels are more likely to face 

the risks of early marriage, abduction, and forced migration. Additionally, as girls 

enter adolescence, they are likely to face barriers associated with attending 

school due to menstruation. These barriers are discussed in further detail later 

in this section.  
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Figure 43. Mean Attendance by Original Cohort Grade Level for the Treatment 

Group 

 

Analysis using attendance improvements to predict each learning outcome (nu-

meracy, English literacy aggregate score, English oral reading fluency, local lan-

guage aggregate score, and local language oral reading fluency) were all signif-

icant. This suggests that improving girls’ attendance does not directly impact her 

learning levels. 

To understand the role the project did play in improving attendance outcomes 

we reviewed several project related activities and how participation in these ac-

tivities influenced attendance outcomes. Results for linear regressions using 

participation in these activities to predict the first difference in attendance are 

shown in the table following.  

Table 31. Direct Influence of Project Activities on Attendance Outcomes 

Participation in 

project activity / 

reached by project 

activity 

Proportion of 

girls in activ-

ity/ reached 

by project 

Significant 

predictor of 

attendance 

improve-

ments? 

Beta & R2 (if 

significant) 

Significant 

predictor of 

attendance 

level at 

Midline? 

Beta & 

R2 (if 

signifi-

cant) 

Made use of read-

ing corner 
49.4% Not sig. N/A Not sig. N/A 

Member of Girls 

Club 
46.8% Not sig. N/A Not sig. N/A 

Received support 

to cover registra-

tion fees for sec-

ondary school (of 

secondary girls) 

25.4% Not sig. N/A Not sig. N/A 

Received free 

school uniform 
56.9% Not sig. N/A Not sig. N/A 

Attended home-

work tutorials 
81.4% Not sig. N/A Not sig. N/A 

Attended second-

ary school sum-

mer transition 

camp (of second-

ary girls) 

29.6% p<0.05* 
Beta=2.33; 

R2=0.056 
Not sig. N/A 

Access sanitary 

corners (of girls 

over 11 who 

started menstruat-

ing) 

64.3% Not sig. N/A Not sig. N/A 

*Statistically significant relationship while controlling for membership in all other project ac-

tivities 
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For secondary girls, having attended secondary school summer transition 

camps was a statistically significant predictor of attendance improvements. At-

tending the transition camp resulted in girls improving their attendance by 2.3% 

between evaluation periods.  

The model was able to explain 5.6% of variance in the data. This suggests that 

secondary school transition camps are a successful means to support attend-

ance improvements between periods for secondary girls.  

No direct relationships were found for any other project and improvements in 

attendance outcomes. This may be because the relationships between partici-

pation in these activities and other activities are mediated by other variables 

and does not mean these activities do not have any influence on attendance 

outcomes. The influence is however not necessarily direct and is not visible at 

statistically significant levels. 

Qualitative evidence supports the role CHADET has had in improving girls’ at-

tendance through school uniforms, books, and financial support for registration 

fees. 

When caregivers were asked if it is easy or hard to send their girls to school, one 

participant said,  

“The support provided by schools and CHADET has made it easy to send them 

[to school]. I do not worry about buying school uniforms and exercise books”162 

Another interviewee stressed the importance of monetary aid provided by CHA-

DET towards their children’s attendance,  

“It supports the family economy and minimizes the expense of family who send 

many children to school. It helps to keep them all at school”163 

Several other caregivers spoke about the importance of financial support they 

received and their ability to send their daughters to school thanks to it:  

“And the other reason that made sending girls to school for the society is the 

support we get from CHADET.” 164 

Another parent/caregiver said,  

“To speak frankly, if I had to buy her school stationeries and uniforms, she might 

not be able to go to school because I could not afford it”165  

 
162 FGD with Caregivers of Primary School Girls On Attendance and Transitions with Par-

ent of Rural Areas (Arsi) 
163 FDG with Caregivers of Primary School Girls On Attendance and Transitions with Par-

ent of Rural Areas”, Arsi 
164 FGD with caregivers on attendance change”, South Gondar 
165 FGD With Girls On Transition To And Within S.S rural”, South Wollo 
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When interviewed, girls also highlighted the positive intervention of CHADET and 

their ability to attend school thanks to both monetary and material support. One 

interviewee said,  

“Yes. If I could not get stationeries, I will not attend class”166  

In another focus group session, one interviewee said, 

“They have given me pen, exercise book, school uniform, and pencil. And these 

have helped me to come to school”.167  

All six participants present in the focus group agreed with the statement.  

According to other responses, girls also accredited the distribution of menstrual 

pads from CHADET as being another important deciding factor in school attend-

ance.  

One participant said  

“They gave us exercise books, pens, school uniforms and pads. They also give 

us tutorials. This helped us to come to school. For example, if I am menstruating, 

I use the pad and come to school”168.  

Another girl accredited her improved attendance to interventions from CHADET:  

“The provision of sanitary pads has changed my school attendance. At previous 

time I used to stay home”169.  

Based on the multiple responses from participants that spoke about the im-

portance of support from CHADET, it appears that breaking down the barriers 

that prevent girls from attending school such as lack of financial support and 

improved access to sanitary wear has supported girls to improve their attend-

ance outcomes.  

However, some girl participants also suggested ways in which the program could 

be improved.  

For example, one participant said  

“…there are rural areas who are much worse than us. I would like the project 

extend the support to them too”170 

Others hoped that the support would extend to their male peers:  

 
166 FGD with girls with low attendance in P.S Rural”, South Wollo 
167 FGD with girls low attendance 
168 FGD with girls low attendance”, South Gondar 
169 (“FDG with girls on Transition to and within Secondary Schools in Boru High School 

with Rural Girls”, Arsi). 
170 FGD With Girls with Low Attendance S.S Urban”, South Wollo 
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“The helpless boy students must also be considered … since they equally need 

help”171 

Another participant suggested that the program ensure materials are available 

more promptly,  

“The materials are given to us after we buy them and start class… this should 

be corrected”172.  

According to focus group discussions, girls’ personal motivation plays a role in 

promoting attendance improvements.  

Qualitative evidence suggests that a strong contributing factor towards girls’ 

school attendance stems from an inner drive to obtain an education.  

When asked if coming to school had any value, a participant replied: 

“I get knowledge through education and become confident and competent 

enough like boys. if I do not go to school I would remain in the state of illiteracy 

and become dependent, at the end of the day.”173  

Another participant in the same discussion stated:  

“For me going to school is everything, it is a place where I can shape my future 

life.”174 

This notion of obtaining knowledge in order to break down barriers of illiteracy 

and ignorance were further echoed in other schools and zones. Seven out of 

eight participants from a school in the South Wollo zone mentioned that they 

valued coming to school in order to pursue knowledge. One student said that 

they come to school in order:  

“to get knowledge and change ourselves”175  

Another girl spoke about the person she would become if she is continuing to 

attend school: 

“School builds [a] student’s identity. If we are serious about school, we get to 

have a determined, confident, proud identity. We become knowledgeable when 

we learn more.”176  

Another participant also mentioned that they benefit from attending school be-

cause: 

 
171 FGD With Girls with Low Attendance S.S Urban”, South Wollo 
172 FGD with girls on Transition to secondary school”, South Gondar 
173 FGD with girls with low attendance (Arsi) 
174 ibid 
175 FGD With Girls With Low Attendance In S.S Rular (South Wollo) 
176 FGD With Girls With Low Attendance In S.S Rular (South Wollo) 
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 “I get knowledge through education and become confident and competent 

enough”177  

Other interviewees emphasized the importance of attending school because of 

the moments provided to them to foster crucial social skills necessary later on 

in life. As one participant put it,  

“Of course, we learn from our parents when we are born but socialization is not 

just from family but from school too”178  

Five students out of eight in this particular focus group emphasized the valuable 

skills gained from communicating with peers. One student put this quite elo-

quently by saying,  

“School is important to experience interactions. We all came here from different 

places and we have such different experience that it becomes like a harmony. 

Even a journey from home teaches you something”179. 

Qualitative sessions suggest that positive parental attitudes help increase at-

tendance.  

When caregivers were asked if they send both their boys and girls to school, 

their responses made it clear that they were almost all in support of educating 

their children regardless of sex. One respondent said: 

“We have to send both to school. Both are my children, why should I make such 

differences? Even girls should be encouraged more.”180  

Another parent supported this by saying,  

“I send them both to attend school. I treated both equally in providing them with 

everything they need for school”181  

It is also clear that parents/caregivers expressed their desire for their children 

to succeed later on in life improve their current circumstances. One participant 

described how much she had to do in order to make sure her child was getting 

an education:  

“I want them to learn, be happy, be independent and help their family. My 

daughter is getting support and she is learning. I am trying to do what I can. I 

sell enjera, tela, and areke”182 

 
177 FGD with girls on Transition to and within Secondary Schools in Boru High School 

with Rural Girls (Arsi) 
178 FGD With Girls with Low Attendance S.S Urban (South Wollo) 
179 FGD With Girls with Low Attendance S.S Urban (South Wollo) 
180 FGD with Caregivers of Primary School Girls On Attendance and Transitions with Par-

ent of Rural Areas (Arsi) 
181 FGD with Caregivers of Primary School Girls On Attendance and Transitions with Par-

ent of Rural Areas (Arsi) 
182 FGD with Parents and Caregivers, South Gondar 
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To understand the influence of barriers and characteristics on attendance im-

provements in the control group, the study conducted a series of regression 

models using sub-group membership as predictors of attendance improve-

ments.  

Girls who do not feel safe in school were more likely to improve their attendance 

between periods in the treatment group according to linear modelling, likely due 

to project activities.  

Project activities resulted in girls in this sub-group improving their attendance 

by 3.71% between baseline and midline (p<0.05). 

Despite these improvements, some girls in qualitative sessions still report that 

they do not feel safe traveling to and from school. Girls are concerned about the 

risk of sexual assault reinforcing the importance of project activities targeting 

school safety.  

Although in all situations where sexual assault was discussed, no specific of 

cases abuse were disclosed, fears and concerns around sexual assault was 

mentioned in 16 transcripts of the 90 qualitative sessions conducted. This sug-

gests fears around sexual assault are pervasive in target schools and commu-

nities, which may partially be due to the project raising awareness on the issue. 

As one girl discussed, “The road we take is dangerous. Even if you shout nobody 

will come to your help. Since we are girls, we are very vulnerable”183. Safety 

appears to be of concern for girls travelling to and from school, especially for 

those who live in rural areas. Another participant in the same discussion said, 

“In the forest we go through to get to school, there is no semblance of a life. It 

is scary. Anyone can attack us any time”184. 

Another girl from a separate discussion who was from a rural area and had to 

travel to the city said, “It was difficult because the school is far and there are 

bandits on the way”185  

A colleague of hers emphasized this during the discussion, “It was difficult [to 

travel] because they say there are bandits and we were afraid that they will 

harm us”186. 

A prominent issue regarding safety that was raised during these discussions was 

the constant fear of becoming a victim of sexual assault. When one girl was 

asked if she would be able to achieve her dreams, she said, “I do not think it will 

come true. Because on our way from home to school there are men who snatch 

 
183 FGD With Girls With Low Attendance In S.S Rular”, South Wollo 
184 FGD With Girls With Low Attendance In S.S Rular”, South Wollo 
185 FGD with Girls low attendance”, South Gondar 
186 “FGD with Girls low attendance”, South Gondar 
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our exercise books and pens and tries to rape us”187. This specific case has 

been reported to the project’s child safeguarding team.   

In the same discussion, another participant said that one of the reasons why it 

was difficult to attend school last year was because “…when we come to school 

since we are girls some men bother us on our way here. They won’t let us pass 

so that made it difficult”188.  

In an interview with girls transitioning to secondary school, this was an issue that 

was also brought up again, “But the difficult part is the road from school to 

home. We face many things like rape and forceful action on our way”189.  

Caregivers too raised this issue on several occasions throughout these inter-

views. One participant, when responding to whether it was safe to send girls to 

school, said, “The other problem is that girls face many things on their way to 

and from school like rape and abduction. So, we still worry if they can get home 

safe” (“FGD with caregivers on attendance change”, South Gondar). Another 

caregiver in the discussion reflected similar sentiments and said, “It was difficult 

at first because we used to worry about what would happen to them on their 

way” (“FGD with caregivers on attendance change”, South Gondar). 

To understand the role of barriers on attendance outcomes, we ran several re-

gression models using barriers to predict attendance improvements.  

Teacher absenteeism resulted in girls decreasing their attendance levels in the 

treatment group by 1.9% according to linear modelling.  

This project should consider how it can address teacher absenteeism in schools 

as it has a statistically significant negative effect on attendance levels between 

evaluation periods.  

Discussions point out that family circumstances and/or obligations are promi-

nent barriers that keep girls away from school. 

According to several responses gathered from interviews, household work kept 

appearing as a major factor preventing girls from attending school. In one group 

discussion, half of all respondents linked their absences with the amount of 

work at home.  

One participant in this group said,  

“it is true, there are days I do not come to school, when my family asks me for 

help to assist in household work and during harvesting”190.   

Another student similarly commented,  

 
187 FGD with girls low attendance”, South Gondar 
188 FGD with girls low attendance”, South Gondar 
189 FGD with girls on transition to secondary school”, South Gondar 
190 FGD with girls with low attendance”, Arsi 
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“When my family encountered different problems requires my helps, during this 

day I do not come to school”191.  

Students from schools in different zones  re-iterated this,  

“The reason why I do not come to school could be family problem or work load 

at home”192 

Some girls pointed out that students who came from rural areas were most likely 

to miss classes as they had to commute a greater distance, 

“Those students were rural area students who work a lot of works in their village 

and at home. So, on the weekends they go back there to work and do not come 

back to school on time. So, they miss classes”193.   

A group discussion consisting of girls from rural areas also overwhelmingly 

pointed out (five out of six participants) that housework was a reason for missing 

classes.  

Four out of six students also reported that living in rural areas meant that dis-

tance was a factor for absenteeism, “I live far off [sic] the school. We may en-

counter up on many dangers, if there could be a way to shorten our journey to 

school it would be better”194  

Multiple participants also mentioned that falling ill prevented them from attend-

ing school on certain days. However, while a passing illness may be inevitable 

for any school-going child, several girls reported having to stay at home to take 

care of family members who were ill.  

One girl reported, “I do not come to school if I am sick and also sometimes if my 

mother is sick. I have to take care of her because no one is there to do that”195  

A different participant highlighted her responsibilities at home: 

“When my mom gets sick and went to a hospital, I was absent. If such problems 

occur I skip class”196.  

A participant also discussed how she was responsible for other family members 

and had to skip school because of this, “I do house chores and look after our 

home when my brother got sick”197. 

 
191 (“FGD with Girls with low attendance”, Arsi 
192 FGD with Girls low attendance”, South Gondar 
193 “FGD with girls on Transition to secondary school”, South Gondar 
194 “FGD With Girls With Low Attendance In S.S Rular”, South Wollo 
195 (“FGD with Girls low attendance”, South Gondar) 
196 FGD with Girls with low attendance in P.S Rural”, South Wollo 
197 “FGD with Girls with low attendance in P.S Rural”, South Wollo 
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The project should consider including messaging on this in family hubs and 

other activities targeting parents and caregivers to ensure they understand the 

effect that this has on girls’ attendance.  

Qualitative discussions also highlight that girls who have been provided with ma-

terials like school uniforms and stationery to attend school are able to attend 

school due to this support.  

Some participants spoke about the importance of the aid given to her by CHA-

DET. As one girl stated: 

 “To speak frankly, if I had to buy her school stationeries and uniforms, she 

might not be able to go to school because I could not afford it”198. 

Some girls still face barriers to attending school due to lack of supplies.  

One participant said, “my family is poor and do not [sic] have strong income to 

support me in attending schools, for this reason they do not encourage me to 

attend schools”199.  

This same participant went on to further elaborate that her family could not af-

ford basic supplies required to attend school, “school uniform and exercise 

books, my family was expected to provide me, it was hard for them economically 

to arrange this”200.  

Another participant also pointed out the importance of stationery by saying that, 

“Some students would have not come at all since they won’t have the school 

necessities”201. 

When caregivers were asked what would make it easier to send girls to school, 

one participant said, “[if] schools provided them school uniform and exercise 

books”202 

Another participant emphasized the importance of having a family with an in-

come, “As I mentioned before, her family income is a base for her, if they have 

no enough [sic] income to teach her and she didn’t get any support from anyone 

it’s difficult for her to continue”203.  

Qualitative evidence suggests that the provision of sanitary wear has supported 

girls to attend school.  

 
198 FGD With Girls On Transition To And Within S.S rural”, South Wollo 
199 FGD with girls with low attendance”, Arsi) 
200 FGD with girls with low attendance”, Arsi 
201 FGD with girls with low attendance in P.S Rural”, South Wollo 
202 FGD with Caregivers of Primary School Girls On Attendance and Transitions with Par-

ent of Rural Areas”, Arsi 
203 FGD with caregivers of primary school girls on attendance and transition”, South 

Wollo 
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One of the other more prominently mentioned key factors that prevent girls from 

attending school was the absence of financial means to purchase sanitary pads.  

When asked why they found it difficult to attend school, two girls both said, “we 

do not go to school at previous time when menstruations come to us because 

usually [sic] get sick and even it was very difficult to find easily money from 

family to buy sanitary pads”204. 

Another participant in the same discussion, spoke about her experiences before 

the CHADET intervention, “I used to miss class when I experience menstrua-

tion”205.  

A participant from a different discussion also spoke about the importance of 

menstrual pads, “At previous time I and others leave schools to find sanitary 

pads and sometimes stay home until it stops” 206 

Qualitative evidence suggests that early marriage is a barrier to attending 

school, validating this project assumption. Some stakeholders report that atti-

tudes towards early marriage are gradually changing.  

When girls were asked to explain the barriers that prevented girls from attending 

school several girls discussed early marriage and abduction. The project reports 

that when abduction occurs it is often arranged by a girls’ family and the future 

husband’s family.   

Girls of different ages, including those transitioning to or currently attending sec-

ondary school also expressed similar concerns. For example, a participant within 

that age group listed “early marriage by family”207 as an impediment that could 

inhibit her from having an education and achieving her dreams.  

Another participant, also within the group of those transitioning to or currently 

attending secondary school, said “Yes I [sic] there will be challenges that could 

stop me from continuing learning like marriage”208.  

Different stakeholders, such as caregivers, also held similar opinions about 

early marriage being one of the reasons why girls would not attend school.  

One caregiver also believed that “early marriage and migrating to Arab countries 

improve their family’s earnings”209 and that these were some of the primary rea-

sons why girls dropped out of school.   

 
204 FGD with girls with low attendance”, Arsi 
205 (“FGD with girls with low attendance”, Arsi 
206 (“FDG with girls on Transition to and within Secondary Schools in Boru High School 

with Rural Girls”, Arsi). 
207 (“FDG with girls on Transition to and within Secondary Schools in Boru High School 

with Rural Girls”, Arsi)   
208 (“FGD with girls on transition to secondary school”, South Gondar). 
209 (“FGD With Girls On Transition To And Within S.S rular”, South Wollo) 
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Respondents also confirmed that they knew girls who had dropped out for this 

reason, “Yes there are some that I know who were involved in child marriage”210,  

However, during the conversation, another caregiver acknowledged that percep-

tions were gradually shifting, “The society wants females to learn. It has started 

to abandon child marriage and let them marry whenever they want after their 

education”211  

Evidence suggests that boys may not attend school in order to seek employment 

either to provide for their family or themselves 

According to a focus group discussion with boys, one of their main reasons for 

not attending school was because they needed to find employment.  

When asked why they had not attended school, one participant said, “It was 

because I couldn’t get materials I wanted. So, I go to work to provide for my-

self”212  

Another participant said, “It was because I have to work and help myself and my 

family since I have poor family”213. 

Six out of the eight participants acknowledged that they had had to stop attend-

ing school and find work for these reasons.  

When girls were asked why boys did not attend or had quit school, several of 

them also recognized that they were compelled to quit school owing to their fam-

ily´s financial situation.  

One participant said, “I think they have to work and earn money to provide for 

themselves”214.  

Another girl responded by saying, “Mostly they are from poor family, so they have 

to work”215. 

Caregivers suggested that boys generally dropped out of school voluntarily in 

order to work.  

When asked which obstacles boys may face when attending school, a respond-

ent said, “Sometimes boys have a friend older than them then many times they 

discuss their problem during that time they talk about the students those finish 

higher education and still didn’t get a work then they said that why we 

learn?”216.  

 
 
211 (“FGD with caregivers on attendance change”, South Gondar). 
212 FGD with boys on attendance change session 1 (FGD type 2)”, South Gondar 
213 FGD with boys on attendance change session 1 (FGD type 2)”, South Gondar 
214 FGD with attendance change session 2(type 1FGD)”, South Gondar 
215 FGD with attendance change session 2(type 1FGD)”, South Gondar 
216 FGD with caregivers of primary school girls on attendance and transition”, South 

Wollo 
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Another participant said, “They tell their parents that they are going to school, 

but they go to other places and if their family can’t give them enough money 

they won’t go to school”217 . 

Qualitative evidence also suggests that challenges to attendance faced by boys 

are less than those endured by girls. 

When caregivers were asked what challenges, boys faced when it came to at-

tending school, one participant said, “yes they can face challenges result [sic] 

in drop-out from school. But the boy’s challenges may be less and usually stop 

schools by themselves”218.  

Another participant commented on a boy´s willingness to learn as a challenge 

to attending school, “the other one is if his willingness to learn is low he didn’t 

want to learn”219.  

When a girl was asked if it was easier to send girls to school, they said, “I think 

it is easy. However, girls are susceptible to dangers more than boys, the main 

thing is controlling their whereabouts”220 

When asked if there were challenges that girls faced in order to attend school, 

another caregiver said, “community culture and tendency to share them house-

hold work than boys”221.  

This suggests that housework is primarily seen as a task fulfilled by girls, vali-

dating a central project assumption and project messaging on the issue.  

  

 
217 (“FGD with caregiver”, South Gondar). 
218 “FGD with Caregivers of Primary School Girls On Attendance and Transitions with 

Parent of Rural Areas”, Arsi 
219 (“FGD with caregivers of primary school girls on attendance and transition, South 

Wollo). 
220 FGD With Girls On Transition To And Within S.S rular”, South Wollo 
221 (“FDG with Caregivers of Primary School Girls On Attendance and Transitions with 

Parent of Rural Areas, Arsi 
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6.2 Quality of Teaching 

The project aims to the quality of teaching through teacher training, on-going 

coaching, and mentorship to trained teachers, the provision of extended learn-

ing opportunities to girls and support to local education officials. Specifically, the 

project has: 

• Trained teachers in improved pedagogy, gender-sensitive teaching, child 

safeguarding, improved literacy and numeracy instruction, and inclusive 

teaching strategies 

• Established teacher resource centres at Woreda Education offices 

• Set up communities of practices (COPs) where teachers can discuss im-

proved instructional practices 

• Trained school administration on child safeguarding and how-to better 

support instructional improvements to enhance teaching and learning 

Performance against logframe indicator targets for this intermediate outcome is 

shown in the table following.  

Table 32: Intermediate outcome indicators as per the logframe 

IO indicator BL 
ML 

Target 

ML -BL In-

dicator at 

ML 

ML-EL 

Indica-

tor at 

ML 

Target 

for next 

evalua-

tion 

point 

Will IO indi-

cator be 

used for 

next evalu-

ation point? 

(Y/N) 

% lessons that 

demonstrate adoption 

of better (i) prepara-

tion, (ii) pedagogy, 

and (iii) assessment 

60% N/A222 69.1223 16.0% TBC Yes, but 

with ad-

justed oper-

ationaliza-

tion based 

1-3 rating 

85% N/A224 71.3%225 46.8% TBC 

85% N/A226 84.0%227 38.3% TBC 

      

 
222  Due to the limited sample size at Baseline, refinement of domains and competencies 

in the measurement tool and post Baseline revision of logframe indicator, the difference 

between BL-ML is not representative so not relevant to set a target for Midline 
223 One indicator is now used for BL-ML comparisons and another for ML-EL compari-

sons 
224 Due to the limited sample size at Baseline, refinement of domains and competencies 

in the measurement tool and post Baseline revision of logframe indicator, the difference 

between BL-ML is not representative so not relevant to set a target for Midline 
225 One indicator is now used for BL-ML comparisons and another for ML-EL compari-

sons 
226 Due to the limited sample size at Baseline, refinement of domains and competencies 

in the measurement tool and post Baseline revision of logframe indicator, the difference 

between BL-ML is not representative so not relevant to set a target for Midline 
227 One indicator is now used for BL-ML comparisons and another for ML-EL compari-

sons 
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IO indicator BL 
ML 

Target 

ML -BL In-

dicator at 

ML 

ML-EL 

Indica-

tor at 

ML 

Target 

for next 

evalua-

tion 

point 

Will IO indi-

cator be 

used for 

next evalu-

ation point? 

(Y/N) 

% of lessons that 

demonstrate adopting 

(i) gender sensitive 

teaching practices and 

(ii) a positive environ-

ment for girls with dis-

abilities 

N/A N/A N/A 57.6% TBC Y 

Main qualitative findings  

• To be added  

To assess the extent to which lesson demonstrate the adoption of better prepa-

ration, pedagogy and assessment between Baseline and Midline the study had 

to rely on the lesson observation designed for Baseline. This indicator was re-

vised after the Baseline, which meant it had to be set for the Baseline after the 

design and implementation of the lesson observation at Baseline.  

In practice, this will mean a different operationalization of the indicator will be 

used for Baseline to Midline comparisons than for midline to endline compari-

sons.  

For Baseline this indicator was set by mapping the practices observed at base-

line onto the three dimensions targeted by the project. A summary of this map-

ping is shown in the table below. Additional practices were also observed at 

Baseline, before the project refined the specific domains it would target, based 

on analyses of findings.  

Table 33. Mapping of Practices Observed at Baseline Against Target Domains 

for Indicator Setting 

Domain Items included at BL that match relevant items included in final ML tool 

Preparation 

The tutor/teacher is using a lesson plan based on students’ different learning 

needs 

Lesson objectives are clear, measurable (SMART) and based on students’ indi-

vidual learning needs                    

The tutor/teacher regularly reviews the session objectives throughout the ses-

sion 

Pedagogy 

The tutor/teacher helps children solve problems 

Children spend more time in class on learning tasks other than waiting or lis-

tening to the teacher. 

The tutor/teacher nominates individual students to answer questions; not just 

those who raise their hands. 

The tutor/teacher asks ‘open questions’ to test the children’s understanding; 

not just repeating, or saying yes/no 

The tutor/teacher includes/caters for all children in the lesson. 

The tutor/teacher involves a range of students when questioning (not just the 

same ones) 

Children ask the tutor/teacher questions 
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Domain Items included at BL that match relevant items included in final ML tool 

The tutor/teacher uses clear and understandable language 

The teacher listens attentively to children 

The teacher praises the children 

Assessment 

Teacher gives formative feedback on the homework / tasks completed by the 

girls 

The tutor/teacher gives a summary at the end of the tutorial 

The tutor/teacher checks learning has advanced since previous tuto-

rial                    

The tutor/teacher sets individual learning targets for the next tutorial 

At Midline lesson observers rated a revised set of items for each of these three 

domains on a scale of 1-3. At Baseline, rather than rate the level of adoption, 

observers simply reported if the practice was observed (yes/no).  To calculate a 

baseline indicator, each teacher was observed 3 times. Results were averaged 

per domain, with participants who demonstrated competency in a given area in 

the majority of lessons (2/3) included in the indicator.  

It should be noted that sample sizes for lesson observations at Baseline were 

not sufficient to be generalizable to the project as a whole or by zone .  

