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1
1.1

Introduction
Background

This report has been prepared by Education Data, Research and Evaluation in Nigeria (EDOREN).
EDOREN is contracted by the UK Department for International Development in Nigeria (DFID
Nigeria) to evaluate the Girls' Education Project Phase 3 (GEP3), in line with the GEP3 Evaluation
Framework (EDOREN 2015).
GEP3 is an eight-year project (2012–20) that seeks to ensure more girls complete basic education
and acquire skills for life and livelihoods in northern Nigeria. It is managed by UNICEF,
implemented in partnership with state governments, and funded by DFID. Its core geographical
focus is on five northern Nigerian states: Katsina, Sokoto, Bauchi, Niger, and Zamfara. The project
aims to improve access, retention, and learning outcomes for girls, and to reduce the disparities
between girls’ and boys’ education outcomes. Over the long term the project seeks to contribute
to improved social and economic opportunities for girls in northern Nigeria.
Between 2014 and 2017, a series of interventions were piloted in public primary schools and IQSs. 1
Those most effective in improving education outcomes for girls will be scaled up. During 2014–
2015, EDOREN, in collaboration with UNICEF and DFID Nigeria, developed an evaluation
framework, in parallel with GEP3’s redesign. The evaluation framework defined the objectives,
scope, questions, design, and partner responsibilities of the evaluation activities, with a focus on
the period 2014–2017.
The scope of EDOREN’s evaluation work is centred around a set of evaluation questions related to
the relevance, effectiveness/impact, and sustainability of the project, as set out in the evaluation
framework. The relevance and sustainability questions cover GEP3 as a whole, while the
effectiveness/impact questions focus on specific GEP3 interventions: that is, the RANA early
learning intervention and GEP3’s IQS Support (IQSS). Accordingly, the evaluation consists of three
lines of inquiry:


an assessment of GEP3’s relevance and sustainability, based on an examination and explication
of GEP3’s theory of change (ToC);



an impact evaluation of the RANA early learning intervention; and



a performance evaluation of GEP3’s IQSS.

A first round of baseline data collection for each of the three lines of inquiry was implemented in
2015 (during the first term of the 2015–2016 school year). The baseline findings are reported in a
Baseline Synthesis Report and Baseline Technical Report.2 The analysis presented in this report
partly draws on these baseline data.

1.2

Objectives of the analysis and report

The objective of this midline evaluation is to address the evaluation questions set out in the GEP3
Evaluation Framework. The evaluation prioritises the assessment of improvements in the quality
1

IQSs are Qur’anic schools that have accepted the integration of basic education subjects, such as literacy, numeracy, and basic
science, in their school curriculum.
2 Pellens et al. (2016).
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of education in the GEP3-supported schools – in particular, improvements in learning and
teaching. Some evaluation questions will not be answered because they were foreseen to be
addressed after endline data collection or because they have become irrelevant due to changes in
the project design.
The purpose of the evaluation is to support decision making about intervention scale-up and
funding, and to inform improvement and learning about GEP3 interventions. GEP3 scale-up
decision making has already started. Therefore, the evaluation findings can further strengthen or
attune the decision making process. The evaluation findings will further support DFID’s funding
proposals in the education sector in Nigeria.
This Technical Companion Report accompanies the Synthesis Report. The report acts as a
reference volume for audiences who want to have a more detailed understanding of the
methodology and findings of different pieces of research that are synthesised in the Synthesis
Report. It is also meant to provide transparency about how the data were collected and the origins
of the synthesised findings. Not all research method findings are separately reported in this
volume: some are directly integrated in the Synthesis Report, such as the findings of the
qualitative school case study research and the findings of the state-level key information
interviews to address the relevance and sustainability questions. The methodological details of
these research methods are, however, included in the Methodology chapter of this report.

1.3

Organisation of the report

This Technical Companion Report is organised as follows. Chapter 2 provides a detailed
presentation of the evaluation methodology, with a focus on its application at midline.
Quantitative and qualitative data collection methods are discussed in detail. Chapter 3 includes
the implementation review of the RANA early learning intervention and GEP3’s IQSS, which
involves a review of the intervention plans, their context, and the fidelity of implementation.
Chapter 4 presents an update of the ToC of the IQSS. The IQSS ToC was updated in consultation
with UNICEF and DFID after revisions to the intervention design. Chapters 5 and 6 provide detailed
analysis of the quantitative survey findings of, respectively, the RANA early learning intervention
and IQSS. Chapter 7 provides an overview of the teaching and learning materials used in both IQSs
and the RANA programme, while Chapter 8 sets out a communication plan for the whole GEP3
midline evaluation.

© EDOREN
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2

Methodology

2.1

Mixed evaluation design

This chapter details the methodology that guided the design and implementation of the midline
data collection and analysis as part of the GEP3 evaluation. We mixed different evaluation
approaches—such as, an assessment of the project’s ToC, an implementation review, a
counterfactual randomised impact evaluation design, and a contribution analysis—to answer
different evaluation questions, to assess the project at different levels (overall project level vs
specific intervention level), and to assess project performance at different stages of the results
chain (e.g. the implementation review examined activities and outputs, while outcomes were
assessed through a counterfactual design and a contribution analysis). Table 1 presents an
overview of the different approaches used. They are discussed in detail in the remainder of this
chapter.
Table 1:

Overview of evaluation approaches used

Evaluation approach

Type of evaluation
question covered

Project level

Main method
used

Main approach
ToC assessment

Relevance, sustainability,
effectiveness

Randomised control
trial (RCT)
Contribution analysis

Relevance and sustainability: GEP3
Effectiveness: RANA early learning
intervention, IQS Support

Qualitative

Impact/effectiveness1

RANA early learning intervention

Quantitative

Effectiveness/impact 1

IQS Support

Quantitative/
qualitative

Implementation fidelity2

RANA early learning intervention
IQS Support

Quantitative/
qualitative

Supporting approach
Implementation
review
1

The RCT focuses on addressing questions of the attributable impact of the intervention. However, since the RCT does not just examine the impact on learning
outcomes (final outcome) but also on intermediary outcomes and trends over time (not just net change compared to a control group) we consider it to also address
the effectiveness of the intervention. On the other hand, the contribution analysis does not seek to measure attributable impact, but rather whether the
intervention contributed to the intended outcomes – particularly intermediary outcomes (at midline). Therefore, the main focus is on assessing effectiveness.
Nonetheless, since causal contribution is examined, impact is to some extent addressed.
2

The GEP3 Evaluation Framework did not include any explicit evaluation questions regarding implementation fidelity. The findings of fidelity questions addressed by
the implementation review contribute to answering the main evaluation questions that are the focus of the RCT and the contribution analysis.

As indicated in Table 1, a mix of quantitative and qualitative methods were integrated in the
evaluation, applying various quantitative and qualitative tools. The quantitative-qualitative mixing
started in the evaluation design phase, with a design workshop (April 2017) including quantitative
and qualitative research teams and the sharing of instruments between teams to facilitate
complementary data collection. Quantitative-qualitative data collection happened both
sequentially as well as concurrently. Document review and analysis of secondary GEP3 monitoring
data as part of the implementation review took place before the quantitative school survey, which
made it possible to use the survey data to complement and triangulate the monitoring data. The
qualitative state-level key informant interviews (KIIs) preceded the school-level quantitative and
qualitative data collection to enable initial identification of some state-level influencing factors
that could offer useful knowledge for the school-level research teams. The qualitative school-level
© EDOREN
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research took place at the end of the quantitative school survey in order for the qualitative
research teams to have access to some of the quantitative data. In terms of analysis and synthesis,
qualitative and quantitative research was mixed, particularly for the IQSS contribution analysis,
using the ToC as a common analytical framework. While each approach, method and tool has its
limitations, particularly in the complex context of northern Nigeria, their combination enables a
data-rich and comprehensive evaluation of the different aspects of GEP3. Furthermore, it allows
for the findings to reflect diverse stakeholder perspectives (state-level stakeholders, local
government education staff, head teachers, teachers, pupils, members of centre-based
management committees, parents, community leaders).
In what follows we will first present a general overview of the methodology of each evaluation
approach, highlighting the evaluation questions and the evaluation approach selected to address
the questions. Subsequently, we will provide the methodological details of the quantitative survey
and outcome constructs, and the qualitative school-level research.
2.1.1

Design of the ToC assessment

The ToC assessment examines GEP3’s interventions, outcomes, and assumptions in order to
address evaluation questions related to the project’s relevance and sustainability. In addition, it
addresses effectiveness questions specific to the early learning intervention (RANA) and IQSS, with
the aim of complementing the information collected at school and community level through the
impact and performance methodologies.
Evaluation questions
The baseline research, undertaken in 2015, included an assessment focusing on two overarching
evaluation questions related to relevance: how plausible is GEP3’s ToC in the context of the GEP3
states? And, how appropriate are GEP3 interventions in terms of implementation strategy? This
midline assessment re-examines the same questions on relevance and asks additional questions
about relevance, effectiveness, and sustainability. Box 1 presents the overarching and detailed
evaluation questions.
The evaluations questions were reviewed with DFID during the design of the midline data
collection to assess their continued relevance and priority. In agreement with DFID, one specific
evaluation question included in the GEP3 Evaluation Framework—Are GEP3 interventions coherent
with the broader policy environment at state and federal level in Nigeria?—was dropped because
other documents and reviews were available to provide evidence to answer the question. The
other relevance question (Does GEP3 address the needs and key barriers of basic education for
girls in the different GEP3 states) was simplified and focused on key barriers addressed by the
project. Finally, while the original evaluation framework included a separate evaluation question
Which external factors are likely to affect GEP3’s sustainability?, this question was integrated in
the other sustainability questions because influencing factors were more easily addressed when
assessing different elements of sustainability, such as capacity and government commitment to
sustain the interventions.
Evaluation methods
The main data collection method, as at the baseline, is KIIs with state-level actors and a small
number of federal level officials, based on tailored, semi-structured interviews. The supporting
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method is a document review, mainly focusing on project documents covering the period 2016 to
2017, since the baseline.
During the design phase the core team of one international and one Hausa-speaking national
consultant developed the questions, criteria and methodology (Annex B); undertook a document
review against the key questions; and identified the stakeholders who would be invited for
interview. Selection of interviewees was purposeful, supported by the GEP3 State Project
Coordinators based on engagement with GEP3, and was broadly aligned to those interviewed at
baseline. A broad range of stakeholders were interviewed to incorporate multiple perspectives in
the evaluation process. The key informants comprised the following groups (a full list of
interviewees, by state and national level, is provided in Annex B):


representatives of state-level agencies involved in GEP3 implementation (SMoEs, SUBEBs,
State Agencies of Mass Education, Colleges of Education);




UNICEF state field office staff;
GEP3 state team consultants;



Civil society organisations (CSOs);



state Chairmen of School-Based Management Committees (SBMCs);



state RANA teams;



state project teams of Northern Education Initiative Plus and the Teacher Development
Programme (TDP); and



a small number of other key informants in certain states, including State House of Assembly
representatives, the Chairman of a State Association of Education Secretaries, and two
teachers.

The data collection phase comprised visits to all five states over a period of four weeks in October
2017. The core team visited Bauchi, Niger, Sokoto, and Zamfara. In Katsina a different national
team member participated.3 A question guide, following the format of relevance, sustainability,
and effectiveness, was used to ensure that all questions were covered. This was revised after the
first state because we found that stakeholders were not making a distinction between capacity for
implementation and capacity for sustainability. The revised guide reflected an order of questions
that enabled stakeholders to tell their story in a way that was logical to them. All interviews were
transcribed at the end of each day. For data analysis, a table identifying headline findings by
question was compiled after each state visit so that a comparison was available by the end. The
team also prepared a table with findings of the baseline against the relevance questions so that
information gathered during the midline could be compared.

3

Because the national consultant had been involved in some design work for RANA, the team gave consideration to a potential
conflict of interest. Since the RANA design work in question was focused on a small, very specific element of RANA (facilitating the
development of Hausa Early Grade Reading Implementation Guidelines) the evaluation team considered the risk to impartiality to
be low. Nonetheless, the team took measures to avoid any risk of conflict of interest in the states where RANA is being
implemented: in Katsina the consultant did not participate in the interviews and he took only a supportive, passive role in the
interviews in Zamfara (in the latter state the RANA team was not interviewed).
© EDOREN
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Box 1: High-level evaluation questions on relevance, sustainability, and effectiveness
Relevance
Is GEP3’s ToC appropriate to achieve its planned objectives within the context of the GEP3 states?
•
•

How plausible is GEP3’s ToC in the context of the GEP3 states?
How appropriate are GEP3 interventions in terms of implementation strategy, given the context of the GEP3
states?
Do GEP3 interventions address the needs, priorities, and context of basic education for girls in northern Nigeria?
• Does GEP3 address the key barriers to basic education for girls in the different GEP3 states?
Sustainability
To what extent are GEP3 interventions and results likely to continue without GEP3 support?
•

To what extent do school, government, and other supporting stakeholders have the capacity to continue
GEP3 interventions without GEP3 support?

•

To what extent do state governments have the political and financial commitment to continue GEP3
interventions without GEP3 support?

•

How well embedded are GEP3 interventions in state government structures? How well owned are they by
government decision makers? Are they resilient to political change?

Effectiveness of early learning intervention
•

How and to what extent have contextual factors beyond the implementers’ control facilitated/hindered
achievement of the intervention outcomes?

•

What unintended outcomes has the intervention produced?

•

Under what conditions can the achieved outputs and outcomes be repeated at scale?

Effectiveness of GEP3’s IQS Support
•

What are the attitudes and acceptance among state education staff toward improving access to basic
education for girls through IQSs?

•

How and to what extent have contextual factors beyond the implementers’ control facilitated/hindered
achievement of the intervention outcomes?
Which non-intervention-related factors may explain changes in teaching, school management, and learning
outcomes in IQSs?

•
•

What unintended outcomes has the intervention produced?

• Under what conditions can the achieved outputs and outcomes be repeated at scale?
Source: GEP3 Evaluation Framework

Limitations
There are three main limitations to this midline evaluation. The first relates to time. Only two to
three days were available for interviews in each state, owing to the logistics of travel, a public
holiday, and limited key informant availability on Fridays. Related to this, the timing of each state
visit meant that some key informants were not available. This particularly affected Bauchi as a
large number of people, including UNICEF, were attending a World Bank workshop in Abuja at the
time of the fieldwork. Other key informants in other states were unavailable for various reasons.
This limited our ability to make comparisons across states – for example, related to SBMCs or CSO
partners.
The second limitation relates to focus and depth. Although it was the intention that the midline
evaluation should emphasise depth over breadth, and stakeholders were engaged to prioritise the
evaluation questions, the number of research questions that translated from the core evaluation
questions remained quite large. This was compounded in some states by the quality of the
information gathered. In a number of cases, those occupying key positions had changed recently
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and interviews with them would be more accurately classified as courtesy calls. The result is that
the midline assessment is broad-ranging, rather in-depth.
A third limitation was that, although it would have been desirable to get the perspective of Local
Government Authorities (LGAs) who are at the forefront of programme delivery, the lack of
availability of a budget to pay travel allowances meant that it was not possible to consult LGAs as
part of this evaluation component.4
2.1.2

Design of the implementation review

Objective and scope
The primary objective of the implementation review is to review changes in implementation plans
and the fidelity of actual implementation to implementation plans. It focuses on the RANA early
learning intervention and the IQSS. A secondary objective is to review the implementation
context.
The implementation review was not part of the scope of the evaluation as outlined in the GEP3
Evaluation Framework. The review does not directly address any evaluation question. However,
examining implementation assumptions in the ToC is an important element of inferring causality
as part of a contribution analysis, which necessitates an implementation review for IQSS. 5 In the
case of the impact evaluation of the early learning intervention it was also important to
understand the extent of treatment compliance. Implementation assumptions included in the
intervention ToC guided the focus of the implementation review.
The implementation review focuses on the implementation period between baseline and midline
in order to ensure consistency between outcome measurement and implementation review. This
period covers the school years 2016/2017 and 2017/2018 – hence, a two-year period from
approximately September 2015 to July 2017.
Evaluation methods
The implementation review is based on a mixed-methods design combining quantitative and
qualitative methods to complement and triangulate data. The main methods used are as follows:


Document review: GEP3 strategy papers, workplans and logframes were reviewed to obtain an
understanding of the planned intervention strategies. GEP3 quarterly progress reports, GEP3
annual reports, RANA quarterly progress reports, and RANA monitoring reports were reviewed
to understand what implementation has taken place. State updates from the GEP3 quarterly
progress reports were also reviewed to provide an overview of the implementation context.
This was supplemented by a review of the education sector strategy plans for each state.



Personal interviews and electronic communication with project staff: UNICEF and FHI360
project staff were contacted electronically for clarifications and to provide additional
information and documents on the implementation, where this information was not available
in the quarterly progress reports. A personal interview was conducted with UNICEF to
understand the adapted facilitator training approach for the IQSS intervention. A conference

4
5

LGA staff were interviewed as part of the qualitative case study research of the IQSS evaluation.
Mayne (2012).
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call was also held with a project staff member from UNICEF and FHI360, to discuss the
availability of monitoring data.


Analysis of monitoring and programme data: Where available, descriptive analysis of
monitoring and programme data was conducted. Facilitator attendance lists for the IQSS
intervention were analysed descriptively. To determine how many schools in the sample are
taking part in other programmes, lists of programme schools were obtained from TDP, Jolly
Phonics and the Zamfara SUBEB, and the names of the schools were manually mapped against
the names of the sampled GEP3 schools.



Quantitative survey: questions were included in the survey questionnaires that asked head
teachers, teachers, Lead Teachers (for RANA), and Centre-Based Management Committee
(CBMC) members (for IQSS) in treatment schools what materials had been distributed, what
activities had taken place, and to what extent the respondents had participated in these
activities. The data collected were used to compare respondents’ reporting of activities that
had taken place against the quarterly progress reports and monitoring reports, and to
understand to what extent respondents have taken up the activities and the distributed
materials.



Qualitative case study research: As part of the case study research for the IQSS evaluation in
six IQSs in Bauchi and Niger (see below), information was collected among school stakeholders
about the implementation of various IQSS activities. This provided a valuable data source to
understand how school stakeholders have experienced GEP3 implementation.
Analysis of data from the Annual School Census (ASC): As part of the overview of the
implementation context, descriptive analysis was conducted on data from the ASC to give an
overview of changes in enrolment and pupil–teacher ratios (PTRs) in public schools in Katsina
and Zamfara.



The data collection for the implementation review was continual process, based on periodic
communication with the implementing partners. It started with a first implementation review
meeting in Abuja in January 2017 between the evaluation team, the national GEP3 team, and the
RANA team. This was followed by electronic data exchange and periodic personal follow-up calls
and meetings throughout 2017.6 The primary data collection (quantitative and qualitative) for the
implementation review was integrated in the school survey and case study research conducted in
October–November 2017 (see below).
The document review of the planned intervention strategy was conducted between August and
October 2017. The document review regarding the implementation fidelity was started in August
2017 and updated periodically as new quarterly progress reports and other information became
available. Descriptive analysis of the survey data and qualitative analysis of the case study
research was conducted between December and February 2018 and integrated with the
document review on implementation fidelity. The document review for the implementation
context was conducted in January and February 2018.
Limitations
There are three main limitations to this implementation review .


6

Some GEP3 monitoring data and reports proved difficult to access. For example, while the first
round of the CBMC monitoring had been conducted by May 2017, the CBMC monitoring

Because certain information was still outstanding up to early 2018, follow-ups continued in 2018.
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reports were not yet available by August 2017. Despite continuous follow-up, we were not
able to access the CBMC monitoring reports by the time the implementation review was
completed.




Because the implementation review was not part of the initial scope of the evaluation, GEP3’s
monitoring system was not designed to feed into the implementation review. As a result, GEP3
monitoring data were not always available in a format that allowed for efficient disaggregated
analysis. For example, training attendance data were usually reported in the GEP3 quarterly
progress reports, but were not always disaggregated by gender and by state. Some monitoring
data were not available in a useable format. For example, for the head teacher trainings in
Katsina and Zamfara, only the raw attendance records in pdf format could be provided. This
made it too time-consuming and difficult to identify which schools had attended the head
teacher training, as this would have required manual matching of hand-written school names
on the attendance records with the sample list of treatment schools.
Because the implementation review was not part of the initial scope of the evaluation, there
was only limited time and budget available for it. As a result, the scope of the implementation
review was limited, and no comprehensive review or use of all GEP3/RANA monitoring data
was possible within the time, and no face-to-face interviews with local stakeholders could be
conducted.

2.1.3

Design of the RCT

RCT design
The impact evaluation of GEP3’s early learning intervention is designed as an experimental
clustered RCT, stratified by LGAs and type of school (primary public school vs. IQS). This design
makes it possible to answer questions regarding whether changes in learning, teaching, and
teachers' knowledge and skills are attributable to the early learning intervention targeting schools
through the implementation of the RANA package of training, leaning and teaching materials, and
other engagement activities. The RCT design, which is strong in terms of minimising selection bias
and therefore identifying attributable programme impact, is also combined with an overarching
theory-based evaluation approach. The intervention’s ToC was used to select the outcomes of
interest for which changes between treatment and control schools are measured. These outcomes
cover intermediary and final outcomes along the assumed causal chain, which will make it possible
to unpack how change takes place.
Box 2 below summarises the evaluation questions that will be addressed by the evaluation of the
early learning intervention.

© EDOREN
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Box 2: Evaluation questions for evaluation of GEP3's early learning intervention
1. To what extent does the early learning intervention improve Hausa literacy and English language learning
outcomes among girls and boys in the early grades in primary schools and IQSs? To what extent does it reduce
the gap between the learning outcomes of the lowest performing pupils and the expected outcomes?
2. Does teachers’ knowledge of literacy and language acquisition improve?
3. Do teachers’ skills in early grade, gender-sensitive instruction improve?
4. Do teachers adjust and change their classroom practices?
5. Are more reading and learning materials in Hausa used and are they useful?
6. Does the early learning intervention improve pupil retention, especially of girls?
7. Have contextual factors beyond the implementers’ control facilitated/hindered achievement of the intervention
outcomes?
8. Under what conditions can the achieved outputs and outcomes be repeated at scale?

The aim of the random selection of treatment and control schools is to construct two groups of
schools that are statistically equivalent, on average, at the start of the evaluation (i.e. at baseline),
in terms of observable and unobservable factors. For each type of school an equal sized study
sample of schools was randomly selected from among all GEP3 schools in each of the six GEP3
LGAs in which RANA is being implemented. Subsequently, half of the school study sample in each
LGA was randomly assigned to a treatment group and the other half to a control group. The same
schools were surveyed at baseline and midline. The details of the sampling strategy, sample sizes,
and school tracing procedure are discussed in the next sections.
As discussed at the baseline stage of the evaluation (see Section 3.3 of the Baseline Report), the
randomisation succeeded in creating equivalent treatment and control groups. School-level
balance checks, which assess the degree of similarity between groups, indicated that our
treatment and control schools (the level at which the randomisation was conducted) are
statistically comparable. This allows us to build our impact analysis on the comparison between
treatment and control groups as any differences observed in outcome variables at midline can be
attributed to the intervention. To investigate the drivers behind the measured impact between
the two groups, we also investigate any differential impact observed across categories of interest,
including the gender of the pupil or the type of school they attend (public schools or IQSs). The
measurement of these differences in outcomes between treatments and controls 7, which
represents the estimation of the programme impact, is based on two separate estimation
strategies: panel difference-in-differences for pupil-level outcomes and post-test only crosssectional comparison of treatment and control groups at midline for teacher-level outcomes.
These two strategies, which are detailed in the next sections, are tailored to the specific features
and requirements of the pupil and teacher samples.
The technical rationale and practical implementation of these two separate strategies was also
discussed and agreed with DFID’s evaluation adviser in Nigeria, Ed Smithson. Importantly, these
strategies ensure that the impact evaluation still revolves around our randomly identified
treatment and control groups of RANA and non-RANA schools respectively. This counterfactualbased design was agreed upon at the inception stage by all relevant stakeholders, including DFID,
UNICEF, FHI360 and RANA.

7

Additional balance checks performed at baseline suggest that treatment and control sub-groups are also comparable.
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Impact on pupils with panel difference-in-differences
The estimation of the impact of the early learning intervention takes advantage of the panel
approach used to sample pupils for the evaluation. The same pupils that were randomly selected
at baseline were then re-interviewed and re-assessed during the midline survey 8. The panel
approach was chosen because it is more cost-effective in terms of required sample size than a
survey9 based on repeated cross sections. It also allows us to efficiently measure and compare the
retention of pupils in the sampled cohorts in the intervention and control groups. Furthermore, it
does not cause comparability problems when baseline and midline surveys take place during
different terms in the school year, since both treatment and control groups will on average have
gone through the same school cycle between baseline and midline, and are therefore comparable.
From a measurement perspective, the panel survey approach enables us to estimate the impact of
the early learning intervention on improving learning outcomes between the start of P2 and the
end of P3 for the cohort of pupils, but we cannot measure the impact of a pupil being exposed to
the entire cycle of RANA, from P1 to P3.
The panel approach is augmented in our impact estimation by a difference-in-differences analysis,
with the aim of controlling for any potential imbalance between our treatment and control groups
due to the relatively high level of attrition at the school and pupil levels, and the inclusion at
midline of additional schools (this is discussed in the section on risks below). Difference-indifferences is an approach that exploits the fact that data from the same treatment and control
schools were collected at two points in time, at baseline and at midline. The idea behind this
approach is quite straightforward: it compares data from treatment and control schools both at
baseline and midline. This happens separately first; then, in a second step, these baseline and
midline comparisons are compared to each other. If, for example, the difference at baseline
between treatment and control was smaller than at midline, this would indicate that the
treatment has had an effect on treatment observations.
Figure 1 below exemplifies this logic.

8

A total of 1,971 pupils form part of the panel of pupils interviewed at both baseline and midline that is used in the analysis. Within
panel schools surveyed at both baseline and midline, 723 pupils were not found, which represents an attrition rate of 26.84%.
Further details on attrition are included in Section 2.2 on sampling and survey implementation.
9 The higher inter-temporal correlation characterising a panel setting when compared to a repeated cross-section delivers a more
powered estimation model, ceteris paribus. This entails, in turn, that a smaller sample size is needed to achieve the same power.
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Figure 1:

Visual representation of difference-in-differences analysis

The key assumption that needs to hold for difference-in-differences to identify programme effects
is that without the treatment (i.e. the early learning intervention) the difference between control
and treatment groups at the second time period (i.e. midline) would have been the same as in the
first time period (i.e. baseline). This is referred to as the parallel trend assumption. In this case, this
means that without the treatment, any imbalance between the two groups of RANA and nonRANA schools would have been the same at baseline and at midline. Although this assumption
cannot be tested directly, we have no reason to believe that the parallel trend does not hold.
There was no contingent shock nor any competing intervention that non-randomly affected one of
our evaluation groups. Note that this assumption implies that such imbalances must be assumed
to be time-invariant, i.e. constant across time. Taking the second difference across time removes
any such baseline imbalances from the estimation, which makes it possible to isolate and robustly
infer the impact of the early leaning intervention.
Two specifications are developed and implemented to estimate impact through the panel
difference-in-differences:



a panel difference-in-differences with fixed-effects model is the main estimation approach;
and
a pooled ordinary least squares (OLS) with baseline covariates is the robustness check
approach.

The main estimation approach takes advantage of the fact that we are analysing panelled
observations (i.e. panelled pupils located within panelled schools). This enables us to also control
for time-invariant unobservable characteristics that might be correlated to the outcome measures
of interest (i.e. learning outcomes) and the treatment status for panelled observations. This means
that any such school-level and pupil-level characteristics are also controlled for. The estimation
strategy that will help us control for time-invariant confounders and deal with bias is known as the
fixed-effects panel model. With two rounds of data collection, this corresponds to estimating the
© EDOREN
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effect of the early learning intervention using changes over time in indicators of interest: namely,
pupils' learning outcome scale scores, rather than levels.
This approach strengthens our findings by controlling for time-invariant unobservables potentially
driving the measured effect on learning and helps deal with the selection bias that arises from the
non-random attrition. Selection bias may indeed be caused by unobservable differences that
emerge between the two groups due to attrition. If these differences did not vary within the
timeframe of the evaluation, the FE model controls for their confounding effect and helps us deal
with bias. In addition, we have also calculated sampling weights corrected for attrition to further
adjust for this potential bias arising from non-random attrition. The predicted probability of a
pupils' attrition at midline is inversed to obtain an inverse probability attrition weight, which is
then multiplied by the pupil initial sampling weight. Using these inverse probability weights
ensures that pupils that have a higher probability of dropping out of the sample are given more
weight in the impact estimation in order to compensate for underrepresentation due to attrition.
Therefore, our weighted panel difference-in-differences analysis with fixed effects controls for any
imbalance that may exist between treatment and control groups which is not due to the effect of
the early learning intervention. Assuming that these imbalances are time-invariant, employing a
panel difference-in-differences fixed effects minimises bias and allows us to isolate with
confidence the early learning impact on pupils.
The robustness check that we apply to our impact estimations is based on a pooled OLS
regression. This amounts to a very similar panel difference-in-differences approach, which,
however, does not control for time-invariant fixed effects. On the contrary, the pooled
intertemporal analysis makes use of time-varying covariates in the model specification. This
approach controls for all relevant observable factors that are thought to be related to the
outcomes and that could therefore confound the impact on learning. Theoretical considerations to
choose relevant factors to control are employed together with data-driven approaches, including
stepwise regressions and the LARS/LASSO algorithm10, to select the covariates that should be
included in the model. As discussed in the sections on impact findings, the indications of the fixedeffects and pooled OLS models are broadly consistent. This gives us great confidence in the
reliability of the results, which are robust to controlling for either time-invariant or time-variant
confounders.
Impact on teachers with post-test analysis
The estimation of the impact of the early learning intervention on teachers makes use of a
different analytical approach. Taking full advantage of the experimental nature of the evaluation
approach, we apply a post-test only estimation strategy. Outcomes of interest, in this case
teachers’ competency, skills and practices, are measured in both treatment and control groups at
the post-treatment stage of the evaluation, which is represented in the present case by our
midline. To estimate the impact of the RANA training activities on teachers we compare the final
‘post-test’ outcome indicators at the teacher level between treatment and control two groups at
midline.

10

We implemented two stepwise regression approaches: backward and forward stepwise regression. The underlying intuition for
both approaches is to check each covariate, step-by-step, for significant correlation with the outcome variable. The least absolute
shrinkage and selection operator (LASSO) is a penalised machine learning approach that shrinks the coefficient of some variables to
zero, thereby effectively implementing a variable selection process. We combined the results from both stepwise regressions and
machine learning selection methods with theoretical considerations on factor relevance in order to select optimal covariates.
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Two specifications are developed and implemented to estimate impact through the post-test:


a post-test regression comparing treatment and control is the main estimation model; and



a post-test regression with baseline school-level covariates is the robustness check.

As schools were randomly assigned to treatment and control groups and balance checks at
baseline indicated that the two groups of schools are indeed comparable, it is possible to employ
statistical analysis at midline to determine if the RANA intervention has had a significant effect on
teachers. Not all teachers surveyed at midline are the same as the baseline teachers (42% were
interviewed at both points in time) and therefore a panel approach at the analytical unit level, like
the one employed for pupils, is not viable in this case. However, both school- and teacher-level
balance checks at baseline indicate that the internal validity of the RCT design is strong for schools
as well as for teachers teaching in those schools.
It is reasonable to assume that teachers belonging to treatment and control schools at midline are
therefore comparable, given that the two groups of schools were found to be equivalent in
statistical terms at baseline. Hence, the post-test analysis yields robust estimates of impact.
As for the pupil analysis, also in this case we employ a robustness check model to further
strengthen the reliability of our results. Specifically, we include in the post-test specification a
series of school-level covariates which exploit the fact that schools were panelled and the baseline
values of school-level variables can thus be used in the specification. Adding baseline covariates
helps improve the model identification strategy, as well as the precision of the resulting impact
estimates. The results are broadly comparable with those that emerge from our main post-test
impact analysis, which indicates that impact estimates are robust to alternative specifications and
are not model-dependent.
Finally, we also perform an investigation of the subset of panel teachers (i.e. those interviewed
both at baseline and midline) within the midline sample of teachers. This additional robustness
analysis suggests that the distribution of the characteristics of panel teachers is relatively similar to
that of the overall sample of teachers. This suggests that a post-test comparison between
treatment and control teachers is not systematically biased by the new sampling strategy adopted
at midline. However, if and when results differ between the main estimation and the robustness
check on the panel of teachers, the former should be considered as more representative of the
impact of the early learning intervention. This is because the overall midline sample was drawn
from the target population of RANA schools through probability sampling, while the panel subsample of teachers is not intended as a representative subset of schools as it was not randomly
selected.
Analysis of trends and influencing factors
A descriptive analysis of trends in indicators of interest is also included in the report to show
changes observed between the baseline and midline stages of the evaluation. The trend analysis is
restricted to our treatment group: namely, the schools in the sample that received the RANA
package. While the impact analyses described above focus on differences between treatment and
control schools, which can be attributed with statistical confidence to the early learning
intervention, this analysis looks at changes in the treatment group so as to track any observable
improvement over time (from baseline to midline) in RANA schools. It is important to highlight
that the trend analysis is based on the panel of treatment schools: namely, schools that were
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interviewed both at baseline and midline. This is the case for both pupil- and teacher-level
analyses, regardless of the fact that pupils are themselves panelled, while teachers are not.
The trend analysis is presented in the form of bar charts and line graphs, including an indication of
the confidence intervals associated with the baseline and midline estimates. When differences
between the two points in time are statistically significant, this is explicitly mentioned in the text.
However, it is important to bear in mind that the trend analysis is descriptive by nature and no
causal inference should be derived from it.
A further investigation focuses on correlations between our main learning outcome variables and
their main influencing factors. This builds on the correlation analysis implemented at baseline,
which allowed us to make more statistically robust claims regarding the relationship between
relevant explanatory variables and outcome variables. While at baseline we applied a crosssectional regression analysis to investigate these correlations, having two rounds of data enables
us to apply a fixed-effects panel model at midline. The panel regression strengthens our findings
by controlling for time-invariant unobservables that may be driving the estimated correlations.
The fixed-effects model can be represented through the following formulation:
ΔYit = α + βΔXit + γΔFSit + θΔProgit +Δεit

(1)

Where time-invariant observables included in the X vector would be differenced out of the
equation as well as all unobserved time-invariant factors (included in the error term ε). The X
vector also includes time-varying covariates whose effects on the outcome of interest can be
quantified. These include, for instance, the effect that may arise from being exposed to the RANA
intervention for different lengths of time. In particular, as one sub-group of our treatment schools
started RANA three months earlier than the rest of our treatment schools, we also attempt to
determine whether these different degrees of exposure affected the achievement levels measured
at midline. As for the impact robustness check model including controls from baseline, covariates
were selected also in this case using a combination of theoretical considerations and data-driven
stepwise regression and LAR/LASSO algorithm approaches.
The coefficient γ estimates the change in the continuous outcome of interest (i.e. Hausa and
English Rasch scaled scores) given by changes in other school- and teacher-level indicators,
including intermediate outcomes, such as teacher knowledge and pedagogy. Within the panel
setting, teacher-level indicators need to be aggregated at the school level, given that teachers
were sampled as repeated cross-sections. Beside the fixed-effects model, alternative
intertemporal analysis is also performed to assess the effect of time-invariant pupil and school
characteristics (e.g. gender and school type), which would otherwise be cancelled out by the fixedeffects model. This alternative model is based on an Ordinary Least Squares (OLS) regression
including as a dependent variable the change between BL and ML in learning outcomes. The
results of both FE and OLS models are presented given the complementarity of their estimates on
time-varying and time-invariant influencing factors.
Risks and limitations
The main risk to the validity of the RCT is related to the school-level attrition at midline, which is
discussed in more detail in Section 2.2.1. Losing observations from schools that were surveyed at
baseline but not found at midline could create a bias in the sample and undermine the internal
validity of the RCT (i.e. the comparability between treatment and control groups of schools). At
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the same time, there is a potential sample size issue given the reduction in the total number of
pupils in the sample.
These risks are typical of any panel study and can be dealt with in a robust manner. In our case, we
had the opportunity to make use of additional baseline schools that were surveyed but not used in
the original baseline analysis. Tracking and surveying these schools at midline allowed us to
replenish our sample of control schools, thus preventing a substantial loss of sample size and
power. In addition, the use of attrition weights discussed above also assists in addressing any
remaining selection bias issues.
In relation to implementation issues: on the one hand, four schools that were identified as part of
the treatment group at baseline (scheduled to receive the RANA intervention) were found at
midline not to have received the intervention; on the other hand, one school that was part of the
control group at baseline was found to have received an extensive part of the RANA intervention
package over the course of the evaluation period. Given the neat re-categorisation of the schools
as control rather than treatment, and vice versa, the status of the schools was exchanged at
midline. This does not represent a case of contamination, but rather a case of inverted
randomisation. The status change applies from the beginning of the evaluation and there is no
reason to believe that it was driven by non-random factors. Additional balance checks performed
across the re-configured groups of schools also demonstrate that the validity of the RCT sample is
not compromised11.
An important aspect to take into account concerns the need to perform the trend analysis by
comparing baseline and midline indicators across the panel of treatment schools and the impact
analysis by comparing treatment and control groups in the panel of schools. This is relevant for
both the pupil-level panel difference-in-differences analysis but also for the teacher-level post-test
analysis. The issues mentioned above that led to a re-configuration of the analytical sample, this
implies that the baseline sample that matches the midline sample differs from the original sample
used for the baseline analysis. Some schools are lost due to attrition, some schools are added from
the pool of additional baseline schools initially excluded from the analysis, and some schools are
redefined as treatment or control depending on the actual programme implementation pattern.
As discussed, both in-field and analytical adjustments ensure that the resulting impact analysis is
still internally valid. However, this also implies that the baseline values used in the midline analysis
are different from those used in the baseline analysis and therefore reported in the baseline
reports.
Finally, potential sample contamination issues due to other education interventions taking place in
Katsina and Zamfara has been assessed as not posing a risk to the robustness of the evaluation. As
also discussed in Section xxx on context, programmes like TDP, Jolly Phonics and GPE/NIPEP do not
undermine the RANA evaluation given their limited reach within our sample, their random and
relatively equal implementation across treatment and control groups and the difference in scope
and target compared to RANA.

11

E.g. balance checks across a range of relevant teacher characteristics for the reconfigured sample was run using BL values as well
as ML values, for both the overall sample and the sub-samples of IQSs and public schools. These checks find balance for the
reconfigured sample on indicators such as e.g. teacher gender, age, total experience and experience at the school surveyed.
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2.1.4

Design of the contribution analysis

This section describes the methodology that guided the evaluation of GEP3’s IQSS. It starts with a
presentation of the evaluation questions. Subsequently, the evaluation approach and methods are
discussed. Details of the implementation of the quantitative survey and qualitative case study
research are included in Sections 2.2 and 2.3. We end this section with discussing the limitations of
the methodology used.
Evaluation questions
The ToC of IQSS was used as a framework to formulate the evaluation questions. The evaluation
questions interrogate a wide range of the cause–effect assumptions underlying different steps in
the ToC, in order to better understand how change may come about. The evaluation questions
subsequently guided the overall evaluation design, and baseline and midline data collection
methodology. The evaluation questions addressed in the evaluation are presented in Box 3.
The choice of evaluation questions took into consideration that, as part of GEP3’s redesign, the
focus of IQSS had shifted from improving access to education to improving the quality of
education in IQSs. The evaluation questions therefore emphasise effective teaching as well as the
teaching and learning environment.
Furthermore, the evaluation questions took into account the complexity of the IQSS and its
context. The IQSS consists of several components and is implemented in a context—the Qur’anic
education system—that is diverse and not well understood. Integration takes place within an
institutional, social, and cultural environment that is unevenly supportive, with multiple
stakeholders. This makes the IQSS highly complex, with multiple factors influencing the course of
the intervention. Given this complexity, the evaluation questions aim to achieve an understanding
of how IQSS contributes to intended changes within the IQS context, rather than to quantify the
attributable effects of the intervention.
Not all evaluation questions included in the GEP3 Evaluation Framework are addressed at midline.
In accordance with the evaluation framework, during the 2015–2017 pilot period it was planned
for the focus of the analysis to be on GEP3’s contribution to achieving intermediary outcomes,
such as changes in teachers' knowledge and skills, teaching practices, school management, etc.
Learning outcomes are not measured at midline because of methodological reasons and resource
availability.12 Therefore, evaluations questions related to GEP3’s contribution to changes in pupils
learning levels are not addressed in this report.
Furthermore, one evaluation question has become irrelevant due to changes in the intervention
design, and therefore has not been addressed. The GEP3 Evaluation Framework contained an
evaluation question about the contribution of GEP3’s head teacher training and mentoring to
pedagogical leadership. Because the head teacher training was changed to a one-day sensitisation
event as part of IQS facilitator training that does not aim to affect pedagogical leadership and was
re-targeted from head teachers to proprietors, this question has become irrelevant.