Table 34. Baseline Lesson Observation Results by Domain  

Domain Type Overall  Arsi  South Gon-

dar 

South 

Wello 

Preparation HW Tutorials 65.8% 

(25/38) 

50.0% 

(3/6) 

100.0% 

(3/3) 

65.5% 

(19/29) 

Lessons 60.0% 

(12/20) 

66.7% 

(2/3) 

N/A 

(n=0) 

58.8% 

(10/17) 

Pedagogy HW Tutorials 94.7% 

(36/38) 

100.0% 

(6/6) 

100.0% 

(3/3) 

93.1% 

(27/29) 

Lessons 85% 

(17/20) 

66.7% 

(2/3) 

N/A 

(n=0) 

88.2% 

(15/17) 

Assessment HW Tutorials 78.9% 

(30/38) 

83.3% 

(5/6) 

100.0% 

(3/3) 

75.9% 

(22/29) 

Lessons 85%* 

(17/20) 

100%* 

(3/3) 

N/A 

(n=0) 

82.35%* 

(14/17) 

*no data across all relevant domains at baseline- limited validity of measure 

To obtain a score for lessons for the domain of assessment at Baseline, we only 

looked at results for the item “The tutor/teacher gives a summary at the end of 

the tutorial”. This is a limited measure of assessment practices. However, in 

order to remain comparable, the sample approach was used for the baseline to 

midline indicator. Based on this item: 85% of teachers in lessons observed gave 

a summary at the end of the tutorial. 

At Midline, the study conducted 167 lesson observations divided between treat-

ment and control. At Baseline, a binary yes/no measure was used for each item. 

At Midline, a 3-point rating scale aligned with a rubric for each item. The rubric 

and tool have been included in Annex 12. Lesson observers attended a 1-day 

training, a pilot, and a moderation meeting to practice administering the assess-

ment and moderating scores. The training was facilitated by ChildHope, CHADET 

and the external evaluator. Lesson observers included Woreda education offi-

cials from the zone, and enumerators with previous experience in classroom 

teaching.  
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To create comparable indicators to Baseline, we used the same items included 

in the Baseline indicator mapping. However, we considered a mean score 2 or 

3 on the 3-point scale per dimension, as meeting the requirements for the indi-

cator. 

Using this approach, the study finds that: 

• 71.3% of Midline lessons in the treatment group demonstrated use of 

better preparation, compared to 85% of Baseline lessons. 

• 69.1% of Midline lessons in the treatment group demonstrated better 

use of pedagogy compared to 60% at Baseline. 

• 84.0% of Midline lessons in the treatment group demonstrated better 

use of assessment compared to 85% at Baseline.  

It is important to note that this is based on whether the practice was observed 

or not as a yes/no binary was used at Baseline to review all practices. Addition-

ally, it is difficult to place too much weight on these findings given that the base-

line only observed a limited number of lessons.   

To measure changes in instructional practices between Baseline and Midline, 

the study will rely on the revised lesson observation tool, which is designed to 

capture a greater range of scores across items and has been refined to focus 

on the specific practices that the project seeks to change. 

The first domain reviewed is the extent to which teachers demonstrate improved 

lesson preparation. This is measured through four items at Midline, each on a 

3-point scale in line with the rubric shown in the figure following.  

• The teacher uses an appropriate and well written lesson plan 

• Lesson objectives are clearly displayed at the start of the lesson 

• Lesson objectives are clearly explained to the students at the start of 

the lesson 

• The teacher links the lesson to the previous lesson 

The rating guidance used by lesson observations for these items is included in 

the figure following. Lesson observers were trained over 2 days on the tool using 

a participatory approach and in collaboration with Woreda education officials as 

well as project and ChildHope staff.  

Figure 44. ChildHope/CHADET Lesson Observation Rating Guidance 

Preparation (2020) 
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To create a single indicator results were averaged. Improved adoption was un-

derstood to be scoring between a minimum of a 2.5, suggesting the lesson 

scored 2-3 on most preparation items.  

Based on this approach, at Midline, 46.8% of lessons in the treatment group 

demonstrated improved preparation, compared to 28.8% in the control group. 

This suggests the project has played a role in improving the extent to which 

teachers have structured lessons around clear objectives, appropriately se-

quenced the learning, and planned the lesson in advance.  

The figure following displays results between the two evaluation groups for each 

of the four items reviewed.  

A higher proportion of lessons in the treatment group consistently scored in the 

highest category for each item (3).  

The largest difference between control and treatment was exhibited by the pro-

portion of teachers who displayed lesson objectives at the start of the lesson. 

While 55.3% of teachers in the treatment group scored a ‘3’ on this, only 41.1% 

of teachers in the control group did so.  

The study also asked girls how often their teachers present the lesson objec-

tives. Responses are summarized in the figure following. For girls, there were no 

major differences between the proportion of girls in treatment and control who 

reported teachers to do this often or always, although a higher proportion of girls 

in control schools report their teachers do this never or rarely compared to in 

treatment schools, validating the findings from the lesson observation.  

Figure 45. How often does your teacher present what you will do in that lesson 

at the beginning of the lesson? 
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For both groups, the lowest performing item was the teachers use of an appro-

priate and well written lesson plan.  

Across items, the smallest proportion of teachers in both groups scored ‘3’ on 

this: 17.8% of teachers in control schools and 28.7% in treatment schools. The 

rubric describes a ‘3’ as follows: “A well-written lesson plan was available that 

included full details of the lesson aims and objectives, lesson timings, students’ 

tasks and individual student targets. The lesson plan identified those students 

with a disability/learning difficulty and how to support them”. From feedback 

from observers, the element that was most often missing was the specific sup-

ports for children with disabilities. This is an area the project should consider 

targeting in future trainings or through on-going mentorship and coaching.  

According to qualitative sessions, teachers prepare weekly and daily lesson 

plans based on the annual lesson plan. 

One teacher said, “We have an annual plan, and from this annual plan there are 

monthly plans and weekly lesson plans. This changes to daily activity lesson 

plans.”228 

Another teacher from a discussion group in South Gondar said, “We prepare 

daily plans based on the annual lesson plan.”229  

A participant from the same focus group discussion in South Gondar, re-iterated 

this, "We first prepare yearly plans at the end of every year. Based on that yearly 

plan, we prepare weekly plans, and then we prepare daily plans. The daily plans 

are prepared today for tomorrow.”230  

 
228 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with Teachers of Lower Secondary School, Arsi. 
229 FGD with Literacy and Numeracy Trained by CHADET, South Gondar. 
230 Ibid. 
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Other teachers from another discussion said, “I prepare an annual plan and daily 

plan periodically”231 and “I take lesson plans from the annual [plan].”232 

In focus group discussions, teachers say that activities, objectives, and content 

are key elements of a lesson plan. 

When asked what the key elements of the lesson plan were, one teacher said, 

“as part of the lesson plan, there are different items included such as objectives, 

contents, teacher’s activity, student activity.”233 

For another teacher in a different discussion, these elements were also priori-

tized, “Objectives, student activity, teacher activity, content, and assessment 

are the [main] elements.”234  

Other teachers in the same discussion also voiced similar opinions. One teacher 

said, “Objectives, contents, teacher activities and student activity are the key 

elements.”235  

Another said, “Objectives and content are the key elements of a lesson plan.”236 

In total, four out of six teachers in the discussion mentioned at least one of these 

elements as being important for lesson planning. 

Evidence gathered from qualitative sessions suggests that lack of adequate 

time and materials are main challenges to preparing lesson plans. 

Both participants in one focus group discussion said, “[The] challenges I mainly 

face could be a lack of adequate time or lack of education materials.”237 A 

teacher from the same district, but in another group discussion said that the 

main challenge for them was the “lack of supportive education materials used 

for lesson planning.”238 

One teacher talked about how the lack of a printer in their school made their 

daily lesson planning much longer. They said, “It may be tiresome to prepare 

daily, and we have a lack of materials such as a printer and copies. We write 

 
231 FGD with Literacy And Numeracy Teachers Trained By CHADET Teachers or by CHA-

DET Directly in S.S., South Wollo. 
232 Ibid. 
233 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with Teachers of Lower Secondary School, Arsi. 
234 FGD with Literacy and Numeracy Trained by CHADET, South Gondar. 
235 Ibid. 
236 Ibid. 

 
237 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with Teachers of Lower Secondary School, Arsi. 
238 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with upper Primary School, Arsi.  
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the plans by hand every day, but the other schools have their own pre-printed 

format.”239 

In another focus group discussion, teachers discussed how the lack of materials 

made their work more time consuming and challenging. One teacher said, “We 

prepare the lesson plan papers by ourselves. We draw the lines and write the 

plans and that is time consuming.”240  

Another teacher in the same discussion said, “There are not enough materials. 

For example, we use a ruler to draw the lines. Sometimes it is a challenge find-

ing that ruler. So, it is better if we can have materials.”241 In total, four out of six 

participants raised the issue of a lack of materials as being one of the main 

challenges to lesson planning. 

In qualitative sessions, some teachers report that their lesson planning has 

changed in the past 12 months, while others report no change. 

One teacher said that the way in which they plan their lessons had changed after 

they started assessing their daily performance, “Yes, there is a change and im-

provement. I regularly prepare lesson plans and assess my daily performance at 

the end of the lesson.”242 

Another teacher from a different discussion group also spoke about how feed-

back from students helped bring about change, “Usually I strive to improve my 

plan by reviewing my previous plan and taking comments from students.”243 

However, several teachers also reported that there was no change in their les-

son planning from the last 12 months. When asked if there were changes, one 

participant said, “Nothing changed.”244  

A teacher from another discussion group spoke about how their lesson planning 

formats had always been the same, “Ever since 2006, I have been teaching 

English. The format which we plan lessons is the same up to now.”245 

This was reiterated in another discussion group where one teacher said, “No. it 

is the same as last year. Only the dates change. The subject we cover is the 

same.”246 

 
239 FGD with Literacy And Numeracy Teachers Trained by CHADET Teachers or Directly 

by CHADET in P.S, South Wollo.  
240 FGD with Literacy and Numeracy Trained by CHADET, South Gondar. 
241 Ibid. 
242 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with Teachers of Lower Secondary School, Arsi. 
243 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with upper Primary School, Arsi.  
244 FGD with Literacy and Numeracy Trained by CHADET, South Gondar. 
245 FGD with Literacy and Numeracy Teachers Trained By CHADET Teachers or by CHA-

DET Directly in S.S., South Wollo. 
246 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or Directly 

by CHADET in P.S, South Wollo. 
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Figure 46. Preparation at Midline by Evaluation Group 

 

To assess the extent to which lessons had adopted improved pedagogy, the 

study reviewed the following items: 

• The teacher helps students solve problems 

• Students work collaboratively (in pairs or groups) 

• Students spend more time on learning tasks than listening to the 

teacher 

• The teacher names individual students to answer questions; not just 

those who raise their hands 

• The teacher asks ‘open questions’ to test the students’ understanding; 

not just repeating, or saying yes/no 

• The teacher supports less advanced students and ensures that the 

more advanced students have work that ‘stretches’ them 

• The teacher includes all students in the lesson (girls and boys equally) 

• Teacher actively tried to involve students who were not participating 

• Students ask the teacher questions 

• The teacher uses language that is clear, simple, and appropriate to the 

grade/age level of the students 

• The teacher listens attentively to students 

• The teacher praises the students 

• The teacher checks that the students are making progress against the 

lesson objectives at least twice throughout the lesson 

As with planning, scores were averaged with a 2.5 indicating the adoption of 

improved pedagogy. The rating guidance used by lesson observers is shown in 

the figure following. 
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Figure 47. ChildHope/CHADET Rating Guidance Pedagogy (2020) 

 

 

Based on this approach, at Midline, 16.0% of lessons in the treatment group 

demonstrated improved pedagogy, compared to 5.5% in the control group.  

This suggests the project has made improvements between baseline and mid-

line given the stark difference between treatment and control. However, there 

given that a minority of lessons have adopted these practices there is still sig-

nificant improvements that can be made in this area.  

The table below reports scores per item included in the pedagogy domain. In 10 

areas assessed for pedagogy, the treatment group outperformed the control 

group, supporting findings demonstrating that a higher proportion of lessons in 

treatment schools demonstrate that they have adopted improved instructional 

practices in pedagogy compared to lessons in control schools. In three of the 
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areas assessed, the control group outperformed the treatment group in the high-

est category. This was true for lessons where students spend more time on 

learning tasks than listening to the teacher, the teacher using language that is 

clear and easy to understand, and the teacher listening attentively to students. 

The project should consider working on these areas in particular in future train-

ings and mentorship activities.  

Table 35. Pedagogy by Evaluation Group 

Item Score Control Treatment 

The teacher helps 

students solve prob-

lems 

1 17.8% 13.8% 

2 38.4% 34.0% 

3 43.8% 52.1% 

Students work collab-

oratively (in pairs or 

groups) 

1 37.0% 31.9% 

2 47.9% 43.6% 

3 15.1% 24.5% 

Students spend more 

time on learning 

tasks than listening 

to the teacher 

1 27.4% 33.0% 

2 43.8% 41.5% 

3 28.8% 25.5% 

The teacher names 

individual students to 

answer questions; 

not just those who 

raise their hands 

1 46.6% 33.0% 

2 37.0% 46.8% 

3 16.4% 20.2% 

The teacher asks 

‘open questions’ to 

test the students’ un-

derstanding; not just 

repeating, or saying 

yes/no 

1 35.6% 29.8% 

2 37.0% 39.4% 

3 27.4% 30.9% 

The teacher supports 

less advanced stu-

dents and ensures 

that the more ad-

vanced students 

have work that 

‘stretches’ them 

1 24.7% 33.0% 

2 54.8% 45.7% 

3 20.5% 21.3% 

The teacher includes 

all students in the les-

son (girls and boys 

equally) 

1 27.4% 21.3% 

2 42.5% 38.3% 

3 30.1% 40.4% 

Teacher actively tried 

to involve students 

who were not partici-

pating 

1 39.7% 27.7% 

2 49.3% 57.4% 

3 11.0% 14.9% 

Students ask the 

teacher questions 

1 61.6% 55.3% 

2 30.1% 28.7% 

3 8.2% 16.0% 

The teacher uses lan-

guage that is clear, 

simple, and appropri-

ate to the grade/age 

level of the students 

 

1 9.6% 13.8% 

2 20.5% 24.5% 

3 69.9% 61.7% 

The teacher listens 

attentively to stu-

dents 

1 8.2% 8.5% 

2 19.2% 28.7% 

3 72.6% 62.8% 

The teacher praises 

the students 

1 32.9% 21.3% 

2 32.9% 39.4% 

3 34.2% 39.4% 

The teacher checks 

that the students are 

making progress 

1 23.3% 24.5% 

2 56.2% 44.7% 

3 20.5% 30.9% 
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Item Score Control Treatment 

against the lesson ob-

jectives at least twice 

throughout the les-

son 

The weakest pedagogy area for the treatment group was the proportion of les-

sons where the teacher actively tried to involve students who were not partici-

pating. Only 14% of lessons scored in the highest category for this time. The 

project should consider how it can support teachers to better engage all stu-

dents, including those who are not participating.  

To understand the role of participation in class in supporting learning, we asked 

girls the extent to which they agree or disagree with three statements:  

• I feel I can participate in all classroom activities. 

• I feel comfortable raising my hand to ask questions in class. 

• I feel comfortable answering questions in class 

These three items were used to create a participation scale.  

Feeling capable and comfortable participating in class leads to improvements 

in English literacy and numeracy.  

 

The extent to which girls felt comfortable and capable of participating in class, 

as measured through the participation scale, was a statistically significant pre-

dictor of numeracy score (p<0.05) and English oral reading fluency at midline 

(p<0.05).  

This indicates that the project is appropriately supporting girls to participate as 

this will lead to improvements in learning.  

Qualitative evidence suggests differences in the ways boys and girls ask ques-

tions in class. One teacher commented “Boys are usually fast in answering ques-

tions regardless if they’re right or wrong. But girls are very late to participate 

and answer questions in class. This may be due to a lack of experience and the 

existing social influences on girls to speak in front of people.”1 

This suggests that boys generally may be more willing to risk getting a question 

wrong than girls.  

To assess the extent to which lessons had adopted improved assessment prac-

tices, the study reviewed the following four items: 

1. The teacher checks that students’ learning has progressed since the 

previous lesson 

2. Where the teacher assessed students’ work, the teacher told the stu-

dents how well they performed and what they need to do to improve. 
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3. The teacher gives a summary at the end of the lesson 

4. The teacher links the lesson to the next lesson 

Scores were averaged with lessons with average scores of 2.5 or above catego-

rized as having adopted improved assessment practices. The rating guidance 

used to assess lessons for assessment practices is shown in the figure follow-

ing. 

Figure 48. ChildHope/CHADET Rating Guidance Assessment (2020) 

 

By Midline, 38.3% of lessons in the treatment group had adopted improved as-

sessment practices compared to 34.2% in control.  

The figure following displays results per item for both evaluation groups.  

A higher proportion of lessons in treatment schools have teachers who check 

that student learning has progressed since the last lesson and have teachers 

who assess students work and provide formative feedback. A higher proportion 

of lessons in control schools have teachers who give a summary at the end of 

the lesson and link to the next lesson.  

In the treatment group the lowest performing area was the teacher giving a sum-

mary at the end of the lesson. The project should consider how it can better 

support teachers to do this.  

Figure 49. Assessment Practices by Evaluation Group 
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According to focus group discussions, teachers report assessing the level of 

their students frequently. 

When teachers were asked how often they assessed their students, one teacher 

said, “I assess them daily. They will have questions after every topic as class-

work or something else. Then at the end of every class, I ask summary ques-

tions.”247  

Another teacher in the same discussion group also added that their students 

were assessed daily, “Students are assessed in every step of the 40 minutes we 

spend in class. They are assessed at the beginning and in the middle by making 

them do questions at the end of the class.”248 

Other teachers reported that they assessed their students with exercises given 

daily, “I evaluate when I finish the unit and also with the exercises I give them 

every day.”249 One other teacher in another discussion also said that they gave 

their students exercises in class, “Most of the time I try to assess by asking gen-

eral questions and exercises in the class.”250 

 

 

 
247 FGD with Literacy and Numeracy Trained by CHADET, South Gondar. 
248 Ibid. 
249 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or Directly 

by CHADET in P.S, South Wollo. 
250 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with Teachers of Lower Secondary School, Arsi. 
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As evident from qualitative sessions, all teachers interviewed agreed that it was 

important to assess students frequently. 

Across all focus group discussions, teachers unanimously voiced their favour for 

assessing students frequently. One teacher explained why they did so, “It is im-

portant because it helps us know the students and makes them compe-

tent.”251 

Another teacher from a different discussion said that doing so was important in 

order to track any changes, “It is relevant. I divide my students into 3; higher, 

mediocre, and lower. When I keep evaluating them, I see their change.”252  

One teacher explained that assessing students was important to know if they 

were learning in the class, “Students’ evaluation is crucial. We need to know 

whether they are capturing the intended knowledge, and we can know that 

based on their results.”253 

In one discussion group, a teacher spoke about how assessing students was 

part of their prepared lesson plan, “[The] assessment of students is usually a 

main part of the lesson plan. When we prepare our lesson plan, we incorporate 

the ways and methods of assessment. This helps the student’s expectations, in 

order to prepare themselves for assessment in each lesson.”254 

Qualitative evidence suggests that some teachers had changed the frequency 

in which they assessed students in the past 12 months, while others did not.  

During a focus group discussion in the South Wollo district, all participants ex-

cept for one said that there had been no change in the frequency in which they 

assessed students in the past year. One teacher who supported this said, “No. 

There is no change since there is no change in the system.”255  

Another teacher in the same discussion group attributed this absence of change 

to a lack of training, “No change at all. Not only on the frequency but also on the 

way the students are assessed. There is no training for us to sharpen our 

skills.”256 

A teacher from another discussion group, but from the same district, also said 

that there was no change but took personal responsibility for this, “There is no 

 
251 FGD with Literacy and Numeracy Trained by CHADET, South Gondar. 
252 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or Directly 

by CHADET in P.S, South Wollo.  
253 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET Directly in S.S, South Wollo. 
254 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with Upper Primary School, Arsi. 
255 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET Directly in S.S., South Wollo. 
256 Ibid. 
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change. I think the weakness emanates from me. We as teachers must do a bit 

of research on how to do that well.”257 

In contrast, teachers from other districts such as South Gondar reported change 

in the frequency of assessment. One teacher said, “Yes it has changed. Previ-

ously for example we used to assess students in group work, but it does not help 

us to know an individual’s capacity. Now we assess students individually.”258 

A teacher from the Arsi district, also said they had changed the frequency of 

assessment, “It is changed. I improved the frequency of assessing student in 

the classroom. I noticed that improving the frequency of the assessment 

changes students’ participation and performance.”259 

Teachers report that limited time is the main barrier towards assessing students 

regularly. 

In a focus group discussion in South Gondar, all teachers agreed that time was 

the main barrier towards assessing students regularly. For example, one teacher 

said, “The main challenge is time. We do not have enough time to assess and 

cover the books which have many pages.”260   

Another teacher in the same group said, “The time is short, and we cannot as-

sess 50-65 students within 40 minutes.”261 

Similarly, in other districts, teachers said their main challenge was a “lack of 

time.”262 However, this same participant also expressed that this had changed 

in the past 12 months, “Somehow there are changes. Governments have re-

vised the systems and structures. There are changes in test and exams.”263 

A teacher from South Wollo further explained how a lack of time was a significant 

barrier to regular assessments, “Time is a constraint. We want to do the assess-

ment every day, but we fail to leave out 5 minutes as the teaching takes most 

of the time. The student’s ability stays the same every year. They stay higher, 

middle, and lower. We could have assessed the day to day, weekly or monthly 

performance, but 40 minutes is not enough to indulge in that kind of activity.”264 

 
257 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or Directly 

by CHADET in P.S, South Wollo.  
258 FGD with Literacy and Numeracy Trained by CHADET, South Gondar. 
259 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with Upper Primary School, Arsi. 
260 FGD with Literacy and Numeracy Trained by CHADET, South Gondar. 
261 Ibid. 
262 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with Teachers of Lower Secondary School, Arsi. 
263 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with Teachers of Lower Secondary School, Arsi. 
264 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or Directly 

by CHADET in P.S, South Wollo. 
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The figure following reports overall results by grade level observed for the treat-

ment group.  

In all grade levels except grade 9, the highest competency observed is prepara-

tion, followed by pedagogy, followed by assessment. Assessment practices ap-

pear to increase in primary school with grade level and then decrease in sec-

ondary school with each successive grade level. Grade 10 and Grade 5 teachers 

both need additional support implementing assessment practices in schools: 

only 5.9% of lessons in Grade 10 do so and only 7.1% of lessons in Grade 5 do 

so.  

Figure 50. Performance Across Domains by Grade (Treatment Only) 

 

In qualitative sessions, girls report that teachers helped in improving their liter-

acy skills. 

During these discussions, girls said that one of the reasons why her reading 

skills improved in her local language was because of the support she had re-

ceived from her teachers. One girl stated, “teachers helped while teaching class, 

teachers helped us by giving notes, asking to read in the class, and by giving us 

advice on the importance of reading for our future dreams and goals.”265 

Another student from a different discussion said her local language skills 

changed from the previous year because, “My teachers helped me by teaching 

and explaining what I do not understand.”266  

One girl explained how her teacher encouraged the students in class to further 

their reading skills, “My teachers encourage us to study and read by giving us 

 
265 FGD with Girls on Learning in Lower Secondary School, Arsi 
266 FGD with Girls on Learning, Web Amba, South Gondar. 
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prizes when we score good results. That motivates us to read more and develop 

our reading skills.”267 

Girls also said that their skills in English improved from the previous year thanks 

to “asking teachers for help during class.” 268 

To measure the extent to which lessons demonstrate gender-sensitive teaching, 

we constructed two gender ratios based on how often teachers asked a different 

boy or girl a question and how many times a different boy or girl asked the 

teacher a question. This proxy measure can be used to represent how gender-

sensitive the lesson is. In a gender sensitive lesson, one would expect a 1:1 ratio 

or a girl-positive ratio. Both ratios were averaged with lessons that were equal 

or girl-positive classified as gender sensitive. Results for the treatment and con-

trol groups at Midline re shown below.  

Results were largely comparable between the treatment and control groups. By 

Midline 57.6% of lessons in treatment schools exhibit gender-sensitive teaching 

practices compared to 58.3% in control schools. 

A larger proportion of lessons in control schools had teachers who asked ques-

tions equally to boys and girls or more to girls than in treatment schools: 78% 

compared to 59.6%. However, a larger proportion of lessons in treatment 

schools had lessons where boys and girls asked questions equally or girls asked 

questions more: 76.2%.  

One possible explanation for this may be that in treatment schools, where more 

girls or an equal number are asking questions to the teacher, teachers are ask-

ing more questions to boys to try and engage them in the discussion. The edu-

cational reason for asking questions, is to assess and embed students’ under-

standing. If girls are asking the teacher questions, this may have the same or 

more benefit than the teacher asking the question, therefore, eliminating the 

need for the teacher to ask that student a question. 

A linear regression using sex as a predictor of each of the ratios was non-signif-

icant, suggesting that a teacher’s sex does not result in them being more or less 

gender-sensitive based on these measures.  

 

 

 

 

 

 
267 FGD with Girls on Learning, Tewodross, South Gondar. 
268 FGD with Girls on Learning, Web Amba, South Gondar. 
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Figure 51. Gender-sensitive Lessons by Evaluation Group 

 

Across focus group interviews, teachers said that they received training from 

CHADET on methods of teaching in languages and mathematics. For example, 

one teacher said, “We received training from CHADET on the methods of teach-

ing in the Amharic, Math, and English subjects. We were trained on how to teach 

different grades.”269 

Another teacher from a different group discussion said, “I had received different 

trainings organized by CHADET. Training on Numeracy and Literacy.”270 

One teacher spoke about the different teaching methods they learned during 

their training, “I participated on the training given by teachers who trained in 

Addis Abeba by CHADET. I learned how to motivate students, apply the teaching 

method called ‘I do, we do, you do’.”271  

A participant in the same discussion group also spoke about the new teaching 

methods they learned, “I also received a training from CHADET at the beginning 

of this year. Especially the 3P’s teaching method is useful. First, I present, prac-

tice then produce using direct approach.”272 

Qualitative evidence suggests that CHADET training taught teachers new ways 

to interact with students that they did not know before. 

Several teachers in focus group discussions said that the CHADET training was 

beneficial in showing them new teaching methods to interact and support 

 
269 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or Directly 

by CHADET in P.S, South Wollo.  
270 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with upper Primary School, Arsi.  
271 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET Directly in S.S., South Wollo. 
272 Ibid. 
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students. For instance, one teacher said, “It was very helpful and benefited me 

in improving my interaction with students in the class.”273  

One teacher spoke about they learned new ways to teach maths, “The training 

gave me a good chance to learn new ways of teaching maths. They showed me 

a new way of adding fractions that is so easy for all students.”274 

Other teachers said they learned new ways to be more inclusive with students 

who learn at a different pace. For example, “CHADET guides us on how to involve 

the students with lesser understanding, which is, to be frank, forgotten by the 

government.”275 

Another teacher said they learned how to specifically support girls, “Though 

there is nothing new I didn’t already know, the training helped me to change my 

focus and showed me how to support girls.”276 

In focus group discussions, teachers recommend that they get more training on 

specific teaching methodologies.  

One participant said, “I wish I had subject wise trainings and methodology train-

ing.”277 

Another teacher spoke about wanting to learn how to accommodate students at 

all learning levels, “We need more training on teaching- learning methodology. 

We have so many students with different behaviours. To accommodate all that, 

if we could be equipped with various methodologies, we can try them all until 

we find something that fits.”278 

A teacher from the same discussion group re-iterated this need for more training 

on methodologies, “I also think training is needed on methodologies. The train-

ers also must be changed from time to time. It feels redundant to be trained by 

the same trainers over and over again. There is a common problem of method-

ology on every teacher. Students change year to year, and we need to adapt to 

new teaching methods.”279 

 
273 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with Upper Primary School, Arsi. 
274 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or Directly 

by CHADET in P.S, South Wollo. 
275 FGD with Literacy And Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET Directly in S.S., South Wollo. 
276 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET Directly in S.S., South Wollo. 
277 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with Teachers of Lower Secondary School, Arsi. 
278 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET Directly in S.S., South Wollo. 
279 Ibid. 
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One teacher from a different discussion spoke about how they wanted to help 

with improving students ‘scores, “There are students with low scores. I want to 

know how to make them able to get higher marks.”280 

Teachers report several changes after the training received from CHADET. 