12

The reasons are explained in detail in the baseline evaluation report. First, the cross-sectional nature of the pupil survey required
midline measurement in the same school term as at baseline. The midline data collection was not initially planned in the same term
as the baseline and therefore no resources were foreseen for it. Second, we estimate that with the given sample size only an effect
size of a magnitude that is unlikely to occur in 1.5 years would be able to be detected with statistical confidence. The measurement
of pupil learning outcomes was therefore planned at endline to allow pupils and teachers to have had a longer exposure to the
interventions.
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Box 3: Evaluation questions for evaluation of GEP3's IQSS
1.

How well has GEP3 teacher capacity development (training and mentoring) contributed to improved teacher
knowledge and skills, and more effective teaching in the classroom?

2.

How well has GEP3 teacher capacity development contributed to an improvement in gender-sensitive
teaching?

3.

How well has GEP3 CBMC capacity development contributed to improved school management and increased
mobilisation of resources for school investment?
How well have CBMCs been able to adequately manage school grants and invest these resources in the
improvement of a girl-friendly school environment?
How well have teaching and learning materials supplied through the intervention been perceived by teachers
and head teachers as appropriate and well targeted? Have they been used for more effective teaching?

4.
5.
6.

Among community members and leaders what are the attitudes to, and what is the level of acceptance of,
integrating formal subjects into Qur’anic education? How have these attitudes, and how has this level of
acceptance, changed during the intervention? Why? How have attitudes changed in regard to girls receiving
formal education?

7.

What unintended consequences does IQSS have for teachers, head teachers, pupils, and proprietors within
the IQSs, as well as for the broader school community?

8.

What are the attitudes and level of acceptance among local and state education staff toward improving access
to basic education for girls through IQSs?
What contextual factors facilitate or hinder the achievement of intervention outputs and outcomes?

9.

10. What non-intervention-related factors may explain changes in teaching, school management, and learning
outcomes in IQSs?
11. Under what conditions can the achieved outputs and outcomes be repeated at scale?
Note: The following question has become irrelevant and has not been addressed: How well has GEP3 head teacher
capacity development (training and mentoring) contributed to improved pedagogical leadership and school
management?

Evaluation approach and methods
Most of the evaluation questions presented in the previous section require investigation of the
causal link between the IQSS and changes in outcome variables. We use an evaluation approach
that draws on the principles of contribution analysis. This is a pragmatic theory-based evaluation
approach that assesses causal pathways within the ToC, reports on whether the intended changes
occurred or not, and identifies the main contributions to such changes (Delahais and Toulemonde,
2012; Mayne, 2012). The evaluation approach does not seek to quantify the net attributable effect
of the intervention, but rather to assess whether and how the intervention is making a difference,
in combination with other influencing factors. In addition, we look at unintended changes taking
place within the IQSs and their broader context due to the GEP3 intervention. We consider this
important because, unlike the relatively well-researched public primary school system, little is
known about the system dynamics of IQSs.
The evaluation of the GEP3’s IQSS does not make use of a comparison group to make causal
inference because of the nature of the intervention, its context, and the resources available. IQSS
comprises a range of support activities that take place in a context that is diverse and not fully
understood. This warrants a strong evaluation emphasis on how the intervention contributes to
change within the IQSs, rather than whether change is attributable to the overall package of IQSS.
Furthermore, it was difficult to construct a comparison group. Since the IQSS is provided to all
GEP3 pilot IQSs in the respective targeted states, a comparison group would need to be selected
from IQSs that are not targeted by GEP3. No list of IQSs similar to GEP3 IQSs was available for the
construction of a comprehensive, unbiased sample frame from which a comparison group could
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be selected. There was also little guarantee that a valid comparison group could be maintained.
Finally, resources were not available to construct comparison groups for all of the interventions
under evaluation and comparison groups were prioritised for the early learning intervention.
Critical to contribution analysis is the development of a well thought-out and credible ToC that
makes explicit both how the intervention (or intervention component, such as teacher training)
contributes to a given change (this is often referred to as the causal mechanism), as well as the
conditions and influencing factors necessary for this contribution to materialise. Contribution
analysis also involves the assessment of alternative explanations for the observed changes. We
developed a detailed ToC at baseline, which was presented in the baseline report. Because of the
changes in the IQSS intervention design – in particular, related to the facilitator and head teacher
training – we updated the ToC before midline data collection and analysis. This updated ToC was
shared with UNICEF and DFID for review and feedback. Based on feedback from UNICEF the
updated ToC was further refined (see Chapter 4).
The contribution analysis approach follows six methodological steps, which are presented and
discussed in Box 4Error! Reference source not found. in the context of the IQSS intervention.
These steps lead to the formulation of a contribution story: that is, a compelling case about the
contribution being made by the intervention. The contribution story is systematically organised
into several contribution claims, which assess a causal chain generated by the intervention in
conjunction with selected influencing factors (referred to as a causal package). As explained in Box
4 and in the representation of the ToC of the IQSS in Chapter 4 we have identified three
contribution claims that will be the framework for building the contribution story. Since the third
contribution claim refers to how GEP3 is assumed to contribute to improving learning outcomes, it
is not examined in the midline analysis because measurement of learning outcomes is outside the
scope of the midline analysis.
Box 4: Key steps in contribution analysis applied to the evaluation of GEP3's IQSS
1.

Set out the cause–effect issues to be addressed

The evaluation questions circumscribe the causal issue. The main focus is on the causal link between GEP3 facilitator
capacity development, teachers’ knowledge and pedagogical skills, effective teacher practices, and learning
outcomes in the context of IQSs. Given the relatively large number of causal links in the ToC, the breadth of the
analysis will need to be balanced with its depth, and therefore we will not be able to investigate every causal link to
the same degree of depth.
2.

Develop a postulated ToC

A first version of the ToC was included in the GEP3 Evaluation Framework and supported the formulation of the
evaluation questions. As part of the baseline the ToC was further developed. The ToC was reviewed and updated
at midline in collaboration with UNICEF and DFID to reflect changes in the intervention design (see Chapter 4 for
the updated ToC).
3. Gather evidence on the ToC
Through a mixed-methods data collection strategy at different points in time (baseline and midline) we have
collected data on changes taking place in the outcome variables identified in the ToC, as well as the most salient
influencing factors and alternative explanations. Data collection comprised a panel school surveys in 60 IQSs in
Bauchi and Niger, qualitative research in six panel case study IQSs, an implementation review of the IQSS, and statelevel KIIs and document review to add a state-wide perspective.
4.

Assemble and assess the contribution story

The quantitative and qualitative data were analysed to provide evidence for changes that have taken place, assess
the strengths and weaknesses of the causal mechanisms, and explore influencing factors, considering alternative
explanations. All evidence items were systematically organised in an evidence analysis database per explanation or
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factor influencing changes within the causal package in the ToC.13 Subsequently, the evaluation team assessed
whether the body of evidence either confirmed or refuted the occurrence of postulated explanations and influencing
factors. Based on the assessment of all the links in the ToC, we developed the contribution ‘story’, which explains
why it is reasonable to assume that the programme actions have contributed to the observed outcomes. The
contribution story is organised according to the following three contribution claims:
a.

GEP3’s IQSS contributes to more effective teaching of formal subjects in IQSs;

b.

GEP3’s IQSS contributes to an improved, girl-friendly school environment in IQSs; and

c.

more effective teaching of formal subjects and an improved, girl-friendly school environment contribute to
improved learning levels, particularly among girls.

These three contribution claims cover all the evaluation questions that require investigation of the causal links
between IQSS and changes in outcome variables. The third contribution claim is not part of the scope of the
evaluation at midline.
5.
Seek additional evidence where needed
To further enhance the credibility of the contribution claims set out in the ‘story’, additional evidence can be sought
out. Additional data collection was initially planned to take place during an endline data collection round in 2019.
Since this additional data collection may not take place, we strengthened the credibility of the contribution story by
having three analysts separately assess the full body of quantitative and qualitative evidence and make separate
confirmatory or refuting assessments of the explanations and influencing factors in the ToC. This included the team
leader and two analysists from the qualitative and quantitative teams respectively. These assessments from the three
separate analyses were reviewed, discussed, and synthesised during a mixed-methods synthesis workshop, with
quantitative and qualitative team members present, to arrive at one consensus assessment.
6.
Strengthen the contribution story
The final product of the contribution analysis is a contribution story comprising a synthesis assessment of each
contribution claim.

A mixed-methods approach, combining quantitative and qualitative data collection, was applied to
measure change along the ToC, to assess causal linkages, and to look into unintended outcomes.
Quantitative data collection consisted of representative sample surveys among GEP3 IQSs in the
six GEP3 LGAs in both Bauchi and Niger, involving the administration of teacher assessments,
structured teacher classroom observations, and closed-ended, structured questionnaires among
pupils, teachers, head teachers, and CBMC members. The baseline and midline surveys were
conducted in the same cohort of IQSs. 14 We experienced no attrition of the baseline school sample
at midline. The qualitative data collection involved KIIs, focus group discussions (FGDs), qualitative
classroom observation, and unstructured teacher praxis discussions in six purposively selected
case study IQSs. The same case study IQSs were visited at baseline and midline. The case study
schools were selected from the quantitative survey sample. To answer the evaluation questions
and verify all the assumptions in the ToC the primary quantitative and qualitative data collection
was complemented with secondary qualitative and quantitative data analysis as part of the
implementation review (see above), the state-level stakeholder interviews (see above), and an
expert review of the teaching and learning materials distributed as part of IQSS.
The primary quantitative and qualitative midline data collection took place in October–November
2017 during the first term of the 2017/2018 school year. This is the same term as that in which
baseline data collection took place in 2015. By the time of the midline data collection a range of
13

Delahais and Toulemonde (2012) recommend the clustering of all the evidence items extracted from the analysed data in an
evidence analysis database in order to systematically and transparently develop the contribution story. We thank Wouter Rijneveld
for sharing the layout of his evidence analysis database used as part of a contribution analysis of a programme supporting trade
unions.
14 Pupil surveys and assessments were administrated at baseline, but not at midline.
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IQSS activities had been implemented in the sample schools, although with variations across states
and LGAs. In particular, because of the revision of the facilitator training approach in 2016 not all
sampled schools were exposed to this adapted facilitator training with the same intensity and
according to the same timeline.15 Also, school grants had not been effectively disbursed to IQSs in
Bauchi by the time of midline data collection (see the implementation review for a detailed review
of actual implementation).
The facilitator sampling approach was revised. Initially we had planned to survey the same
facilitator panel at baseline and midline. However, because the facilitator training was revised, we
had no assurance that a facilitator sampled at baseline would be trained as part of the adapted
training. Therefore, at midline we selected a new facilitator sample, prioritising facilitators that
were trained as part of the adapted training, panel facilitators and facilitators teaching in primary
1 to 3 or equivalent (see further details in Section 2.2). In this way, we aimed to maximise the
number of surveyed facilitators at midline that were actually ‘treated’ by the adapted GEP3
facilitator training and therefore for which an outcome change in line with the ToC could be
expected.
For the head teacher interviews, the individual who carries out the day-to-day management of the
school was selected.16 This could be the proprietor or a head teacher if such a separate function
exists in the IQS.
The CBMC questionnaire was administered to a selection of three to four current CBMC members,
including, at least, the CBMC chair and the secretary, following the same selection protocol as at
baseline. Whenever possible, at least one woman representative and the CBMC treasurer were
invited to be present. The CBMC chair was the main respondent. The interview was conducted in a
group setting because interview pilots demonstrated that with multiple CBMC members present
valuable complementary information could be obtained.
Limitations
Various limitations to the above-presented methodology need to be considered:


The contribution analysis approach is based on a well-defined ToC of the intervention.
Evaluation questions and data collection are focused on verifying causal pathways and
influencing factors included in the ToC. Because of changes in the intervention design, the ToC
was revisited during the evaluation period. While this had limited effect on the main causal
pathways, particularly regarding the facilitator and CBMC training, it made one evaluation
question related to head teacher training irrelevant. Outcomes from the new proprietor
sensitisation intervention could not be assessed due to lack of baseline data.



While pre- and post-measurement of outcomes during baseline and midline allows the
quantification of changes in intervention outcomes, the methodology does not foresee the
measurement of the net attributable effect of GEP3’s IQSS since change is not measured in a

15

A first cohort of facilitators from Munya, Gbako, and Rafi LGAs in Niger and from Ganjuwa, Toro, and Zaki LGAs in Bauchi started
the adapted training cycle in December 2016 with a first five-day training and then received a second four-day training in May
2017. In Agaie, Mariga, and Mashegu LGAs in Niger the first workshop of the adapted training started in July 2017, while in Alkaleri,
Ninga, and Shira LGAs in Bauchi the first training had not taken place by the time of the midline data collection.
16 We consider the individual who carries out the day to day management to be the person who makes decisions around hiring
teachers, investing in materials, school development and so on. If the person who carries out the day to day management of the
school was not available, we interviewed the acting head teacher or assistant head teacher.
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comparison group. Judgement about causal impact is, rather, based on a reasoned, credible
story of how IQSS has contributed to the change in outcome variables.










The study universe of the quantitative survey consists of the GEP3 pilot IQSs in Bauchi and
Niger. These IQSs are not themselves representative of the entire IQS population in the GEP3
states. This is because GEP3 pilot IQSs have been selected based on certain characteristics and
the GEP3 LGAs may not fully represent all LGAs in the state. It is important to bear this in mind
with regard to the external validity of the findings. Due attention is paid to understanding the
context and influencing factors that contribute to the outcomes observed. This allows us to
assess whether the findings can be reliably generalised to the state as a whole and to a wider
group of IQSs.
Not all intervention activities were implemented with the same intensity and timeline across
the GEP3-supported IQSs. This means that the ToC has not been ‘triggered’ in the same way
across the sample, and that changes in outcome variables may differ across groups of IQSs due
to implementation variation. Because of sample size limitations we are not able to statistically
compare differences in outcomes across such multiple groups. As planned, we assessed overall
IQSS effectiveness by measuring the change in outcomes across the whole sample, including
implementation challenges. Nonetheless, while sample size limitation and potential selection
bias limit robust statistical comparison between groups with different intervention exposures,
we have used intervention exposure variables in the analysis of outcomes to complement a
qualitative contribution story based on a wide body of mixed-methods evidence.
Due to the change in facilitator sampling approach at midline, following changes in the
intervention design, we could not analyse a facilitator panel as intended. A facilitator panel
would have allowed us to better control for facilitator-level characteristics over time.
Therefore, variations in facilitator characteristics between baseline and midline could
contribute to changes in outcome variables. However, given the small number of facilitators
within IQSs, often no sampling needs to happen and therefore the midline averages are largely
indicative of the facilitator population in the IQSs at midline and reflect changes in IQSS on the
whole. Furthermore, extensive balancing analysis determined that the baseline and midline
samples are largely comparable.
The findings of the qualitative research reflect the particular communities and schools
selected. In contrast to the quantitative design, the qualitative research does not aim to
facilitate sample-to-population inference, but rather to gather in-depth understanding of how
the IQSS ToC unfolds within a specific context. Purposeful sampling has been carefully
considered to ensure in-depth learning about the phenomena of integration of formal subjects
in IQSs. Nevertheless, there remains a risk that the learning will be affected by the choice of
communities and schools.
Two out of three case study IQSs in Bauchi were located in LGAs where the adapted facilitator
training had yet to be rolled out and where IQSs had not yet received the school grant. This has
limited the extent to which we can discuss the contribution of this GEP3 intervention to
improvements in teaching practice and the school environment.

2.2

Methodology of the quantitative survey

2.2.1

Sampling strategy and sample of the midline survey

The general approach to the identification of respondents for the GEP3 midline survey was to
retain the same respondents as were interviewed at baseline whenever possible. The panel
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approach to sample determination thus does not require new samples to be drawn for most of the
populations. This section will nevertheless outline the key study populations and elaborate on the
selection approach and its underlying rationale. The benefits of the panel design are outlined in
the discussion related to the evaluation design and its need to establish a credible counterfactual
for the midline analysis.
Universe
The study universe of schools for the midline of the early learning intervention evaluation is
identical to the universe defined at baseline and is made up entirely of public primary schools
and IQSs selected for GEP3 intervention in the six LGAs in Zamfara and Katsina where RANA is
implemented. Since the implementing organisation purposefully selected three RANA LGAs out of
the six GEP3 LGAs in each state, the study universe does not correspond to the entire GEP3 school
population.
The study universe of schools for the midline of the IQSS intervention evaluation is also identical
to the universe operationalised for the baseline study and consists of all IQSs selected for GEP3
intervention in the 12 LGAs in Bauchi and Niger where IQSS is being implemented. Since GEP3 is
also implementing IQSS in Sokoto, the study universe does not fully match GEP3’s intervention
universe. Due to budget constraints, Niger and Bauchi were purposefully selected to be covered by
the evaluation.
The inclusion of schools into GEP3 requires that an IQS fulfils certain criteria set by the project. All
IQSs included in the GEP3 project need to have started integration, should teach both boys and
girls, and must be registered with a government agency.
The definition of the universe also extends to pupils and teachers. For the early learning
intervention (RANA) the pupil universe consists of the pupils that were enrolled in Primary Grade
2 (P2) at the time of the baseline survey and that were studying non-religious subjects. For the
RANA midline survey a panel of pupils is studied, meaning that the same pupils that were
assessed at the baseline survey were assessed again at midline. No pupils have been included in
the midline survey for the IQSS intervention, as per the initial design.
The teacher universe for the midline survey had to be adjusted for the early learning intervention
evaluation. Because it was decided by the implementing partner to target just Hausa subject
teachers in a subset of the schools, which was not yet known at the time of the baseline, the
broader universe of Primary grades 1 to 3 (P1 to P3 or equivalent) teachers had to be revised and
a panel survey design for teachers was not possible. It was, therefore, necessary to define two
different, albeit similar, universe definitions for the treatment and control groups of the early
learning intervention evaluation. In line with the requirement to observe the treated teachers in
the treatment group, the universe of teachers for the early learning intervention evaluation was
defined as all the teachers that had participated in RANA training. As the RANA training activities
focused on Hausa teaching approaches and targeted teachers teaching Hausa, the universe of
teachers for the control group was defined as any teacher teaching Hausa at any level in the
control schools. These two definitions ensure the best balancing and comparability of the two
populations under the given conditions.
Similarly to the early learning evaluation, the universe of teachers considered as part of the IQSS
evaluation consisted of teachers teaching at the designated schools and teaching integrated
curriculum to pupils enrolled in P1 to P3 or equivalent. At midline, however, the definition of the
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universe had to be adjusted to address the changes in the intervention since the baseline. The
universe of teachers for the midline survey also needs be as similar as possible to the baseline in
order to support statistical comparison of the two survey estimations. At midline, the universe of
teachers encompasses all teachers that were trained by GEP3 with a focus on those attending
either a four- or a five-day UNICEF IQSS training. The definition of the universe additionally
encompasses all the panelled teachers interviewed at baseline.
Sampling frame
As the midline survey is conducted on the panelled schools, visited during the baseline, no
additional sampling frames were considered at the level of schools. However, the status of the
existing panel schools needed to be verified prior to fieldwork commencing. The verification was
deemed particularly important due to the findings observed during baseline, where the IQSs
included in the GEP3 lists were not integrated during the baseline observation (for detailed
fieldwork reports about the state of schools at baseline, refer to the GEP3 Baseline Technical
Report).
In order to verify the status of the IQSs prior to main data collection verification visits were
carried out in all baseline IQSs. The verification visits consisted of actual physical visits to the
schools to confirm that the schools still exist and that they have not moved outside of the
designated area of research. During the verification visit the survey state coordinators performed
a short verification interview with the head teacher, focusing on the level of integration of the
school. The information collected during the verification was used to enhance the information
available in the designated school sample. Schools that had moved outside of the LGA of interest
were excluded from the designated midline sample (see below for school attrition numbers). In
IQSs included into the early learning intervention evaluation, a pupil identification and tracking
instrument was also implemented. The instrument held the names, and photographs, of pupils
interviewed at baseline. The pupil identification instrument was used to ascertain the expected
number of panelled pupils still in the designated panelled schools. Verification visits were not
carried out in public schools, as the public schools were deemed to be relatively stable in terms of
pupil population.
During the verification visits certain abnormalities in the assignment of treatment intervention
were discovered. Due to very similar and often imprecise names, four IQSs (two in Katsina, two in
Zamfara) included in the baseline survey and assigned to the treatment group did not receive the
intervention and thus could not be considered as part of the treatment sample.17 For the purpose
of the midline analysis these schools have subsequently been assigned to the control group. In one
case, an IQS in Katsina that had been assigned to the control group received the full intervention
package in place of the nearby IQS that had been assigned to the treatment group. For the midline
analysis, this control school was subsequently assigned to the treatment group. The verification
additionally uncovered some IQSs that have either been dissolved or moved outside of the scope
of the intervention areas. The evaluation team collaborated closely with UNICEF and the
implementing partner of the RANA early learning intervention to validate the treatment
compliance and attrition of schools.18 In order to at least partially compensate for the loss of some
of the panelled schools, the extra schools covered at baseline have been included in the midline

17
18

In each of these cases, a similarly-named nearby school received the intervention instead of the intended treatment school.
The implementing partners further verified treatment compliance and attrition with local government stakeholders.
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sample. These extra schools had been initially excluded from the baseline analytical sample – see
Baseline Technical Report for details.
The sampling frame of teachers operating in schools designated for the midline survey did not
exist before the start of the actual fieldwork. The sampling frame used in the selection of teachers
was compiled as part of the head teacher interview at each school. A roster of all teachers
teaching at the school was recorded and any eligible teachers were designated for sampling and
included in the teacher sampling frame.
Due to the panel nature of the survey design, neither replacement schools nor replacement
pupils were drawn to replace any ineligible units at midline survey. The panel survey design and
underlying analytical approaches imply the interview of the same sample units at baseline and
midline, hence replacement is not possible. If a replacement were drawn at midline, then the
baseline measurement for that particular sample unit would have been missing and the panel type
analysis would not be possible. Where available, replacement teachers could be drawn in case the
initially selected teacher was not available for interview.
Sample size and sampling parameters
The sample size specifications remained unchanged from the baseline survey. At baseline, 30 IQSs
were sampled for study purposes in two states (Bauchi and Niger) included in the IQSS
intervention, creating a total sample size of 60 IQSs across the two states.
For the early learning intervention 60 primary schools and 60 IQSs were sampled for study
purposes in each state (Katsina, Zamfara) at baseline, creating a total sample size of 240 schools
across the two states, half of which were assigned to the treatment group and the other half to
the control group. At the start of the midline, and based on the findings of the verification visits,
the nine additional IQSs surveyed at baseline were added to the sample, which compensated for
the loss of seven IQSs due to disintegration or relocation.
In the case of the early learning intervention schools, at midline, those pupils who had been
interviewed at baseline were targeted for data collection. Therefore, the maximum sample size of
pupils to be interviewed in each school was limited by the number of pupils interviewed at
baseline, resulting in a total targeted sample size of 2,752 pupils (1,515 boys and 1,237 girls). As
explained in the sampling frame discussion the availability of the pupils in IQSs was verified prior
to the start of the data collection.
The targeted sample size for teachers was two facilitators per IQS, and therefore 120 IQS
facilitators in total for the IQSS evaluation. For early learning intervention schools, the targeted
sample size for teachers was three teachers for each public primary school and two facilitators in
each IQS. The number of teachers is lower in IQSs because we anticipated only two facilitators on
average per IQS. Hence, the total targeted teacher sample size was 360 primary school teachers
and 240 IQS facilitators for RANA. Based on the outcomes of the baseline, the expectations
before the actual midline data collection were that the sample size of the teachers would be lower
than planned due to the substantial number of small schools (i.e. IQSs with less than two eligible
teachers or public schools with less than three). Table 2 presents the anticipated sample sizes for
all IQSs and instruments implemented within each IQS.
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Table 2:

Anticipated sample sizes for the IQSS evaluation
Bauchi

Niger

30

30

Head teacher interview

1

1

Teacher roster

1

1

2

2

Teacher competency test

2

2

Classroom observation

2

2

CBMC interview

1

1

Pupil count

1

1

Number of IQSs per state
Instruments per IQS

Teacher interview

†

†

The same teachers were tobe interviewed, tested, and observed delivering lessons

Table 3:

Anticipated sample sizes for the early learning intervention evaluation
Public primary schools

IQSs

Katsina, Zamfara

Katsina, Zamfara

Number of schools per state

60

60

Total number of schools

120

120

Head teacher interview

1

1

Teacher roster

1

1

3

2

1 if exists

1 if exists

Teacher competency test

3

2

Classroom observation

3

2

Pupil verification

1

1

Pupil count

1

1

Pupil interview*

Panel of up to 6 girls, 6 boys

Panel of up to 6 girls, 6 boys

English literacy assessment

Panel of up to 6 girls, 6 boys

Panel of up to 6 girls, 6 boys

Hausa literacy assessment

Panel of up to 6 girls, 6 boys

Panel of up to 6 girls, 6 boys

States

Instruments per school

Teacher interview

†

Lead teacher interview

†

The same teachers will be interviewed, tested, and observed delivering lessons

* The same pupils will be interviewed and tested

Sampling design

Since a panel approach to sample determination was used at the school and pupil level, no new
sample design was required at midline; the same sample as baseline was selected for data
collection. At baseline, the main sampling method for schools was a single-stage stratified
systematic random draw, while pupils were drawn through a two-stage stratified systematic
sample (see Baseline Technical Report for a detailed description of the sampling design).
In the case of the early learning intervention evaluation, pupils were selected from the list of
interviewed pupils at baseline. Pupils were validated as part of the panel using their names and
pictures obtained at baseline: first with the head teacher, next with the teachers.
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The sampling of public school teachers and IQS facilitators employed a slight modification from
the one used at baseline due to the modality of the intervention. The sampling approach was
guided by the need of the evaluation design to study teachers with the maximum possible
exposure to the intervention. It was therefore decided to use a probabilistic but not fully random
approach to the sampling of the teachers. In order to achieve the probabilistic nature of the
sample and ensure the maximum possible exposure, the sampling employed a priority
classification of teachers for eligible for sampling. This classification was applied to all the
teachers in the school and captured within the teacher roster instrument. Figure 2 represents the
process that was followed to sample the teachers in collaboration with the head teacher and with
the consent of the teachers.
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Figure 2:

Teacher sampling
Talk with the
Head Teacher

Which
intervention does the
school belong
to?

IQS SUPPORT

EARLY LEARING

Is the school
public or IQS?

IQS

Are the
classes taught in
grades P1-P6?

NO

YES
Public

Request the Head Teacher to
identify all teachers (including
volunteers) teaching grades
P1-P6

NO

Ask for teacher attendance
registers for the day of the
interview for teachers teaching in
P1-P6

Ask for teacher attendance
registers for the day of the
interview for all teachers teaching
P1-P6 or equivalent pupils

Are any
attendance records
available?

Are any
attendance records
available?

YES

NO

Request the Head Teacher to
identify all teachers (including
volunteers) teaching P1-P6 or
equivalent pupils

YES

Check:
 It is for the current day
 It covers teachers of the correct grade
 It covers teachers teaching non-religious
subjects

Identify the missing groups
of teachers or missing
names of individual
teachers (include any
volunteer teachers)

NO

Are records
complete?

YES
Enter the names of all the
teachers in the lists or named
by the head teacher into a
Teacher Roster (CAPI)

For each teacher specify whether
teacher teaches religious or nonreligious subjects

CAPI selects teachers randomly:
 3 teachers in public schools
 2 teachers in IQS

Enter the names of all selected
teachers on School Completion
Form

Sample the replacement teachers

Invite selected teacher for the
interview

NO
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The sampling procedure was integrated within the teacher roster instrument and it followed the
following steps:


classify each teacher into one of the priority groups;



randomise the order of teachers within each priority group; and



select up to two teachers ranked the highest (classified in the highest priority groups and
randomly placed highest within the group).

Teacher classification for IQSS was based on the following characteristics:
Priority 1
 teacher has participated in first five-day training OR second four-day training
 teacher is a panellist
Priority 2
 teacher has participated in first five-day training OR second four-day training
 teacher is NOT a panellist
 teacher teaches P1–P3
Priority 3
 teacher has participated in first five-day training OR second four-day training
 teacher is NOT a panellist
 teacher teaches P4–P6
Priority 4
 teacher has NOT participated in training
 teacher is a panellist
 teacher teaches P1–P3
Priority 5
 teacher has NOT participated in training
 teacher is a panellist
 teacher teaches P4–P6
The following priority ranking of teachers is applied to the schools included in the early learning
(RANA) intervention treatment group:
Priority 1
 teacher has participated in RANA lead training
 teacher is a panellist
 teacher is NOT a Lead Teacher
Priority 2
 teacher has participated in RANA lead training
 teacher is NOT a panellist
 teacher is NOT a Lead Teacher
 teacher teaches P1–P3
Priority 3
 teacher has participated in RANA lead training
 teacher is NOT a panellist
 teacher is NOT a Lead Teacher
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 teacher teaches ONLY P4–P6
Priority 4
 teacher is a Lead Teacher
The following priority ranking of teachers is applied to the schools included in the early learning
(RANA) intervention control group:
Priority 1
 teacher teaches Hausa
 teacher is a panellist
 teacher teaches P1–P3
Priority 2
 teacher teaches Hausa
 teacher is NOT a panellist
 teacher teaches P1–P3
Priority 3
 teacher teaches Hausa
 teacher is a panellist
 teacher teaches ONLY P4–P6
Priority 4
 teacher teaches Hausa
 teacher is NOT a panellist
 teacher teaches ONLY P4–P6
Teachers in priority group 1 had the highest probability of being included in the pool of sampled
teachers and teachers in priority 5 the lowest. For example, if there were no teachers in priority
group 1 at the school, then the teachers from priority group 2 would be selected. The sampling
protocol would similarly be applied to the groups according to the priority until at least two or
three teachers would be selected or there would be no further eligible teachers at school. The
selection protocol was administered via the computer protocol embedded in the survey
instrument.
The CBMC questionnaire was administered in the IQSS states to the chairperson or vicechairperson of the CBMC, in the presence of up to three other CBMC members. The secretary of
the CBMC had to be present for the interview to take place. In addition, at least one woman
representative and the CBMC treasurer was also to be present for the interview, whenever
possible. The protocol at midline was the same as at baseline, although the respondents (CBMC
officers) may have been different as changes may have occurred in the CBMC membership in the
time since the baseline survey.
Weighting

At baseline, sampling weights were constructed to reflect the complex sampling design. The
weights were estimated for all levels of analysis and reflect the multi-level nature of the school
data, with pupils and teachers nested within schools. The estimated weights are population
weights, which sum up to the total population size, as defined by the universe and the sampling
frame. Due to the very high sampling fraction rate (i.e. the large proportion of the eligible schools
sampled), finite population correction factors were also estimated to adjust the variance
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estimates. A detailed note on the calculation of the weights at baseline can be found in the
annexes of the Baseline Technical Report.
At midline, the weights estimated at baseline were re-scaled to respond to the sampling design
more closely. Rescaling of weights is a process whereby the weights are adjusted by a constant
coefficient, which rescales the sum of all the weights to the actual sample size instead of the total
population. The rescaling of the weights at midline was performed at the state level (i.e. the sum
of the weights of the units in each state was equal to the effective sample size in the state). This
approach mimics the sampling, where samples of equal size were drawn in each state to enable
state-level comparisons. The population weights used at baseline resemble the distribution of the
respondents in the complete frame and thus adjust the structure of the sample to resemble the
structure observed in the sampling frame. As the sampling approach was not proportional, by
design, and the structure of the sampling frame may not truly resemble that of the underlying
population, we have decided to adjust the weights to resemble the sampling design and not to
adjust for any distributional deviations. This adjustment may produce slight deviations in point
estimates and standard errors from the ones published in the baseline report.
Due to an anticipated attrition of pupils between baseline and midline, provisions have been made
to estimate compound sample adjustment and attrition adjustment weights. A midline survey
participation propensity model was estimated following the midline survey finalisation. A
participation propensity model is a probability-based model (using either logit or probit models)
that uses baseline characteristics in order to estimate the propensity to participate in the midline
survey. The attrition adjustment weights are inverses of the estimated participation propensities.
The compound weight will thus adjust the structure of the midline sample to resemble the
structure of the baseline sample of pupils, who were randomly selected at the time of the
baseline survey.
At midline, the teacher sample has not been weighted. As explained in the sampling design
section, the sampling of teachers was not random, albeit it was probabilistic. It is therefore not
possible to estimate the a priori probabilities of selection for each teacher at school. As the sample
design was not random, there is no need to adjust for non-equal probabilities of selection. As the
schools were sampled with the probability proportional to their size (number of pupils) the nonweighted sample of teachers should represent the underlying population best, without the use of
school-level weights. With the sampling of schools with the probability proportional to size, larger
schools have a higher probability of being selected into the sample. Thus, more teachers in the
sample come from larger schools than from smaller ones, which is in turn true also in the defined
universe. Larger schools require more teachers and thus a larger proportion of teachers come
from larger schools.
However, with no sampling weights estimated for the teacher sample, it was necessary to
thoroughly test for the representativeness of the midline sample of teachers. It was also important
to check for the comparability of midline and baseline samples of teachers in order to be able to
perform informative comparative analysis. Extensive balancing analysis determined that the
baseline and midline samples are largely comparable. The analysis also uncovered a shift in some
teaching practices of teachers in the time between baseline and midline. The shift could be
observed across both panelled and non-panelled teachers that form part of the sample, and is
therefore not considered to be consequential for comparative research. Based on the balancing
analysis of the samples of teachers it was decided that no adjustment (post-stratification)
weights are required.
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2.2.2

Instrument design and preparation

2.2.2.1 Instrument development process
The process of instrument development was based on multiple iterations and field testing, to
contextualise the instruments by reference to the reality of the GEP3 schools and to account for
the different activities schools have been exposed to under the RANA and IQSS interventions since
baseline. The key steps in this process are depicted in Figure 3 below.
Figure 3:

Instrument development process

Desk research

Update baseline
instruments

Translation

CAPI
programming

Final
instruments

Desk testing

Finalisation of
midline
instruments

Piloting

Desk research: A desk review of the existing documents related to programme implementation
was carried out to guide the drafting of relevant implementation questions around teacher, head
teacher, and CBMC trainings, school monitoring, and the provision of materials. This information
was also used to develop suitable sampling protocols within schools.
Update baseline instruments: The information gathered during the desk research was used to
update the final versions of the baseline instruments to make sure that the instruments developed
for midline were: (i) in line with the key indicators identified in the updated GEP3 ToC and
Evaluation Framework; (ii) sensitive toward the context of IQSs, including the school structure,
term dates, and terminology; and (iii) sensitive toward the cultural context of Nigeria, and
northern Nigeria in particular.
While the baseline questionnaires were similar for all schools, given the different nature of the
early learning and IQSS interventions, separate modules were developed at midline to assess the
depth and quality of programme implementation for each of the two interventions. A total of
eight19 quantitative instruments were used at midline. However, of these eight instruments, only
five were used in the IQSS schools, while seven were used in the early learning intervention (see
Section 2.2.2.2 below).
Translation: After finalisation, the instruments were translated into Hausa, the language spoken
by the majority of the population in the five GEP3 states. The translation was quality checked by
the EDOREN Nigeria office to ensure its appropriateness.
CAPI programming: The translated instruments were programmed for use in CAPI on tablets in
two languages, English and Hausa. The programmed questionnaires were extensively checked for
coherence with the paper versions before being taken to the field for the pilot exercise.

19

At baseline, eight instruments were used. The numeracy pupil learning assessment was not used at midline since pupil
assessments were carried out only in the RANA sample, where the intervention focuses on reading and literacy.
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Piloting exercise: Once programmed, the questionnaires were piloted in July 2017 in six IQSs in
Niger, which were part of the IQSS intervention but not part of the evaluation sample, and in three
schools (two public primary schools and one IQS) in Katsina, which were part of the early learning
intervention but again not part of the evaluation sample. The piloting exercise helped highlight
additional changes to improve the instruments, such as the probes necessary to improve
respondent recall around training, mentoring, and monitoring visits to schools. In addition, the
piloting exercise provided useful feedback in order to improve questions around GEP funds and
associated financial management requirements. The pilot provided an opportunity to test
instrument programming on CAPI, and changes were made in real time to ensure the
questionnaires flowed consistently and with proper conditions.
The piloting exercise was also used to test sampling protocols for children and teachers. The
research team trialled our proposed approach to identifying panel pupils and teachers within the
schools. This exercise helped develop final sampling protocols for the full survey (discussed in
Section 2.2.1).
Finalisation of instruments: The instruments were finalised based on the piloting exercise and
additional feedback from the local researchers. Any remaining changes to the instruments were
tested via multiple desk tests by several members of the survey team, after which the CAPI
versions of the midline instruments were considered final.
2.2.2.2 Overview of the instruments
Eight instruments were used to collect quantitative data within schools at midline. Not all of the
instruments were in every school, as already discussed. Table 4 provides a summary of each
instrument, along with an indication of whether the instrument was used in early learning
intervention schools, IQSS schools, or both.
Table 4:

Overview of the data collection instruments
Early
learning 20

Instrument

Summary

Pupil
questionnaire

The pupil questionnaire precedes the pupil assessments. It
checks for pupil disability and collects data on pupil household
assets. In addition, the pupil questionnaire collects data on pupil
background characteristics, such as gender, years in school, if the
pupil attends any other school etc.
Pupils identified as having a disability are not given assessment
items that require that particular ability, in order to respond
meaningfully (for example, a pupil with an identified inability to
see is not asked to complete the reading items).



Pupil English
literacy
assessment
for P2

The English literacy assessment contains 13 items, with each item
being made up of several sub-items. While the English literacy
assessment for GEP3 is targeted at a different proficiency level
than the Education Sector Support Programme in Nigeria
(ESSPIN) assessments, both ESSPIN and GEP3 have been
calibrated onto the same English literacy scale (the EDOREN



IQSS

20

Early learning and IQSS indicate whether a particular instrument was used in the midline data collection for the early learning or
IQSS evaluations, respectively
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scale) through link items. This means robust comparisons
between ESSPIN Composite Survey results and GEP3 evaluation
results can be made.
The assessment tests a range of literacy knowledge and skills
across the pre-literacy, emerging, and basic literacy ranges.
Knowledge and skills include letter recognition, phonological
knowledge, print concepts, oral literacy, verbal comprehension,
initial sounds and letters, reading high frequency words, verbal
and written grammar, writing high frequency words, reading
fluency, and copying and spelling high frequency words.
Pupil Hausa
literacy
assessment
for P2

The Hausa literacy assessment is designed to test the same
literacy knowledge and skills as the English literacy assessment.
Items are not merely translated, but rather parallel items are
developed to test similar concepts when applied to the Hausa
language.



Teacher
questionnaire

The teacher questionnaire collects data on teachers’ background
characteristics, absenteeism, training, and remuneration. It also
includes questions on meetings and supervision from the head
teacher and a module on teacher perceptions and attitudes,
which will be used to develop a measure of teacher motivation.
At midline, additional modules on programme training,
monitoring, and support were added to the questionnaire. In
addition, three open-ended questions around teachers'
perceptions about girls’ education where also added.





Teachers'
knowledge
and skills
assessment

The teachers' knowledge and skills assessment is divided into
three sections, collectively comprising 32 items, including
multiple choice, short response, and long response items. This
includes marking pupil responses to Hausa literacy questions,
indicating grade levels for items based on the curriculum,
developing an answer sheet for a reading test aimed at Grade 2
pupils, answering a reading comprehension question, and making
judgements about pupils’ writing, including grammar, spelling
and additional support needed. At midline, two new Hausa items
were added in order to assess Hausa language skills among the
teachers.





Teacher
classroom
observation

The classroom observation records the frequency with which the
enumerator observes specific teacher talk, teacher language use,
teacher action, and pupil action. The enumerator also records
teacher action at the start of the lesson, action at the end of the
lesson, the resources used, and subject observed. At midline, the
instrument was updated to mention programme-specific
material in IQSS and early learning schools. In addition, gendered
differentiation on some pupil and teacher action categories was
introduced in order to understand whether the experience of
boys and girls is different within the classroom.





Head teacher
questionnaire

The head teacher questionnaire includes several sections relating
to background information on the school, basic information
about the school, school management and monitoring,
attendance and enrolment, attitudes toward integration for IQSs,
and school infrastructure. At midline, additional modules on
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programme training, monitoring, and support were added to the
questionnaire.

CBMC
questionnaire

2.2.3

The CBMC questionnaire was administered to the chairman of
the CBMC and, where possible, to other members of the CBMC
present to verify responses. The questionnaire includes items
covering general information, CBMC activities, school monitoring
and improvement, and CBMC financing and fundraising. At
midline, additional modules on programme training, monitoring,
and support were added to the questionnaire. In addition, a
detailed module on CBMC financial management activities was
added.