During discussions, one teacher said, “There are changes, in preparing lesson 

plan, how to help students in the classes, how to assess level of students 

through different mechanisms.”281 

Another participant spoke about how they started to pay more attention to stu-

dents who were not active in class, “As I said before, we became more attentive 

of passive students.”282 

A teacher from a discussion group in South Wollo said, “I practised on how to 

help students with lower grades.”283 

One teacher from the same discussion group in South Wollo discussed how they 

became more conscious of students with disabilities after the training, “I learned 

how children with disabilities behave. I applied a new teaching style and used 

the activity diagram model.”284  

Teachers also spoke about how they adopted new teaching methods that they 

learned from the CHADET training, “The change is that I am using the ‘I do, we 

do, and you do’ method effectively.”285 

Qualitative sessions suggest that teachers do not think that their school is well 

equipped for students with disabilities. 

One teacher spoke about the lack of important materials and skills to teach stu-

dents with disabilities, “I do not think our school is convenient for disabled stu-

dents. To support and teach the disabled, we have to have materials, the 

knowledge, and skills necessary to teach the students. But these things do not 

exist in our school.”286 

Another participant in the same discussion group said, “It is not convenient [for 

students with disabilities]. Some situations in the school are not convenient 

 
280 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or Directly 

by CHADET in P.S, South Wollo.  
281 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with Teachers of Lower Secondary School, Arsi. 
282 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET Directly in S.S., South Wollo. 
283 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or Directly 

by CHADET in P.S, South Wollo. 
284 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or Directly 

by CHADET in P.S, South Wollo. 
285 FGD with Literacy and Numeracy Trained by CHADET, South Gondar. 
286 FGD with Literacy and Numeracy Trained by CHADET, South Gondar. 
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even for normal students.”287 Four out of the five participants in the focus group 

discussion held similar views.  

A teacher from another discussion explained how their school lacked all neces-

sities to deal with the varied disabilities that could afflict students, “I do not think 

the school has the material or the setting to teach them. The school compound 

has no ramp for the physically disabled, there are no braille handouts for the 

visually impaired, no listening material for the hearing impaired…there is much 

more work to do for these students.”288 

In another discussion group in South Wollo, all participants together said, “It [the 

school] is not comfortable for students with disability.”289 

The majority of teachers in group discussions report that few adaptations have 

been made to teach students with disabilities. 

When asked if any adaptations had been made to teach students with disabili-

ties, one teacher said, “There are no special adaptations made to teach them 

or to provide them with lessons. The few things teachers did were to encourage 

them to keep following the lessons and give them first place in participation.”290 

When speaking specifically about adaptations for students with visual impair-

ments, a teacher in the same discussion said, “Nothing so far. There is a visually 

impaired student in my class and he just comes to class and sits. He does not 

have braille nor is he supported by your program.”291  

Another teacher in a different discussion said, “Nothing so far. The school lacks 

facilities…The school has no water, let alone material for students with disabili-

ties.”292 

However, during these discussions, teachers spoke about the help they need to 

include students with disabilities in the classroom. For instance, one teacher 

said,” We have to get trainings on the methods of teaching for impaired or disa-

bled students. For example, for students that cannot hear, we have to know sign 

language, and for those who cannot see, we have to know, and they have to get 

braille.”293  

 
287 Ibid. 
288 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET Directly in S.S., South Wollo. 
289 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or Directly 

by CHADET in P.S, South Wollo. 
290 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with Upper Primary School, Arsi. 
291 Ibid. 
292 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET Directly in S.S., South Wollo. 
293 FGD with Literacy and Numeracy Trained by CHADET, South Gondar. 
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Another teacher in a different discussion said, “We need more training on how 

to teach special classes and also how to conduct successful inclusive learn-

ing.”294 

Only one participant in these interviews said that they had already made a few 

adaptations to include children with disabilities, “Yes, there are a few adapta-

tions made for one girl with visual impairments. We have provided her with audio 

recording materials that help her to record lessons in the classroom. The other 

thing we have done is provided her with a stick to help her walk.”295 

Teachers find that the lack of training and support are the major challenges they 

face with teaching students with disabilities. 

When asked what some were of the challenges teachers faced with teaching 

students with disabilities, one participant said, “[The] lack of training for teach-

ers to teach such students.”296 

A teacher from another discussion spoke about how they could not help a stu-

dent with an intellectual impairment due to a lack of skills, “We do not have the 

training to help and support disabled students. We treat them using the experi-

ence we had in the past. There are students that are not even supported. For 

example, there is one student who repeated a class level for three years… We 

couldn’t help him because we do not have the skills.”297 

Another participant from the same discussion re-iterated this comment, “The 

first is the inconvenience of the school, the second is the lack of training, and 

the third challenge is that we do not have enough knowledge to support and 

teach them.”298 

Some teachers suggested ways in which these challenges could be overcome. 

One said, “As we implied, training on special needs, involving Woreda officials 

to assist with facilities. We can’t solve this on our own.”299 Another said, “They 

[students with disabilities] also need psychological counsellors to further help 

them cope to tackle lower self-esteem.”300 

  

 
294 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or Directly 

by CHADET in P.S, South Wollo. 
295 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with Teachers of Lower Secondary School, Arsi. 
296 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET with Teachers of Lower Secondary School, Arsi. 
297 FGD with Literacy and Numeracy Trained by CHADET, South Gondar. 
298 Ibid. 
299 FGD with Literacy and Numeracy Teachers Trained by CHADET Teachers or by CHA-

DET Directly in S.S., South Wollo 
300 Ibid. 
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6.3 Life Skills 

The project aims to improve girls’ self-esteem and self-efficacy through several 

activities. These include: 

• Organizing Good Brothers Clubs with Boys to create healthy and sup-

portive peer environment 

• Establishing girls’ clubs where the project delivers a robust life skills 

curriculum 

• Support girls’ movement: reporting & addressing violence & abuse 

(letter-link), boys & girls’ clubs, life-skills & disability awareness 

• Involve parents in supporting girls’ education through family hubs 

• Improving girls’ ability to transition, their agency, and subsequently 

their self-esteem and self-efficacy 

• Improving girls’ learning through various activities subsequently im-

proving their academic self-efficacy and self-esteem 

• Specific targeted interventions in Girls’ Clubs to strengthen girls’ life 

skills 

• Gender-sensitive teaching practices in schools ensure the teaching 

and learning environment is supportive 

Performance against logframe indicator targets for this intermediate outcome is 

shown in the table following.  

Table 36: Intermediate outcome indicators as per the logframe 

IO indica-

tor 
BL 

ML 

Tar-

get 

ML Target achieved? (Y/N) 

Target 

for next 

evalua-

tion 

point 

Will IO indi-

cator be 

used for 

next evalua-

tion point? 

(Y/N) 

% of girls 

who im-

prove 

their self 

esteem 

N/A N/A  N/A301 

 

N/A. No target as girls 

cannot improve since self-

esteem was not measured 

at BL. At ML 21.8% of girls 

have high self-esteem. 

TBC Yes 

% of girls 

who im-

prove 

their self-

efficacy 

N/A N/A  N/A302 

 

N/A. No target as girls 

cannot improve since self-

efficacy was not meas-

ured at BL. At ML 90.2% 

of girls have high self-es-

teem. 

TBC  

 
301 As there is no starting point as self-esteem was not measured at midline, girls cannot 

improve their self-esteem between baseline and midline 
302 As there is no starting point as self-efficacy was not measured at midline, girls cannot 

improve their self-efficacy between baseline and midline 
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IO indica-

tor 
BL 

ML 

Tar-

get 

ML Target achieved? (Y/N) 

Target 

for next 

evalua-

tion 

point 

Will IO indi-

cator be 

used for 

next evalua-

tion point? 

(Y/N) 

Main qualitative findings  

• TBC  

Self-esteem is measured through the internationally validated Rosenberg Self-

Esteem Scale303. This scale is comprised of 10 items measuring both positive 

and negative feelings about the self. To calculate a mean self-esteem score, 

each of these agree-disagree items are averaged.  

Self-esteem (also known as self-worth) refers to the extent to which we like ac-

cept or approve of ourselves, or how much we value ourselves. Self-esteem al-

ways involves a degree of evaluation and we may have either a positive or a 

negative view of ourselves.  

When a person’s ideal self and actual experience are consistent or very simi-

lar, a state of congruence exists, which is an important basis for the develop-

ment of self-esteem. The development of congruence is dependent on the pos-

itive regard that we receive from our social context. This includes:  

1. The ways in which others (particularly significant others) react to us. 

2. How we think we compare to others 

3. Our social roles 

4. The extent to which we identify with other people 

As self-esteem was not measured at Baseline, we cannot report on the indicator 

“% of girls who improved their self-esteem” at Midline. Instead, this section dis-

cusses the proportion of girls who have high and low self-esteem and the extent 

to which project activities and specific barriers and characteristics influence 

self-esteem at Midline. We also assess linkages between self-esteem and other 

life skills and constructs measured at Midline. 

To create self-esteem groups, we categorized girls with mean self-esteem scores 

of 4 or greater as having high self-esteem, girls with mean scores between 3 

and 4 and having average self-esteem and girls with scores 3 or less as having 

low self-esteem. 

In the treatment group 21.8% of girls have high self-esteem, 65.3% have aver-

age self-esteem, and 12.9% have low self-esteem.  

 
303 C.f. Rosenberg, M. (1965). Society and the adolescent self-image. Princeton, NJ: 

Princeton University Press.  
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In the control group, 19.1% of girls have high self-esteem, 64.5% have average 

self-esteem and 16.3% have low self-esteem.  

Comparisons of means finds that there is a statistically significant difference in 

mean self-esteem between the treatment and control group. Girls in the treat-

ment group have higher average self-esteem than girls in the control group at 

Midline.  

To understand what activities contributed to self-esteem levels at Midline, we 

conducted a series of linear regression models, using membership and partici-

pation in these activities to predict mean self-esteem levels. Results are sum-

marized in the table following.  

Table 37. Influence of Project Activities on Self-Esteem at ML 

Participation in project activity / 

reached by project activity 

Proportion of girls in 

activity/ reached by 

project 

Significant predictor of 

self-esteem level at 

ML? 

Beta & R2 (if sig-

nificant) 

Made use of reading corner 49.4% Not sig. N/A 

Member of Girls Club 46.8% Not sig. N/A 

Received support to cover registra-

tion fees for secondary school (of 

secondary girls) 

25.4% Not sig. N/A 

Received free school uniform 
56.9% Not sig. N/A 

Attended homework tutorials 
81.4% p<0.05* 

Beta=0.123 

R2=0.011 

Attended secondary school summer 

transition camp (of secondary girls) 
29.6% Not sig. N/A 

Access sanitary corners (of girls over 

11 who started menstruating) 
64.3% Not sig. N/A 

Most project related variables did not have a direct visible impact on self-esteem 

levels at Midline at statistically significant levels.  

However, having attended homework tutorials was a statistically significant pre-

dictor of girls’ self-esteem levels at Midline.  

This suggests that attending homework tutorials helps strengthen girls’ self-es-

teem. Given that most girls in the treatment group attend homework tutorials: 

81.4% this activity is likely to support the project to deliver improvements in girls 

self-esteem by Endline.  

From the theoretical basis for self-esteem, it is likely that HW tutorials provide a 

social context through which girls perceive the positive regard of their peers and 

the tutorial facilitator, have empowered social roles within the group, and are 

able to identify with other members of the tutorial in a positive way.  

The study also ran a series of regressions including each barrier and character-

istic examined to assess whether these influence girls’ self-esteem at Midline. 

Being married or living with a man as if married has a negative effect on self-

esteem, according to linear modelling, at statistically significant levels.  
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This predicts girls’ having lower self-esteem means (Beta=-0.373) at Midline 

and explains 1.8% of variance in the data (R square=0.018). The project should 

consider how it can support girls who are married to strengthen their self-esteem 

between Midline and Endline given that this will likely hamper project efforts.  

Living in a household that is facing extreme hardship has a negative effect on 

self-esteem at statistically significant levels, according to similar regression 

model.  

This predicts girls scoring less on self-esteem (Beta=-0.187) at Midline with the 

model explaining 3.5% of variance in the data (R square=0.035). The project 

should consider how it can provide differentiated treatment to this group of girls 

to also support them to improve their self-esteem between Midline and Endline. 

Several safety related barriers had a negative effect on girls’ self-esteem at Mid-

line according to linear modelling. This model explained 6.3% of the variance in 

the data (R square =0.063). Predictors which had a negative effect on self-es-

teem included: 

• Traveling an hour to get to school (p<0.05; Beta=-0.162) 

• Not feeling traveling to school (p<0.05; Beta=-0.167) 

• Not feeling safe at school (p<0.05; Beta==0.245) 

• Being physically punished by the teacher in the past week (p<0.05; 

Beta=-0.197) 

These findings validate a central project assumption, namely that feeling safe 

has a direct positive effect on girls’ self-esteem. The project should continue to 

address these barriers to support self-esteem improvements between Midline 

and Endline.  

When a person’s ideal self and actual experience are consistent or very similar, 

a state of congruence exists, which is an important basis for the development 

of self-esteem. The development of congruence is dependent on the positive 

regard that we receive from our social context304. There were several barriers 

relating to a girls’ social context which had a negative effect on self-esteem at 

Midline.  

This model was able to explain 11.3% of variance in the data (R square=0.113).  

The barriers with a statistically significant negative effect were: 

• Girl is currently bullied (p<0.05; Beta=-0.222) 

• Girl is often lonely at school (p<0.05; Beta=-0.294) 

At midline 9.2% of girls are currently being bullied and 25.7% often feel lonely 

at school.  

 
304 Self-esteem is determined by one’s views of their ideal self, their of actual self, and the ‘positive 

regard’ received from social context. Positive regard is driven by (1) the ways in which others, particu-

larly significant others react to us, (2) how we think we compare to others, (3) our social roles, (4) the 

extent to which we identify with other people. 
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Given the high prevalence of these barriers and the negative effect they have 

on self-esteem, the project should consider how it can use homework tutorials 

and girls clubs to build friendships and relationships that can provide social sup-

port between girls, particularly if they are being bullied.  

Being a member of a Girls’ Club reduces the extent to which girls feel lonely at 

school.  

A logistic regression finds that being a member of a Girls’ Club is a statistically 

significant predictor of not feeling lonely often at school (p<0.05). This makes 

sense as girls’ in clubs are likely to develop and build friendships from these 

clubs. It is likely that given the relationship between loneliness and self-esteem 

and the fact that self-esteem is derived from one’s social context, girls’ clubs 

will eventually lead to improvements in self-esteem if they continue to support 

girls to make friends.  

Several sexual and reproductive health barriers were found to influence self-

esteem negatively. This model was able to explain 12.7% of variance in the data. 

The barriers were: 

• Girl finds it hard to access sanitary pads (p<0.05; Beta=-0.143) 

• Girl does not know modern method of contraception (p<0.05; Beta=-0.272) 

• Girl is not able to get a condom if they wanted one (p<0.05; Beta=00.100) 

Having a teacher often absent from class or having a girl believe that the teacher 

treats girls and boys unequally has a negative effect on self-esteem. This sup-

ports a core project assumption that the teaching and learning environment, 

and specifically having a gender-sensitive environment has an influence on girls’ 

self-esteem.  

Several home environment related variables were also found to have a negative 

effect oneself esteem at midline: 

• Having chores which girls’ report make it hard to do schoolwork (p<0.05; 

Beta=-0.121) 

• Not being able to choose whether to stay in school and having to accept 

what is decided for her (P<0.05; Beta=-0.148)  

This suggests that girls’ agency plays a role in influencing their self-esteem. The 

project should consider how it can support parents to provide environments 

where girls are given more independence.  

To measure girls’ academic self-efficacy the study relied on the Perceived Com-

petence Scale for learning305. This scale is comprised of three agree-disagree 

Likert scale items through which girls’ rate how confident they feel in their ability 

to learn and perform in school. To obtain a mean score the items were averaged.  

 
305 Williams, Freedman, & Deci, 1998 
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To create academic self-efficacy groups, we categorized girls with mean aca-

demic self-efficacy scores of 4 or greater as having high academic self-efficacy, 

girls with mean scores between 3 and 4 and having average academic self-effi-

cacy and girls with scores 3 or less as having academic self-efficacy. 

Academic self-efficacy was not measured at Baseline and therefore we cannot 

report on the indicator of the proportion of girls who improved their academic 

self-efficacy. 

90.2% of girls at Midline in the treatment group have high academic self-effi-

cacy, 6.0% have average academic self-efficacy, and 3.8% have low academic 

self-efficacy.  

In the control group, 81.9% have high academic self-efficacy, 10.5% have aver-

age academic self-efficacy, and 7.6% have low academic self-efficacy. Mean ac-

ademic self-efficacy is different at statistically significant levels between the 

treatment and control groups with girls in the treatment group having higher 

mean scores at midline (p<0.05).  

We examined the relationships between various project activities and academic 

self-efficacy. Results are summarized in the table following. 

Table 38. Influence of Project Activities on Academic Self-Efficacy at ML 

Participation in project activity / 

reached by project activity 

Proportion of girls in 

activity/ reached by 

project 

Significant predictor of 

academic self-efficacy 

level at ML? 

Beta & R2 (if sig-

nificant) 

Made use of reading corner 49.4% Not sig. N/A 

Member of Girls Club 
46.8% P<0.05 

Beta=0.142; R 

Square =0.062 

Received support to cover regis-

tration fees for secondary school 

(of secondary girls) 

25.4% Not sig. N/A 

Received free school uniform 
56.9% 

P<0.05 Beta=0.161; R 

Square =0.062 

Attended homework tutorials 81.4% Not sig. N/A 

Attended secondary school sum-

mer transition camp (of second-

ary girls) 

29.6% Not sig. N/A 

Access sanitary corners (of girls 

over 11 who started menstruat-

ing) 

64.3% Not sig. N/A 

Being a member of a Girls Club is a statistically significant predictor of academic 

self-efficacy at statistically significant levels. This suggests that Girls’ Clubs sup-

port girls to have higher self-perceptions of their capabilities to learn and per-

form in school and this is likely to lead to self-esteem improvements between 

Midline and Endline.  

Having received a school uniform from CHADET is a statistically significant pre-

dictor of academic self-efficacy at statistically significant levels. This suggests 

that being given a school uniform supports girl to feel confident in their aca-

demic abilities.  



 

 

177 

 

With regards to key sub-groups. Living in a female headed household was a sta-

tistically significant predictor of academic self-efficacy (p<0.05). This suggests 

that female-headed households may be better at supporting girls to feel capable 

in their academic abilities. This may be due to the fact that girls in female 

headed households have a female household head to look up to.  

Not having a head of household who can speak the language of instruction has 

a negative effect on a girls’ academic self-efficacy at statistically significant lev-

els. This may be because the head of household is unable to offer support to 

the girl or communicate with the child’s school stakeholders, and therefore is 

unable to encourage her or nurture perceptions of her own capabilities.  

Not using the toilet at school has a negative effect on a girls’ academic self-

efficacy.  

This may be because girls would find it uncomfortable and hard to concentrate 

if they need to go to the toilet but can’t use these facilities and this could lead 

to them skipping class or going elsewhere to use the toilet, thus influencing their 

academic self-efficacy.   

Several home environment related barriers were found to negatively predict ac-

ademic self-efficacy, at statistically significant levels. The model was able to ex-

plain 3.8% of variance in the data (R square = 0.038). The barriers included: 

• Having a high chore burden (Beta=-0.137; p<0.05) 

• Reporting that chores make it difficult to do school work (Beta=-0.144; 

p<0.05) 

• Girl reporting that she does not get enough support from her family to 

stay in and perform well in school (Beta=-0.157; p<0.05) 

• Girl reports not being able to choose whether to stay in school and hav-

ing to accept what is decided for her (p<-0.102) 

The project should consider how it can target outreach activities with parents to 

address these barriers so as to ensure they do not hamper project efforts to 

support girls to improve their academic self-efficacy.  

Project activities already targeting the high chore-burden of girls are well-tar-

geted based on the findings relating to this barrier. 

To understand the role life skills, have in predicting attendance and learning, we 

conducted a series of linear regressions using self-esteem and self-efficacy as 

predictors of learning and attendance. Results are summarized in the table fol-

lowing. 

Table 39. Relationships between Life Skills targeted, Learning, and Attendance 

(Treatment Group Only) 
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Life 

Skill 

(Pre-

dictor) 

Numeracy at 

Midline 

English Liter-

acy Aggre-

gate Score at 

Midline 

English Liter-

acy ORF 

(wpm) at 

Midline 

Local Lan-

guage Liter-

acy Aggre-

gate Score at 

Midline 

Local Lan-

guage Liter-

acy ORF 

(wpm) at Mid-

line 

At-

tend-

ance 

im-

prove-

ments 

be-

tween 

peri-

ods 

Self-

es-

teem 

p<0.05; 

Beta=5.916; 

R Square 

=0.009 

p<0.05; 

Beta=6.336; 

R Square 

=0.012 

p<0.05; 

Beta=13.76; 

R Square 

=0.022 

p<0.05; 

Beta=7.214; 

R Square 

=0.026 

p<0.05; 

Beta=12.17; 

R Square 

=0.018 

Non-

signifi-

cant 

Aca-

demic 

Self-

effi-

cacy 

Non-signifi-

cant 

p<0.05; 

Beta=5.389; 

R Square 

=0.015 

p<0.05; 

Beta=9.154; 

R Square 

=0.016 

p<0.05; 

Beta=2.821; 

R Square 

=0.007 

p<0.05; 

Beta=5.002; 

R Square 

=0.005 

Non-

signifi-

cant 

Findings strongly support project assumptions with self-esteem being a statisti-

cally significant predictor of numeracy, English language literacy aggregate 

score, English oral reading fluency, local language literacy aggregate score, and 

local language literacy oral reading fluency. This suggests the project is appro-

priately targeting self-esteem and self-esteem improvements may bolster learn-

ing improvements between Midline and Endline. 

Similarly, academic self-efficacy was a statistically significant predictor of Eng-

lish literacy aggregate score, English oral reading fluency, local language aggre-

gate score, and local language oral reading fluency. This suggests that support-

ing girls to feel capable of learning and achieving in school bolsters’ their learn-

ing and that academic self-efficacy is an appropriate indicator to target by the 

project.  
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7. Conclusions &  

Recommendations 

7.1 Conclusions 

7.1.1 What impact did the project have on the learning and tran-

sition of marginalized girls? 

 

The project had a statistically significant impact on numeracy outcomes be-

tween Baseline and Midline, based on the cross-sectional difference-in-differ-

ence model. The project therefore successfully delivered improvements to girls’ 

numeracy over and above improvements experienced by girls in the control 

group.  

Girls in the treatment group outperformed girls in the control group in all grades 

with regards to meeting expected numeracy curriculum competencies, further 

supporting evidence of the project’s impact on numeracy.  

However, only a minority of girls’ meet curriculum expectations in numeracy in 

all grade levels, suggesting that the numeracy curriculum does not meet girls at 

their current level and that teachers struggle to deliver to the curriculum in the 

way it was designed.  

Girls who were in grade 8 at Baseline, experienced the greatest average im-

provement in numeracy outcomes between Baseline and Midline, suggesting 

these girls benefited most from project activities between periods.  

As these girls have since transitioned to secondary school, this indicates that 

the project was particularly able to support girls’ numeracy improvements de-

spite a confluence of changes taking place, including the advent of adolescence 

and having new teachers and peers.   

Due to the absence of literacy data from Baseline, it is not possible to conclu-

sively evaluate the project’s impact on either English literacy or local language 
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literacy306. However, some evidence at Midline suggests the project has influ-

enced literacy improvements between periods.  

Logistic regressions using evaluation status to predict oral reading fluency levels 

find that treatment is a statistically significant predictor of higher levels of both 

English oral reading fluency and local language oral reading fluency. In qualita-

tive sessions girls also report that homework tutorials have enabled them to 

improve their literacy through re-teaching of core concepts and access to addi-

tional reading materials.  

At Endline, the study will assess the extent to which the project has had an im-

pact on literacy improvements, but findings from Midline suggest that it may 

have already influenced these outcomes.  

In terms of transitions, there were no significant differences between treatment 

and control schools in transition rates, although this is likely the result of the 

way the sample was taken due to data limitations inherited from Baseline, par-

ticularly the inability to track participants (See Limitations).  

7.1.2 What works to facilitate the learning and transition of 

marginalized girls? 

Several factors were found to support girls’ learning in numeracy and English 

and local language literacy. These factors likely led to the project’s impact in 

numeracy between Baseline and Midline. 

Participating in Homework Tutorials leads to higher levels of English oral reading 

fluency, local language oral reading fluency, and numeracy at Midline according 

to linear models. Both teachers and girls report similar results of participation in 

homework clubs in qualitative sessions validating this finding. Homework Clubs 

provide an extended learning opportunity for marginalized girls and given that 

81.4% of project beneficiaries are in Homework Clubs, this activity likely will con-

tinue to drive improvements and impact in learning between Midline and End-

line. 

Supporting girls to feel capable and comfortable participating in class is a sta-

tistically significant predictor of English oral reading fluency and numeracy at 

Midline. Several activities were found to promote girls’ perceived capacity to par-

ticipate in class including Girls’ Clubs and Homework Tutorials. These findings 

suggest that through improving girls’ ability to participate in class, these activi-

ties will drive improvements in learning and may have contributed to the pro-

ject’s impact on numeracy.  

SRH activities that aim to reduce early pregnancies will prove to have a signifi-

cant impact on the project. Likely, improving inclusive teaching practices will 

 
306 Local language literacy refers to either Amharic or Afaan Oromo depending on the 

region as the project targets different regions with different majority languages 
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also ensure that more disabled children can successfully transition. Girls who 

have a power to make their own decisions are also likely to transition, suggesting 

that interventions that target improving the autonomy of girls in school and at 

home will be the most impactful. The project includes these such as those aim-

ing to reduce chores at home, though autonomy skills may be incorporated more 

systematically in the life skills package offered. 

Self-esteem at midline was a statistically significant predictor of numeracy, Eng-

lish oral reading fluency, English aggregate score, local language oral reading 

fluency, and local language aggregate score. This suggests that improvements 

in self-esteem will support improvements in learning.  

Academic self-efficacy was a statistically significant predictor of English aggre-

gate score, English oral reading fluency, local language oral reading fluency, and 

local language aggregate score at midline. Improvements in academic self-effi-

cacy are likely to drive improvements in literacy learning based on these find-

ings. 

Several home environments factors around parental engagement were shown 

to support learning. Parental attitudes towards girls’ education are a statistically 

significant predictor of local language oral reading fluency and local language 

aggregate score at Midline. When parents are supportive of girls’ education, this 

leads to higher levels of local language literacy. Additionally, having an adult at 

home help a girl with homework is a statistically significant predictor of English 

aggregate score and numeracy at midline and having an adult at home to ask a 

child about what they do in school is a statistically significant predictor of local 

language aggregate score, and local language oral reading fluency. These find-

ings suggest that parental attitudes and parental engagement supports girls to 

learn in school.  

7.1.3 Was the project successfully designed and imple-

mented?  

 

To understand whether the project was successfully designed and implemented, 

we reviewed the extent to which the project delivered on its intermediate out-

comes, and the extent to which project outputs designed to influence these out-

comes played a role in these changes.  

With regards to attendance, project girls started the GEC-T phase with high mean 

attendance levels, particularly when compared to girls in the control group. This 

meant that the project had little room to improve attendance between periods. 

Improvements in the control group therefore exceeded improvements experi-

enced by the treatment group in average attendance.  

Several project activities contributed to attendance improvements. Regression 

analyses determined that having attended a secondary school transition camp 
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organized by the project supported girls to improve their attendance between 

Baseline and Midline. Qualitative evidence suggests that several project activi-

ties contributed to attendance improvements including the provision of school 

uniforms and supplies to girls and the provision of sanitary wear to support girls 

to attend school during menstruation.  

Contrary to what would be expected, predictive models suggest that improve-

ments in attendance levels do not directly influence local language literacy, nu-

meracy, or English literacy levels. The more a girl attends school between base-

line and midline does not therefore necessarily lead to her learning more.  

While this may speak to the existing teaching and learning environment, it could 

also be due to the fact that girls on average have relatively high levels of attend-

ance and additional improvements in attendance do not lead to higher levels of 

learning because any additional attendance improvements would be marginal.  

With regards to transitions, SRH interventions are well suited to the intended 

objectives given that girls who fall pregnant are likelier to fail at transitions. 

With regards to teaching quality, a higher proportion of lessons in treatment 

schools demonstrated improved preparation, pedagogy, and assessment prac-

tices. This suggests the project has played a role in improving the quality of in-

struction in schools.  

Interviews and discussions with teachers suggest these improvements were due 

to training provided by CHADET. Teachers outlined the benefits of learning new 

methodologies and report that these have enabled them to better support chil-

dren in their lessons. However, teachers have also requested additional training 

on how to teach and accommodate for children with disabilities, an area that 

the project does intend to support.  

With regards to life skills, girls in treatment schools have higher levels of aca-

demic self-efficacy and self-esteem than girls in control schools at statistically 

significant levels. This suggests that the project may have supported self-esteem 

and academic self-efficacy improvements between baseline and midline.  

Analyses conducted at Midline indicate that several project activities are likely 

to have played a role in this. Homework clubs, where girls are supported to prac-

tice and improve their literacy and numeracy had a direct role in supporting im-

provements in self-esteem, according to predictive models. This suggests that 

homework tutorials provide a social context in which girls feel validated, sup-

ported, and empowered by their peers.  

Participation in Girls’ Clubs was a statistically significant predictor of academic 

self-efficacy at midline, indicating that Girls’ Club’s support girls to feel confident 

in their academic abilities. Qualitative evidence suggests this is because of the 

support network provided by the clubs.  
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7.2 Recommendations 

Based on the evidence from Midline, the external evaluation team would make 

the following recommendations to the project: 

1. Many girls in qualitative sessions are concerned about sexual assault, 

particularly on the way to and from school. Girls who live further away 

from school are three times more likely to not feel safe traveling to 

school. The project has established buddy systems to support girls to 

travel in pairs or groups but should consider what additional activities 

can be put in place to support girls who fear the journey. Safety mecha-

nisms at the community level may support girls to feel safer traveling.  

2. The project should consider how it can better support teachers and 

schools to adopt restorative or positive discipline practices instead of 

corporal punishment. 9.6% of girls have been punished physically by a 

teacher in the week before the interview. Moreover, 25.8% of girls have 

witnessed a teacher administer physical punishment recently on a stu-

dent. Midline findings suggest that corporal punishment has a direct 

negative effect on local language oral reading fluency and self-esteem 

at statistically significant levels. Qualitative and quantitative evidence 

also suggests teachers views on the subject are entrenched. The project 

needs to consider how it can engage a wider range of stakeholders, in-

cluding government, CSOs, principals, and others in supporting behav-

iour change.  

3. A wide array of barriers intersect with living in a household facing eco-

nomic hardship. The project should consider how it can leverage addi-

tional investment or identify partners to engage parents in livelihood ac-

tivities so as to reduce the negative effect economic hardship has on 

educational outcomes and the heightened vulnerability girls in these 

households face. Girls in these households are more likely to have par-

ents who punish them physically at home, to report that there are not 

enough seats for all students, to not use lunch spaces (perhaps because 

they do not have lunch), to not know a method of contraception, to have 

teachers who are often absent at school, and to report that they cannot 

decide whether to stay in school but have to accepted what is decided 

by others. Similar intersections were found for girls who live in house-

holds where the head of household is unemployed.  

4. The numeracy curriculum is too demanding for girls in grades 5-10 

based on evidence from midline where a minority of girls in these grade 

levels meet curriculum expectations. The project should consult other 

education stakeholders in the sector to compare results on this and con-

sider approaching the Ministry of Education to advocate for curriculum 



 

 

185 

 

reforms which will meet girls at their current levels and appropriately 

support teachers to realistically deliver the curriculum.  

5. Girls have challenges decoding meaning from texts in both their local 

language and their second language. The project should consider ad-

dressing comprehension skills explicitly in homework clubs to support 

improvements in this discrete skill between midline and endline.  

6. Girls have difficulties with the pattern recognition task. The project 

should consider addressing this in homework clubs to support improve-

ments in this discrete skill between midline and endline. 

7. A minority of girls meet expected curriculum competencies for English in 

all grade levels where English is taught or where it is the language of 

instruction. This will likely prevent girls from transitioning to secondary 

school and inhibit their ability to access the wider curriculum, where it is 

the language of instruction. The project should consider how it can bet-

ter support teachers with teaching girls of varying levels of English abil-

ity. The project should also assess teachers existing English language 

abilities.  

8. The project should critically review the sexual and reproductive health 

curriculum taught in girls’ clubs and consider how this can be strength-

ened. The proportion of girls who have been married or are cohabiting 

with men as if married increased between baseline and midline. While 

this may be due to the onset of adolescence as girls are older, additional 

supports for these girls should be considered as marriage was found to 

result in reduced learning outcomes. 34.8% of girls in the treatment 

group who are over the age of 12 and have started menstruating do not 

know of a way to prevent pregnancy (including abstinence). This could 

result in girls becoming pregnant which is likely to affect several educa-

tional quality outcomes.  

9. 9.7% of girls find it difficult to access sanitary wear. While this is less 

than half of the proportion in the control group it is still a large proportion 

of girls. Qualitative evidence suggests that access to sanitary wear sup-

ports attendance outcomes and the project should consider how addi-

tional sanitary clothes can be provided and where the gaps in access 

exist. Lack of access to sanitary wear had a negative effect on local lan-

guage literacy scores in the treatment group at Midline.  

10. 15% of girls do not use toilets at school This was shown to have a nega-

tive effect on girls’ academic self-efficacy at statistically significant lev-

els. Given that academic self-efficacy is a statistically significant predic-

tor of all literacy outcomes reviewed, the project should consider how it 

can advocate for facility improvements with government so as to support 

girls to improve their learning.  
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11. Teachers in qualitative sessions have requested additional training on 

how to accommodate for children with disabilities. The project should 

consider whether it can provide additional training on inclusion to teach-

ers before endline.  

12. Teachers report that limited time is the main barrier preventing them 

from assessing children in their lessons. The project should consider 

how it can better support teachers to conduct targeted and incisive as-

sessments at key points in the learning process while taking the time of 

lessons and the demands of the curriculum into account. s 

13. A large proportion of girls in treatment groups feel lonely often at school 

(25.7%). Feeling lonely often at school is a statistically significant pre-

dictor of lower local language literacy aggregate scores and lower local 

language oral reading fluency. The Midline also found that attending 

Girls’ Clubs reduced feeling lonely at school. Given that 46.8% of bene-

ficiaries are members of girls’ clubs, the project should consider how it 

can increase Girl Club membership in schools. This would also support 

improvements in academic self-efficacy (and subsequently learning) 

based on predictive modelling at Midline.  

14. Parental engagement including asking a child about what they did in 

school or helping them with homework, and attitudes towards girls’ ed-

ucation were all predictors of learning at midline. The project should con-

sider how it can strengthen outreach activities with parents based on 

these findings.  
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Annex 1. Midline Evaluation Sub-
mission Process 

Please submit all Midline reports and accompanying annexes via 

Teamspace, an online file-sharing platform. Both the External Evaluator (EE) 

and Project should have access to their respective Teamspace folders, how-

ever please reach out to your EO if you do not.  

Please note, Annexes can be uploaded to Teamspace for FM review sepa-

rately and before the midline report analysis is completed. We advise Pro-

jects and EEs to follow the sequence outlined below to speed up the review 

process and avoid unnecessary back and forth. Where possible, we also 

advise that projects and EEs do not begin their ML report analysis until An-

nex 13 is signed off by the FM.  

Annexes to submit for FM review any time before the ML report is completed:  

• Annex 2: Intervention roll-out dates. 

• Annex 3: Evaluation approach and methodology. 

• Annex 4: Characteristics and barriers. 

• Annex 7: Project design and interventions. 

• Annex 9: Beneficiaries tables. 

• Annex 10: MEL Framework. 

• Annex 11: External Evaluator’s Inception Report (where applicable). 

• Annex 12: Data collection tools used for midline. 

• Annex 13: Datasets, codebooks and programs. 

• Annex 14: Learning test pilot and calibration. 

• Annex 15: Sampling Framework. 

• Annex 16: External Evaluator declaration. 

• Annex 17: Project Management Response (this can be revisited fol-
lowing feedback from the FM). 

 

Annexes to finalise after Annex 11 “Datasets, codebooks and programs” is 

signed off by the FM:  

• Annex 5: Logframe. 

• Annex 6: Outcomes Spreadsheet. 

• Annex 8: Key findings on Output Indicators. 
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Annex 2. Intervention Roll-out 
Dates 

Table 16: Intervention roll-out dates 

Intervention Start End 

Teacher training  February 2018 Ongoing – end date 

March 2021  

Homework clubs October 2017 Ongoing – end date 

March 2021 

Letter link boxes October 2017 Ongoing – end date 

March 2021 

Sanitary corners October 2017 Ongoing – end date 

March 2021 

Girls’ and good brothers’ 

clubs 

October 2017 Ongoing – end date 

March 2021 

Training of focal teach-

ers Dec-2017 Dec-2020 

Training of CCCs Dec-2017 Dec-2020 

Link girls with employ-

ment referral service for 

private sector Jan-2020 Mar-2021 

Train students (boys and 

girls), school counsel-

lors, principals, focal 

teachers, and education 

bureau officials to sup-

port girls sexual and re-

productive health 

Feb 2018 Mar-2020 

Set up and furnish read-

ing corners and libraries 

in secondary schools 

Jan. 2018 Mar 2020 

Provide training on em-

ployability soft skills in-

cluding ICT, self-intro-

duction, CV preparation 

& ‘softer’ skills -  inter-

viewing, work place con-

duct Feb 2019 Jan 2021 

Train CCCs in safeguard-

ing Dec-2017 Dec-2019 

Support girls to set up 

livelihood schemes Jan 2020 Mar 2021 

Training school counsel-

lors, principals, focal 

teachers and education 

bureau officials in SRH Nov 2018 Mar 2020 

Tracking and helping 

girls to resume school Nov 2018 Mar 2021 

Set up ICT labs in sec-

ondary schools. This 

was delayed due to pro-

curement Mar 2018 Mar 2021 
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Provide assistive de-

vices to GWD 
May-18 01-Mar 

Summer transition 

camps Nov 2017 Nov 2020 

Reward high performing 

girls (August 2018) Jan.2017 Dec 2021 

Training of lesson ob-

servers to observe les-

sons - January 2019 

Jan. 2019 Nov. 2019 

Train peer leaders in life 

skills peer education Mar 2019 Mar 2020 

Establishment of 

teacher resources in 

Woreda offices Jan 2019 Jan 2020 

Training on L& N April 2018 Nov 2020 
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Annex 3. Midline evaluation 
methodology  
The detailed methodology is outlined in the project’s MEL Framework and 
the External Evaluator’s Inception report. Additionally, the limitations out-
lined in the main body of this report provide a detailed summary of the con-
straints in implementing the originally intended difference-in-difference de-
sign due to various challenges inherited from the baseline. 

Additional details on how the data collection activity was coordinated are 
provided in the following field report prepared by the Field Manager, James 
Gathogo. 

Final Field Report submitted by Field Manager  

• Dates of Quantitative Data Collection: 11th November 2019 to 06th 
January 2020 

• Dates of Qualitative Data Collection: 11th November 2019 to 20th 
December 2019 

Files attached:  Attachment 1 (Sample Report) & Attachment 2 (Cohort 
Tracking Dataset).  

The Midline Evaluation of the Excelling Against the Odds Project(GEC-T) in 
Ethiopia was conducted between 4th November 2019 and 20th December 
2019. The survey was conducted in the 3 zones (South Gondar, South Wollo 
and Arsi) where the project is being implemented. Each zone had training 
and data collection held independently. Below is a breakdown of dates for 
the survey in each zone: 

Zone Training Data col-
lection 
dates 

Data en-
try by 
data col-
lectors 

South Gondar 5th to 8th November 2019 in Woreta 11th No-
vember to 
7th De-
cember 
2019 

17th No-
vember 
to 23rd 
Decem-
ber 2019 

South Wollo 12th to 15th November in Dessie 19th No-
vember to 
18th De-
cember 
2019 

21st No-
vember 
to 09th 
January 
2020 

Arsi 19th to 22nd November in Addis Ababa 25th No-
vember to 
18th De-
cember 
2019 

25th No-
vember 
to 4th Jan-
uary 2020 

 

The field data collection team was comprised of 60 quantitative and 3 quali-
tative enumerators, 3 zonal coordinators and 1 field manager. 



 

 

191 

 

The main challenge was inconsistency in the baseline quantitative and pro-
ject data provided.  The baseline grade and ages of the girls did not match 
in many instances. Now that the data has been corrected, tracking at endline 
will be more manageable. Other challenges experienced include: lack of his-
torical attendance data in many schools, difficulty in tracking girls who have 
transitioned from primary to secondary school due to no data on their tran-
sition, closure of schools to enable children assist their caregivers in har-
vesting and late sign-off of tools leading to delays in getting the tools to the 
field. 

In treatment schools, field staff worked closely with CHADET staff to obtain 
data on historical attendance and transition to secondary. For control 
schools, field staff had to rely on teachers in those schools to estimate at-
tendance and track the whereabouts of students who had transitioned.  

Cohort Tracking 

In this midline, we aimed to track girls who were assessed at baseline. Base-

line data was provided through the Cohort Tracking Datasets(CTD) and 

learning assessment data. Also, CHADET provided the 2019 census data of 

project girls which complemented the tracking dataset for the treatment 

group.  

Each enumerator was allocated a number of target girls to track. This infor-

mation was provided in a tracking sheet. Typically, the first action is to call 

the caregiver and arrange for an appointment. However, there was no con-

tact information provided in the CTD. Therefore, the enumerators, with the 

help of school directors, CHADET staff and community workers, had to go 

to the girl’s school and start tracking the girl from there. Most girls were found 

at this stage but with some difficulty particularly considering the Morning/Af-

ternoon shifts in most of the schools. If the girl was not found in the school, 

the enumerator would contact the Zonal Coordinator on how to track the girl. 

Next steps included, getting the contacts of the missing child’s guardians 

from teachers, neighbours or the local administration; physically visiting the 

area where the girl lived. 

For each girl, 3 attempts at re-contact were made before the girl was re-

placed by the enumerator with the permission of the ZC. This is in line with 

GEC-T guidance on cohort tracking. A replacement strategy was specified 

at the beginning of the midline survey. Typically, for treatment girls any re-

placements were done with approval of the ZC. This is because ZCs had the 

project database with the details of all treatment girls. During replacement, 

the ZC would provide the following details: unique project ID, name, school, 

grade and age. For control girls, the data collectors replaced using random 

lottery as taught during the training workshop. For all replacements, the aim 

was to replace a girl with another in-school girl who closely matched the 

particulars (grade and age) of the lost girl. 

At the beginning of the survey, baseline and project data provided had only 

the project id, name, age, school and grade of the girl. Cohort tracking also 

requires information such as the caregiver’s name and phone number, and 

household directions. This tracking information was not provided which 

made the field staff take considerable time tracking girls. During the Midline, 

enumerators collected and recorded contact information where available for 

girls in both the control and treatment groups. Enumerators were also 
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required to collected directions to girls’ households to better support cohort 

tracking at Endline. We estimate that 75% of the records have complete 

tracking information. 

In total, 199 replacements were done implying a 21% attrition rate. 

Table 40. Replacements by Zone 

Zone Number of original girls tar-
geted 

Number of 
original 
girls re-
contacted 

Number of 
original 
girls re-
placed to 
date 

At-
tri-
tio
n 
(%) 

 Target Comparison Tar
get 

Com
pari-
son 

Tar
get 

Com
pari-
son 

% 

South Gon-
dar 

189 155 21
2 

61 39 5 21
% 

South Wollo 140 199 11
5 

138 41 62 25
% 

Arsi 184 43 16
9 

22 42 10 16
% 

Total 513 397 49
6 

221 12
2 

77 21
% 

 

The main reasons for replacements are summarized in the table below by 
region and evaluation group.  

• The girl had dropped out and could not be found 

• The girl could not be tracked at all or was non-existent based on in-
formation provided in CTD 

• The girl had transferred or migrated outside the Zone.  

• The girl could not be found at all.   

Reason for replace-
ment 

Arsi South Gondar South Wollo 

Treat-
ment 

Con-
trol 

Treat-
ment 

Con-
trol 

Treat-
ment 

Con-
trol 

Child could not be 
found after multiple 
attempts, including 
attempts by Zonal 
Coordinators 

71% 90% 69% 60% 73% 87% 

Respondent couldn’t 
speak any language 
in common with the 
interviewer  

0% 0% 0% 0% 0% 0% 

Child is married 15% 10% 8% 0% 5% 0% 

Child is deceased 0% 0% 5% 0% 0% 2% 

Family has relocated 
outside of the region  

2% 0% 3% 0% 0% 2% 

Direct refusal multi-
ple times (including 

2% 0% 10% 40% 3% 0% 
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after attempt from 
Zonal Coordinators) 

Adults not able to in-
terview due to severe 
illness or hospitaliza-
tion 

10% 0% 3% 0% 13% 8% 

Other 0% 0% 3% 0% 8% 2% 

 100% 100% 100% 100% 100% 100% 

 

To ensure the that the data collected was accurate, a number of steps were 
taken.  

Firstly, before data collection One South and HPA conducted a 4-day train-
ing for all enumerators in the 3 zones. Part of the training was pilot data 
collection in a non-target school. During the pilot exercise enumerators con-
ducted learning assessments in the non-target schools. This was followed 
by a de-briefing session where One South summarised the findings from the 
pilot study, identifying areas that the team should learn from. For example, 
enumerators were reminded of the correct posture when administering tests, 
how to hold the stopwatch and how to correctly mark the assessor’s sheet 
during the oral tests (following the standardised notation).  

During the training workshop, enumerators provided valuable feedback on 
survey instruments.  They helped identify translation and skipping errors, 
typos and incorrect numbering of the tools. Also, the team went through the 
data entry tools. This ensured that the application was working and that data 
validations or skip rules were actually working as expected. 

In the field, emphasis was put on adherence to the field protocol and cohort 
tracking scenarios document. Each zone had a Telegram group where short 
reminders were sent from time to time to ensure protocols were being fol-
lowed. The enumerators also used Telegram to ask a question or get clarifi-
cation on an issue. Daily short meetings would be in the mornings or eve-
nings review the previous feedback on data quality checks. This was an im-
portant opportunity for retraining.  

Additionally, the Zonal Coordinators (ZC) conducted spot and quality checks 
where data collectors were collecting data. This involved observing each 
enumerator at least once, completing a quality assurance checklist and 
providing individualized feedback and coaching to ensure on-going improve-
ment and adherence to study design requirements. In other cases, the ZCs 
would accompany enumerators to some schools and/or households. This 
provided an opportunity for retraining and clarification on any issue that the 
enumerator had.  

Lastly, the choice of the digital platform used was vital in quality assurance. 
In this survey, we used KoboToolBox suite of tools for data management. 
Various processes such as dynamic choice options (especially for school 
names), logic checks, logic constraints and skip patterns were employed. 
The tools were hosted in a secure server provided by the UN Office for the 
Coordination of Humanitarian Affairs (OCHA). 

Quantitative Data Collection 

The quantitative data collection process began the week after training as 
shown on Table 41 shows the number of field staff by zone. In the 3 zones, 
the teams moved together through Woredas and Wards collecting data.  
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School directors, CHADET volunteers and community workers were in-
formed in advance of the midline survey and its objectives. Tracking target 
students was based on identifying data (name, school and grade) provided 
in the. For the dropouts or those it was unable to track random sampling 
method was used to replace them. Once the target girl was found the re-
spective questionnaires/interview or assessment was conducted keeping in 
mind the procedures.   

Learning tests were always administered first to prevent test fatigue. The 
learning tests were administered in a random order (local language, mathe-
matics, English) to prevent order effects.  

Table 41 Field Staff by Zone 

Zone Quantitative Data Collectors Les-
son 
Ob-

serv-
ers 

Qualita-
tive Re-
search 
Assis-
tants 

Zonal 
Coor-
dina-
tors 

South Gondar 23 1 1 1 

South Wollo 17307 1 1 1 

Arsi 17308 1 1 1 

Total 57 3 3 3 

 

The first point of contact in case of any challenge for the enumerator was 
the ZC. The ZC was in charge of ensuring the team was on course in achiev-
ing their daily targets as specified in the field protocol. Replacements for 
treatment girls were only authorised by the ZC. Replacements for control 
girls were done by the enumerators themselves through lottery sampling 
method.  

Some of the challenges experienced during quantitative data collection in-
clude: 

Discrepancies in name, age and grade level from baseline data. The data 
provided in the baseline data did not match what the field staff found in the 
schools. This was the main challenge which considerably slowed down data 
collection since field staff had to track the children in the CTD. Understand-
ably, some days had to be added to enable the data collectors achieve their 
targets. 

School shift system. In many schools, to accommodate the large number of 
students, a shift system where younger students attend school in the morn-
ing while their older counterparts come in the afternoon has been put in 
place. Due to lack of tracking data, prior arrangements to obtain caregiver 
consent and assess the student became difficult. In many cases, field staff 
would leave the field after dark. In some instances, CHADET staff were in-
strumental in requesting school directors in advance to ask target girls to 
come to school earlier for assessment.  

 
307 South Wollo – 1 enumerator dropped out in the first week. Target girls were distrib-

uted to other enumerators. 
308 Arsi – 2 enumerators dropped out in the first week. Target girls were distributed to 

other enumerators but unlike South Wollo, not everyone had met their additional targets 

at the time of writing this report. 



 

 

195 

 

Closure of schools in in some Woredas to enable children assist their par-
ents with harvesting. This posed a challenge to ZCs who had to quickly re-
plan their itinerary which in some cases led to delays.  

Time taken to complete survey instruments. The length of the survey instru-
ments particularly the Girls Survey was an issue the enumerators raised 
constantly.   

Lack of cooperation from some principals especially control schools 

Working in remote rural schools with no food or water supplies were also 
among the main challenges. 

Overall, most data collectors overcame these challenges, common in GEC-
T surveys, and were able to meet their targets. Most of the data collectors 
though with prior field experience found the hard work and rigour required 
by GEC-T type surveys to be overwhelming. A constant recommendation by 
ZCs was to reduce the target of 2 girls per day to 1.  

Table 42 Overview Sample Achieved Vs. Target (See Attachment 1) 

 Treatment Control 

Tool Tar-
get  

Achieved Dis-
crep-
ancy 

Tar-
get  

Achieved Dis-
crep-
ancy 

All Associated As-
sessments i.e. 
HHS, Girls Survey, 
Attendance Tool, 
Learning Assess-
ments 

730 819 89 730 679 -51 

Teachers Survey 168 198 30 168 189 21 

Lesson Observa-
tions + Teacher 
Survey 

78 88 10 78 79 1 

Principal Surveys 15 21 6 15 18 3 

       
Table 42 shows the overview of the sample achieved so far. This will be 

updated once data entry is complete. 

• All Associated Assessments – 1,460 girls, 730 treatment and 730 

control, were targeted.  A sample of 1,498 (819 treatment and 

679 control) was achieved. A discrepancy of 51 exists. This orig-

inates from South Gondar where 51 control girls were not as-

sessed. 

• Teachers’ survey - The target for teachers’ survey was 168 for 

treatment and 168 for control. A sample of 387 was achieved.  

• Lesson Observations + Teacher Survey – 167 was achieved 

against a target of 156. 

• Principal Surveys – 39 assessments were conducted. The was 

no target for this since this depended on the schools the data 

collectors were visiting.  
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Data Quality Checks 

Data quality checks were done using the protocol for survey checks devel-

oped by One South which allowed us to check 20% of randomly selected 

paper copies against the electronic dataset. There were 2 checks, paper and 

electronic. 

For the paper check, the ZCs randomly selected 20% of all assessments 

from each enumerator’s paper copies based on their target cases. The paper 

check involved checking if enumerators correctly marked the learning as-

sessments, adhering to marking rules and standard notation, and ensuring 

that all paper copies were complete. In the paper check, most submissions 

complied with the protocols. The most common error was enumerators not 

clearly indicating the unique ID of the girl assessed particularly for treatment 

cases, however this was corrected to ensure the unique ID also appeared 

on each girls’ paper copy.  

Upon completing data collection, data collectors would send a message to 

the field manager to conduct the first part of the electronic check. This mainly 

involved confirming that the cases they had entered matched what had been 

allocated to them. This was specifically for cases tracked from baseline. 

Each case tracked from baseline had a unique case number. Therefore, the 

electronic check involved verifying that the enumerator had filled in the cor-

rect case number assigned to them. A considerable amount of time was 

spent here, since some enumerators would enter wrong case numbers. In-

correct numbers make identification and tracking of the child in subsequent 

surveys difficult. Finally, there were instances of duplicated cases entered. 

This, in most cases, was due to network problems which caused the 

KoBoCollect application to submit data more than once. All duplicate cases 

were corrected before the final datasets were submitted. 

There was a case where an enumerator had to re-enter data because they 

had erroneously recorded the girls as control instead of treatment. Apart 

from this isolated case, there were no errors requiring enumerators to enter 

data again. 

Qualitative Data Collection 

Qualitative data collection began in varied dates in the 3 zones, typically one 

week after quantitative data collection had started. Data collection was pre-

ceded by a 2-day training conducted by One South. The team consisted of 

3 qualitative research assistants (QRA) under the supervision of the zonal 

coordinators, field manager and One South.  

A total of 105 sessions had been planned countrywide. Each QRA was allo-

cated a target of 35 sessions. It was then up to the QRA to their itinerary 

with assistance from their zonal coordinator. In most days the QRA would 

collect data together with the quantitative team.  

Table 43 Qualitative Sessions 

Title of Session # Per 
RA 

# Per 
Region 

# Total Ses-
sions (All 
QRAs) 

FGD with Girls with Low Attendance 4 3 12 
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Title of Session # Per 
RA 

# Per 
Region 

# Total Ses-
sions (All 
QRAs) 

FGD with Girls on Transitions to- and 
within Secondary School  

2 3 6 

FGD with Girls on Transitions within Pri-
mary School   

2 3 6 

FGD with Girls Enrolled in TVET 2 3 6 

FGD with Caregivers of Primary School 
Girls on Attendance and Transitions 

2 3 6 

FGD with Girls on Teaching Quality 4 3 12 

FGD with CHADET Focal Teachers 
(Girls’ Clubs/Sanitary Corners Facilita-
tors) 

2 3 6 

FGD with Girls on Girls Clubs, Sanitary 
Corners, and Good Brother Clubs 

2 3 6 

FGD with CHADET’s Community Devel-
opment Workers 

1 3 3 

FGD with Girls with Disabilities about 
their School and Community 

2 3 6 

FGD with Girls on Learning 2 3 6 

FGD with Literacy and Numeracy 
Teachers trained by CHADET Teachers 
or by CHADET directly 

2 3 6 

KII with Mathematics Teachers (Multiple 
Grades) 

2 3 6 

KII with ENGLISH LITERACY Teachers 
(Multiple Grades) 

2 3 6 

KII with LOCAL LANGUAGE LITERACY 
Teachers (Multiple Grades) 

2 3 6 

FGD with Boys in Good Brother Clubs 1 3 3 

FGD with Woreda Education Experts (or 
Education Bureau Experts) 

1 3 3 

Total 35 51 105 

 

Challenges experienced during included difficulty in bringing respondents 

together for sessions which required participants from various Woredas. 

Some sessions such as girls with disabilities could not get the required num-

ber of participants for an FGD. In such cases, sessions were conducted with 

available participants. Finally, exchange of audio files between QRAs and 

transcribers has delayed due to unreliable internet connection in Ethiopia. 