Survey fieldwork

2.2.3.1 Survey implementation and management
The survey fieldwork was implemented by OPM Nigeria between 12 October 2017 and 18
November 2017. It was preceded by a two-week training period for survey staff (see below).
The survey staff were recruited by OPM Nigeria. State survey coordinators and quality assurance
monitors were selected from a pool of highly experienced candidates. The selection was mainly
based on their involvement with the GEP3 baseline survey and their experience with other
education surveys in northern Nigeria.21 Other staff were selected through competitive
recruitment, which included canvassing the potential candidates’ CVs and face-to-face interviews.
Special attention was given to experience in conducting surveys in Nigeria, particularly during the
GEP3 baseline, with additional emphasis given to any education research experience. The
selection process also took into consideration the gender balance of the teams, and especially
their local language proficiency. All recruited interviewers were able to both speak and read Hausa
proficiently, which was the main language used for survey administration. Other local language
requirements were also taken into consideration when selecting team members as in some areas
Hausa is not the main language that is spoken. In selecting interviewers, special attention was
given to the knowledge of Arabic, Fulfulde, Nupe, and Gbagyi language proficiency, as these
languages are used in the surveyed areas.
The survey was administered using the CAPI mode of data collection. Data were collected using
ultra-portable computer tablets and the CSPro software platform.
The survey was supervised by the EDOREN Survey Technical Lead throughout the survey
implementation and data cleaning process. The EDOREN Education Specialist and Questionnaire
Development Expert attended the training. The Evaluation Team Leader was involved in any
decision that affected the survey design.
2.2.3.2 Survey training
To ensure that all survey teams could do their work effectively while maintaining high quality
standards all survey field staff were intensely trained between 25 September and 11 October
21

State survey coordinators and quality assurance officers were involved, among other things, in data collection as part of the TDP
evaluation, ESSPIN Composite Survey 2, and Child Development Grant Programme evaluation. Several of them had participated in
the GEP3 baseline survey.
© EDOREN

35

Midline Evaluation of the Girls’ Education Project Phase 3

2017 in Abuja, including practice field visits. The survey training was divided into two parts: the
first part was aimed at the state survey coordinators, quality assurance officers, and potential field
supervisors, and lasted from 25 to 29 September 2017. In the second part, the enumerators joined
the training, which lasted from 30 September to 11 October 2017. Even though a group of highly
experienced interviewers were identified at the onset of the training as potential supervisors, all
training participants were trained as equals. Upon completion of the training, the most
experienced and best performing participants were designated as team supervisors. Special
supervisor briefing sessions were held with them in order to strengthen their understanding of
their roles and responsibilities.
A detailed training manual was prepared for the training. During the training, the manual was
updated based on the feedback received and clarifications made during the training.
In summary, the main subjects covered by the training syllabus were the following:


Overview of GEP3: GEP3’s objectives, implementation states, its duration, and its relationship
with EDOREN and UNICEF was presented to the participants, for them to reinforce their
understanding of the programme.



Survey protocol overview: the survey and school selection protocols were explained in detail,
including in-depth explanations of the different intervention types and school types under
GEP3, in order for the field teams to thoroughly understand the context of their data collection
environment.
Communication (reporting line and feedback): the flow of communication between state
coordinators, quality assurance officers, team supervisors, and enumerators was discussed in
terms of reporting and routine feedback.






Familiarisation with survey instruments: participants were exposed to each of the survey
instruments, including the main questionnaire and CAPI.
Mentoring and ongoing training: this was facilitated for state coordinators and quality
assurance officers, for them to gain an understanding of how to provide mentoring and
support to interviewers during fieldwork, except in the case of major issues that would exceed
their knowledge and authority.



Fieldwork monitoring forms: in order to manage fieldwork effectively, as well as to monitor
the activities conducted, monitoring forms were shared with the field team. These included
the school completion forms, monitoring activity forms, and daily report templates.



Quality assurance principles: Information about field ethics and protocols that guarantee data
quality were shared with the field team.

The training used several different training approaches to achieve the maximum training effect,
such as detailed instrument review, small group work, and mock interviews. Enumerators were
also exposed to real-life field experience early on in the training. The first visit was organised
within the first five days of training, and was followed up by one more field visit and one on-site
practical exercise during the training. For the on-site practical experience, school pupils and
teachers from a nearby schools were brought to the training venue. Early exposure to real-life field
situations contextualised the topics and approaches discussed in class and helped enumerators to
better grasp concepts. The training was conducted exclusively using CAPI versions of the
questionnaires. Enumerators were also taught about other functionalities related to computerassisted data collection, such as how to synchronise files containing filled questionnaires to the
cloud, and other IT and data management-related issues.
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2.2.3.3 Fieldwork organisation
After being trained, the survey field team was originally structured as follows:
I.

each state was assigned a State Coordinator;

II.

every State Coordinator was assigned quality assurance officers (depending on the number
of schools to be covered in the state):
a. Katsina and Zamfara states had two quality assurance officers each
b. Bauchi and Niger states had one quality assurance officer each;

III.

fourteen teams were created in total
a. Katsina State had five teams, consisting of a supervisor and three interviewers
b. Zamfara State had five teams, consisting of a supervisor and three interviewers (the
fifth team had a supervisor and four interviewers)
c. Bauchi and Niger States had two teams consisting of a supervisor and an interviewer

In the first week of fieldwork, the Bauchi and Niger teams were combined to form the sixth team
in Katsina and Zamfara states, respectively, to allow for more effective field management and
troubleshooting during the early stages of data collection. Each team was also accompanied by a
driver.
The Survey Manager and Field Manager were responsible for the overall management of the GEP3
data collection. The EDOREN Survey Technical Lead provided technical support and oversight.
State survey coordinators focused on the state logistics, school pre-scheduling and arrangement of
the school visits, while the quality control team was tasked with overseeing protocol adherence
and efficiency of data collection.
Figure 4:

GEP3 survey team structure

2.2.3.4 Units surveyed
Using the eligibility criteria mentioned previously, the team surveyed 1,083 pupils (535 girls and
548 boys) and 264 teachers from 119 public primary schools in Katsina and Zamfara (See
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Table 5). The percentage of sampled pupils and teachers from the surveyed schools equals 78%
and 74%, respectively. Additionally, in Zamfara and Katsina, 888 pupils (381 girls and 507 boys)
and 170 teachers were surveyed (65% and 70%, respectively, of the targeted sample size) in 122
IQSs. Apart from eight schools in Katsina State, all sampled schools were observed. The relatively
lower percentage of teachers surveyed compared to the targeted sample size was due to the fact
that some schools did not have the targeted number of teachers, which was particularly the case
in the IQSs in Katsina.
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Table 5:

Summary of the survey achievement – Katsina and Zamfara
Public primary schools
Katsina
Zamfara

IQSs
Katsina

Zamfara

Schools
Target sample schools

60

60

66

63

Total school surveyed

59

60

59

63

Schools included in baseline analysis

59

60

53

60

Extra schools at baseline

0

0

6

3

Schools not interviewed – reasons
Relocated beyond the scope

5

Discontinued integration

1

Other

1

Target sample pupils

693

696

665

698

Percentage of target pupils surveyed

75%

80%

61%

69%

Target sample teachers

180

180

132

126

Percentage of target teachers surveyed

71%

76%

54%

79%

1

Pupils

Teachers

Sources: Fieldwork reports; GEP3 baseline data; GEP3 midline data

Using the eligibility criteria mentioned above, the team surveyed 93 teachers from 60 IQSs in
Bauchi and Niger (See Table 6). The targeted sample size of 60 IQSs was achieved, while the
percentage of sampled teachers from these schools that were surveyed equals 78%. The belowtarget achievement of surveyed teachers was due to the fact that some schools did not have the
targeted number of two facilitators or two facilitators were not available for interviewing.
Information on the number of eligible teachers at each school was not available before the start of
the fieldwork so the final effective sample size of the teachers could not be fully anticipated. Some
of the sampled schools were too small to be able to have a full contingent of planned teachers.
Table 6:

Summary of survey achievement – Bauchi and Niger
Bauchi

Niger

Target sample schools

30

30

Total school surveyed

30

30

60

60

78%

77%

Schools

Teachers

Target sample teachers
Percentage of target teachers surveyed
Sources: Fieldwork reports; GEP3 baseline data; GEP3 midline data
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2.2.3.5 Fieldwork challenges
The most relevant challenges faced during fieldwork are summarised below:


Teaching hours at IQSs: IQSs do not usually follow their timetables strictly. In addition, some
classes are taught early in the morning and some late at night. Some examples from Bauchi
recorded school opening hours as being from 6:00 AM to 7:00 AM. In some of the visited IQSs
there were ongoing renovations of the schools, so the classes were taught at uncommon hours
and in some cases even from alternative locations.



Pupil absence: The main fieldwork window coincided with the main harvest season in the
areas visited. Some children were therefore temporarily out of school in order to help on
farms. This fact contributed to the already anticipated attrition of pupils due to drop-outs. In
some cases, it was possible to locate the temporarily absent pupils out of school and still
administer the pupil assessment instrument.



Teacher transfers: In many of the field locations the teachers who were present reported on
the transfers of teachers. In some of the locations the transfers applied to the head teachers as
well, so the newly appointed head teachers had a poorer understanding of how the school had
been managed.
Multi-grade lessons in IQSs: In most of the IQSs the classes were taught in multi-grade
settings, where pupils belonging to different grades were present in the class. This made the
identification of the eligible pupils and administration of the pupil counting instrument very
challenging. The IQSs very often also did not have updated pupil registers and thus the field
teams had to rely on the teachers and head teacher to identify the pupils, which could not be
properly verified.



2.2.4

Quality assurance

2.2.4.1 Quality assurance within a CAPI questionnaire
Computer-assisted data collection generally improves the quality of the data collected in a
survey by providing consistent data linkage, automated routing/skips, and consistency checks
which can provide instant feedback to the fieldworkers. Furthermore, CAPI reduces entry errors
and fieldworkers’ potential to cheat. Decreased interview time also increases the efficiency of
fieldwork. Immediate availability of data allows better organisation and closer monitoring of
fieldwork, and enables data managers to provide timely feedback to the field teams, which helps
to prevent future errors.
Consistent data linkage was maintained throughout the data collection by encoding the data
structure into the instruments and hardcoded lists of identifiers. This is particularly important in
complex surveys with multiple instruments, such as this one. This allows for sound mapping and
linking of different levels of observations or cases, as well as early identification of missing cases.
Automated skips and routing behaviour, as part of the CAPI questionnaire, ensured that only the
correct questions were administered and that no answers were missing. Interviewers were able to
fully focus on the interaction aspects of the interview and thus were able to establish a closer
bond with the respondent. Automated skipping patterns increase interviewing speed and allow
more complex skipping patterns that can source information from all parts of the questionnaire in
order to administer very specific sets of questions tailored to very specific cases.
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Data consistency checks were built directly into the survey instruments to provide in-interview
feedback to the fieldworkers, allowing them to address inconsistencies as they arose during
interviews. Consistency checks ranged from simple question specific checks, like range checks, to
complex checks comparing information across different sections.
CAPI reduces survey errors and eliminates errors due to data entry. The use of an electronic
version of the questionnaire in the GEP3 midline survey means that data were entered during the
interview itself, thus making separate data entry obsolete. The CAPI questionnaire strictly
enforced the prescribed questionnaire routing and data validation for all responses to survey
questions. The interviewers thus only posed the questions which were meant to be asked and
coded the response on a pre-defined scale. Due to the fact that there was only one entry (instead
of the three in paper-based surveys) the possibility of keying errors was greatly reduced.
CAPI also ensured timely feedback from the field to the central data management team. The
completed interview files were transmitted from the field via internet daily, if possible, and were
centrally exported to statistical software packages. The survey and data management team in
Abuja thus had the ability to closely monitor fieldwork and to provide timely feedback to field
workers, thus preventing future errors from happening. Automated routing and pre-coded
answers increased the interviewing speed, reducing respondent fatigue and the overall time
required for the fieldwork. The daily data synchronisation enabled the senior managers to use
automated dashboards to monitor the progress of the fieldwork, as well as to monitor the
performance of the field teams.
2.2.4.2

Quality assurance and monitoring using survey dashboard

With the access to daily batches of data, we were in a position to use OPM’s own system for
monitoring of survey completion, data quality, and interviewer performance. The system is built
around a survey dashboard developed in Power Bi software. The dashboard gives up-to-date live
information to a survey manager to enable them to interact with the field teams to provide
timely feedback and to implement course-correction processes that significantly improve data
quality.
The core of the system is a set of indicators operationalised to i) monitor data collection progress
and ensure teams are being deployed effectively, ii) check interviewers performance on key survey
modules or research variables, and iii) identify inconsistencies or uncommon patterns in individual
interviews to provide timely training and feedback. The system is built around automated routines
that automatically retrieve the data from the data servers, prepare the indicators, and feed the
data into the visualisation dashboard.
Figure 5 shows the daily checks implemented to monitor survey progress and completeness, which
helps field managers to accomplish data collection on time and take informed decisions on the go.
It displays summary information by geographic area, in terms of completed schools and key
populations. It also displays an interactive map of surveyed schools. This system utilises an
electronically collected interview date, time, and GPS location.

© EDOREN

41

Midline Evaluation of the Girls’ Education Project Phase 3

Figure 5:

Survey dashboard example – sample completion

2.2.4.3 Quality assurance in the field
Quality assurance teams were tasked with performing in-field monitoring and spot checks on the
data collection team. During the data collection, these teams visited 88 randomly selected schools
in Katsina and Zamfara (40 public schools and 48 IQSs) and 43 IQSs in Bauchi and Niger, where
they carried out mini-surveys through live observations and also conducted back checks with the
head teacher.
The live observations assessed the way in which the survey instruments were implemented in the
field. Since all the information was entered into a quality assurance dashboard, the survey and
field manager could monitor on a continuous basis the performance of the team, the progress
made, and the challenges faced at the school level (i.e. lack of a register, pupils’ arrival time, etc.).
The relevant information was also passed to the state survey coordinators and supervisors of the
field teams, in order provide feedback to the field team and to take corrective measures almost
immediately. During live observations at schools, the quality assurance team observed a number
of interviews conducted at the schools. In Katsina and Zamfara 309 interviews were observed and
quality indicators recorded, while in Bauchi and Niger 54 interviews were observed in total.
In addition to the direct observation, some schools where the survey had already been completed
were selected for a back-check visit. The quality assurance team talked to the head teachers and
implemented a short verification questionnaire. The interview checked whether the interviews
were carried out properly, with respect to the respondents, and in accordance with both quality
and ethical standards, and collected some of the key information already collected during the
main field visit for verification purposes. In total, 43 back-check visits were conducted across the
four surveyed states.
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Detailed below is a summary of the oversight functions that the quality assurance officers
carried out during the field exercise:


ensured sampling and all procedures were strictly followed;



conducted spot checks on teams and ensured they were where they planned to be;



observed ongoing interviews and addressed issues that required attention;



ensured that there was a clear distinction, among the team, between the period in which the
programme was introduced to the school authority and the actual time the school began to
teach non-religious subjects alongside religious subjects;
performed random back-check visits to schools where the survey had already been completed;
and
gave continuous feedback/refresher training to state teams where challenges were
encountered.




The quality assurance team reported their findings to the state survey coordinators, as well as to
the survey and data management team in Abuja. Together with the state survey coordinators they
debriefed the field teams on their findings and brought attention to their findings in order to
improve the quality of the data collection.
2.2.4.4 Quality assurance post-data collection
The CAPI data collection approach requires only very minor post-data collection processing and
editing. CAPI enforced very strict validation rules at interview time, which were embedded in the
electronic survey questionnaires themselves. The routing of the questionnaires was also strictly
enforced, i.e. it was mandatory for all questions to be filled and the interviewer could not proceed
with the interview unless the information provided corresponded to all validation rules imposed
on it.
The post-data collection processing did, however, ensure the consistency of all the identifying
information for each instrument. As multiple instances of the same instrument were fielded at
each school and their within-school identification was assigned manually by the interviewers, the
consistency of these identification elements had to be consolidated. Fieldwork monitoring forms
and daily field reports, as well as interview time data, were used to reconcile any inconsistencies.
The school-level identifiers were pre-loaded and hardcoded into the questionnaires themselves in
order to avoid duplication or mis-assigned IDs.
All the data were also checked for completion against secondary sources, such as survey
management and sample completion forms. This process ensured that all of the collected
information was contained in the finalised data compilation.
The actual compilation of separate data records was achieved during the actual data collection
process. The data were transmitted from the field daily and the data managers at the OPM Nigeria
central office in Abuja compiled the records into working databases. After the completion of the
data collection, all of the collected data were collated in analysis-level data files. The database was
formatted and reshaped according to the specifications for analysis.
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2.2.5

Outcome measurement and constructs

2.2.5.1 Pupil assessment instruments
English literacy and Hausa literacy assessments were constructed following the five steps set out
below, including clarifying constructs, test targeting, administration, psychometric analysis,
drawing benchmarks, and secondary data analysis.
Clarifying constructs

The first step in undertaking a learning measurement exercise is to define exactly what is to be
measured. Defining exactly what it is that we expect children to know and be able to do is at the
heart of the measurement of learning.
Literacy and reading are quite different constructs, as are numeracy and mathematics. At its
simplest, to be literate means to be able to observe symbols or signs from a page and to ascertain
meanings that are standardised to some extent. It also means being able to produce text by
writing the same symbols or signs in order to record meaning. So, even in its most basic of forms,
literacy is a lot broader than reading. International gold-standard assessment programmes, such
as Progress in International Reading Literacy Study (PIRLS), go even further, incorporating an
element of social context into their understandings of literacy.
At midline, the constructs to be measured through the learning achievement tests in the GEP3
evaluation are English literacy/language and Hausa literacy/language. While numeracy was
measured at baseline, these skills are not covered in this round of the evaluation owing to the
programme’s focus on early-grade reading and literacy. The GEP3 evaluation uses the broader
constructs of literacy rather than reading, as discussions with stakeholders have highlighted that
the programme expects children to improve learning in areas that fit into these broader areas of
literacy–such as to understand texts, use reading to understand the world, draw inferences, and
communicate in writing.
Targeting

The assessments developed for this programme, at baseline as well as midline, do not assume that
children will be able to read and write. Test items were designed or selected from existing
EDOREN tests to measure skill levels below, at, and above the skills assumed to have been reached
given the grade the child is attending.
A major weakness in data measuring literacy in low- and middle-income countries is that
assessments measure skills at levels that are too high for most of the children taking the tests. This
was observed in the case of Mali, where over 80% of students in Grade 2 could not read a single
word in four national languages, while in the Nigerian state of Sokoto 81% of the students could
not read full words (Global Education Monitoring, 2012). These floor effects are not problematic if
the goal of the assessment is to establish national learning levels. For evaluation purposes,
however, it is not possible to detect growth in literacy unless those children previously out of
range of the tests come into the ability level measured by the test. For those children who do not
come into range, but whose literacy levels do improve, the impact of the intervention will be
underestimated. Therefore, the GEP3 assessment tools were designed to ensure item difficulty
matched pupils’ ability. The level of the assessment and pupils’ abilities were assessed during the
piloting and adjusted based on the results.
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As the assessments used for the evaluation are administered to a panel of pupils, the assessments
need to be able to cover a wide variation in pupil knowledge (from the lowest performing pupils at
baseline, to the highest performing pupils at midline – two years later). This places a great
requirement on the test to credibly measure knowledge over a large range of difficulty, without
making the test too long for young pupils. This constraint has been alleviated through the use of
Rasch (item response theory) modelling. The tests use link items to link the difficulty of the
baseline test to the midline test and to place the results onto the same scale (metric). The EDOREN
metrics team has also placed this learning onto the same metric as has been used for ESSPIN
English literacy, to allow for further contextualisation of the results observed in GEP schools.
The pupil English literacy assessment used at midline was identical to the assessments used at
baseline, since at baseline the assessment was well targeted to the range of pupil abilities
observed at baseline. For the Hausa literacy assessment, we replaced an easier item (print literacy)
with a more difficult item (reading) to improve our ability to describe assess the skills of high
performing pupils.
Administration

Learning achievement tests used as part of the GEP3 evaluation use a set of assessment items or
questions to assess children’s literacy and/or language knowledge and skills, based on a one-onone individual oral interaction between a child and an enumerator. The test was administered
using a tablet, while pupils were given a pupil booklet to mark their answers, or write, where
necessary.
Psychometric analysis

The use of Rasch modelling increases the amount of analysis required as more sophisticated
techniques are used, rather than adding up a total number of items answered correctly in the test
and converting the number into a percentage score. In this regard the evaluation team followed
the following steps: the first step was to test the psychometric properties of the items to ensure
they were useful measures of what pupils know. The second step was to remove any items that
did not perform well and would bias the results if they were counted in the analysis. In a third step
the team ranked the items according to difficulty. This was done by a psychometrician, using fitfor-purpose software. The software then also ranked pupils according to their ability and placed
the pupils and the items onto the same metric. This is a probability model as pupils are placed on
the scale according to the probability of a pupil answering the corresponding item correctly.
Proficiency bands