To address this, the QRAs have had to meet physically with the transcribers 

to exchange the files. 

Field Observations 

During data collection, obtaining historical attendance data particularly for 

control schools was challenging. A common explanation for lack of historical 

attendance data was due to how the system is set up. In most schools, class 

principals (who is a teacher) is responsible for recording attendance of stu-

dents in their class. This data is then submitted to the school director at the 

end of the school semester together with exam results. Once these submis-

sions are done, it seems in many cases, class principals have no obligation 
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to store this data which ends up lost or destroyed. This explains why one 

year later; attendance data is not available from the school.  

Overall, field observations and qualitative sessions pointed to a growing 

awareness and appreciation of the project.  Various project outputs such as 

model simulator, scribe escrow, sync support were mentioned by respond-

ents signifying the visibility of the project. Also improved teaching methods, 

tutorial classes, women and good brother clubs and stocking of school li-

braries were identified. Some girls stated that they would approach CHADET 

staff in case they had a problem in school. Also, some girls reported that 

they were more confident when menstruation compared to previous times 

when they had to miss school during such days due to shame.  

On motivation, it is evident that children aspire to have great careers such 

as teachers, development workers, doctors and architects. Children men-

tioned various role models who are in public and private practice. Girls rec-

ognise positive outcomes that can be attributed to their continued stay in 

school. They also identify with their contribution to the community’s prosper-

ity. They also show the ability to reflect on the consequence of lack of edu-

cation. 

On barriers to learning, a recurring area of improvement was the role of 

some men who find problem marrying school girls. Community workers, es-

pecially, emphasized on the importance of men’s role in improving learning 

outcomes. 

For girls, lack of confidence, shyness, unequal allocation of household 

chores were constantly cited as barriers to improved learning outcomes. Em-

phasis should be placed on improved parental support to girls’ education.  

Recommendations 

The following recommendations are based on lessons learnt during the mid-

line survey: 

1. Training - For the endline, consider conducting training at a central 

level, say Addis Ababa. Three weeks of field management time were 

spent in training at zonal level which should have taken 1 week. This 

was efficient use of our time.  

2. Recruitment of field staff – this should happen at zonal level with ad-

vertisements placed at notice boards at Woreda level compared to a 

national newspaper as was done. A considerable budget amount 

went to transporting field staff from other towns to the field as well as 

their upkeep during weekends. 

3. Tools – more time needs to factored in for tool development, trans-

lation printing and programming to the data entry software. Much of 

the delay and expenses was due to tools not getting to the field on 

time. We also made unnecessary copies in error as we were in a 

rush most of the time. In future, no training should take place until 

tools are finalised and the necessary copies printed.  

Budget – We under budgeted for remuneration for field staff. This 

should be considered during endline. Also, and assistant to South 
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Gondar’s Zonal Coordinator should be factored in considering the 

size of the zone and sample.  

 

As  

Data quality, verification and validation 

We collect learning test data through paper surveys that are later transferred 

to electronic form using mobile phone technology. This is because learning 

tests are specifically designed to be carried out in paper form, due to the 

expected manipulation of the clipboard, use of the stopwatch, and adminis-

tering the test itself. As such, using paper surveys reduces missing data to 

a high degree, makes the administration of the surveys more comfortable to 

local staff and builds better rapport with participants. Data collectors later 

input each case data into an online app using their own mobile phones. 

The project will explore conducting other surveys directly through mobile 

platforms to save time and resources spent on paper surveys for non-learn-

ing surveys. 

To ensure all tools were completed successfully and correctly prior to data 

entry, One South conducts a two-stage quality check on paper surveys.  

For each enumerator, eight full cases are selected randomly from the paper 

copies from each enumerator. In stage 1 these cases are checked for com-

pleteness and correctness. This involves a check that all responses were 

filled in correctly across all surveys, including a check on the manual addition 

of totals for the learning subtask scores. Enumerators will then be given the 

opportunity to make corrections based on their mistakes through entering 

the data onto a second online version of the survey.  

In stage 2, the eight cases will be checked against the final endline dataset 

produced by the electronic data entry, with adaptations made to the dataset 

for data entry mistakes. If two copies had consistent errors in stage 1 and 2, 

an additional eight paper copies will be checked from the same enumerator 

until no mistakes are found.  

Once the data is entered, One South performs extensive data quality checks 

as part of the verification and validation process. These may include: 

▪ Range checks to ensure that all variables in the data has a valid 
range of values.  

▪ Skip checks to verify whether skip rules and other filtering patters 
were followed correctly by data collectors. 

▪ Consistency checks to verify that the information provided to one 
question is consistent with the information provided for related 
questions. 

▪ Typographical checks to identify typographical mistakes occurring 
during data entry such as digit transposition. 
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▪ Label checks to ensure scales follow the appropriate coding 
method. 

To ensure the anonymity of participants, the main data set does not personal 
information attached to survey or learning responses. Instead, the project 
will employ a reference system based on unique IDs to connect participant 
results to personal information in separate, password-protected, and se-
cured file. This file is known as the cohort tracking dataset and should con-
tain all relevant tracking information for the participant. 

Ethics and Child Protection 

Given the vulnerable status of target beneficiaries and possible conditions 

of hardship it is crucial to pay close attention to the potential to do harm by 

conducting research. LCD will make sure that research parties commit to 

taking great care when involving vulnerable persons in MEL activities in a 

manner consistent with accepted ethical principles to protect participants 

from exploitation, to build capacity, and to promote wellbeing. In doing so, 

One South has used the guidelines of the British Sociological Association 

for Ethical Practice in Research.  

Special attention has been given to the fact that children belonging to vul-

nerable groups and their caregivers will be participating in the study. Of 

these children, the majority will be girls or boys in the ages of 11-14. Based 

on these standards and the wellbeing of participants, One South will ensure 

that the entire evaluation team withhold the following guiding principles for 

ethical research: 

1. Autonomy: It is a moral requirement that individual participants 
should (1) be treated as autonomous agents and (2) that persons 
with diminished autonomy are entitled to protection. One South will 
respect the autonomy of participants by giving weight to autonomous 
persons' considered opinions and choices while refraining from ob-
structing their actions unless it is detrimental to others. One South 
will aim to select a location for interviews that is accessible to all par-
ticipants, and that appropriate adaptations are made to data collec-
tion processes to accommodate the needs of participants with im-
pairments. 

2. Competence: All field personnel and project staff will abide by the 
principles set out in this ethical framework. Given the sensitivities 
arising from research of vulnerable populations, particularly of mar-
ginalized children, all enumerators will be female and fluent in the 
language of the survey instrument being administered. An incident 
response protocol will be created for review ahead of the start of 
fieldwork, and its implementation will be monitored during fieldwork. 

3. Understanding, Consent and Voluntariness: All participants are ex-
pected to provide oral or written consent before research takes place. 
Participation in research activities will be voluntary. Participants will 
be given the information that they need to make an autonomous and 
informed decision about taking part in the study with consideration 
given to age-appropriate assent processes.  
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4. Beneficence and non-maleficence: The principle of beneficence as-
serts the duty to help others further their important and legitimate 
interests. One South is aware of the possible consequences of MEL 
work. Wherever possible the project will attempt to anticipate, and to 
guard against, consequences for research participants that can be 
predicted harmful. This is important where research gives rise to in-
trusive conversations, uncalled-for self-knowledge, or unnecessary 
anxiety. Where possible, proxies in survey indicators will be used to 
provide sensitive item formulations. 

5. Justice: The selection of subject participants for the study follows 
project participation status, which ensures that the sample data was 
meaningfully chosen for reasons directly related to the problems be-
ing studied. One South understands that the assessment carried out 
throughout the study will help the wider public understand issues of 
risks and vulnerability and how these affect the life of marginalized 
children and their education. One South understands justice as the 
ability to provide advantages to these groups outside the present 
study. Participants will be given information on how to access re-
search results and we recommend that results are disseminated 
through LCD planned activities. 

6. Anonymity and Disclosure: One South will ensure the anonymity of 
responses using pseudonyms in any narratives as well as a unique 
ID to each participant for all assessments. A separate file containing 
ID numbers attached to personal information will be kept separate, 
password protected file and in restricted access. One South will put 
in place LCD’s own child protection mechanisms at the suspicion of 
abuse or harm done to research participants.  

7. If photovoice workshops are conducted for qualitative data collection 
as suggested, a comprehensive visual and participatory ethics 
framework is necessary. This will be developed on the basis of the 
guidelines suggested in these publications: 

• GUBRIUM, A. C., HILL, A. L. and FLICKER, S. 2014. A Situated 
Practice of Ethics for Participatory Visual and Digital Methods in 
Public Health Research and Practice: A Focus on Digital 
Storytelling. American Journal of Public Health. 104(9), pp.1606-
1614. 

• WANG, C. C. and REDWOOD-JONES, Y. A. 2001. Photovoice 
Ethics: Perspectives from Flint Photovoice. Health Education & 
Behavior. 28(5), pp.560-572. 

• BLACKMAN, A. and FAIREY, T. 2014. The Photovoice Manual. 
London: PhotoVoice. Available from: https://photovoice.org/wp-
content/uploads/2014/09/PV_Manual.pdf 
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Learning & Methodology Options at Midline 

The purpose of the following paper is to summarize options for the learning 

and transition methodology at Midline, based on a review of baseline data in 

relation to Midline findings. This document was shared with the FM prior 

to the main analysis to decide on the optimal approach to understand 

the learning outcomes based on the quality of the baseline data.  

Numeracy 

One of the main challenges identified at Baseline was that trends in learning 

data by grade were counter intuitive. That is, across sub-tasks results gen-

erally decreased as grade level increased. This was not found in other GEC 

projects in Ethiopia and has not been reported in the wider literature. 

This suggests there may be some challenges with how literacy and numer-

acy tests were administered at Baseline.  

Prior to the midline, we agreed to review this once more based on data col-

lected at Midline. Specifically, we wanted to see if this trend was visible at 

midline which would suggest that the data collected at baseline was valid.  

Midline data suggests numeracy increases as grade level increases across 

sub-tasks. This makes intuitive sense as one would expect more schooling 

to result in higher numeracy levels. This raises questions as to the quality of 

baseline numeracy data. 

Trends by grade level for both evaluation groups, across sub-tasks per pe-

riod are shown in the figures following.  

Figure 52. Number identification (mean % correct) trends by grade level & 

evaluation period 
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Figure 53. Quantity Discrimination (mean % correct) trends by grade level & 

evaluation period 

 

 

Figure 54. Pattern Recognition (mean % correct) trends by grade level & 

evaluation period 
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Figure 55.  Addition & Subtraction (mean % correct) trends by grade level & 

evaluation period 

 

 

Figure 56. Written Exercise (mean % correct) trends by grade level & evaluation 

period 
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Despite these challenges, we do not have a means to reconstruct baseline 

data for numeracy. However, we have 2 options with regards to aggregating 

scores using the overlapping task approach.  

Two tasks overlap between baseline and midline and between secondary 

and primary (the written task and the addition and subtraction task). There-

fore, these two tasks were included in the overall numeracy score shown as 

Option 1. 

Due to challenges with tasks administered by enumerators at baseline, we 

also ran aggregated scores and ran the impact analysis using only the writ-

ten task (excluding addition and subtraction). This is shown as Option 2. 

Tests have been designed so more tasks will overlap between Midline and 

Endline (4 tasks).  

To understand the distribution of scores based on these options per evalua-

tion group we have included histograms below. 

 

At both periods and for both groups, the distributions do not demonstrate 

floor or ceiling effects, suggesting the measures capture variation. For both 

Figure 57. Distribution of Numeracy Scores (Option 1) Treatment Group Baseline (left) Midline 

(right) 

Figure 58. Distribution of Numeracy Scores (Option 1) Control Group Baseline (left) Midline (right) 
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evaluations’ groups, baseline histograms exhibit a normal distribution, at 

midline histograms for both groups exhibit a rightward skew.  

Distributions for option 2 are shown in the figures following. Option 2 only 

includes results from the written task. 

 

 

For both groups, at baseline the distribution has a clear leftward skew, sug-

gesting a large proportion of girls at baseline did not have much proficiency 

in this task. At Midline both distributions have moved rightward, with the 

treatment group exhibiting a clearer rightward skew, suggesting greater av-

erage improvements.  

For the purposes of aggregating scores, we would suggest using Option 2, 

as it is not dependent on enumerator administration.   

Figure 59. Distribution of Numeracy Scores (Option 2) Treatment Group Baseline (left) Midline 

(right) 

Figure 60. Distribution of Numeracy Scores (Option 2) Control Group Baseline (left) Midline (right) 
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Literacy (local language – L1) 

Similar challenges were identified examining grade-level trends in literacy at 

Baseline.  

At Baseline, girls sat the following literacy subtasks in local language: letter 

naming, invented word reading, oral reading fluency and comprehension. If 

they were in grade 7 or 8 they also sat a basic written advanced compre-

hension task in English. However, oral reading fluency was measured incor-

rectly and therefore has been excluded from analysis.  

At Midline, all girls sat full local language assessments and full English liter-

acy assessments including oral reading fluency for English literacy and for 

local language literacy. Oral reading fluency is widely regarded as the stand-

ard measure of literacy acquisition.  

For Baseline to Midline comparisons we will rely on the local language as-

sessments that all girls sat. For Midline to Endline comparisons impact on 

literacy will be assessed for both English and Local language separately. 

The figures following compare trend scores between baseline and midline 

and include both treatment and control groups. As with numeracy, Midline 

trends were in the intuitive direction with greater levels of local language 

literacy skills exhibited by girls in higher grades (with the exception of Grade 

8, who tended to perform worse- we are discussing this in further depth with 

the project and digging further into the data– girls in G8 may face a specific 

set of barriers for e.g.) 

Figure 61. Letter-sound Knowledge (mean % correct) trend comparison 

 

 

Figure 62. Invented word (mean % correct) trend comparison 

76.00

78.00

80.00

82.00

84.00

86.00

88.00

90.00

4 5 6 7 8

Baseline Midline



 

 

208 

 

 

 

Figure 63. Basic Comprehension (mean % correct) trend comparison 

 

To understand literacy changes overtime, we aggregated all three tasks into 

an overall literacy score. Distributions for both evaluation groups are shown 

in the figures following. For both periods and for both evaluation groups, the 

distribution exhibits a rightward skew which becomes more visibly at Midline.  
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However, based on the distribution of scores there are no clear floor or ceil-

ing effects and the measure of local language literacy is able to capture var-

iance in the data at both periods. We would therefore recommend using this 

approach to aggregate literacy scores.  

Reliability testing 

To further understand how these measures, work when aggregated, we con-

ducted internal consistency testing using Cronbach’s alpha. Results are 

summarized in the table below. 

To understand whether literacy testing should be in local language or com-

bine local language and English for girls who took it (for example by following 

a standardized score approach) we also reviewed literacy measures com-

bining some English literacy scores. This in fact decreased the reliability of 

Figure 64. Distribution of Literacy Scores Treatment Group Baseline (left) Midline (right) 

Figure 65. Distribution of Literacy Scores Control Group Baseline (left) Midline (right) 
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the literacy measure. Additionally, we would not recommend this as it re-

duces the utility of the measure, given that English literacy and local lan-

guage literacy are two distinct constructs, targeted differently by teachers in 

the Ethiopian education curriculum. It would be difficult diagnostically to de-

velop refined recommendations following a multi-language aggregate liter-

acy score. As at Endline, these will be measured separately, we propose 

reporting on project impact only on local language literacy at Midline.  

Measure Cronbach’s Al-
pha 

Interpretation 
based on 
“Rule of 
Thumb”  

Comment 

Numeracy Option 
1 Baseline (2 over-
lapping tasks) 

-0.799 Poor 

We would be 
open to sug-
gestions on im-
proving the 
measure keep-
ing in mind it 
would change 
the ML aggre-
gation ap-
proach; possi-
bly best combi-
nation we have 
available- also 
note the inter-
nal consistency 
for this aggre-
gation at Mid-
line is accepta-
ble –this affects 
control and 
treatment 
groups equally 

Numeracy Option 
1 Midline (2 over-
lapping tasks) 

0.713 Acceptable Fine 

Local Language 
Literacy Baseline 
(3 tasks) 

0.622 Questionable 

Again this is 
moderately ac-
ceptable and is 
the only combi-
nation of tasks 
we have avail-

able 

Local Language 
Literacy Midline (3 
tasks) 

0.771 Acceptable Fine 

Multi-language lit-
eracy baseline (for 
comparison pur-
poses i.e. if a 
standardized ap-
proach was used) 

0.494 Poor 

Adding in Eng-
lish (SeGRA 1) 
decreases the 
internal con-

sistency of the 
measure 
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Given the low internal consistency of various baseline measures we would 

suggest strongly caveating impact level findings by acknowledging these 

limitations.  

 

Impact Analysis for Learning 

Cohort tracking processes put in place at baseline were not robust. Baseline 

data collectors did not collect directions to households, contact details of 

parents, and in many cases the correct grade level of girls.  

Additionally, different girls sat the girls survey than sat the learning assess-

ments. The list of girls' names was predominantly based on girls who sat the 

girls’ survey and many names for girls who sat learning tests were inaccurate 

or missing.  

Although we aimed to preserve the composition of the cohort as far as pos-

sible, the lack of names associated with unique IDs for baseline learning 

data means that we will follow a cross-sectional approach to assess impact 

at Midline. Using various data sources it would only be possible to match 30-

40% of the data at the individual level, the majority of which would be in the 

treatment group.  

Data was therefore merged vertically (as opposed to horizontally). The 

cross-sectional approach consists of estimating the difference-in-differences 

coefficient and standard error starting from an equation in levels (aggregate 

levels) of the learning outcomes rather than the changes (individual 

changes). 

Summary impact analyses results are shown in the table below and in further 

detail in the attached output for impact on learning.  

Measure Significance level Beta R squared 

Numeracy Option 
1 

P<0.05 10.507 0.182 

Numeracy Option 
2 

P<0.05 12.481 0.323 

English Language 
Literacy 

P<0.05 4.948 0.029 

*Results controlling for grade level were also significant 

Numeracy Option 1 

The interaction variable  (a variable created that incorporates both the time 

period and treatment status → time x treatment) was a statistically significant 

predictor of numeracy levels (option 1) suggesting the project had a visible 

impact on numeracy levels between periods (p<0.05). The model is able to 

explain 18.2% of variance in the data (Beta = 10.507).  

Aggregate mean comparisons suggest girls in all grades exhibited greater 

average improvements than their peers in the control group between peri-

ods.  
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Figure 66. Numeracy Option 1 Average mean changes (cross-sectional) by 

"original grade level cohort" 

 

Numeracy Option 2 

The interaction variable was a statistically significant predictor of numeracy 

levels suggesting the project had a visible impact on numeracy levels be-

tween periods (p<0.05). The model is able to explain 32.3% of variance in 

the data (Beta = 12.48).  

Figure 67. Numeracy Option 2 Average mean changes (cross-sectional) by 

"original grade level cohort" 

 

 

  

0.0

5.0

10.0

15.0

20.0

25.0

30.0

35.0

40.0

4 5 6 7 8

Control Treatment

 -

 10.0

 20.0

 30.0

 40.0

 50.0

 60.0

4 5 6 7 8

Control Treatment



 

 

213 

 

Local Language Literacy 

The interaction variable was a statistically significant predictor of literacy lev-

els suggesting the project had a visible impact on literacy between periods 

(p<0.05). The model is able to explain 2.9% of variance in the data (Beta = 

4.94).  

Aggregate mean comparisons suggest girls in all grades exhibited greater 

average improvements than their peers in the control group between peri-

ods. 

Figure 68. Local Language Literacy Average mean changes (cross-sectional) by 

"original grade level cohort" 

 

Annex 4. Intersection of Char-
acteristics and Barriers 
Attached as a separate excel file 

Annex 5. Logframe 
Submitted as a separate excel document (Annex 5. Logframe) 

Annex 6. Outcome Spread-
sheet 
Submitted as a separate excel document (Annex 6. Outcome Spreadsheet) 
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Annex 7. Project Design & Intervention 
Table 26: Project design and intervention 

Intervention types What is the intervention? 

What output will 

the intervention 

contribute to? 

What Intermediate Out-

come will the interven-

tion will contribute to 

and how? 

How will the intervention contribute to 

achieving the learning, transition and 

sustainability outcomes? 

Letter link boxes 

Letter link boxes are set up primarily 

to deal with safeguarding incidents. 

Girls can post incidents, written on a 

piece of paper, into secured boxes 

that are emptied twice a week by 

trained focal teachers 

  

Output 1 IO1 & indirectly IO3. 

Providing a safe envi-

ronment enables girls 

to attend school. Instal-

lation of letter link 

boxes enables girls to 

report safeguarding is-

sues and Girls’ Clubs 

provide safe space 

zones where they can 

discuss. 

the challenges of ineq-

uitable gender norms 

and develop new 

shared beliefs among 

both boys and girls 

through the girls and 

good brother clubs 

Outcome 1 

 

By installing letter link boxes attend-

ance will improve as the girls will feel 

safe(r) within the school grounds. This 

will have a positive impact on learning, 

as they will be attending school more 

regularly, and they will be able to con-

centrate on learning without the worry 

or distraction of harm, either from boys 

within the school or outside of the 

school.  

 

Outcome 2 

 

Letter link boxes reassure girls safety to 

attend school, particularly in the most 

vulnerable of transition points (year 7-

year 8) 
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Outcome 3 – community  

 

The letter link box intervention will more 

regularly involve the Community Care 

Coalition (CCC) (in cases where refer-

rals are made to the CCC via Kebele ad-

ministration for immediate action) 

which supports them to take ownership 

of safeguarding cases.  

The CCCs have been selected as stake-

holders within the reporting procedure 

as they are permanent in nature and 

are set up across government adminis-

trative structures down to Kebele level. 

This will lead to sustaining services for 

the intended groups in the long run. 

The letter link box intervention will also 

strengthen the PTAs (Parent and 

Teacher Associations) which could see 

their involvement if a report of harm is 

received by any of them. The PTAs will 

be supported under the auspices of the 

girls’ clubs and will promote some of 

the new social norms created by the 

girls’ clubs.  

Train focal teachers 

to handle LLB en-

tries 

 

 

Output 1   
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Train Community 

Coalitions (CCCs) to 

support child safe-

guarding in schools, 

families, and com-

munities  

 

Key stakeholders are trained in how 

to report and respond to   safeguard-

ing incidents  

  

Train students (boys 

and girls), school 

counsellors, princi-

pals, focal teachers, 

and education bu-

reau officials to sup-

port girls sexual and 

reproductive health 

  

Sanitary corners 

& provision of sani-

tary pads 

Girls can access the sanitary corner 

at times of menstruation so they can 

take rest and feel safe. Sanitary tow-

els can also be taken from the sani-

tary corner. 

Output 1 IO1 - providing safe 

spaces enables girls to 

attend school knowing 

that if they need private 

space within the school 

grounds they can have 

this within the sanitary 

corner. This has a direct 

link to attendance.  

 

There is also an indirect 

link to IO3 as in some 

schools there have 

been reports of some 

Outcome 1 

By setting up sanitary corners attend-

ance will improve as the girls will be 

able to attend more regularly through-

out the month. This will have a positive 

impact on learning as they are attend-

ing school more regularly.  
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girls raising money to 

buy sanitary towels for 

school stock through 

awareness raising ac-

tivities in the commu-

nity.  

Set up & furnish 

reading corners and 

the purchase of 

books for reading 

corners and librar-

ies 

Girls can access the reading corners 

to read and borrow books. Teachers 

recommend the books they can read 

in order to better their learning out-

comes 

Output 1 IO 3 – indirectly 

 

Through improved 

learning outcomes 

(supported by access to 

reading corners and li-

braries) girls will feel 

more confident in their 

abilities to succeed. 

Taking the initiative to 

borrow books from the 

reading corners and li-

braries is also a sign 

that girls are carrying 

out the ‘power to act’ / 

agency / learning 

power, which is a key 

determiner of self-effi-

cacy, showing the abil-

ity to act and exercise a 

degree of control over 

their environment and 

social structures 

Outcome 1 

 

By having access to books girls can im-

prove their learning outcomes in liter-

acy and numeracy 

 

Outcome 2  

 

By having improved learning outcomes 

girls are more able to transit through 

each transition stage more easily.  

 

Transition to secondary school and 

TVET (key transition points 2 and 6) will 

be strengthened by the reading corners 

and libraries installed in secondary 

schools.  

Also transition to the upper grades will 

be further reinforced through access to 

libraries 
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Train CCCs in safe-

guarding 

The training of CCCs is designed to 

support the Letter link box interven-

tion. The referral of cases to CCCs will 

be handled within the CH-CHADET’s 

safeguarding guidelines, so that inci-

dents of abuse, exploitation and har-

rassment can be dealt with quickly 

and efficiently. 

Output 1 IO1 - Training the CCCs 

enables a safe environ-

ment that enables girls 

to attend school.  

Outcome 1 

 

By training the CCCs the reporting of 

cases identified through the letter link 

box intervention will have a positive im-

pact on attendance as the girls will feel 

safe(r) within the school grounds.  This 

will have a positive impact on learning, 

as they will be attending school more 

regularly, and they will be able to con-

centrate on learning without the worry 

or distraction of harm, either from boys 

within the school or outside of the 

school.  

 

Outcome 2 

 

By following through referrals within the 

guidelines, girls are reassured to attend 

school safely, particularly in the most 

vulnerable of transition points (year 7-

year 8) 

 

Outcome 3 – community  

 

The letter link box intervention will in-

volve more regularly CCC (in cases 
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where referrals are made to the CCC via 

Kebele administration for immediate 

action) which supports them to take 

ownership of safeguarding cases. Train-

ing of the CCCs is therefore required.  

 

The CCCs have been selected as stake-

holders within the reporting procedure 

as they are permanent in nature and 

are set up across government adminis-

trative structures down to Kebele level. 

This will lead to sustaining services for 

the intended groups in the long run.  

Training school 

counsellors, princi-

pals, focal teachers 

and education bu-

reau officials in SRH 

School counsellors, principles, focal 

teachers and education bureau offi-

cials are trained in supporting sexual 

and reproductive health in girls  

Output 1 IO1 – this directly links 

to attendance by offer-

ing guidance to address 

any worries in relation 

to SRH, giving SRH in-

formation and services 

to prevent STIs and un-

wanted pregnancies, 

while working to break 

down the barriers faced 

by pregnant school girls 

and young mothers.  

The girls are guided 

through key transition 

stages which improves 

student retention rates. 

Outcome 1 

 

Where girls are guided through transi-

tion stages they are more able to stay in 

education and achieve their potential.   
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Tracking and help-

ing girls to resume 

school 

Through working with community 

workers, key community members 

and families, the project supports 

teams to track girls that are at risk of 

drop-out in order to resume learning. 

Output 1 IO1 – this directly links 

to attendance. The pro-

ject has provided a def-

inition of drop out so 

that it can identify girls 

at risk of drop out and 

take relevant measures 

to prevent drop out.  

Outcome 1 

Where there is more regular attend-

ance, learning outcomes will improve.  

Set up ICT labs in 

primary & second-

ary schools 

ICT labs are set up to support girls in 

developing their literacy and numer-

acy skills 

 IO3  Outcome 1 

 

Improved subject knowledge and mas-

tery contributes to improved learning 

outcomes 

Provide assistive 

devices to girls with 

disabilities (GWD) 

 

GWD are provided with assistive de-

vices, e.g. glasses and braille kits   

IO1 – directly links to at-

tendance as GWD will 

feel enabled to better 

participate in class.   

Outcome 1 – increased attendance and 

participation will result in improved 

learning for GWD. 

Outcome 2 – increased attendance and 

improved learning will result in higher 

transition rates for GWD. 

Accommodation 

fees paid 

Secondary School Girls are supported 

by the cost of accommodation being 

covered by the project 

IO1 - by being able to 

access learning (by liv-

ing nearby the second-

ary school) attendance 

rates will be improved.  

 

By supporting the girls 

with fees, the barriers 

to transition are 

Outcome 1, outcome 2 

Where attendance is improved the girls 

are able to improve their learning out-

comes.  

 

Transition rates will improve where girls 

have been able to access school (due to 

living nearby).  
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removed. Secondary 

school is an enabler of 

transition into upper 

secondary, higher edu-

cation or TVET. 

 

This point of transition 

will support the progres-

sion to appropriate 

courses, as well as set-

tling into college, work 

or university life, and al-

low them to succeed as 

higher education learn-

ers or business start-

ups. 

 

 

 

(Access) transport 

to Sexual Health 

and Reproduction 

Services (SHRS) 

Girls are supported by the cost of 

transport to SHRS being covered by 

the project 

 IO1 – this directly links 

to attendance. By being 

able to access SHRS, 

giving SHR girls are able 

to learn more about 

how to prevent STIs and 

unwanted pregnancies. 

They are also guided 

through key transition 

Outcome 1 

 

Where girls are guided through transi-

tion stages they are more able to stay in 

education and achieve their potential.   

 



 

 

222 

 

stages which improves 

student retention rates. 

School uniform pro-

vided - primary and 

secondary  

 

Girls are supported by the cost of 

school uniform being covered by the 

project 

 IO 1 

By lifting the additional 

education costs girls 

are able to attend 

school  

Outcome 1  

By lifting the additional education costs 

girls are able to attend school and work 

towards improving their learning out-

comes 

Books/scholastic 

materials provided 

 

Girls are supported by the cost of 

scholastic material being covered by 

the project 

 IO 1 

By lifting the additional 

education costs girls 

are able to attend 

school  

Outcome 1  

By lifting the additional education costs 

girls are able to attend school and work 

towards improving their learning out-

comes 

Support secondary 

schools to organize 

summer transition 

camps 

Girls are supported in the transition 

phase from primary to secondary 

through the attendance of summer 

secondary school preparation camps 

 IO1, IO3 Outcome 2, supports the girls during 

transition from primary to secondary, 

contributing to an increase in transition 

rates. 

Reward high per-

forming girls, includ-

ing GWD 

High performing girls are rewarded as 

an incentive  

 IO3 - indirectly  

Girls are empowered to 

succeed through recog-

nition for hard work and 

success. Girls with disa-

bilities are included in 

the award scheme to 

embrace a culture of di-

versity. 

Outcome 1 

By supporting success, girls are more 

motivated to achieve.  

 

Outcome 2  

 

By having improved learning outcomes, 

girls are more able to transit through 

each transition stage more easily.  

 

Transition to secondary school and 

TVET (key transition point 2) will be 
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strengthened by progression in literacy 

and math. 

Teacher training 

and CPD 

Teachers are trained and supported 

in delivering improved pedagogy, gen-

der-sensitive teaching, improved liter-

acy and numeracy instruction and in-

clusive teaching strategies 

 

 

 IO2 - by increasing the 

percentage of teachers 

who improve their 

teaching through im-

proved pedagogies and 

methodologies.  

Indirectly will support  

IO1 and IO3. 

IO1 - Evidence suggests 

that increasing in-year 

achievement and the 

associated rise in self-

esteem and efficacy 

through better peda-

gogies will increase at-

tendance; by develop-

ing an instructional 

model that focuses on 

high-quality teaching 

and learning, and clas-

ses that are stimulating 

and organised, student 

engagement will be 

supported and attend-

ance raised. In addition, 

developing class and in-

class group structures 

Outcome 1 & Outcome 3 
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that enable increased 

connectedness to indi-

vidual teachers and 

peers, will further in-

crease attendance 

IO3 - Better pedagogic 

techniques and under-

standing will raise the 

ability of the girls within 

the project to be suc-

cessful within the 

maths and literacy set-

ting, which leads to 

greater self-esteem and 

self-efficacy relating to 

academic achievement 

(Chan, 2000) 

Education officers, 

Woreda education 

specialists and lead 

teachers are trained 

to carry out lesson 

observations 

 

  

Lesson observations for reporting 

purposes and peer lesson observa-

tions feed into professional develop-

ment   

Output 3 IO2 Through supporting 

the Zonal level educa-

tion departments to 

build capacity with 

teachers that is directly 

linked to practice, 

change is ongoing and 

school owned.  

 

 

Outcome 1 

Learning outcomes are improved where 

teacher quality is improved. The work 

that cluster supervisors carry out with 

teachers is intended to develop not only 

teaching strategies and subject 

knowledge of teachers, but also to shift 

the mindset of the teachers to embrace 

a student-centered approach to learn-

ing.  

Outcome 3 – school (teacher quality) - 

education departments develop 
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stronger capacity to implement the 

most vital elements of teacher develop-

ment and tracking of learning out-

comes.  

Through training government staff and 

sharing technical and human resources 

with education departments capacity 

can be developed from within school 

and local system level. 

Trained teachers 

are peer coached 

through communi-

ties of practice 

GEC-T teachers are coached and 

mentored as part of ongoing profes-

sional development in order to im-

prove the standard of lesson delivery. 

Trained secondary school teachers 

will act as coaches through carrying 

out lesson observations and coaching 

activities after each lesson observa-

tion.  Internal coaching/mentoring 

communities of practice are vehicle 

through which coaching and mentor-

ing will happen, where peer observa-

tions will take place on a continuous 

basis. 

  

 Will directly support IO2 

by increasing the per-

centage of teachers 

who improve their 

teaching through im-

proved pedagogies and 

methodologies 

Will support the teacher 

training intervention 

(see below) and will 

support and maintain 

better pedagogic activi-

ties from the teachers. 

Indirectly will support 

IO1 and IO3 

The Coaching and Men-

toring strategy is intrin-

sically inked to the 

training 

Outcome 1, Outcome 3 



 

 

226 

 

Run maths and liter-

acy homework clubs 

Homework clubs are run in literacy 

and maths to improve the level of at-

tainment. Girls, of differing levels, are 

selected to participate, namely girls 

who have performed lower in the pre-

vious year. Girls are given pre-assess-

ments to identify their levels of learn-

ing to see if they qualify for homework 

tutorial support   

 This indirectly links to IO 

3, Girls are able to con-

centrate on mastery in 

each subject which 

boosts confidence and 

drives the girls’ percep-

tion of their ability to 

succeed academically.  

Outcome 1 

Improved teacher pedagogy contributes 

to improved learning outcomes 

Family Hubs 

Family hubs operate at community 

level where parents, community el-

ders and other key community stake-

holders discuss issues and barriers to 

education ranging from safety to early 

marriage 

Output 4 IO1 – attendance. Dis-

cussions around the 

barriers such as high 

level of domestic 

chores, safety on the 

way to school impact on 

attendance. 

Outcome 3 – community sustainability  

Strengthen the 

Girls’ and Good 

Brothers’ clubs  

The Girls’ and Good Brothers’ clubs 

take place, led by trained focal teach-

ers includes creating space for both 

girls and boys to discuss some of the 

persistent issues that girls face, 

which have emerged from learning to 

date – including sexual harassment 

and sexualisation of girls, boys’ re-

sentment, the persistent burden of 

heavy domestic labour, hygiene, pov-

erty and sexual and reproductive 

health, and the educational chal-

lenges faced by children with 

IO 3 

Raised self-esteem and 

self-efficacy empower 

girls to negotiate their 

journey and transition 

through different levels 

at school. 

 

Links to outcome 2 

 

Links to outcome 1 –  

 

There is a link between self-efficacy and 

achievement as self-efficacy contrib-

utes toward academic performance. 

How capable you believe you are is a 

determining factor to success. 

 

By challenging inequalities girls are 

given the opportunity to succeed in 

learning. The inequalities that exist 
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disabilities. Girls are also upskilled to 

deal with early marriage proposals, 

sexual violence and gender-related 

incidents. Child rights and safeguard-

ing are also covered.   

between girls and boys affect their edu-

cational opportunities and outcomes at 

every level. The traditional expectations 

and norms around girls’ choices and be-

haviour  

determine whether or not girls are even 

able to access the classroom in the first 

place and limit the time they are able to 

dedicate to learning. Their level of par-

ticipation and confidence they have in 

learning can also be undermined.  

The norms and expected behaviours 

also influence the perceived value of 

girls’ education among others. As girls 

get older, 

the gendered norms that they are under 

pressure to conform to become more 

pronounced and 

the opportunities they have to learn of-

ten diminish.  

Perform theatre and 

drama to change so-

cial norms 

Theatre and drama performances 

showcase in different schools to raise 

awareness in inequalities related to 

gender and disabilities  

 IO 3 Outcome 3 

Produce advocacy 

and communica-

tions materials tar-

geting negative par-

ent, caregiver, and 

Advocacy and communications mate-

rials are produced by Girls’ Clubs ad-

dressing negative attitudes and be-

haviours towards girls’ education and 

disability  

IO1 - advocacy and 

communications mate-

rials encourage families 

to send girls to school 

Indirectly outcome 1  
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community member 

attitudes and be-

haviours towards 

girls’ education  

so boosting attend-

ance. 

IO3 – Girls feel empow-

ered by seeing their 

messages around the 

community and the im-

pact the messages 

have on attendance.  

Train peer leaders 

in life skills peer ed-

ucation 

Peer leaders in Girls’ Clubs trained as 

peer educators in life skills for other 

girls 

Output 4 IO3 – Girls empowered 

through training in new 

skills and subsequently 

empower other girls 

through peer education 

  

Outcome 1 – increase girls learning  

Support enrolment, 

registration fee, tui-

tion fees of girls into 

vocational school 

Girls are supported by the cost of tui-

tion being covered by the project 

Output 5 IO1, IO3 

By supporting the girls 

with fees the barriers to 

transition are removed. 

TVET is an enabler of 

transition into paid 

work and transition into 

adulthood.  

  

Cover the cost of ac-

commodation 

Where girls are living away from home 

the cost of accommodation is cov-

ered 

IO 3 

By supporting the girls 

with fees, the barriers 

to transition are re-

moved. TVET is an 
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enabler of transition 

into working life.  

Cover the cost of ed-

ucation supplies 

Girls receive the required training ma-

terial for their TVET course 

IO 3 

By covering the cost of 

education supplies, the 

barriers to transition 

are removed. TVET is an 

enabler of transition 

into working life. 

 

Provide training on 

employability soft 

skills including ICT, 

self-introduction, CV 

preparation & 

‘softer’ skills -  inter-

viewing, work place 

conduct  

 

Girls access training so they are 

job/market ready  

 

 

 

IO 3 

Through providing train-

ing on employability, 

the girls are supported 

in the transition from 

learning into working 

life.    

Outcome 2 

Key transition point 5:  

Primary to Non-Formal Vocational or 

Technical or Employment  

Key transition point 6: Lower Secondary 

to Formal Vocational or Technical or 

Employment: Girls will be provided high 

quality information, advice and guid-

ance on choice of courses, and options 

for part-time and short-term experi-

ence. The project will make stronger 

linkages with markets and private sec-

tor. Girls will be provided information on 

opportunities for start-up support. 

Link girls with em-

ployment referral 

service for private 

sector 

Girls are linked to employers in their 

area of specialism  

 

Cover the cost of 

COC for girls who 

complete TVET 

 

Girls require the COC as certification 

that they have graduated. 
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Support girls to set 

up livelihood 

schemes 

Girls are supported in setting up joint 

businesses  and savings groups. 

(Access) transport 

to TVET 

The cost of transport to school is cov-

ered by the project 

IO1 - by being able to 

access learning attend-

ance rates will be im-

proved.  By supporting 

the girls with transport 

fees the barriers to 

transition are removed. 

TVET is an enabler of 

transition into paid 

work and transition into 

adulthood. 

 

 

 

Outcome 1, outcome 2 

Where attendance is improved the girls 

are able to improve their learning out-

comes.  

 

Transition rates will improve where girls 

have been able to access school. 

 

 

 

 



Annex 8. Key findings on Out-
put Indicators 

Table 44: Output indicators 

Logframe 

Output Indi-

cator 

Means of verification/sources Collection frequency 

Number and 

Indicator 

wording 

List all sources used. E.g. monthly, quarterly, annually. NB: 

For indicators without data collection 

to date, please indicate when data 

collection will take place. 

Output 1: Safer and stimulating learning environment for girls – crucial activi-

ties: 

Output 1.1: 

wording 
% of girls reporting that they 

feel safe in school (yes/no) 

Letter Link Boxes, Girls’ survey 

(BL, ML, EL) 

Weekly, (each external evaluation 

point)  

Output 1.2: 

wording 
% of girls at primary school who 

report accessing reading cor-

ners in the last month, or in-

tend to use reading corners in 

the next two weeks 

Girl’s survey (BL, ML, EL) 

 

Yearly (each external evaluation 

point) 

Output 2: Provide transition costs (financial, materials and physiological) 

Output 2.1:  % of girls receiving transition 

cost support (tuition fees and 

accommodation) and then tran-

sition into the next stage of ap-

propriate education, (i.e. TVE, 

secondary education, high 

school) 

1) Database transition data for G6, 8, 

10, 12 milestone grades only (include 

milestones that include transition 

points in old and new Edu policy), 2) 

Comparing the difference in transition 

rate between non-supported group 

and supported group. 

Yearly 

Output 2.2:  % of girls who receive scholas-

tic materials who have com-

pleted primary/secondary edu-

cation at the end of the project 

1) Database transition data for G6, 8, 

10, 12 milestone grades only (include 

milestones that include transition 

points in old and new Edu policy), 2) 

Comparing the difference in transition 

rate between non-supported group 

and supported group. 

Yearly  
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Output 2.3:  % of eligible girls receiving aca-

demic support (homework sup-

port) who transitioned to sec-

ondary education   

1) Database transition data for G6, 8, 

10, 12 milestone grades only (include 

milestones that include transition 

points in old and new Edu policy), 2) 

Comparing the difference in transition 

rate between non-supported group 

and supported group. 

Yearly  

Output 3: Improved quality of teaching  

Output 3.1: No. of teachers trained by pro-

ject 

In-school data, Attendance rec-

ords 

Bi-annually, yearly (in sync with train-

ing cycles) 

Output 3.2: The number of teachers who re-

ceive support through CoPs 

In-school data, Attendance rec-

ords 

Quarterly – bi-annually 

Output 3.3: The number of CoPs operating 

in schools 

In-school data 

Quarterly – bi-annually 

Output 4: More confident girls with values, 

skills and challenged norms 

 

Output 4.1: % of attendance of members to 

girls’ clubs,  

In-school data, Attendance rec-

ords, Girls’ survey  

Yearly, (each external evaluation 

point – Girls’ survey), internal data 

Output 4.2: No of school and community 

events held 

In-school data 

Bi-annually  

Output 5: Girls who choose vocational educa-

tion or independent adulthood develop em-

ployability skills 

 

Output 5.1: % of girls who are offered TVET 

support and accept it 

Lists of support required, TVET enrol-

ment list, List of sponsorship support 

for TVET, 

Annually  

Output 5.2: % of girls still attending TVET 

who complete COC at the end 

of every year (where appropri-

ate)    

CoC completion list, attendance and 

course completion lists 

Annually  

Output 5.3: of girls who go into work or start 

their own business (where ap-

propriate) 

Annually 
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List of girls that receive cash or 

asset transfer, list of girls that 

start their own business 

Report on the midline values/midline status of each Output Indicator in 

the table below. Reflect on the relevancy of the Output Indicator for your 

Intermediate Outcomes and Outcomes and the wider Theory of Change 

based on the data collected so far. Are the indicators measuring the right 

things? What do the midline values/midline status mean for the imple-

mentation of your activities? 

 

Table 458: Midline status of output indicators 

List all issues with the means of verification/sources or the frequency of 

data collection which require changes or additions. 

Overall progress against output & successes 

Output 1: Safer 

and stimulating 

learning environ-

ment for girls – cru-

cial activities: 

 

1.1 % of 

girls re-

porting 

that they 

feel safe 

in school 

(yes/no) 

BL 

 

 

96.8% (in 

HHS, GS) 

ML target 

96.8% 

EL target 

ML 

 

96.4%   

 

1.2 % of 

girls at 

primary 

school 

who re-

port ac-

cessing 

reading 

corners in 

the last 

month, or 

intend to 

use read-

ing cor-

ners in 

the next 

two 

weeks 

BL 

 

 

93.03% 

(HHS, GS) 

ML target 

93.05% 

 

ML 

49.4% (-

43.63)   

 

Output 2: Provide 

transition costs (fi-

nancial, materials 

and physiological)  

  

2.1 % of 

girls re-

ceiving 

transition 

cost sup-

port (tui-

tion fees 

and ac-

commo-

dation) 

and then 

transition 

BL 

22.91% 

 

ML target 

27.83% 

EL target 

 

ML 

28.12% 
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into the 

next 

stage of 

appropri-

ate edu-

cation, 

(i.e., TVE, 

second-

ary edu-

cation, 

high 

school) 

2.2 % of 

girls who 

receive 

scholastic 

materials 

who have 

com-

pleted pri-

mary/sec-

ondary 

education 

at the end 

of the pro-

ject 

BL 

83.05% 

ML target 

85% 

 

 

ML 

88%  

 

 

2.3 % of 

eligible 

girls re-

ceiving 

academic 

support 

(home-

work sup-

port)  who 

transi-

tioned to 

second-

ary edu-

cation   

 

BL 

86.32% 

ML target 

87.0% 

 

88.8%   

Output 3: Improved 

quality of teaching 

 

3.1 No. of 

teachers 

trained by 

project 

BL 

518 

ML target 

430 

EL Target  

ML 

436 

 

3.2 The 

number 

of teach-

ers who 

receive 

support 

BL 

 

N/A (CoPS 

not started) 

 

ML target 

430 

 

ML 

442 

 

 

 



 

 

235 

 

through 

CoPs 

 

 

3.3 The 

number 

of CoPs 

operating 

in schools 

BL 

N/A as we 

were only 

just setting 

up CoPs 

 

ML target 

100 

 

ML 

105 

 

Output 4: More 

confident girls with 

values, skills and 

challenged norms 

  

4.1 (i)% of 

attend-

ance of 

members 

to girls 

clubs, (ii) 

No of 

school 

and com-

munity 

events 

held 

BL 
a) 50.19%, 

b) 55 events, 

 

ML target 
a) 52% 

b) 30 

events 

EL Target 

 

ML 
a) 55.70%   

b) 31 events  

 

 

 

Output 5: Girls who 

choose vocational 

education or inde-

pendent adulthood 

develop employa-

bility skills 

  

5.1 % of 

girls who 

are of-

fered 

TVET sup-

port and 

accept it 

BL 

269 girls 

ML target 

68.2%  

EL target 

ML 

81.2%   

 

5.2 % of 

girls still 

attending 

TVET who 

complete 

COC at 

the end of 

every year 

(where 

appropri-

ate)    

BL 

 

4.1% 

ML target 

7.5% 

 

ML 

 

11.82%  

 

5.3 % of 

girls who 

go into 

work or 

start their 

own busi-

ness 

(where 

appropri-

ate) 

BL 

No data  

 

ML target 

70.% 

 

ML 

73.46% 
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Table 46: Output indicator issues 

Log-

frame 

Output  

Indicator Issues with the means of 

verification/sources and the 

collection frequency, or the 

indicator in general? 

Changes/additions 

Safer and stimulating learning environment for girls 

 

Output 

1.1: 

wording 

% of girls reporting 

that they feel safe in 

school (yes/no) 

Triangulation needed us-

ing an extra qualitative, in-

ternal tool. LLB cases 

mainly report incidents, 

not anxiety around safety, 

fear or observations of 

others’ safety  

New qualitative, partici-

patory tool under devel-

opment 

Output 

1.2: 

wording 

% of girls at primary 

school who report ac-

cessing reading cor-

ners in the last 

month, or intend to 

use reading corners 

in the next two weeks 

  

Output 2: Provide transition costs (financial, materials and physiological) 

Output 

2.1:  
% of girls receiving 

transition cost sup-

port (tuition fees and 

accommodation) and 

then transition into 

the next stage of ap-

propriate education, 

(i.e. TVE, secondary 

education, high 

school) 

  

Output 

2.2:  
% of girls who receive 

scholastic materials 

who have completed 

primary/secondary 

education at the end 

of the project 

  

Output 

2.3:  
% of eligible girls re-

ceiving academic 

support (homework 

support) who transi-

tioned to secondary 

education   

  

Output 3: Improved quality of teaching 

Output 

3.1: 
No. of teachers 

trained by project 

  

Output 

3.2: 
The number of teach-

ers who receive sup-

port through CoPs 
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Output 

3.3: 
The number of CoPs 

operating in schools 

  

Output 4: More confident girls with values, skills and challenged norms 

Output 

4.1: 
% of attendance of 

members to girls’ 

clubs 

 

How girls feel about 

their attendance to 

the girls’ clubs and 

life skills curriculum 

content is not meas-

ured 

New qualitative, partici-

patory tool under devel-

opment 

Output 

4.2: 
No of school and 

community events 

held 

  

Output 5: Girls who choose vocational education or independent adulthood de-

velop employability skills 

Output 

5.1: 
% of girls who are of-

fered TVET support 

and accept it 

  

Output 

5.2: 
% of girls still attend-

ing TVET who com-

plete COC at the end 

of every year (where 

appropriate)    

  

Output 

5.3: 
of girls who go into 

work or start their 

own business (where 

appropriate) 
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Annex 9. Beneficiary Tables 
Table: Direct beneficiaries 

Beneficiary type Total project num-

ber 

Total number of girls targeted 

for learning outcomes that 

the project has reached by 

Endline 

Comments 

Direct learning 

beneficiaries 

(girls) – girls in the 

intervention group 

who are specifi-

cally expected to 

achieve learning 

outcomes in line 

with targets. If rel-

evant, please dis-

aggregate girls 

with disabilities in 

this overall num-

ber. 

[This should align 

with the total ben-

eficiary numbers 

reported in the 

outcomes 
spreadsheet] 
 

Difficulty in  read-
ing, writing & do-
ing maths 23 
Physical disability 31 
Intellectual difficulty 114 
Hearing impairment 61 
Visual impairment 64 
Language and com-
munication problem 1 
Attention and Hy-
peractivity 11 

Total  
30
5 

 

[This may equal the total pro-

ject number in the outcomes 

spreadsheet and in the col-

umn to the left, or may be 

less if you have a staggered 

approach] 

[Projects should 

provide additional 

information on who 

they are and the 

methodology used. 

If the numbers 

have changed 

since Baseline, an 

explanation should 

be provided] 

Marginalised girls 

–  

 

Consisting of …. 

 

16,481  

 

 

 

Approach is not staggered 
 
The current number of ben-
eficiaries, as of Dec 2019 is 
…. (waiting for update from 
M&E co-ordinator CHA-
DET) 

The project uses its 

own database to 

store the number of 

beneficiaries. At-

tendance records 

collected in schools 

via physical head 

count collected in-

class by teachers 

and checked bian-

nually by CHADET 

staff for accuracy.  

An additional 

2,153 replacement 

girls were selected 

in October 2018 to 

bring the total num-

ber of girls back to 

the targeted 

amount (as these 

girls were lost at 

the start of GEC-T 

due to delayed 

funds reaching 

 

 

Methodology used 

is monthly record-

ing of attendance 

data that is in-

serted into the 
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database after col-

lection 

 

Project staff moni-

tor at risk of drop 

out categories 

(within the month) 

outside of the 

monthly database 

input, and connect 

with project, school 

and community 

staff to intervene 

with the girl and 

family members 

where they see risk 

of drop out. In our 

Q7 report we have 

logged this under 

‘track and help tru-

ant girls to resume 

school’ interven-

tion. Below is an ex-

ample of this activ-

ity, that impacts on 

attendance rates. 

 

From the original 
figure of 16,481 
girls, at the start 
of GEC-T we had 
14,328 beneficiar-
ies as 2153 
dropped from 
GEC-1 to GEC-T. 
These were re-
placed in October 
2018. 
 
See SOP at-
tached & defini-
tion of drop out  

Primary 

school girls 

11,601 (baseline) 

 9,861 (midline) 

Dec  2019 

 

Based on Dec 

2019 figures 

Secondary 

school girls 

2,851 (baseline) 

4064 (midline) 

Dec 2019 

 

Girls in alter-

native insti-

tutions – 

Col-

leges/TVET 

Universities 

307 (baseline) 

707 (midline) Dec 

2019 

 

Out-of-

school girls 

that have 

enrolled into 

alternatives. 

(are attend-

ing educa-

tion in non 

target 

0 (baseline) 

1288 (midline) 

Dec 2019 
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schools – 

slightly dif-

ferent to the 

descriptor 

above) 

Table: Other beneficiaries – waiting for info from Chala 

Beneficiary type Number Comments 

Learning beneficiaries (boys) – as 

above, but specifically counting boys 

who will get the same exposure and 

therefore be expected to also 

achieve learning gains, if applicable. 

0  Boys do not benefit from 

GEC-T learning interven-

tions.  

Broader student beneficiaries (boys) 

– boys who will benefit from the in-

terventions in a less direct way, and 

therefore may benefit from aspects 

such as attitudinal change, etc. but 

not necessarily achieve improve-

ments in learning outcomes. 

3,362 (at baseline), 

although this may 

be more as those 

3,362 boys may in-

fluence their peers 

who are not actively 

involved. 

 

42,528 Midline 

Boys attending boys’ 

clubs.  

 

Boys do not have the 

same exposure as girls 

but are impacted by the 

attitudinal changes in 

GEC-T girls, Teaching 

staff, school staff (includ-

ing leadership staff), 

community workers all 

impact on attitudinal 

changes in boys.   

 

It is not sufficient to say 

that all school boys will be 

impacted directly and is 

not evidenced through-

out the programme.   

Broader student beneficiaries (girls) 

– girls who will benefit from the inter-

ventions in a less direct way, and 

therefore may benefit from aspects 

such as attitudinal change, etc. but 

not necessarily achieve improve-

ments in learning outcomes. 

Total of girls in GEC tar-

geted schools, including 

those that are not in the 

program (assuming non-

program girls benefit indi-

rectly) 

 

This totals to 51,139 

(34,658 are indirect bene-

ficiaries) – from baseline 

28,553 (Midline) 

Non-GEC girls, who do not 

partake in GEC-T inter-

ventions are impacted by 

the attitudinal change in 

GEC-T girls. 

 

It is not sufficient to say 

that all school girls will be 

affected, and is not evi-

denced throughout the 

programme.   

Teacher beneficiaries – number of 

teachers who benefit from training 

or related interventions. If possible 

/applicable, please disaggregate by 

gender and type of training, with the 

comments box used to describe the 

type of training provided. 

Direct training - Women: 

167 (baseline) 

(Midline) trained women 

308. 

Direct training – Men: 315 

(Baseline) 

(Midline) 637 

 

 

Broader community beneficiaries 

(adults) – adults who benefit from 

broader interventions, such as com-

munity messaging /dialogues, com-

munity advocacy, economic empow-

erment interventions, etc. 

Unknown 

It’s expected that all GEC 

communities are affected.  

 

Arsi – 20 communities 

South Gondar – 35 com-

munities 

South Wollo – 28 commu-

nities 

Although all communities 

in connection with 

schools will be affected 

by targeted messaging, 

drama and theatre 

awareness raising, home 

based conversations 
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Midline: same as above 

• Tables 32-35 provide different ways of defining and identifying the pro-

ject’s target groups. They each refer to the same total number of girls, but 

use different definitions and categories.  These are girls who can be 

counted and have regular involvement with project activities.  

• The total number of girls in the last row of Tables 32-35 should be the 

same – these are just different ways of identifying and describing the girls 

included in the sample.  

Table 47: Target groups - by school  

 
Project defini-

tion of target 

group 

(Tick where ap-

propriate) 

Number tar-

geted through 

project inter-

ventions 

Sample size of target group at Base-

line 

School Age 

Lower primary 

Grade 1 – 

grade 4 

Age 7 – 10 

2407 (base-

line) 

Midline 1234 

  

 

Upper primary 

Grade 5 – 

grade 8 

Age 11 – 14 

9194 (base-

line) 

Midline 8852 

 

 

Lower secondary 

Grade 9 – 

grade 10 

Age 15 – 16 

2252 (base-

line) 

Midline 2933 

 

 

Upper secondary 

Grade 11 – 

Grade 12 

Age 17 – 18 

599 (baseline) 

Midline 1224 

 

 

Total:  
ML 14,243 [This number should be the same 

across Tables 32-35] 

 

Table 33 (see table below table 33, can this be inserted in any way?) 