Informed decisions were then made regarding the standards of learning. For example, what skills
do we expect pupils to have to consider them ‘literate’? This defines the learning standard across
the metric and creates a proficiency band. The percentage of children that fall within this range is
then calculated.
These proficiency bands were drawn through a benchmarking workshop undertaken with TDP,
GEP3, Developing Effective Private Education Nigeria (DEEPEN), and ESSPIN stakeholders in
November 2015 for the English literacy and numeracy assessments. For the Hausa assessment, the
cut-off point was drawn to reflect the English literacy proficiency ranges as much as possible. in
other words, the skills that fall within each proficiency range for Hausa are as similar as possible to
the skills within the same proficiency range for English literacy.
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Secondary analysis

The primary analysis produces two variables for each learning construct, per pupil. The first is a
scale score. The scale score is a precise measure of where, along the achievement scale, the pupil
sits. The scale score is useful for fine-grained analysis like multi-level modelling, regressions, and
correlations. The second variable is which proficiency band the pupil falls within. This variable is
useful for describing what learning pupils have achieved and how what children actually know and
can do has changed, over the course of the evaluation.
2.2.5.2 Teachers' knowledge and skills theoretical model
Teachers' knowledge and skills test

Adapted from Leach (2002) and Cogill’s (2008) models of pedagogy, the knowledge model set out
in the figure below conceptualises the knowledge that contributes to observable classroom
practices. Within the model, there are three types of knowledge that a teacher draws on within
classroom practice. Curriculum knowledge refers to knowledge of what should be taught to a
group of students, knowledge of the national syllabus, understanding of the school and gradelevel planning documents, and knowledge of the content of examinations. Pedagogic knowledge
refers to knowledge of the learners in the setting, knowledge of how to provide the conditions
that enable pupils to understand, and the selection of learning and assessment materials. Subject
knowledge refers to knowledge of the essential questions of the subject, the networks of
concepts, the theoretical framework, and methods of inquiry.
Figure 6:

Teachers' knowledge model
Fused knowledge that
contributes to observable
practices
Curriculum knowledge

Subject knowledge

Pedagogic
knowledge

Test construction

The teachers' knowledge and skills test was divided into three sections, collectively comprising 34
items, including multiple choice, short response, and long response items. This assessment was
identical to the baseline facilitator assessment, with the exception of four new items to assess
facilitators’ Hausa comprehension and writing skills.
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In section one, facilitators were asked to mark pupil responses to Hausa literacy questions and
to indicate the grade level at which the answer should be known by pupils, as defined by the
curriculum. As stated above, this section also included four new items to assess facilitators’
Hausa comprehension and writing skills.
In section two, facilitators were asked to fill in missing information in order to prepare an
answer sheet for a reading test aimed at Grade 2 pupils. Facilitators were provided with two
newspaper articles and asked to fill in missing information; this included answering basic
comprehension questions and questions that required the interpretation of words and
phrases.
Section three asked facilitators to identify poor and good pupils’ work and to review pupils’
work in order to make judgements about pupils’ writing, including the organisation of the
writing; the use of grammar, punctuation and spelling; the pupil’s ability to self-correct and
reflect on their writing; and the pupil’s ability to form letters and use spaces between words.
Facilitators were then asked to describe how they might support the pupil in improving their
writing.

Teachers' responses to the items were marked and cross-checked using a marking matrix and
scoring guide. The marking and cross-checks were carried out by two senior education specialists.
One specialist is a previous director in Nigeria’s education system and the other is an international
education specialist.
Teacher responses were used to develop nine areas of teachers' knowledge and skills:
1. syllabus knowledge;
2. ability to identify low performers;
3. ability to provide evidence for judgements and diagnose;
4. ability to build on student knowledge;
5. teachers' English writing skills;
6. teachers' Grade 2 Hausa knowledge;
7. teachers' English comprehension skills;
8. interpreting words and phrases (English); and
9. Hausa comprehension and writing skills.
Data analysis and subscale analysis

The main purpose of the data quality and subscale analysis was to assess the quality of the data on
teachers' knowledge and skills with regard to validity and reliability, and to establish two threshold
points for each subscale.
The first, and lower, threshold point is meant to represent a rudimentary level of achievement.
This means that there appears to be evidence of some ability to understand and perform some of
the teaching tasks measured by the subscale. The second, and higher, threshold is meant to
represent a competent level of achievement. This means that there is evidence of ability to
consistently understand and perform teaching tasks measured by the subscale.
The reliability of the scales was examined using Cronbach’s alpha.
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High levels of missing data were observed. The amount of missing data is a major concern. First,
because it may indicate that many of the teachers who participated in the programme were not
able to do many of the tasks asked of them. These tasks were intended to represent the core
elements of what teachers should know and be able to do in order to teacher effectively, so the
concern, here, is that the teachers may not be very skilled. This may suggest that the test was ‘too
difficult’. However, the test was designed around notions of what a minimally competent teacher
should be able to know and do. It is probably, therefore, unhelpful to be overly concerned about
the test’s difficulty: the real issue is the competency level of the teachers. The second concern is
that the range of analyses was limited due to the missing data, and hence the capacity to draw
empirically strong conclusions was impeded.
Due to the high demand placed on one assessment (to measure the range of knowledge and skills
required to determine the competence of a teacher in eight key areas) some sub-scales had few
items from which to draw. A limited number of items limited the reliability of a scale. In the case
of (1) syllabus knowledge and (2) ability to build on pupil knowledge, the number of items
available on which to build the scale (three and four, respectively) were not sufficient to yield
reliable results. It was decided that in order to utilise the gathered data, the analysis would focus
on providing examples of items, descriptions of the kinds of errors teachers made, and
information on the percentage of teachers who responded correctly to specific items.
Within the context of exploratory research on groups (as opposed to a diagnostic instrument) it is
often argued that a Cronbach’s alpha of over 0.5–0.6 is acceptable (see Suhr et al., 2009 and Yu
and Watkins, 2011). Based on this, the remaining six sub-scales achieved acceptable levels of
reliability.
Table 7:

Teachers' knowledge and skills proficiency bands
Low band: no
evidence of skill

Middle band:
evidence of
rudimentary skill

Upper band:
evidence of
competence

Ability to identify low performers

0–2

2.5–7

Greater than 7

Ability to evidence judgements
and diagnose

0–2

2.5–7.5

Greater than 7.5
and above

Teachers' writing skills

0–2

2.5–3.5

Greater than 3.5

Teachers' Grade 2 Hausa
knowledge

0–2

2.5–3.5

Greater than 3.5

Teachers' comprehension skills

0–2

2.5–3

Greater than 3

Interpreting words and phrases

0–1

1.5–2

2.5 and above

Sub-scales

2.2.5.3 Teacher motivation scales
Teacher motivation can be defined as 'the propensity of teachers to start and maintain behaviours
that are directed toward fulfilling their professional goals, and in particular toward achieving
better learning outcomes for the school’s learners.' (Cameron, 2015, p. 1). 22 Teacher motivation is
of interest for evaluations of educational improvement programmes both because low motivation
22

The definition is influenced by that proposed by Bennell and Akyeampong (2007) and the more general definition of work
motivation in Hoy and Miskel (1991).
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could act as a constraint to programme effectiveness, and because it is hoped that a useful
intervention could improve teacher motivation.
As part of earlier evaluations in Nigeria, a model of motivation and its interactions with training
and support, teacher knowledge and skills, and students’ learning outcomes, was developed
(Figure 7). Much of the research literature on teacher motivation focuses on 'self-efficacy'
(Bandura, 1977, cited in Fernet et al., 2008) – individuals’ confidence in their ability to carry out a
course of action to accomplish a task, which is thought to be important for their willingness to
exert effort. This sense of being able to achieve the desired outcome is only one side of work
motivation, however, belonging to what Bennell (2004) calls ‘can-do’ factors. Teachers who
believe they can teach successfully may still have limited will to expend effort on teaching – the
‘will-do’ factors. This could be due, for example, to external factors, such as pay, difficult working
conditions, stress, or attaching low value to their work and professional status.
Figure 7:

Model of motivation for education evaluations

Source: Research for TDP evaluation baseline (see Cameron, 2015; De et al., 2015)

Using this basic framework and drawing on a range of existing instruments with different
theoretical backgrounds, an instrument was developed for measuring teacher motivation with the
northern Nigerian context in mind. The instrument is a list of statements which are read to the
teacher, and they respond as to whether they ‘strongly agree’, ‘agree’, ‘disagree’, or ‘strongly
disagree’. A simple graphic flashcard was used to remind them of the four options and in an
attempt to reduce the cognitive load of answering the questions on teachers whose reading skills
may be limited.
Exploratory factor analysis was used to examine which dimensions were supported by the baseline
data (see Rai et al. (Baseline Technical Report)). This resulted in five motivation sub-scales, seen as
capturing different dimensions of motivation (Table 8:
Teacher motivation and interaction
sub-scales
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). In addition, the instrument captures the quality of interaction between teachers, which is not
seen as part of motivation per se but as an important factor affecting motivation.
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Table 8:

Teacher motivation and interaction sub-scales

Name

Description

(1) Self-efficacy

‘Can-do’: I can do my job
and am not prevented by
factors beyond my control

(2) Interest and
enjoyment

‘Will-do’: I find teaching
enjoyable and interesting

(3) Pressure and
tension

‘Will-do’: I am not under
too much pressure to teach
well

(4) Effort and
importance

‘Will-do’: It is worth
expending effort because of
the importance of the task

(5) Teacher–teacher
interaction

Teachers interact well
within the school and
support each other

Example items
 I try my best to teach my pupils but
their parents do not help
 I don’t always have the materials I
need to do my job*
 I enjoy teaching very much
 In the past two years, my job has
become more satisfying
 It is difficult to manage pupils in my
classrooms*
 Teaching is very tiring*





It is worth working harder to make
sure the pupils do well
Teaching well is important to me
I have teachers that I consider my
friends at my school
Teachers at my school work well
together

Note. Example items marked with an asterisk are those that were ‘reverse-coded’, i.e. teachers who strongly disagreed with the
statement would get the highest score on the subscale.

An overall teacher motivation composite index was calculated as the average of the first four subscales.
The sub-scales and composite index can be difficult to interpret. A higher number in each index is
associated with a higher level of the underlying construct, but we do not have benchmarks which
would enable us to say a particular teacher is ‘very highly motivated’ or ‘insufficiently motivated’
in absolute terms. However, the scales allow us to make comparisons between groups and over
time, so that we can say, for example, whether teachers in 2017 were more motivated than in
2015, or if teachers in rural areas are more motivated than those in urban areas. In order to make
interpretation easier, we standardise the variables with reference to the treatment group of panel
schools at baseline (using survey weights) in the early learning evaluation, and the group of panel
schools at baseline in the IQSS evaluation.
A score of 0 in any of the indices means a teacher is as motivated as the average teacher in the
reference group at baseline. A score of 1 means the teacher is one standard deviation more
motivated that the average teacher in the reference group at baseline, while a score of -1 means
the teacher is one standard deviation less motivated than the same reference point.
Section 5.5.1 uses the results of the baseline and midline motivation instruments to address five
questions of interest for the evaluation of the early learning intervention:
1. Has teacher motivation improved over time in the treatment group? Descriptive statistics are
used to show the change over time in the overall motivation index and the sub-scales.
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2. Is teacher motivation higher in the treatment group than the control group at midline? Again,
descriptive statistics are used to compare the treatment and control group in the overall
motivation index and each subscale.
3. What characteristics of teachers and schools are correlated with higher motivation? Do factors
such as head teacher support, school infrastructure and crowded classrooms bolster or undermine
teacher motivation? Although this evaluation is not designed to provide evidence on the causes of
higher motivation, it is useful to consider which characteristics of teachers and schools are
correlated with higher motivation. Descriptive statistics – comparing motivation between groups
of teachers with different characteristics or in different types of schools – are presented, along
with a simple regression model to examine which correlations are robust to controlling for other
factors.
4. Do more motivated teachers teach better? Do teachers with higher scores in the composite
index and sub-scales do better in terms of classroom practices and time on task? This is explored
using descriptive statistics and a regression model with motivation among the independent
variables.
5. Do more motivated teachers attend more regularly? Do teachers with higher scores in the
composite index and sub-scales spend less time absent from the school? As for teaching practices,
this is explored using descriptive statistics and a regression model with motivation among the
independent variables.
The school sample for the analysis is: (i) for analysing change between baseline and midline –
schools for which data were available at both baseline and midline, and which were part of the
treatment group; (ii) for analysing differences between the treatment and control group, and for
analysis of the correlates of motivation – all schools at midline. The analysis is conducted at the
teacher level.
Similarly, we address four key questions for the IQSS evaluation in Section 6.1.6:
1. Has teacher motivation improved over time in the treatment group? Descriptive statistics are
used to show the change over time in the overall motivation index and the sub-scales.
2. What characteristics of teachers and schools are correlated with higher motivation? Do factors
such as head teacher support, school infrastructure and crowded classrooms bolster or undermine
teacher motivation? Although this evaluation is not designed to provide evidence on the causes of
higher motivation, it is useful to consider which characteristics of teachers and schools are
correlated with higher motivation. Descriptive statistics – comparing motivation between groups
of teachers with different characteristics or in different types of schools – are presented, along
with a simple regression model to examine which correlations are robust to controlling for other
factors.
3. Do more motivated teachers teach better? Do teachers with higher scores in the composite
index and sub-scales do better in terms of classroom practices and time on task? This is explored
using descriptive statistics and a regression model with motivation among the independent
variables.
4. Do more motivated teachers attend more regularly? Do teachers with higher scores in the
composite index and sub-scales spend less time absent from the school? Regarding teaching
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practices, this is explored using descriptive statistics and a regression model with motivation
among the independent variables.
One constraint of the IQSS sample is that the sample size is smaller, making it less likely that the
analysis will find statistically significant effects. In addition, there is no counterfactual analysis at
midline as the IQSS evaluation does not include a control group.
The school sample for the analysis is: (i) for analysing change between baseline and midline –
schools for which data were available at both baseline and midline; (ii) for analysis of the
correlates of motivation – all schools at midline. The analysis is conducted at the teacher level.

2.3

Methodology of the qualitative data collection

This section discusses the methodology of the qualitative data collection, including the overarching
methodological approach used, how rigour was achieved, the sampling strategy and generalisability,
structured and unstructured methodologies, and instrument design. Finally, the fieldwork and
analytical approaches are described.
The qualitative component of this round of the evaluation builds on the research model used in the
baseline. For full details of the qualitative baseline design, see the Baseline Technical Report, (OPM
2016) and the GEP3 Evaluation Framework (OPM, 2015).
2.3.1

Methodological approach

As at baseline, the qualitative research was conducted after quantitative data collection. In this
staggered approach, the qualitative data collection occurred in November 2017, less than a month
after the visit of the quantitative team.
As with baseline, the methodology for the qualitative research uses the following three main tools
to collect data, structure findings, and draw conclusions against the overall objectives of the
contribution analysis:
1. The principal organising structure for the evaluation methodology is the ToC of the IQSS
interventions, which has been used to examine the causal link between the intervention
outputs and outcomes in the context of IQSs. The ToC informs the evaluation as a whole, but
is particularly important for the qualitative research because it permits stronger
generalisation.
2. The evaluation matrix turns the ToC of the IQSS into a set of hypotheses, assumptions, and
areas of interest, on which the instrumentation has been based. The evaluation matrix at
midline was adapted slightly to accommodate changes to the overall ToC (with pedagogical
leadership of proprietors taken out of the design).
3. Data from a small number of IQS cases is used to assess if and how the expected chain of
events posited by the ToC occurred, validate the influencing factors, and assess alternative
explanations. An IQS case consists of the IQS within its school community – hence, including
both school-level actors such as proprietor, head teacher, teachers, CBMC, and pupils, as well
as community-level actors, such as parents, community leaders, and local government
officials.
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The aim of the qualitative baseline research was to examine the hypotheses and assumptions with
key stakeholders, and contextual factors that are likely to affect implementation and outcomes,
and to assess the relevance of the planned activities for better education outcomes. As a result,
the qualitative baseline, together with the quantitative research, examines the baseline situation
of the ToC (confirmatory methodology) and refines, develops new hypotheses for, and enriches
and contextualises the ToC (exploratory methodology). This process allows the EDOREN team to
provide an evidence-based critique of the ToC, identifying potential weaknesses, and propose
ways of strengthening the programme’s ToC.
The midline qualitative research differs slightly from baseline, with less use of exploratory
methods at midline. The interviews and focus groups at midline were more directed toward
specific areas targeted through GEP3, and how and why these have changed. For example, at
baseline stakeholders were asked about perceptions of integration, whereas at midline they were
asked if and what changes had taken place over the past two years, and their views on what led to
these changes.
2.3.1.1 Rigour
A major methodological challenge in qualitative research is the definition and achievement of
‘rigour’, particularly, as in this case, when the research methodology needs to be open to the
identification of new hypotheses, causes and unexpected impact. Therefore, the methodology
should contain an emergent dimension that is not fully prescribed at the outset. Moreover,
qualitative research is often accused of being open to research bias or anecdotal impressions,
impossible to reproduce, and difficult to generalise (Mays and Pope, 1995). However, rigour in
qualitative research can be achieved in the following ways. First, sampling ‘is a core design issue
because the purposeful sample will determine what you learn about’ (Patton, 2015): through a
carefully chosen sampling strategy, the most relevant sample can be approximated. In addition,
rigour can be ensured through the adequacy of qualitative instruments that best reflect the ToC,
fieldwork that involves carefully trained and well-managed researchers, and quality assurance
throughout each research stage. Lastly, analysis bias can be minimised by relying on a
confirmatory analysis approach that utilises qualitative data based on a set of pre-existing
hypotheses. Together, these measures ensure rigour in qualitative research through ‘systematic
and self-conscious research design, data collection, interpretation and communication’ (Mays and
Pope, 1995). How the qualitative research design addresses these issues is discussed in the
relevant sections below.
2.3.1.2 Sampling strategy and generalisability
As with most qualitative research, the chosen approach to sampling for the qualitative component
of the IQSS evaluation was designed to generate responses from small numbers of individuals and
groups that are representative (though not statistically) of groups relevant to GEP3’s IQSS, and
which allow some identification of heterogeneous contributions.
Specifically, the research employs purposive ‘typical case sampling’ and ‘extreme case sampling’.
This is not designed to produce results that are generalisable in the same sense as quantitative
data. Rather, the generalisability of the qualitative research results derives from the extent to
which they are embedded in a ToC that has some validity in a wider context. This form of sampling
allows exploration of what the IQSS is doing in a typical case, but also of performance in ‘higher
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performing’ and ‘lower performing’ cases, which helps explain the reasons behind higher and
lower levels of contribution across contexts.
For the purposes of this evaluation, ‘lower performing’ cases were interpreted as schools and
communities likely to be most resistant to change in increasing the education outcomes for girls
(lower female enrolment, negative attitudes toward girls’ education, and lower levels of
acceptance of the integration process). ‘Higher performing’ cases were interpreted as schools and
communities likely to be less resistant to change in increasing the education outcomes for girls
(higher female enrolment, positive attitudes toward girls’ education, and high levels of acceptance
of the integration process).
The qualitative study sample aims to reflect the ‘typical case’ and the ‘extreme case’ of the
quantitative data collection sample. This initially relied on a UNICEF list of IQSs that were reported
to meet certain eligibility criteria, such as having a sufficient percentage of girls as their pupils and
teaching non-religious subjects. However, as the quantitative data collection at baseline preceded
the qualitative study, it became clear that many of the IQSs included in the sampling frame were
found to be ineligible for survey (see Section 2.2.1). For that reason, to ensure the eligibility of all
sample schools, the study sample was restricted to those schools that had been previously
inspected and were confirmed as meeting UNICEF eligibility criteria.
Six schools were purposefully sampled among previously inspected GEP3 IQSs in Bauchi and
Niger. For each state, a lower performing, typical performing, and higher performing school were
identified. The sample size was determined by resource constraints and a need to have a minimal
spread of typical and extreme cases across the two states.
A challenge to identifying the typical and extreme IQS cases is that IQSs are not currently
incorporated into the states’ education management information system (EMIS) databases. As
such, it was impossible to sample directly based on IQS performance. Instead, the sample design
relied on a two-staged approach.
First, three LGAs per state were sampled in each case category using average public primary
school performance on girls’ education in each GEP3 LGA, as a proximate indicator for IQS
performance on girls’ education. Based on the evaluation matrix, and in line with the best
available EMIS data, the following indicators were selected:





girls’ access: the Gender Parity Index (GPI), as calculated by the average share of girls versus
boys enrolled in school;23
girls’ retention: an approximated transition rate, as calculated by a school’s share of girls’
enrolment in Grade 6 (end of primary school) divided by its share of girls’ enrolment in Grade
1;24 and
girls’ education quality: a composite index of the pupil-to-qualified-teacher rate, share of
qualified female teachers and pupil–classroom ratio.25

23

This was used in the absence of better variables, such as the gender-disaggregated net enrolment rate.
This measure is an imperfect approximation and is affected by shifting enrolment size over time; a true transition rate would be
calculated based on a specific cohort’s progression from Grade 1 to Grade 6.
24

25

In the absence of direct measures of pupil performance (e.g. test scores), these three variables together provide a weak, but
commonly used and indicative, measure of school quality and wealth.
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From this, an overall composite index was generated that ranked the LGAs from highest to lowest
performing, based on an equal weighting across each of the three indicators. LGAs were then
sampled to be as close to the top, middle, and bottom of the list as possible.
Secondly, IQSs were selected within each LGA based on the following criteria:








From inspection visits, IQS selection used two extra characteristics: variation in years since
integration, and the number of non-religious subject facilitators. As longer-running schools
and more facilitators were considered to be ‘better’ IQSs, they were selected for the higher
performing LGAs (with the reverse applied for selecting lower performing IQSs).
IQS location was sampled to incorporate a spread of urban, peri-urban and rural schools, with
less urban areas generally perceived to lead to a lower quality IQS. The sampling of more
remote schools was balanced with the aim of completing as many instruments as possible
within the possible interviewing timeframe, so as to return back to each state capital before
dark.
Language also played a part in sampling: areas with a dominant minority language (e.g. Nupe
rather than Hausa) required two-way translation from one team member – overuse could lead
to fatigue and reduce the quality of interview responses. As such, only one out of the six IQSs in
the sample was a non-Hausa-speaking school.
Security factors were taken into consideration: one LGA in Bauchi was swapped at late notice
in response to rumours regarding Boko Haram activity.