Age Groups 

Project defini-

tion of target 

group 

(Tick where ap-

propriate) 

Number tar-

geted through 

project inter-

ventions 

Sample size of target group at Base-

line 

Aged 6-8  (% aged 

6-8)  
337 (baseline) 

….. midline? 

 

Aged 9-11 (% 

aged 9-11)  

4641 (base-

line) 

….. midline? 

 

Aged 12-13 (% 

aged 12-13)  

4732 (base-

line) 

….. midline? 

 

Aged 14-15 (% 

aged 14-15)  

3139 (base-

line) 

….. midline? 

 

Aged 16-17 

(%aged 16-17)  

1020 (base-

line) 

….. midline? 
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Aged 18-19 

(%aged 18-19)  
264   

Aged 20+ (% aged 

20 and over)  

Not reported to 

me as any over 

20s 

 

Total:  
 [This number should be the same 

across Tables 32-35] 

 

GEC-T data of target girls by grade and age 

S/N Grade Age Quantity Remark 

1 5 10 to 19         2,122    

2 6 12 to 19         2,583    

3 7 13 to 19         2,583    

4 8 14 to 22         2,261    

5 9 15 to 22         1,850    

6 10 16 to 22         1,315    

7 11 17 to 22            636    

8 12 19 to 24            451    

Total 10 to 24      13,801    

Table 48: Target groups - by sub group 

Social Groups 

Project defi-

nition of tar-

get group 

(Tick where 

appropriate) 

Number targeted 

through project in-

terventions 

Sample size of target 

group at Baseline 

Disabled girls (please dis-

aggregate by domain of 

difficulty) 
 

500 (baseline) 

…  ML 305 

 

Orphaned girls  0  

Pastoralist girls  

14711 (baseline) – 

this is an error.  

0 

 

Child labourers  0  

Poor girls  
16,481 (baseline) 

Midline 16481 
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Social Groups 

Project defi-

nition of tar-

get group 

(Tick where 

appropriate) 

Number targeted 

through project in-

terventions 

Sample size of target 

group at Baseline 

Other (please describe) 

Consider early marriage 

Any other category? 

 

1,265 (early mar-

riage at baseline) 

… Midline? 

 

Total:  

 [This number should be 

the same across Tables 

32-35] 

 

Table 49: Target groups - by school status 

Educational sub-

groups 

Project defini-

tion of target 

group 

(Tick where ap-

propriate) 

Number tar-

geted through 

project inter-

ventions 

Sample size of target group at Base-

line 

Out-of-school 

girls: have never 

attended school 

  

  

Out-of-school 

girls: have at-

tended school, 

but dropped out 

 

ML 1265  

Girls in-school  
16481 

ML 1521 

 

Total:  
 [This number should be the same 

across Tables 32-35] 

 

Once the project has provided information as per the guidance box and tables 

30-35 above, the External Evaluator must: 

• Review the numbers and methodology proposed by the project. Comment 

on the counting methodology, the assumptions that are made, the ex-

pected quality of the data underpinning the final numbers (e.g., project 

own monitoring data and government data). 

• Was data collected, e.g., in the school survey, that enables to verify any of 

the assumptions made by the project in calculating the beneficiary num-

bers? Examples of such data would be: size and number of communities, 

size and number of schools, size and number of classrooms, size and 

numbers of girls clubs, number of disabled girls, number of girls at risk of 

dropping from school, dropouts in the last year etc. Present any of these 

data and compare them with the project. monitoring data. You can use the 

sample data collected and presented in Annex 3 to elaborate. 

• When the available evidence is considered, do the proposed beneficiary 

numbers look reliable? Why yes or why not? 

Table 36: Beneficiaries matrix 
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 Outcomes 

  

Direct beneficiaries  Indirect beneficiaries 

In-school 

girls (6-10 

grade) 

OSG 

(6-9 

years) 

OSG 

(18-

25) 

In-

sc

ho

ol 

bo

ys 

HT/

Tea

che

rs 

Pa

re

nt

s 

SM

C/

PTA 

Local 

gov-

ern-

ment 

Learning  ✔ ✔  ✔ ✔ ✔    

Transition ✔ ✔        

Sustainability  ✔ ✔  ✔ ✔ ✔ ? ✔ 

IO 1: Attend-

ance ✔ ✔       ✔ 

IO 2: Quality of 

teaching 
✔ ✔ 

 
✔ ✔    ✔ 

IO3: Self-es-

teem and em-

powerment  

✔ ✔ 
 

    ✔    

IO4: Social 

norm shift 
✔ ✔  ✔ ✔ ✔ ? ✔ 
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Annex 10. MEL Framework 
Attached as separate file 

Annex 10 MEL 

Framework.docx
 

Annex 11. Evaluation Inception 
Report 
Attached as separate file 

Annex 11 -GEC-T 

ChildHope Midline Inception Report.pdf
 

Annex 12. Data Collection tools 
used for Midline 
Submitted as a separate zip folder 

Annex 13. Dataset & Replica-
tion Materials 
Folder submitted to PwC SharePoint 

Annex 14. Learning Pilot 
Piloting of the learning tests was conducted at Baseline by the previous evalua-

tor. Due to changes in the test design test will need to be piloted and calibrated 

prior to the endline.  

Annex 15. Sampling Frame-
work 
Attached as separate file 
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Annex 15 Sampling 

framework - created 030818.xlsx
 

Annex 16. External Evaluator’s 
Declaration 
Singed declaration submitted to PwC SharePoint 

Annex 17. Project Management 
Response 

Annex 17. Project 

Management Response.docx 

Annex 18. Teacher Survey Re-
sults 

Annex 18 Teacher 

Survey Results.docx  
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Annex 17. Project Management Response 

Response - Recommendations 

Each recommendation is responded to alongside any changes or adaptations the project feel are necessary 
for the duration of GEC-T. There are two responses available:  
Changes and adaptations are minor and linked through to the assumptions in the TOC (in findings doc).   
 
Response 1 – strictly to the midline recommendations, outside of COVID19 
Response 2 – our response to the midline findings, in light of COVID19 

Sexual assault on way to school 
1. (i) Girls report in qualitative 

sessions they’re concerned about 
sexual assault, esp. on the way to 
and from school. (ii) Girls who live 
further away from school are 
three times more likely to not feel 
safe traveling to school. The 
project has established buddy 
systems to support girls to travel in 
pairs or groups but  

 
Rec A: Should consider what 
additional activities can be put in 
place to support girls who fear the 
journey. Safety mechanisms at the 
community level may support girls to 
feel safer traveling.  
 
 
 
 

Response 1 Response 2 (COVID19)  

Rec A: The project agrees that 
this is a good recommendation 
and will consider the different 
activities to support girls en 
route to and from school.  
 
Needs analysis:  Problems 
between Kebeles have already 
started to be identified, such as   
Garaselan  Primary School 
(Tero Desta KA) and Dera # 2 
Kebele in Arsi, Tara Gedam and 
Dengors  South Gonder  
 
Communication strategy 
across Kebeles: We am to built 
consensus among the adjacent 
Kebeles so that joint action is 
taken on safety issues 
 
Buddy System: The project 
have already started a buddy 
system in some schools but this 
is not uniform across the 
project.  
 
Family hubs: Family hubs 
operate in particularly 
vulnerable areas and are linked 
through to areas of need. They 
will continue as GEC-T girls 
prefer the hub type forum as it 
allows them to discuss more 
sensitive subjects outside the 
home, for example, early 
marriage or fear of abuse, 
harassment, or abduction on 
the way to school. Through Hub 
discussion parents also have a 

Strategies to improve safety to 
and from school can only be 
considered when school 
resumes.  
 
Buddy system: The buddy 
system we have already had in 
place will need to be 
reconsidered in line with our 
advice to girls on social 
distancing as part of a revised 
COVID19 context analysis  
 
Family hubs: The size of Family 
Hub meetings may have to be 
reduced to meet with 
government social distancing 
and group size guidelines, which 
currently limit groups to four 
persons. We would then expect 
meeting participants to cascade 
any agreed actions. Meeting 
sizes will increase as government 
restrictions are relaxed. 
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role in jointly identifying a 
solution acceptable to all.  
 
Changes and adaptations: (i) 
Further work is to take place to 
ensure all girls and good 
brother’ clubs have a buddy 
system and orientation to a 
buddy system in place 
(strengthening assumptions 
5,7, 12 etc), (ii) The Life Skills 
curriculum content is to be 
reviewed to include content 
specific to supporting girls’ 
safety to and from school 
(strengthening assumption 20).    

Corporal punishment 
2. (i) 9.6% of girls have been 

punished physically by a teacher in 
the week before the interview. (ii) 
25.8% of girls have witnessed a 
teacher physically punish recently 
on a student. (iii) Qualitative and 
quantitative evidence suggests 
teachers’ views on the subject are 
entrenched. 
Corporal punishment has a direct 
negative effect on local language 
oral reading fluency and self-
esteem at statistically significant 
levels.  

Rec B: Should consider how it can 
engage a wider range of 
stakeholders, including government, 
CSOs, principals, and others in 
supporting behaviour change. 
Rec C: Should consider how we can 
better support teachers and schools 
to adopt restorative or positive 
discipline practices instead of 
corporal punishment.   

Rec B & C: The project agrees 
that these are good 
recommendations. 
 
Training at school level: A 
school-system wide initiative 
has been kick started following 
receipt of the initial findings 
from midline data in December 
2019. The project immediately 
responded with a refresher 
leadership and management 
training activity for school 
principals addressing the 
negative impact of corporal 
punishment and promoting 
alternative positive disciplinary 
methods so that all school staff 
would be in line with the same 
approach. The first refresher 
training activity took place in 
Arsi in March prior to the 
introduction of government 
restrictions on group activities. 
 
Engagement of school boards 
and CCCs – school-community-
system level: The project has 
been engaging school 
communities, CCCs/school 
boards and education offices to 
support further buy-in. Women 
and the children affairs office, 
alongside other NGOs who are 
working on safeguarding will 
also be included. 

Similar refresher training will 
happen in South Gonder and 
South Wollo once the 
government restrictions on 
group activities have been eased 
but will be incorporated with the 
training on revision pedagogy 
and PSS (psycho social support).  
The leadership and management 
refresher training cannot go 
ahead until government 
restrictions on group sizes are 
relaxed. 
The workshops on leadership 
including corporal punishment 
will be reintroduced when the 
schools return and as part of the 
return to school training  
Workshops may resume 
(depending on social distancing 
rules) – interaction and spacing 
will be considered as part of the 
new format. 
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Rec C: Further work is to take 
place with school leadership 
teams and teachers through 
CoPs. 
 
 
Proposed changes and 
adaptations:   
Rec B: Further engagement 
with Woredas and local 
government is planned such as 
engaging Woreda and Zonal 
Education Bureau officers in 
dialogue and training. This will 
also include involving the 
opinion of leaders toward 
contributing to the change of 
behaviour.  An engagement 
conversation map will be drawn 
up to structure discussions and 
monitor progress. This further 
work links to assumptions 16 
and 30. 

Households facing economic 
hardship 
3. There is a wide range of barriers 

that intersect with living in a 
household that are facing 
economic hardship and where the 
head of household is 
unemployed.. Girls in these 
households are more likely to (i) 
have parents who punish them 
physically at home, (ii) to report 
that there are not enough seats for 
all students, (iii) to not use lunch 
spaces (could be because they 
don’t have lunch), (iv) to not know 
a method of contraception, (v) to 
have teachers who are often 
absent at school, and (vi) to report 
that they cannot decide whether 
to stay in school (have to accepted 
what is decided by others).   

 
Rec D: Should consider how we can 
leverage/pull in additional 
investment, or identify partners that 
can engage parents in livelihood 
activities so that the negative effect 
of economic hardship on educational 

Rec D: The project agrees that 
this is a good recommendation. 
 
Further exploration will take 
place to engage livelihood 
focused NGOs to include 
project Woredas in their work. 
Further work on expanding 
funding opportunities will also 
take place. 
 
The project will develop criteria 
to include the most needed 
category of family to be 
engaged in income generation 
activity to link through to 
external support.  

The project has introduced 
training in small business and 
financial management for 90 
mothers from Female Headed 
Households (FHH). The training 
aims to reinforce their 
livelihoods and the health and 
well- being of their families.  
 
In the process of gathering 
information and inputs to the 
design of the medium term 
response, it became clear that 
mothers from FHH were in an 
increasingly vulnerable position 
because their livelihoods which 
depended on the sale of 
agricultural produce or food 
preparation were severely 
affected by the social distancing 
and travel restrictions imposed 
by the government as well as 
fear of infecting their family. To 
mitigate their economic 
vulnerability and make their 
livelihoods more resilient to 
economic shocks, the project will 
provide training on small 
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outcomes, and the increased 
vulnerability these girls face can be 
reduced. 

business and financial 
management for the mothers 
and will provide a small bursary 
to help restart their business. 

Numeracy curriculum too 
demanding 
4. The numeracy curriculum is too 

demanding for girls in grades 5-10 
(a minority of girls in these grade 
levels meet curriculum 
expectations).  

 
Rec E: Should consult other 
education sector stakeholders to 
compare results and consider 
approaching the MoE to advocate for 
curriculum reforms to meet girls at 
their current levels and give 
appropriate support to teachers in 
curriculum delivery.  

Rec E: The project partly agrees 
that this is a good 
recommendation. 
 
The project is aware that work 
is already taking place at 
national level to discuss the 
nature and content of the 
Ethiopian curriculum as part of 
the school reform process and 
ESDP. However advocating for 
curriculum reforms is beyond 
the project scope.  
 
Proposed changes and 
adaptations: 
 
Further work will need to take 
place at  national level, in 
collaboration with other NGOs 
that could feed into GEQIP as 
GEQIP seeks to update 
education structures and 
systems. This work will 
strengthen assumptions 9, 
10,16 & 30. However the 
project are not in a position to 
spend time and resources on 
lobbying at this stage.  
 
Nevertheless, further liaison 
will continue at the GEC forum 
and education cluster 
meetings, alongside our 
connection with regional 
bureaus where strong 
partnerships already exist to 
aid advocacy work with the 
MoE. 

Same as response 1 as it is a long-
term issue that goes beyond the 
lifetime of the project. 
 
 
 

Reading Comprehension Skills 
5. Girls have challenges decoding 

meaning from texts in (i) local and 
(ii) second language.  

 
Rec F: Should consider addressing 
comprehension skills explicitly in 
homework clubs to support 
improvements in decoding.  

Rec F: The project agrees that 
this is a good recommendation. 
 
Girls are currently being 
assessed for their needs in 
homework clubs, and will 
subsequently be taught at the 
right level, focusing on gaps in 
learning and areas of need.  

As part of the Covid-19 distance 
learning response remote exam 
support will be offered to G 8 & 
12 girls prior to school resuming. 
Once school resumes all grades 
will be offered support, 
alongside a focus on reading 
comprehension.   
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We will continue to encourage 
girls to borrow books from the 
library (noted in the midline as 
a positive finding). Further 
work will also take place with 
Education officers and teachers 
to enhance reading strategies 
in homework clubs. 
 
Reading comprehension will be 
considered as part of this 
ongoing process through the 
build in of reading aloud in pairs 
and small groups into the 
overall approach. This will aid 
engagement and decoding. 
Paired and small group reading 
is considered where some girls 
may feel conscious of reading 
aloud. Reading aloud at all ages 
will be encouraged.  
 
Work will also take place 
through FGDs to collect 
feedback on the areas of need 
girls feel needs addressing. 
 

Work will also take place through 
FGDs to collect feedback on the 
areas of need girls feel needs 
addressing. 
 
Social distancing will not prevent 
reading aloud. Borrowing of 
books may be reduced 
(prevention of passing on virus). 
 
 

Numeracy – pattern recognition 
6. Girls have difficulties with the 

pattern recognition task. 
 
Rec G: Should consider addressing 
this in homework clubs to support 
improvements in this pattern 
recognition task discrete. 

Rec G: The project notes the 
importance of this 
recommendation and observe 
the pattern recognition task is 
misplaced I the numeracy test 
used in baseline and midline.  
 
It has been noticed that the 
pattern recognition task is 
misplaced in the EGMA 
numeracy test. Both the 
preceding and subsequent 
tasks are easier.  The missing 
number task should be the final 
subtask as it requires higher 
cognitive logical reasoning, as 
well as the ability to add and 
subtract, and also to count 
backwards. If the missing 
number task were placed in the 
correct part of the test, 
different results may have 
occurred.  Further work will 
take place with Education 
officers and teachers to address 

Despite the learning tests not 
being administered as part of the 
endline, further work will still 
take place to improve this area, 
once school resumes.   
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this, both the subject 
knowledge and method that 
teachers use to support girls in 
this area. 

A minority of girls meet expected 
curriculum competencies for English 
in all grade levels 
7. A minority of girls meet expected 

curriculum competencies for 
English in all grade levels where 
English is taught or where it is the 
language of instruction which will 
prevent girls from transitioning to 
secondary school and prevent 
their ability to access the wider 
curriculum  (where English is the 
language of instruction).  

 
Rec H: Should assess teachers’ 
existing English language abilities.  
Rec I: Should consider how we can 
better support teachers with 
teaching girls of varying levels of 
English ability.  
 

The project notes the 
importance of this 
recommendation but would 
find it difficult to address, given 
the original scope and design of 
the project. The original project 
scope had planned to upskill 
teachers in English as it had 
been identified as a weakness. 
However, this was removed 
due to cuts to the budget.   
 
Rec H:  The project observes 
that teachers are placed in 
schools beyond the project 
control which has an impact on 
the varying range of English 
language acquisition in 
teachers across project schools.  
Assessing the level of English 
acquisition across project 
teachers would mean larger 
adaptation to our theory of 
change than what is now 
manageable.  
 
Rec I: The incorporation of 
discussions on working with 
students with varying levels of 
English ability will be 
considered in CoPs. 

This is a long-term issue that 
goes beyond the lifetime of the 
project. 
 

The proportion of girls who have 
been married or are cohabiting with 
men as if married has increased 
between BL and ML 
8. The proportion of girls who have 

been married or are cohabiting 
with men as if married has 
increased between BL and ML 
which (marriage) was found to 
result in reduced learning 
outcomes. This may be due to the 
onset of adolescence as girls are 
now older 34.8% of girls in the 
treatment group who are over 12 
years of age & have started 
menstruating, do not know of a 
way to prevent pregnancy 

The project agrees that these 
are good recommendations. 
 
Rec K & J: 
Family Hubs: Work will take 
place with family hubs to 
consider how parents engage 
with girls (in relation to the 
power dynamic around choice 
making which impacts on 
decision making around SRH).  
 
Life Skills sessions: Life skills 
sessions will also address the 
areas of resilience that need to 
be improved, i.e. navigation, 
negotiation and decision 

Newly married and pregnant 
girls, as well as young mothers 
that have remained engaged 
with the project have been 
included in the distribution of 
worksheets, sanitary pads and 
soap. They have also received 
family planning and ante-natal 
services advice from the local 
Health Extension Workers.  
 
Plans to increase the level of 
awareness on contraception and 
other types of family planning 
within the SRH awareness 
activities facilitated by youth 
friendly SRH Officers from the 
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(including abstinence). This could 
result in girls becoming pregnant 
which is likely to affect several 
educational quality outcomes.  

 
Rec J: Should consider additional 
support for girls within the ‘onset of 
adolescence’ age range 
Rec K: Should critically review the 
sexual and reproductive health 
curriculum taught in girls’ clubs  

making that assist girls to be 
more confident in making 
decisions on their own and 
negotiating with parents in the 
domain of choice making. 
 
Ministry of Health: Collective 
attention on SRH both in 
academic and Service delivery 
from ministry of health will also 
be addressed. 
 
Rec J: The project will use 
internal data to target the 
‘onset of adolescent’ age 
ranges within the current 
curriculum, and apply revised 
content to it. 
 
Rec K: The project have plans in 
place to increase the level of 
awareness on contraception 
and other types of family 
planning within the SRH 
awareness activities facilitated 
by youth friendly SRH Officers 
from the local SRH clinics. 
 
Proposed changes and 
adaptations:  
Further work will take place to 
improve the current curriculum 
content (which is based on 
Woreda Health office modules) 
and how the curriculum is 
taught which strengthens 
assumption 20. An extra 
feedback loop will be inserted 
to collect feedback from girls 
on the service they receive 
alongside a quality check on 
external providers   

local SRH clinics will commence 
following the reopening of 
schools. 
 
 
 

Some girls find it difficult to access 
sanitary wear 
9. 9.7% of girls find it difficult to 

access sanitary wear. While this is 
less than half of the proportion in 
the control group it’s still large. 
Qualitative evidence suggests that 
access to sanitary wear supports 
attendance outcomes. Lack of 

The project agrees that this is a 
good recommendation. 
 
Rec L: The project will analyse 
data to understand which 
schools there are gaps in 
provision, or limited access to 
sanitary corners.  
 

Sanitary pad and soap 
distribution is continuing during 
the Covid-19 response, alongside 
the distribution of worksheets.    
 
Scale up of creation of reusable 
sanitary pads, originally started 
in South Gondar, has been halted 
due to COVID 19.  
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access had a negative effect on 
local language literacy scores. 

 
Rec L:  Should consider where the 
gaps in access exist.  
Rec M: Should consider how we can 
provide additional sanitary clothes 

Rec M: In addition to sanitary 
pads the project already 
provides pants to girls where 
needed. Further work will take 
place on improving girls’ 
awareness on sanitary pad use. 
Training has also started on 
making re-usable sanitary pads. 

Some girls do not use toilets at school 
10. 15% of girls do not use toilets at 

school which was shown to have a 
negative effect on girls’ academic 
self-efficacy at statistically 
significant levels.  

 
Rec N: Should consider how we can 
advocate for facility improvements 
with government.  

The project agrees that this is a 
good recommendation. 
 
Rec N: ChildHope and CHADET 
have sourced funding from 
Guernsey Overseas Aid for a 
WASH project aimed at 
improving the water supply to 
schools. Availability of water 
will improve the toilet hygiene 
and environment so girls will 
feel more comfortable using 
the toilet. The WASH project 
runs alongside the GEC-T 
project during its final year. This 
will take place external to the 
original project scope. 
 
In addition to this the project 
can lobby government to 
support school with such 
facilities through sharing these 
findings with senior 
government officials in Amhara 
and Oromia. 

The GOAC funded WASH project 
continues implementation 
during the school closures.   
 

Some teachers in qualitative sessions 
have requested additional training 
on how to accommodate for children 
with disabilities  
 
11. Teachers in qualitative sessions 

have requested additional training 
on how to accommodate for 
children with disabilities.  

 
Rec O: The project should consider 
whether it can provide additional 
training on inclusion to teachers 
before endline.  

The project agrees that this is a 
good recommendation. 
 
Rec O: The project has been 
planning disability training for 
teachers in collaboration with 
MAITS through the use of a 
volunteer who would be an 
expert in learning disabilities. It 
was originally planned as an in-
person workshop in Ethiopia, 
We have received positive 
feedback about the guidance 
on teaching students with 
different impairments (visual, 
hearing and ADHD) that has 
been produced in-house, which 
appears to have whetted 

Once schools resume, disability 
training can take place and also 
be cascaded with social-  
distancing rules considered.  
Remote training for project staff 
is now being negotiated and then 
learning to be planned for 
further cascade. 
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teachers’ appetites for more 
specialised disability training. 

A large proportion of girls in 
treatment groups feel lonely often at 
school 
12. A large proportion of girls in 

treatment groups feel lonely often 
at school which is a statistically 
significant predictor of (i) lower 
local language literacy aggregate 
scores and (ii) lower local language 
oral reading fluency.  
It was also found that attending 
Girls’ Clubs reduced feeling lonely 
at school. As 46.8% of 
beneficiaries are members of girls’ 
clubs an increase in membership 
will support improvements in 
academic self-efficacy (and 
subsequently learning). 

Rec P: Should consider how we can 
increase Girl Club membership in 
schools.  

The project agrees that this is a 
good recommendation. 
 
Rec P: The project has already 
looked into the translation of 
the questions from English to 
Amharic and Afan Oromo and 
cannot detect any errors in 
translation.  Further work will 
take place to explore the area 
of loneliness, quality of 
relationships and belonging 
and the girls understanding of 
these concepts, particularly 
through disaggregated data 
(linking to the onset of 
adolescence and adolescence).  
  
The increase in membership of 
Girls’ Clubs is also under 
consideration. 
 
 
 

CHADET had been considering 
increasing membership of Girls’ 
Clubs prior to the closure of 
schools and restrictions on group 
sizes. Outside of COVID 19 we 
would have considered doubling 
the number of members from 
the current membership, 5793. 
 
While Covid-19 infections are 
rising the project cannot take the 
risk of reintroducing Girls’ Club 
activities outside school. Once 
schools reopen and government 
restrictions are relaxed the 
project can revisit club sizes, 
however realistically it is unlikely 
that numbers would increase 
significantly in the final two Qs of 
the project. the operation of this, 
i.e. scattering sessions over the 
week with limit on numbers, will 
need to be considered.  
 
This might include the setting up 
of more, but smaller clubs in 
each school, which can be led by 
the girls, and supported by the 
focal teacher. 

Parental engagement are predictors 
of learning 
 
13. Parental engagement including 

asking a child about what they did 
in school or helping them with 
homework, and attitudes towards 
girls’ education (P63) are all 
predictors of learning at midline. 
For e.g. girls’ report doing chores 
make it hard to do schoolwork 
(p<0.05; Beta=-0.121), or not 
being able to choose whether to 
stay in school and having to accept 
what is decided for her (P<0.05; 
Beta=-0.148) (page 176) 
 

Rec Q: Should consider how we can 
strengthen outreach activities with 
parents based on these findings.  

The project agrees that this is a 
good recommendation. 
 
Rec Q: Family Hubs will remain 
the primary forum for parent 
engagement and the agenda 
for each forum meeting serves 
to address a range of themes 
and issues, for e.g. how to 
protect girls so they feel less 
prone to harm en-route to 
school, or how to support girls 
with their homework and 
promote the equal distribution 
of chores.  
 
Family Hubs: Girls are also 
involved in Family Hubs so have 
a role in jointly identifying a 
solution acceptable to all.  
 

Family Hubs will remain the 
primary forum for parent 
engagement and the agenda for 
each forum meeting could 
address a different issue. 
However, realistically the Hubs 
can only resume once the Covid-
19 infection rates reduce as the 
project cannot take the risk of 
spreading infection.  
 
Instructions have been included 
with worksheet distribution 
encouraging parents to ensure 
that their daughters engage with 
the worksheets and learning. As 
parents are an integral aspect 
when encouraging girls to 
complete the worksheets, they 
are engaging with the materials. 
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Proposed changes and 
adaptations:  
 
Family Hubs: Girls are also 
involved in Family Hubs so can 
consider Informal family 
learning sessions can support 
parents and girls on how to 
integrate numeracy into 
everyday life, at the market, 
counting and weighing etc. 
alongside orientation to 
homework tasks. This will 
strengthen assumption 6.   

 
 
 

Having a teacher often absent from 
class has a negative effect on self-
esteem 
14. Having a teacher often absent 

from class has a negative effect on 
self-esteem. Teacher absenteeism 
is a statistically significant 
predictor of and contributes to 
lower English and local language 
literacy aggregate score, and local 
language oral reading fluency 
according to linear regression 
models. It predicts that girls will 
score 4.97% less on English 
aggregate literacy, 6.17% less in 
local language literacy score, and 
9.76 words per minute less in local 
language oral reading fluency.  

 
Rec R: The project should consider 
what steps it can take to reduce 
teacher absenteeism to ensure this 
does not hamper project impact.  

Rec R: The project notes the 
importance of this 
recommendation but would 
find it difficult to address at 
system level as it is dependent 
on a variety of factors, given the 
original scope and design of the 
project. 
However, further work will be 
discussed to engage principals 
on ways to reduce absenteeism 
at school level.  
 