Based on the above process, two IQSs were selected (first and second choice) for each of the six
LGAs in Niger and Bauchi (12 in total). The categorisation of the sampled IQSs was discussed with
the state GEP3 team and responsible government officials, who validated qualitatively the
categorisation of the IQSs in higher performing, typical, and lower performing. For both states, the
teams managed to visit two of their first-choice IQSs, while, due to unresponsiveness or
unavailability, they had to visit one second-choice IQS. No additional adjustments were made to
the sample.
For the midline data collection, the same IQSs were visited in order to ensure a change-over-time
analysis. The sampling of respondents differed slightly from baseline, and is outlined in Table 9
below.
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Table 9:

Sampling and instruments by participant group

Participant

Sampling

Type of
instrument

Change from
baseline?

Head
teacher/proprietor/mallam

As was learnt at baseline, the
majority of IQSs had informants
with overlapping roles of
responsibility. No sampling took
place for these key informants,
but all were interviewed in cases
where the roles were held by
different respondents. In the
cases where the head teacher
was also a facilitator, a teacher
practice discussion (TPD) was
conducted in place of a KII, with
some additional questions
incorporated.

Key
informant
interview
(KII)

Same

Community leader

No sampling. In all IQSs visited,
the community leader was the
same as at baseline.

Key
informant
interview

Same

Facilitators

Classes taught by facilitators
teaching integrated subjects, and
who had attended GEP3 training,
were observed by the team leads.
Facilitators were then interviewed
in a teacher praxis discussion.
The aim was to interview the
same facilitators as during
baseline, though this was not
possible in all IQSs. Both maths
and Hausa classes were
observed. In Niger, while multiple
qualitative classroom
observations (QCOs) took place
in each IQS, only one TPD per
centre was possible due to time
limitations. In these cases the
main facilitator who had attended
training was interviewed.

Qualitative
classroom
observation
(QCO) and
unstructured
teacher
practice
discussion
(TPD)

Same, though in
some IQSs more
purposeful sampling
took place, based on
who had attended
the second round of
training.

CBMC

All members of the SBMC were
invited, aiming for attendance of
six to eight. It was stressed that
the chairman, secretary and
treasurer should all be present.
Head teachers/
mallams/proprietors were asked
not to attend in order not to
influence triangulating power.

Focus group
discussion

Same

Same sampling
approach.

Parents – fathers and
mothers separately
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Parents were selected by the
CBMC and/or head
teacher/mallam/proprietor.

2 x focus
group
discussions

Change: Contrary to
baseline, two FGDs
were held with
parents at midline,
with mothers and
fathers interviewed
separately. This was
due to lessons learnt
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from baseline, to 1)
ensure that mothers
were able to attend,
and 2) give each
group a better
chance to speak
freely, particularly on
issues that might be
gender-specific.

Pupils

Pupils between the ages of seven
and nine (six to eight boys and six
to eight girls) were randomly
selected by the team following the
QCO and interviewed separately.

2 x focus
group
discussions

At baseline, the head
teacher/mallam was
asked to select six to
eight girls and six to
eight boys. In order
to mitigate bias, the
midline sampling was
done by the team
lead following the
QCO, where pupils
were randomly
sampled.

LGA officer

No sampling – the names of the
relevant officials (matching the
relevant districts) were provided
by GEP3.

Key
informant
interview

Same

2.3.2

Qualitative instruments

As with the baseline, the qualitative research at midline primarily makes use of four research
techniques or instruments: a qualitative classroom observation (QCO), unstructured teacher
practice discussion (TPDs), key informant interviews (KIIs), and focus group discussion (FGDs).

TPDs



KIIs
FGDs



Parents (mothers and
fathers separately)

CBMC members






Local government IQS
officer



Community leader

QCOs

Pupils (girls and boys
separately)

Facilitator/teacher

Head teachers

Instrument

Instruments by participant group
Proprietor/owner
/mallams

Table 10:







The tools for the KIIs and FGDs were developed in order to capture information on the core areas
to probe, as outlined in the qualitative evaluation matrix, which was derived from the underlying
assumptions in the ToC.
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The strengths of combining quantitative and qualitative methods in evaluation can also apply at
the classroom level, in the form of QCOs. The QCOs undertaken as part of the quantitative survey
provide data on the degree to which teacher practices are changing, while the use of QCOs
combined with the TPDs are meant to answer the ‘how’ and ‘why’ questions (Fasse and Kolodner,
2000; 1993; Merriam, 1988; Yin, 1984). The QCOs were semi-structured and were conducted by
the team lead in each IQS26. The instrument listed some of the core areas in which the programme
aims to change teacher behaviour and pedagogy and the researcher took detailed notes under
each section during the course of the QCO. After the QCO had taken place, the researcher
undertook the TPD with the teacher. The discussion followed the structure of the lesson
observation but otherwise remained unstructured. The discussion focused on probing the
pedagogical approach of the teacher and engaging the teacher in a discussion about how and why
the teacher employs specific methods within the classroom. Specific attention was given to
understanding how and why the teacher implements gender-sensitive classroom practices. At
midline this further included reflecting on the extent to which the training provided through GEP3
had changed the teacher’s praxis27 and explored the reasons behind changes, as well as
alternative explanations.
UNICEF states that ‘“Girl friendly” schools are schools that [girls] want to attend… [they] provide
children – girls in particular – with a safe, nurturing and gender-sensitive learning environment’. 28
Parents, pupils, and representatives from the CBMC provide divergent points of view regarding the
extent to which girls want to attend school, and why (or why not). The case studies seek to
construct a strong story regarding the learning environment and to identify factors that are
perceived to contribute to changes.
Discussion guides were used for the FGDs, tailored toward the areas that were to be probed, and
making use of age-appropriate language. Semi-structured interview guides were used. These were
organised around the core areas to probe, thus ensuring a degree of standardisation while at the
same time allowing the national and EDOREN qualitative researchers enough flexibility to pick up
on interesting themes and emerging topics and concerns. In order to enhance the participation of
pupils, the midline FGDs included a vignette and a participatory drawing exercise.
Key informants are people with in-depth knowledge and understanding of particular subjects. In
the case of this research, the key informants are the proprietors/owners/mallams of the IQS, head
teachers, community leaders, and the government IQS officers at the LGA level.29
2.3.3

Fieldwork

2.3.3.1 Implementation and management of the fieldwork
The fieldwork was implemented by EDOREN between 13 and 21 November 2017. It was
preceded by a four-day training period for researchers (see below).
Two teams were established for the fieldwork, each team covering one state. One team was led
by an external consultant (an expert educationist), while the other was led by a qualitative
26

Both the team leads for Niger and Bauchi were present during the baseline data collection.
Praxis refers to the ways in which individuals engage with and reflect on a situation, as both thinkers and actors. Praxis
incorporates various components – including the theoretical (guiding rules), the productive (application of guiding rules), and the
practical (how to produce under the guiding rules).
28 www.unicef.org/mdg/mali_59595.html.
29 These IQS officers were LGA representatives for the State Agency for Mass Education (SAME).
27
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research specialist. These state team leads supervised all interviews, carried out the QCOs,
oversaw the data transcription, and ensured quality assurance at each stage of the research. One
of the state teams had an additional researcher from OPM in order to allow for continuity at the
analysis stage.
Each team lead selected four researchers to hold the positions of lead interviewer, focus group
facilitator, note-taker, and translator. This selection into teams and roles was done half-way
through training, and was based on each individual’s engagement and expertise, suitability for
each of the four positions, the gender balance of the teams, and specific language requirements.
2.3.3.2 Training
To ensure that all teams could do their work effectively and in accordance with high quality
standards, all qualitative researchers trained intensively from 7 November to 10 November 2017
in Abuja.
This training firstly included a number of interactive exercises to deepen researchers’
understanding of the GEP3 IQS intervention, the ToC, and the evaluation framework. Next, the
training moved to prudent processes for qualitative research, including data capture and
translation protocols, transcription procedures, and research ethics.
The final two days were spent extensively engaging with each of the eight instruments. This was
done in order for researchers to practice essential interviewing techniques, such as probing, while
concurrently refining the flow and phrasing of each of the instruments. The training used several
different training approaches to achieve the maximum training effect, such as small group work,
mock interviews, and group presentations of findings and reflections. Particular emphasis was
placed on the FGD with pupils, as this included more complex exercises (vignettes, drawings), as
well as more ethically sensitive probing. The OPM researchers further received an additional day
of training from the qualitative lead, prior to the full team training, to ensure full comprehension
of the QCO and TPD tools.
2.3.3.3 Fieldwork organisation
For each of the two states, the research team comprised:


a state team leader: as has been said, the state team leads supervised all interviews, carried
out the QCOs, oversaw the data transcription, and ensured quality assurance at each stage of
the research. One of the teams was joint by a second OPM researcher;



one lead interviewer, responsible for conducting the KIIs;



one focus group facilitator, responsible for conducting FGDs with CBMCs, pupils, and parents;



one translator, responsible for aiding the team lead/s in conducting the QCOs and TPDs; and



one note-taker, responsible for taking notes during FGDs and (time permitting) KIIs, as well as
looking after audio- and video-recording equipment.

At the beginning of the fieldwork each member was given explicit guidance and training on their
particular task. For the translator, for instance, this meant repeated exercises on two-way
simultaneous translation. For the lead interviewer and focus group facilitator, this meant the state
team leader offered guidance on elements such as probing or creating a safe space to incite
responses.
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While members primarily had responsibility for their designated role, in practice they also took on
additional responsibilities. For instance, due to the large number of interviews taking place, all
members were made responsible for a part of the transcription, which was then quality reviewed
by the designated note-taker. Similarly, when multiple interviews took place at the same time,
other members could step in to function as translators. However, all KIIs were performed by the
lead interviewer or state team lead, while all FGDs were performed by the FGD facilitator or state
team lead.
2.3.3.4 Fieldwork challenges
Some of the most pertinent challenges faced during fieldwork are listed below. The challenges
were the same as those encountered during baseline:


Teaching hours at IQSs: IQSs usually do not follow their timetables strictly. In addition, some
classes are taught early in the morning and some late at night. Furthermore, most of the IQSs
operate for just two hours. This required teams to make detailed enquires regarding the day’s
plan, and to set out very early or late, often administrating the head teacher, teacher and CBMC
interview tools before the arrival of the pupils. In the majority of cases, classes had to be
arranged for the team to observe since, due to security restrictions, teams were unable to be at
the IQS during the normal class hours.



Distance and difficult terrain: Many IQSs are remotely located, without good road access, which
required long travel times to reach them. Combined with the difficult teaching hours, this meant
at times that the QCOs had to be rescheduled to an unusual time, or that the researchers had
to come back for several days, to complete all instruments.
Pre-appointment: Scheduling appointments with the IQSs without a physical presence was
very difficult, as many IQSs lie outside of the reach of mobile communication networks.



2.3.4

Quality assurance

In order to best ensure the rigour of the qualitative research the state team leads provided quality
assurance at each stage of the research. This was first ensured at the training stage by carefully
preparing each of the potential team members to apply qualitative research methods and by
selecting only the most appropriate individuals for each of the team roles. The training stressed
unbiased delivery of instruments, and emphasised building team members’ capacity and
understanding of the tools and study as a whole.
Rigour and mitigation of bias in the qualitative fieldwork was achieved through the involvement of
different individuals in the field teams, allowing team members to support each other and to
discuss and question findings. Team leads were present at all times during fieldwork, to offer
support and address technical queries in the field. Team leads also sat in on the majority of
interviews and FGDs, time permitting, to provide additional guidance and probing where
necessary. Additional quality assurance was achieved through daily team briefs and debriefs. In
the debriefs the team would discuss key findings from the day, link findings to the evaluation
matrix (while noting findings that were divergent from the matrix) and compare field
observational notes to help situate analysis. The debriefings also allowed the team to address
logistical and technical queries that may have arisen during the day. As the team returned to each
IQS for more than one day it was possible to further explore on the second day queries that arose
out of the findings from day one. Briefings were held each morning before the team set out, after
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having reviewed findings and transcripts from the day before, to identify questions needing
further exploration, and to give technical pointers for the day ahead.
Quality assurance of transcription was ensured by allowing an initial transcript to be written up by
one individual and then verified in parts by a second individual.30 This back-translation was used to
ensure standardisation of the translation from Hausa to English. Any discrepancies were discussed
among team members. Transcription and back-translation took place during the fieldwork, and so
also provided immediate lessons in terms of facilitating interviewing or the need for additional
probing. Such lessons were then discussed during the daily briefing and debriefing meetings. The
team lead also reviewed all completed transcripts, to give guidance (particularly prior to going to
the next school), thus allowing for reflexivity in the field and strengthening rigour. Teams also kept
records of their activities, and made additional notes where possible, so that they could be linked
to transcripts and analysis. Upon returning from the field the OPM team reviewed the transcripts,
compared them to field notes, and consulted with the primary translator in cases where there was
any confusion, to clarify that transcription was complete. The fact that the transcriptions were
carried out verbatim helped mitigate bias at the stage of data capturing.
2.3.4.1 Analytical approach
The analytical approach to the qualitative data used applied thematic analysis. The selected
principal approach—‘confirmatory analysis’—aims to confirm a set of pre-existing hypotheses
(assessing the contribution claim) and to generate codes from the hypotheses to be applied to the
data. This is in contrast to exploratory analysis, which derives hypotheses from the data collected
(Guest et al., 2012). At baseline, exploratory analysis was used as an initial analytical technique, to
ensure that the qualitative component is responsive to new information (challenges to the
contribution claim). As it was important to test the assumptions of the ToC, exploratory analysis
was used to first group the data, after which confirmatory analysis was used to validate this
information. At midline, exploratory analysis was used to assess a sample of transcripts in order to
set up the coding structure. However, following this, the systematic evidence base for the
contribution analysis was used to develop a coding structure that allowed for data to be
systematically coded into causal and non-causal linkages. Nonetheless, the coding was open to the
development of new nodes that might emerge through the analysis.
Applied thematic analysis requires researchers to interpret data and does not rely on counting
words or phrases: rather, it involves identifying and describing implicit and explicit ideas that are
organised into themes. To strengthen the rigour of thematic analysis and mitigate researcher bias
the analysis was carried out in several stages. First, familiarisation with the data was achieved
through daily debriefs in the field and a day in Abuja with both state teams, consisting of
presentations and discussions of the initial findings and key themes. During these debriefs,
narratives around each causal claim within the ToC were discussed and assessed (including
alternative explanations and unexpected outcomes), in order to start building the contribution
narrative while in the field. Second, a sample of transcripts was used for initial inductive brushcoding to set up the coding structure and quality assure the data.31 This was done using NVivo
software. All transcripts were coded directly based on what arose from the data, and the initial
30

This meant that one researcher would translate/transcribe a whole transcript. A second researcher would then listen to parts of
the audio from that transcript and translate/transcribe that part. The two parts were then compared.
31 Inductive brush-coding refers to developing initial codes as they arise from the data, regardless of whether they sit within the
evaluation matrix. This is done to ensure that analysis is drawn from the data collected, and not limited or biased based on what
was expected to be found prior to fieldwork.
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coding structure was discussed among the three team leads to mitigate single-researcher bias. The
remaining transcripts were thereafter coded into this structure, while allowing for new codes to
emerge during the analysis. Third, the initial brush-codes were analysed and synthesised into
thematic nodes. At times this meant grouping nodes together, and at times it meant re-coding
based on this initial analysis. The coding was continuously cross-referenced with the overarching
evidence base and causal and non-causal linkages, in line with the contribution analytical
approach.
The set of hypotheses in the qualitative evaluation matrix provided an initial set of themes to be
used to develop the thematic nodes. Each piece of data was considered in light of the context
from which it came (for instance, the knowledge that the person cited is likely to have about the
subject, the incentives they may have to respond in particular ways, and corroboration by other
qualitative sources). The strength of thematic nodes was further determined based on the number
of references and sources making up the node, to ensure triangulation of findings. As a verbatim
transcription was made findings were also analysed in light of what and how questions had been
asked. Researchers then assessed the balance of these groups and whether the conclusions
supported the initial hypotheses. A one-day workshop was held among the core qualitative team,
to mitigate single-research bias, during which findings were considered both with regard to IQSs as
separate cases and in regard to common themes across the six IQSs. One of the core team
members then took on the follow-up analysis in the context of the overarching evidence base. The
coded data and emerging analysis was cross-referenced with the evidence base, and the causal
and non-causal linkages in the ToC. Evidence was inputted into the evidence base, as with the
quantitative data, and assessed based on four categories: 1) strongly confirming, 2) confirming, 3)
partially confirming, and 4) refuting. As described above, each evidence statement was considered
in light of the context from which it came. This core team member then participated in the overall
mixing of evidence and assessment of linkages, together with the evaluation lead and a member
of the quantitative research.

2.4

Ethics and inclusion

Any evaluation must abide by relevant professional and ethical guidelines and codes of conduct
for individual evaluators. Evaluators must be mindful of gender roles, ethnicity, ability, age, sexual
orientation, language, and other differences when designing and carrying out the evaluation
(Organisation for Economic Co-operation and Development) (OECD) Development Assistance
Committee (DAC) Standards, 2010). DFID has drawn up its own principles for ensuring high
standards of ethics in research and evaluations, and these were adhered to as part of the GEP3
evaluation (DFID, 2011). These include:
i.
ii.
iii.
iv.
v.
vi.
vii.
viii.

researchers and evaluators are responsible for identifying the need for, and securing,
necessary ethical approval for the study they are undertaking;
research and evaluation must be relevant and of high quality, with a clear value;
researchers and evaluators should avoid harm to participants in studies;
participation in research and evaluation must be voluntary and free from any external
pressure;
the confidentiality of information, privacy and anonymity of participants must be ensured;
cultural sensitivities must be respected;
UK human rights law must be adhered to;
all research and evaluation results must be published and communicated;
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ix.
x.

research and evaluation must be independent of those implementing the programme; and
there should be a particular emphasis on participation by women and other socially excluded
groups.