The leadership and management 
refresher training cannot go 
ahead until government 
restrictions on group sizes are 
relaxed. Once they do, and 
schools reopen, South Gonder 
and South Wollo leadership and 
management training will 
continue. 
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Response – Key Findings 

What is the project’s response to the key findings in the report? Refer to main conclusions (Section 6) 

1. Where do we feel the findings have confirmed our existing understanding ?  
2. Where do we feel the findings have challenged our existing understanding?  
3. Where do we feel the findings have added ‘more’ (nuance) to what was already known?  

Finding 1 – increase in numeracy outcomes:  

There is a statistically significant impact on numeracy outcomes. We successfully delivered 
improvements to girls’ numeracy over and above girls in the control group.  

(i) Girls in grade 8 experienced the greatest average improvement in numeracy between baseline 
and midline. These girls benefited most from our activities between BL-ML. As girls who were in 
grade 8 at baseline have since transitioned to secondary school, this indicates that we have 
supported their numeracy improvements, despite a confluence of changes taking place in their 
lives at this milestone (including   adolescence and a transition to a new school, with new teachers 
and peers).  

Our girls outperformed girls in the control group in all grades. 

Our response: 1 – Confirms what we already know.  

Contrary to the counter intuitive trend given at baseline (that attainment decreased as grades increased), 
the project still has still held the assumption that numeracy levels will have increased by midline, which is 
confirmed in this finding. Midline and internal data (pass and transition rates) confirm fit for purpose 
project design and what we already know about numeracy outcomes. The professional development 
mechanism of the project, alongside the combination of a range of activities, have aided the success of this 
outcome. Examples of this are: 

CPD: Teacher training in gender sensitivity, student centred pedagogy and a special focus on math subject 
specific pedagogy.  

Supporting interventions & provision: Sanitary pad distribution, sanitary corners to support attendance 
to school and tutorials. 

Finding 2 – Minority of girls meet curriculum expectations in numeracy:  

Only a minority of girls’ meet curriculum expectations in numeracy in all grade levels, (the numeracy 
curriculum doesn’t meet girls at their current level and teachers struggle to deliver to the curriculum in the 
way it has been designed).  

Our response: 1 - Confirms what we already know 

Contrary to the counter intuitive trend given at baseline (that attainment decreased as grades increased), 
the project still holds the assumption that numeracy levels will have increased by midline, which is 
confirmed in ‘finding 1’. In addition to this we were under the impression that the levels were below the 
national curriculum which has been confirmed through the midline.  

There is general consensus across Ethiopia that the alignment of content to the national curriculum needs 
further work. The project are aware that there is a wider process of an ongoing Education Sector 
Development Plan currently being undertaken where the Ethiopian curriculum is under a content and level 
benchmarking review. We note that the main issue is curriculum design, rather than teachers’ ability to 
deliver to the curriculum.  Our project transition rate 80%+, higher than the national average, suggests that 
girls are achieving at a higher rate than nationally (as transition is dependent on meeting minimum 
standards across the curriculum). We also note that the impact on our project population of girls who are 
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marginalised will be higher if the curriculum is pitched at too high a level, or needs further reform to be 
better fit for purpose.  Further investigation is underway through communication with other Ethiopian GEC 
project to identify similar findings. 

Finding 3 – Homework clubs have helped girls improve their English, local lang. and numeracy: 

Evidence that suggests we have influenced literacy improvements between BL and ML through the use of 
logistic regressions to predict higher levels of English and local language oral reading fluency. In qualitative 
sessions girls have reported that homework clubs have helped them to improve their literacy through i) 
the re-teaching of core concepts and ii) access to additional reading materials. Both teachers and girls 
report similar results of participation in homework clubs in qualitative sessions which validates this finding. 
Homework clubs are also reported to have had a direct role in supporting improvements in self-esteem, 
according to predictive models, suggesting that homework tutorials provide a social context in which girls 
feel validated, supported, and empowered by their peers.  

Our response: 1 – Confirms what we already know 

This finding confirms that the homework clubs/tutorials are working to the intended design. They have 
served the needs of girls who have been targeted to take part and demonstrate the effectiveness of the 
learning needs assessments, used as part of the needs analysis process.  The link between academic 
achievement and self-esteem is also an assumption listed in our theory of change (assumption 34), that 
through active engagement, improvements in learning are expected. Our teacher training model trains and 
supports teachers to more actively engage girls in learning (through a more student centred approach). 
Internal data evidences high pass rates and high transition rates and the midline report provides further 
evidence to confirm what we knew. 

Finding 4 - Participation in Girls’ Clubs was a statistically significant predictor of academic self-efficacy: 

Participation in Girls’ Clubs was a statistically significant predictor of academic self-efficacy, suggesting that 
Girls’ Club’s support girls to feel confident in their academic abilities 

Project response: 1 – Confirms what we already know 

This finding confirms what we already know about the relationship between participation in girls’ clubs 
and academic self-efficacy where belief in one’s ability in successfully achieving academically (Bandura; 
Eccles & Wigfield; Schunk & Pajares) is supported through the fostering of self-esteem. Gender-sensitive 
pedagogy training for focal teachers involve girls more in class thus increasing girls’ sense of their own 
abilities and achievement. The girls’ clubs work at a number of levels as well as offering formal life-skills 
lessons they give girls an opportunity to engage in mutual support thus aiding to raise a girls’ academic 
self-esteem which impacts on self-efficacy. Our TOC design (assumption 33 & 28) assumes that levels of 
engagement are increased through the fostering of belonging and targeting areas of need additionally 
drives the increase of academic self-efficacy to cross over into homework clubs/tutorials. Girls’ confidence 
has also increased to navigate problems and take risks as part of the learning process.   
Finding 5 – Girls who are supported to participate in class is a significant predictor of 
improvements in English ORF and numeracy: 

Supporting girls to feel capable and comfortable participating in class is a statistically significant 
predictor of English oral reading fluency and numeracy. Several of our activities were found to 
promote girls’ perceived level of confidence to participate. These namely include Girls’ Clubs and 
Homework Tutorials. This suggests that through improving girls’ ability to participate in class, they 
will drive improvements in learning and may have contributed to the project’s impact on numeracy.  

Project response: 1 – confirms what we already know 

This has confirmed what we already know about: 

Engagement and participation - increasing the levels of engagement and participation through a student 
centred approach, including group, pair and individual tasks in learning sessions. There are learning gains 
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when girls are encouraged and supported to participate. In addition, supporting a girl to participate would 
have the effect of increasing a girls’ self-esteem and increasing that self-efficacy for that subject. Equally, 
Where girls can interact freely with others and participate in activities, their capability to participate in 
education, to fully engage, understand and be confident is enhanced. (Vaughn, 2007). Gender-sensitive 
pedagogy training for teachers has also increased involvement of girls more in class, which also increases 
girls’ sense of their own abilities and achievement.  

Fit for purpose needs analysis - the identification of a student’s strengths and areas for development are 
possible where there is participation as supporting girls to participate aids the teacher in the identification 
of learning needs, which would translate into learning gains.  

Supporting interventions - The life skills training activities and leadership aspects of Girls’ Club 
membership have given girls a clearer understanding of their abilities and about their potential to achieve 
in education. Gender-sensitive pedagogy training for teachers has also increased involvement of girls more 
in class, which also increases girls’ sense of their own abilities and achievement. 

Assumption 34 – which assumes higher levels of engagement and participation due to high quality of 
teaching, is confirmed. 
Finding  6 – Improvements in self-esteem support improvements in learning:  

Self-esteem is a statistically significant predictor of numeracy, English and local language oral 
reading fluency & aggregate score, suggesting that. Equally academic self-efficacy was a 
statistically significant predictor of English aggregate score, English and local language oral 
reading fluency, and local language aggregate score. Improvements in academic self-efficacy are 
likely to drive improvements in literacy learning 

Project response: 1 – Confirms what we already know 

This finding confirms good project design through a combinations and interlinking of activities across 
outputs, (particularly output 1, 3 & 4, having a positive impact). The leadership aspect of the Girls’ Club, 
along with meaningful participation in class, contributes to raised levels of girls’ self-esteem. Through a 
combination of interventions girls have a clearer understanding of their self-worth, with increased self-
esteem leading to improved learning (Chan; Lo et.al). Life skills sessions are a good example of how one 
intervention serves a dual purpose of developing agency within the girl particularly within a social context 
where they can feel they are accepted by their peers and they can have and grow their sense of belonging 
(sociometer theory – Leary et al. 1995) and additionally improving their learning outcomes. The benefits 
of being able to operate freely with their peers, particularly within a social context where they can feel 
they are accepted by their peers and can develop a sense of belonging are manifested in learning 
outcomes.  

This confirms assumption 28 & 33. 
Finding 7 – Parent engagement supports learning:  

Several home environments factors around parental engagement was also shown to support 
learning. (i) Parental attitudes towards girls’ education are a statistically significant predictor of 
local language oral reading fluency and local language aggregate score. (ii) When parents are 
supportive of girls’ education, this leads to higher levels of local language literacy. Additionally, (iii) 
having an adult at home help a girl with homework is a statistically significant predictor of English 
aggregate score and numeracy, (iv)  having an adult at home to ask a child about what they do in 
school is a statistically significant predictor of local language aggregate score, and local language 
oral reading fluency.  

Project response: 1 – Confirms what we already know 

As parents have been engaged throughout GEC 1, a continuation of their involvement was 
factored into the design of GEC-T.  In response to the baseline report and a request from GEC-T 
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girls, activities involving parents have increased, e.g. the reintroduction of Family Hubs. The girls 
prefer this Hub type forum as it allows them to discuss more sensitive subjects outside the home, 
for example early marriage or fear of abuse, harassment, or abduction on the way to school. 
Through Hub discussions, parents have a role in jointly identifying a solution acceptable to all. 
Barriers are also reduced when parents have a positive attitude toward girls’ education which 
impacts positively on levels of self-esteem and academic self-efficacy as girls can feel their efforts 
are supported, thus supporting assumption 6.. The support they give also assists girls in 
completing their homework and supports the problem-solving approach to learning.  

Finding 8, IO1 – Attendance improved due to a combination of project activities 

Despite having little room for progress in attendance several of our activities have contributed to 
attendance improvements. Regression analyses determines that having attended a secondary 
school transition camp supported girls to improve their attendance between. Qualitative evidence 
suggests that several project activities contributed to attendance improvements including (i) the 
provision of school uniforms and (ii) supplies to girls and the provision of sanitary wear to support 
girls to attend school during menstruation.  

 Project response: 1 –  confirms what we already know 

This finding confirms our understanding, it is clear that the quality of project design, through its holistic 
approach and interlinking interventions across outputs, has had a positive impact. For example: 

Output 1 – has created a conducive learning environment through creating safe spaces for girls has allowed 
girls to feel safe enough to participate freely in a conducive learning environment.  

Output 2  - has removed the barrier of financial restriction to attend school and has provided girls with 
practical and financial support which would have reduced the girls ability to attend school. 

Output 3 - has aimed to improve teacher pedagogy, ensuring the girls receive a quality education.  

Output 4 -  has helped in the personal development of the girl, helping them to fully engage with their 
learning, beyond mere participation.  

By design, this was the intention of the project, no one activity has been intended to be more important 
than another.  
Finding 9, IO1 - The increased attendance levels that we have between BL-ML do not 
influence English, local lang. or numeracy: 

Predictive models suggest that attendance levels do not directly influence English, local language 
literacy or numeracy. The more a girl attends school between baseline and midline does not 
therefore necessarily lead to her learning more. This could be due to the fact that girls on average 
have a relatively high level of attendance, which additional improvements in attendance may not 
lead to higher levels of learning as any additional attendance improvements would be marginal. 

Project response: 2 – Challenges our original assumption 

This challenges assumption no 1 in our TOC, that “if girls attend school their level of learning will increase”. 
In saying this, we understand that the improvement in attendance between BL and ML has been so minimal 
that have not had the impact we were expecting from ‘improved attendance’. 
Finding 10, Outcome 2 – SRH interventions are well targeted to girls who fall pregnant 
(relating to transition): 

With regards to transitions, SRH interventions are well suited to the intended objectives, given that 
girls who fall pregnant are likelier to fail at transitions.  

Project response: 1 –  confirms what we already know 



15 

 

This is a valuable finding that recognises the quality of activities supporting the sub-groups of girls who are 
pregnant, in this case pregnant girls which confirms our transformative approach to GESI. It also confirms 
assumption 20 holds true to this cohort of girls.  
Finding 11, IO2 – Improvements in preparation, pedagogy, and assessment practices: 

A higher proportion of lessons in our schools demonstrated improved preparation, pedagogy, and 
assessment practices which suggests we have played a role in improving the quality of instruction 
in schools. Teachers report in interviews that these improvements are due to the training we 
provided where the benefits of learning new methodologies have helped them to better support 
children in their lessons.  

Project response: 1 –  confirms what we already know 

The TOC assumption 1 is correct, which demonstrates our CPD intervention is fit for purpose and of high 
quality, thus supporting assumption 11. In addition to direct training in pedagogy, leadership training has 
been introduced to support better teaching, including principals and education officials. The set-up of CoPs 
so that teachers could benefit from peer observation and support, the revision of the lesson observation 
rubric (with the focus the domains of preparation, pedagogy, and assessment), orientation to its use and 
the development of the Lesson Observation User Guide and orientation have been major contributions. 
Assumption 11, (I, ii) training is of high quality and fit for purpose has also been confirmed.   
Finding 12, IO2 – Request for additional training to support GWD: 

Teachers have also requested additional training on how to teach and accommodate for children 
with disabilities 

Project response: 1 –  confirms what we already know 

Despite our current interventions to support teachers in delivering quality lessons to all students – 
i.e. the distribution of guidelines on how to identify and support GWD and awareness raising on 
disability, this finding confirms our observations that more support is needed which has also been 
voiced in CoPs. Further work will take place to ascertain the type of support needed.  In addition 
to the development of guides for teachers, we are currently in the process of planning disability 
training for teachers in collaboration with MAITS who specialise in learning disabilities. Negotiation 
is now underway for remote cascade training to take place for project staff. Positive feedback has 
been received on our most recent impairment support training (visual, hearing & ADHD) appearing 
to whet teachers’ appetites for more specialised disability training. 
Finding 13 - Having a teacher often absent from class has a negative effect on self-esteem (P13,175):  

Teacher absenteeism is a statistically significant predictor of and contributes to lower English and local language 
literacy aggregate score, and local language oral reading fluency according to linear regression models. Teacher 
absenteeism predicts that girls will score 4.97% less on English aggregate literacy, 6.17% less in local language 
literacy score, and 9.76 words per minute less in local language oral reading fluency.   

Project response: 1 –  confirms what we already know 

This finding has added more nuance to what we already know and has been inserted as a new assumption (no. 35 “consistent 
and high levels of teacher attendance has a positive effect on self-esteem”). Teacher absenteeism not only has a negative 
effect on academic self-efficacy but also self-esteem/self-worth as a student may see absenteeism as a reflection on them, 
as if they are not important enough to have a teacher attend regularly.  

However, the report states that “having a teacher often absent from class or having a girl believe that the teacher treats girls 
and boys unequally has a negative effect on self-esteem” does not unpack which of the two scenarios has the  bigger effect 
on self-esteem, or the nature of the unequal treatment. In the context in which we are working, having a girl witness girls 
being treated less fairly or unequally than boys, may have a greater impact on self-esteem than an absent teacher. Previous 
studies have identified a link between teacher absence and self-esteem, so this finding, at face value, is as expected.  

Finding 14 - Having a girl believe that the teacher treats girls and boys unequally has a negative effect on self-esteem: 
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Project response: 1 – Confirms our understanding 

This confirms our understanding which is why we have included gender-equity activities, e.g. gender-sensitive 
teaching, Girls’ Club activities. Girls are more confident to ask questions and raise their hands in class. Where a 
girl is ignored or not included there is an impact on self-esteem as they feel invisible within the classroom 
environment. This has a knock on effect on engagement, thus becoming more detached which again, impacts on 
self esteem.  

Finding 15 - A large proportion of girls in treatment groups feel lonely often at school which is a statistically 
significant predictor of (i) lower local language literacy aggregate scores and (ii) lower local language oral 
reading fluency. It was also found that attending Girls’ Clubs reduced feeling lonely at school. As 46.8% 
of beneficiaries are members of girls’ clubs an increase in membership will support improvements in 
academic self-efficacy (and subsequently learning). 

Project response: 3 – Challenges our understanding 

This challenges our existing understanding as our interventions have been planned around raising self-esteem 
which we have understood would impact on a sense of ‘belonging’. We have assumed that having a higher sense 
of belonging will impact on wellbeing (encompassing a reduced loneliness). We have not assumed that girls who 
attend girls clubs, life skills sessions and are more engaged in interactive lessons can feel lonely at school.  Further 
exploration in the area of belonging, quality relationships, individual and collective belonging (to test assumption 
28, 33 ii further) through disaggregated data to cover changes in the girl through onset of adolescence and 
adolescence, is needed to identify the cause.  
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ChildHope & CHADET Theory of Change for supporting marginalised girls to learn and transition successfully. 

 

 

Activities Outputs  Intermediate outcomes  Outcome  

 

Project emphasis 

 

 

  

IO2 -Improved quality 

of teaching  

IO1 - Improve school 

attendance rates. 

 
Girls’ achievement of 

higher-order 

numeracy and 

literacy skills 

Girls’ achievement 

and continuity 

supported by family, 

community, 

government & 

school 

Girls’ smooth 

continuity between 

primary, secondary, 

vocational school 

 

Track attendance  

Provide financial incentives to 

girls & link them to employers 

Maintain reading corners 

Train  and coach teachers in 

effective pedagogy 

Girls and boys create new shared beliefs: 

• Boys challenge inequitable gender 
behaviours. 

• Girls develop self-confidence, initiative 
and leadership. 

• Girls & Boys recognise violence and 
abuse and report it  

• Girls and boys read more 

• Girls and boys understand disability 

WOREDA EDUCATION OFFICIALS PROVIDE 

ONGOING SUPPORT FOR  TEACHER 

DEVELOPMENT 

Provide transition guidance, 

tuition and fees 

  

Enrol girls into vocational 

school 

Establish teacher resource 

centres at Woreda Educ Offices  

Girls and families face fewer 

economic barriers to attending & 

transitioning  

Girls enjoy stimulating learning 

environments 

Well trained teachers applying more 

effective methodologies in the 

classroom   

M
A

IN
ST

R
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M
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G
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IS
A

B
IL

IT
Y 

IN
C

LU
SI

O
N

 A
C

R
O

SS
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R
O

JE
C

T 
A

C
TI

V
IT
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ENABLERS 

Provide girls scholastic 

materials to support 

learning 

Involve parents in 

supporting girls’ 

education through 

family hubs 

Provide girls 

homework clubs to 

support lessons 

IO3 - Increase self-

esteem and 

empowerment of 

girls 

GOOD QUALITY SOCIAL NORMS COMMUNICATIONS & 

BRANDING ADVICE 

Support girls’ movement: reporting & addressing violence & 

abuse (letter-link), boys & girls’ clubs, life-skills & disability 

awareness 

Increase girls’ 

employability skills. 

 

STRONG  GOVERNMENT RELATIONS 

1 

2 

27 

5 

4 

6 

7 

8 

9 

11 

12 

13 

15 
16 

17 
18 

19 20 
21 

22 23 

24 

25 

6 

10 

27 

3 

28 

29 

IO4 - Positive shift in social 

norms to support girls’ 

education through a girl-led 

school based movement and 

communication- campaign 

that empowers girls and 

challenges norms 

 

 

30 

34 

31 

33 

HIGH LEVELS OF TEACHER ATTENDANCE  

35 

28 
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Theory of Change and Assumptions 

 
Assumption 

 
Description 

 
Strength of 
assumption 

 

1 (i) The school provides a conducive 
environment for girls to learn (links 
to safety) 

S 
M 

2 Inflation does not adversely affect budget 
allocation  

M (linked to the 
possibility of rising 
inflation) 

5 (i) The school provides a conducive 
environment for girls to learn (links 
to safety) 

(ii) Girls feel they belong to the school 
community  

(iii) Girls are able to attend school 

M 
 
S 
M (links to unsafe 
routes to school) 

6 (i) Family hubs are run regularly enough 
for continuous dialogue to take place 

(ii) Key stakeholders attend (that would 
benefit from discourse around girls 
education) 

(iii) Content is fit for purpose 
(iv) Girls’ self-efficacy and self-esteem is 

raised due to parent involvement  

S 
 
S 
 
S 
S  

7 (i) Girls are able to attend school M (links to unsafe 
routes to school) 

11 (i) Training inputs are high quality  
(ii) Training is fit for purpose 
(iii) There is room in CoPs for teachers to 

share and reflect on practice  

S 
S 
M 

12 Girls are able to attend school  M 
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9, 10, 16 & 
30 

(i) Government officials are permitted 
and supported to attend sessions 
and meetings. 

(ii) Outcomes from meetings link 
through to a wider agenda 

M 
 
M 

19 (i) The environment in girls clubs 
fosters the development of personal 
relationships, comradery and a sense 
of belonging 

M 

20 (ii) The life skills curriculum content 
addresses relevant barriers and 
attitudes about girls education 

(iii) The life skills curriculum content is fit 
for purpose  

S 
M 

23 (i) Employment is available 
(ii) The standard of available 

employment is in line with the 
project vision   
 

 

(iii) External partners are available to 
support income generation with 
families  

W (links to the 
stability of 
employment in 
Ethiopia) 
W (the project is not 
able to control the 
standard of 
employment 
available. It can 
provide project 
beneficiaries with 
advice and 
guidance) 
M 

25 (i) Homework clubs identify and act on 
specific areas of need 

(ii) The environment girls learn in is 
conducive (links to assumption 1.2) 

S 
S 
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28 & 33 (i) The content of girls clubs addresses 
barriers that prevent girls from 
attending school 

(ii) The environment in girls clubs 
fosters the development of personal 
relationships, comradery and a sense 
of belonging 

M 
 
M 

34 (i) Teachers are present in school most 
of the time (have put .most, to 
accommodate unforeseen illness) 

(ii) Girls have appropriate 
resources/materials to learn  

(iii) Girls are able to attend school 
(iv) The environment girls learn in is 

conducive (links to assumption 1.2) 
(v) Levels of engagement in learning are 

higher 

W  
 
S  
M 
M 

35 Consistent and high levels of teacher 
attendance has a positive effect on self 
esteem 

W  
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3. Have findings shed new light on relationships between our outputs, 
intermediate outcomes, and outcomes and the significance of barriers for 
certain groups of children – and how these can be overcome?  

• The impact of decreased levels of self-esteem linked to teacher 
absenteeism in finding 13 has led to a slight amendment in the TOC, linking 
assumption 35 to a new enabler “high levels of teacher attendance”, that 
connects  to “increase in self-esteem and empowerment of girls.” This will 
lead us to explore different ways of achieving higher teacher attendance 
levels at school level.    

• Assumption 19 (same assumption as assumption 28 & 33 (ii)) “The 
environment in girls clubs fosters the development of personal 
relationships, comradery and a sense of belonging) needs further 
exploration. At output level in the logframe and the MTR outputs 
framework - “more confident girls with values, skills and challenged norms” 
assumes that girls who attend girls clubs will have a higher sense of 
belonging due to friendships and comradery fostered in sessions. While this 
output does not need changing, further work needs to take place to 
ascertain the underlying drivers of this finding.  

• The positive finding that parent engagement supports learning will be 
enhanced through more targeted discussions linked to learning within the 
existing family hub structure.  

4. Include critical analysis and reflection on the project theory of change and 
the assumptions that underpin it. This is included in our response to 
‘findings’ and recommendations and also the assumptions table below the 
most recent version of theory of change.  

What changes to the logframe will be proposed to DFID and the Fund Manager?  

5. The management response should outline any changes that the project is 

proposing to do following any emergent findings from the midline 

evaluation. This exercise is not limited to outcomes and intermediate 

outcomes but extends also to outputs (following completion of Annex 3 on 

the output indicators).  

There are no current changes suggested to the logframe. The project have attached 

the MTR output framework for further reference.  



22 

 

Response – GESI 

Has the evaluator’s analysis of our approach to GESI is in line with our project 

ambitions and objectives?  

The project notes that the GESI analysis at midline is in line with our ambitions 
and objectives but note a slight disconnect between the GESI tool used and 
analysis. 
 
The midline report does not have a dedicated chapter or section to GESI, and that 
GESI observations are intertwined throughout the report which has made it more 
difficult for us to cross reference our current GESI tool responses with midline 
findings. References and findings are such as attitudes to early marriage changing 
(P146) which links to a variety of project interventions that have had a domino 
effect, for example: noted in output 1 – GESI Transformation ‘… girls have been trained 

in negotiation techniques, for example to be assertive but not aggressive. N.A., a 16-year-old girl from 
a rural community in South Wollo, who is in grade 9, is a good example of a girls' club member who has 
put her knowledge and skills learning into practice. She received gifts and a marriage proposal from a 
wealthy man in her community and her mother and other influential community members encouraged 
her to accept. As a confident girls' club member she felt empowered to use her right to say "No" and to 
approach the man to explain the reasons why she was not ready to marry and why she was saying no 
to the proposal. She said she wanted to continue her education and that she did not want to live with 

someone she did not love. The man and her mother accepted her decision….’. Feeding through 
selected areas from the GESI tool into the report would have made it easier for 
the project to make the direct connection.   
In addition to this the project feel that some of the areas explored would also 
have benefited from further scrutiny. For example, the report states that “…Being 
married or cohabiting with a man as if married … contributes to reduced 
outcomes in local language oral reading fluency, local language aggregate score, 
English oral reading fluency, and English literacy aggregate score…” (p 12) which 
can imply a false relationship between marriage and learning outcomes as being 
married per se does not contribute to reduced outcomes, although being married 
young, may put a girl in a position where other factors, such as keeping a home, 
affect their ability to study, and therefore reduce outcomes. Similarly, on 
disability the report stated that “Having a mobility disability … contributes to 
lower local language aggregate score and local language oral reading fluency” (p 
13), yet remained unexplored – in spite on the finding being reported. The 
likelihood is that having a mobility disability per se does not contribute to lower 
learning levels, but other factors associated with mobility do. Areas such as these 
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have remained unexplored which did not give the project sufficient room to make 
informed judgments. 
 
We note that the sub-groups of girls, e.g. GWD, married girls, pregnant girls and 
young mothers have been addressed and some appropriate and useful 
recommendations about the need to increase disability training for teachers and 
increase support for married girls, pregnant girls and young mothers have been 
included, so that they can attend school or continue education (e.g. SRH 
awareness). In the COVID19 MTR we have also suggested that distance learning 
materials (worksheets) produced during school closure could continue once 
schools reopen so sub-groups of girls could continue to learn at home.    
 
Again, different types of support for girls with disabilities for different types of 
impairment has been addressed, rather than a generalised approach. For 
example there is a  recommendation on girls with learning disabilities, which is 
an area that the project has been focusing on. MAITS and CHADET are currently 
in negotiations to run a remote training workshop on learning disabilities. The 
report also mentioned that teachers also highlighted they would welcome 
additional support on teaching children with learning disabilities.  
 
It’s also noted that IO4 could have been given further attention, where more 
detail about how girls can exert their current levels of self-esteem and feel more 
empowered and take leadership roles (transformative) in Girls’ Club activities and 
campaigns addressing negative social norms. This links to the moved output 4 
into the new IO4 ‘There is a positive shift I social norms to support girls’ education 
through a girl-led school based movement and communication campaign that 
empowers girls and challenges norms’. As the high levels of confidence and sense 
of empowerment of project girls is always being pointed out by visitors and 
technical monitors it would have been good to have further focus on this.   
 
The gender issue of feeling unsafe on the way to school is addressed well and the 
recommendations are appropriate. The report does highlight issues facing boys 
in school, which is something girls always point out during monitoring visits, 
however there is little scope for the project to support boys directly, except in 
Boys’ Clubs.  
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