These ethical principles are important, and run through the evaluation design. One area of
particular importance for this evaluation was ensuring that children were asked age-appropriate
questions and that appropriate consent was sought. UNICEF guidelines on conducting research
with children were followed.32 The evaluation paid particular attention to the mother-tongue
language when interviewing children of a young age in order to guarantee children’s
understanding of the data collection process. Furthermore, data collection was sensitive to
children’s disabilities, imposing specific processes for the inclusion of disabled children while being
sensitive to their disability.
2.4.1.1 Permits, consent, confidentiality, and datasets
The evaluation design was approved by OPM’s Ethical Review Committee and a research ethics
request was submitted to the National Research Ethics Committee in Nigeria (NHREC). Ethical
approval for the evaluation design was given by OPM’s Ethical Review Board in 2015 at the time of
the baseline data collection. This included the review of the survey tools. The approval covered
midline data collection since the latter also adhered to the approved design and baseline survey
instruments (to ensure comparability of data). On 29 September 2015 an application was
submitted to the NHREC outlining the following: the GEP3 Evaluation Ethical Standards;
information on permits, consent, confidentiality and datasets; the provision of all participant
information forms, consent forms and instrument introductions; and protocols for working with
children and specific protocols for the participation of children with disabilities in the survey. On 7
October 2015 a notice of research exemption was provided to EDOREN covering the entire
evaluation.33
Consent was sought from both the head teacher and individuals participating in the study.
Descriptions of the study purpose, the requested involvement of the participant, and the expected
time for the administration of each instrument was provided to each participant prior to seeking
consent. Survey team members and qualitative researchers were trained on ethics, respectful and
culturally sensitive engagement of respondents, and the importance of privacy and confidentiality.
Quality assurance teams monitored whether the conducting of school surveys gave sufficient
respect to the respondents, and whether it was in accordance with both quality and ethical
standards.
All personal data collected as part of this survey are only available to authorised individuals for
analytical purposes. Each respondent has been assigned a unique identifier, which was used in the
analysis of the data. Anonymised data are used in the analysis and reporting to ensure the privacy
of respondents and confidentiality of information.
2.4.1.2 Specific protocols for the participation of children with disabilities in the survey
Enumerators were instructed in the enumerator manual and during the training to try to make all
the pupils feel at ease and to help them understand that this was not an exam. Enumerators were
encouraged to ask questions about the pupils’ day or lives if they were shy. Enumerators were
32
33

Graham et al. (2013) 'Ethical Research Involving Children'. Florence: UNICEF Office of Research – Innocenti.
Approval and exemption letters are included in the Baseline Technical Report (Pellens et al., 2016b).
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trained to seek a quiet place to administer the tests, avoiding the head teacher’s office because
the pupil might be shy in such a location.
If the pupil was identified as having a disability that would not affect their ability to take the test
enumerators were instructed to make sure they were able to get to the test location. For example,
a pupil who could not walk may still have been perfectly able to take the test, but may have
needed to be assisted – by using a wheelchair or lifting them – to reach the place where the test
was administered.
Several questions were included in the pupil questionnaire to check if the child had any disabilities
that could impede their ability to undertake the assessment. These included asking if the child
could hear, speak, write, and see. If a sampled child had any disability which would not affect their
ability to take the test, they were not excluded. If the pupil could not hear enumerators were
instructed to end the interview. In all other cases, enumerators continued with the interview, and
CAPI automatically skipped any questions that the child would have been physically unable to
answer.
2.4.1.3 Sensitivity to gender and equity
Sensitivity to gender and equity within the evaluation design can be divided into five main
categories:


evaluation focus;



no bias in the measurement;



detecting disaggregated outcomes by group and including pupil characteristics in analysis;



focusing on pupils at the low end of the learning distribution; and



identifying gender prejudice.

Evaluation focus: The evaluation questions include a strong focus on girls’ education outcomes
and gender sensitivity. In addition, the evaluation focuses on IQSS, a component of GEP3 that is
meant to be an inclusive strategy to reach out to marginalised children in rural locations. A large
number of children in northern Nigeria, particularly from rural areas, do not attend formal schools,
but do attend a centre offering Qur’anic education. Therefore, comparisons of differences by
school type are a primary focus in evaluating the extent to which GEP3 has contributed to
improved teaching and learning in IQSs.
No bias in the measurement: Gender bias can affect learning assessments, and happens when an
item is interpreted differently by test-takers and, thus, ‘what is being tested’ is different for girls
and for boys. Through the use of psychometric analysis, this bias can be identified and items that
are biased in this way can be removed. It is essential for the GEP3 evaluations that a test of
learning outcomes does not discriminate between girls and boys – meaning that results between
genders can be reliably compared. In other words, through the use of psychometric techniques,
we can ensure that a boy or a girl with the same level of literacy (with all other things being equal)
will receive the same score on a scale of learning. A Rasch analysis of test items used in other
EDOREN evaluations was undertaken in 2014 (McGrane, 2014) and found that the items do not
discriminate on the basis of gender. New items underwent the same analysis.
Detecting disaggregated outcomes by group and including pupil characteristics in analysis: In
order to analyse outcomes by social group, data on pupil, school and community characteristics
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(such as gender, socioeconomic status, geographic location, etc.) must be collected and linked to
outcome data. There must then be sufficient statistical power to disaggregate outcomes by group.
The GEP3 evaluation collected contextual data at the pupil, school and district levels to analyse
(with sufficient statistical power) learning outcomes by gender, which is of primary importance in
evaluating the extent to which GEP3 has improved learning outcomes, especially for girls.
Furthermore, other pupil characteristics (e.g. wealth and age) are included in the outcome analysis
to avoid treating pupils as homogenous groups.
Focusing on pupils at the low end of the learning distribution: In order to ensure an equity focus
is maintained the evaluation of changes in learning outcomes are viewed through an equity lens.
Purely comparing mean increases in scale scores in baseline and follow-up surveys can obscure
from view the learning of the most marginalised children. The analyses of increases in learning
outcomes also includes an analysis of the gap between the lowest performing pupils and the
expectations of the curriculum. The analysis includes: (1) the percentage of pupils achieving
below-curriculum expectations; and (2) the gap between the actual skills being achieved by pupils
at the lower end of the distribution and the skills expected by the curriculum.
Identifying gender prejudice: Gender prejudice—negative attitudes toward a group based on their
gender—may affect how teachers engage and interact with girls and boys differently in class. Such
gender prejudices among teachers and their gendered differential interaction with pupils are
difficult to reliably measure through quantitative methods. At baseline, several items were
developed within the teacher questionnaire to measure facilitators' attitudes toward girls and
girls' education. Across all items, respondents were conforming to perceived correct responses,
creating a social desirability bias in the measurement, which called into question the validity and
reliability of the measure. Therefore, we have mainly used the qualitative research to acquire a
better understanding about gender-sensitive teaching. Through QCOs and teacher praxis
discussions we collected data such as data on teacher’s interaction with girls as part of the
teacher’s approach/pedagogy, gendered classroom arrangements, and gender dynamics as part of
teacher disciplining and praise. As part of midline data collection, we have again attempted to
investigate the prevalence of gender prejudice among teachers through the survey by using an
indirect structure to the questions.34 This has offered additional insights about the prevalence of
gender prejudice regarding knowledge acquisition and the varied reasons driving gender
prejudices.
2.4.1.4 Engaging stakeholders in evaluation
DFID Nigeria and UNICEF are considered the primary users of the GEP3 evaluation. In addition,
government agencies, particularly at state level in the GEP3 states 35, and the RANA implementing
partner are important secondary evaluation users and a primary audience for the evaluation
findings because they are closely involved in project implementation.
These stakeholders were engaged in different ways during the evaluation process. DFID Nigeria
and UNICEF were closely engaged throughout the evaluation process. The midline evaluation was
based on the GEP3 Evaluation Framework, which was developed in close collaboration with DFID
34

Three questions were added to the teacher questionnaires: 1) a multiple-choice quantitative question, 'If you need to send a
pupil to do an errand, how do you decide which pupil to send?', which included gendered answers as options; 2) an open-ended
question, 'Some people think that a woman should acquire her knowledge from a man and a man must have more knowledge than
a woman. Why do you think some people say this?'; and 3) a purely quantitative yes/no question, 'Do you agree that a woman
should acquire her knowledge from a man and a man must have more knowledge than a woman?'.
35 In particular, SMoEs, SUBEBs, and SAMEs.
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and UNICEF. For key midline design decisions, such as the timing of the data collection, options
were discussed among the evaluators, DFID, and UNICEF. Changes in the school sample, findings of
the IQS validation exercise, and progress of the midline data collection were shared in a
transparent way. A specific evaluation matrix for national and state KIIs at midline was developed
and discussed with DFID to ensure it addressed DFID’s current information needs. Preliminary
evaluation findings were shared with DFID to support the design of the new DFID education
programme in Nigeria and to enable early feedback. The initial findings of the state KIIs were
discussed during a debrief session in Abuja in October 2017. A draft report was shared with DFID
in early 2018. In addition, preliminary findings of the IQSS qualitative research were also shared
with DFID in February 2018.
Several meetings also took place with the RANA implementing partner to discuss the evaluation
design and to coordinate evaluation and intervention implementation. In January 2017 the
evaluation team met the RANA implementing partner to discuss the baseline findings, review
intervention roll-out, and discuss midline data collection. Similar to UNICEF, the RANA
implementing partner was closely engaged in the implementation review, with ongoing exchange
of information.
Government stakeholders were engaged during interviews at baseline and midline. During
baseline interviews in Abuja and the five GEP3 states in August 2015 evaluation team members
collected key informant data and also introduced the evaluation to government stakeholders.
Follow-up interviews were conducted in September 2017. Baseline dissemination in 2017 at
national and state level provided an opportunity to discuss the evaluation findings with a wide
range of government agencies from the education sector. Data collection was coordinated with
state government agencies and state GEP3 teams.
By design, the evaluation consulted a wide range of project stakeholders to ensure multiple
perspectives were considered in the analysis. As part of the assessment of GEP3’s relevance and
sustainability, national and state-level stakeholders were interviewed (see Section 2.1.1).
Interviews with local government agencies were included in the qualitative research of the IQSS.
Proprietors, head teachers, teachers, CBMC members, and pupils were consulted as part of both
the quantitative survey and the qualitative research. Community members and leaders were
interviewed during the qualitative research. Furthermore, team members of other education
projects in the GEP3 states were interviewed or contacted to understand potential intervention
overlaps and linkages at school level.36 One data limitation is that the trainers of capacity building
interventions were not consulted because a process evaluation of GEP3 was not prioritised in the
design.37 Nonetheless, through the implementation review GEP3 and RANA progress reports were
reviewed to identify learnings and challenges that training teams may have encountered.

36

Staff of the following projects were interviewed or contacted to exchange information: TDP, Northern Education Initiative Plus,
and Jolly Phonics.
37 Non-governmental organisations (NGOs) involved in external monitoring after trainings were interviewed, such as RAHAMA
Women Development Programme and FAHIMTA Women and Youth Development Initiative in Bauchi.
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3

Implementation review

This chapter reviews the implementation activities that have been carried out as part of the RANA
early learning intervention and GEP3’s IQS Support (IQSS) since the start of the GEP3 intervention
(i.e. at the time of the baseline survey) until July 2017. This end point was chosen so that the
majority of the implementation review could be completed prior to the midline data collection,
and could therefore inform the instrument development and analysis plan. In a few instances
where it is particularly relevant, reference is made to activities conducted after July 2017.
The RANA intervention is reviewed first, followed by the IQSS. For each component, the
implementation review begins with a description of the planned intervention strategy, followed by
an overview of the implementation context, and lastly a review of the fidelity of implementation
to the planned strategy.

3.1

Implementation review of the RANA early learning intervention

3.1.1

Description of the planned intervention

3.1.1.1 Objectives and expected results
GEP3’s early learning intervention aims to improve the early learning skills of children in primary
grades 1 to 3 (P1–P3) in the mother tongue, while also preparing children to learn with English as
a language of instruction by the time they transition to Grade 4 (P4). A key measurement of
success is improved literacy skills (UNICEF, 2015e).
To this end, UNICEF contracted FHI360 to implement the RANA early learning intervention in
Katsina and Zamfara states. The project’s primary focus is on improving reading outcomes for girls
and boys in P1–P3. Improvement in numeracy is indirectly targeted by integrating numeracy into
reading interventions, and by encouraging teachers to apply their training in active learning and in
adopting gender-sensitive teaching strategies in numeracy classes. The RANA project has
identified three intermediate results, each of which has two sub-components (see Box 5).
Box 5: RANA's intermediate results and sub-components
1. Intermediate Result 1: Reading and numeracy instruction improved
1.1. Relevant materials developed and distributed
1.2. Teacher in-service professional development improved
2. Intermediate Result 2: Increased engagement of communities in reading activities
2.1. Community awareness increased
2.2. School communities engaged
3. Intermediate Result 3: Sustainable reading delivery systems improved
3.1. Reading policy improved
3.2. Interventions sustainably developed
Source: RANA (2016a)
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3.1.1.2 Intervention strategy
RANA is being implemented in public primary schools and IQSs over a three-year period in three
LGAs in Katsina and three LGAs in Zamfara. The RANA LGAs have been purposefully selected from
the six LGAs that GEP3 is targeting in each state. Selection of the RANA LGAs was based on their
accessibility to the state capital.
The RANA project consists of the following core activities:
1. Provision of a package of teaching and learning materials
RANA has developed and distributed a set of teaching and learning materials for P1, P2 and P3 in
Hausa, called the RANA Literacy Package (RLP). The RLP consists of teacher guides with simple
scripted lessons, pupil workbooks, and Numeracy Read Aloud Storybooks (NRAS) for each grade.
The NRAS are made up of simple stories with integrated numeracy themes, and NRAS lessons
include listening comprehension questions and numeracy exercises related to the story (RANA,
2017d). Gender themes are integrated into the reading content, exercises and materials – for
example, through using gender-sensitive characters, illustrations and adjectives, as well as through
teacher sensitisation.38
In P1, the main focus of the RLP curriculum is on letter identification, word reading, and
handwriting; in P2, these concepts are reviewed and extended to include sentence and passage
reading; and in P3, the main focus is on passage reading and comprehension (RANA, 2017d).
The literacy curriculum covered by the RLP is intended to be taught over three weekly lessons in
public schools and two weekly lessons in IQSs. The teacher guides stipulate which lesson should be
taught during each week of the school year. In addition to these weekly lessons, teachers are
expected to complete one lesson a week using the NRAS (RANA, 2017d).
FHI 360 is carrying out its own evaluation of the effectiveness of the NRAS component of the
intervention, that is of storybooks that have integrated numeracy themes, in P2. As a result, NRAS
for P2 are only distributed to 25% of schools targeted by RANA (their treatment group), while 25%
of schools receive storybooks for P2 without numeracy themes and 50% of schools receive no
storybooks for P2. All schools targeted by RANA receive NRAS for P1 and P3.
2. Teacher in-service professional development
Teacher training
Teachers teaching P1–P3 grades 39, Lead Teachers, and head teachers40 are trained in Hausa-based
literacy instruction using the RLP. These trainings focus on pedagogy, with a focus on active
learning and gender sensitivity; strategies for teaching Hausa literacy; and strategies for linking
literacy and numeracy instruction (UNICEF, 2015e). Teachers, Lead Teachers and head teachers

38

Communication with FHI360.
Public schools are categorised into specialist schools (schools that have subject teachers) and generalist schools (schools in which
the same teacher teaches all subjects in a particular grade). In specialist schools, only Hausa teachers teaching P1–P3 grades are
invited for training. In generalist schools, all teachers teaching P1–P3 grades are invited for training. In IQSs, all teachers who teach
non-religious subjects are invited for training (source: communication with FHI360).
40 If the IQS does not have a specific head teacher position the proprietor will be trained (source: communication with FHI360).
39
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are also trained in teacher professionalisation, focusing on topics such as time on task, lesson
planning, and effective preparation and utilisation of materials (RANA, 2016a).
Trainings take place at the level of a cluster of schools, led by a Master Trainer (RANA, 2016b). In
total, 20 clusters have been formed in each state, with each cluster consisting of three to six
schools. Clusters were chosen based on the proximity of the schools to each other. All clusters in
Katsina have a mixed composition of public primary schools and IQSs, while four clusters in
Zamfara only consist of public primary schools.
Peer-mentoring by the Lead Teacher
Each school was intended to select one Lead Teacher, who facilitates weekly preparatory
meetings among teachers within the school, to share ideas, discuss concerns about RLP materials,
and review the forthcoming week’s lessons and exercises (RANA, 2016a). Lead Teachers are also
intended to observe a lesson of each teacher under their responsibility once a week (RANA,
2017d).
Some small schools, particularly IQSs, were not able to select a Lead Teacher due to the small
number of teachers teaching at the school. RANA-trained teachers from these schools are invited
to attend weekly meetings at the closest public primary school in their cluster.41
Cluster-based meetings and SSVs
Head teachers, Lead Teachers and trained teachers are supported with implementing RANA through
regular School Support Visits (SSVs) and cluster-based meetings:



Master Trainers conduct on-site monthly supervisory support and monitoring visits. SUBEB
and/or Local Government Education Area (LGEA) staff, called School Support Officers (SSOs),
also conduct SSVs. RANA progress reports initially stated that SSOs should conduct twicemonthly visits (RANA, 2016b), but later progress reports suggest that Master Trainers and SSOs
should conduct one independent visit each month (RANA, 2016c). Each school would
therefore be expected to receive a minimum of two SSVs a month, which adds up to six SSVs
a term.



During these SSVs, Master Trainers and SSOs observe how well the peer-mentoring is working;
provide mentoring to trained teachers, lead teachers and head teachers; conduct classroom
observations to assess the fidelity of implementation to the scripted lesson plans; and collect
other real-time monitoring information (RANA, 2016a, 2016c).



RANA state officers also conduct SSVs to a random subset of schools each month, while RANA
country office staff conduct some SSVs each quarter (RANA, 2016c).



Master Trainers also conduct monthly cluster-based meetings with head teachers and Lead
Teachers.

3. Community awareness and engagement activities
RANA state teams, assisted by the Federation of Muslim Women’s Associations of Nigeria
(FOMWAN), sensitise communities and other stakeholders about the project to obtain their
support for early-grade literacy. School communities are engaged through the SBMC/CBMC, with
each one appointing a Literacy Champion to coordinate literacy activities in their school and, as
41

Communication with FHI360, January 2017
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appropriate, within the local cluster (RANA, 2016a). Literacy Champions are invited to annual
training sessions to learn about activities to support literacy acquisition. RANA provides guidance
to Literacy Champions on developing a Community Literacy Action Guide, a set of low-cost
resources, materials and exercises, and promotes the creation of community-led Literacy Action
Plans (RANA, 2016a).
4. State-level engagement and policy improvement activities
State-level education stakeholders, like the SMoE, SUBEB and SAME, are engaged through regular
meetings in different fora to encourage state ownership and sustainability of the project. During
these meetings, RANA advocates for a change in policies of immediate concern to the project,
such as policies that support early-grade literacy, policies on certification and opportunities for
career progression for teachers who complete the RANA training, and policies discouraging
redeployment of RANA-trained teachers to non-RANA schools during the intervention (RANA,
2016a).
RANA is implemented by a consortium of organisations. FHI360 is responsible for programme
management and technical quality. FOMWAN carries out community engagement and
mobilisation. The Achieving Health Nigeria Initiative (AHNi) is responsible for teacher training,
curriculum and materials development, and for internal monitoring and evaluation. RANA
education field teams are embedded within the states and local education authorities, who are
meant to lead the interventions (RANA, 2016a).
GEP3 provides an integrated set of interventions to all public primary schools that they target in
Katsina and Zamfara states. These interventions include annual school enrolment drives to
increase levels of enrolment, training of SBMCs on their roles and responsibilities and financial
management, provision of grants of Nigerian Naira (NGN) 250,000 to each school’s SBMC to
address key priorities that the school has identified, and training of head teachers on school
management and leadership. These interventions are received by all schools (both treatment
schools and control schools) that form part of the RCT evaluation sample. In addition to these
interventions, treatment public primary schools also receive the RANA early learning intervention,
while control schools do not. In public primary schools, it is therefore the effect of the RANA
intervention over and above the set of other GEP3 interventions that is evaluated in this midline
evaluation report. In contrast, the IQSs that form part of the RCT evaluation sample do not receive
any additional support from GEP3. Treatment IQSs receive only the RANA early learning
intervention, while control IQSs do not receive any support from GEP3.
3.1.1.3 Intervention logic
Figure 8 visualises the ToC of the early learning intervention. The main causal assumption
underlying the ToC is that literacy learning outcomes of girls and boys, particularly in the Hausa
mother tongue, will improve in early grades if teaching practice improves through the use of
improved teaching and learning materials (use of RLP) and the presence of more knowledgeable,
skilled and gender-sensitive teachers. Numeracy will be influenced indirectly by incorporating
numeracy themes into the reading content, exercises, and materials.
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Figure 8:

Diagram depicting ToC for the early learning intervention

Source: Authors
© EDOREN
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The central assumption discussed above is conditional on school stakeholders (such as parents,
community leaders, IQS proprietors, head teachers, teachers, and government staff) being
supportive of an increased emphasis on mother tongue instruction and literacy acquisition; and on
the teachers adhering to use of the mother tongue during instruction. To this end, the project has
engaged the community, championed literacy in the communities, trained head teachers, and
advocated for government to implement enabling public policies. Other factors that are assumed
to influence improved Hausa-based teaching practices are regular pupil attendance and the class
and school environments being conducive for learning. The focus on Hausa assumes that it is the
mother tongue and the language that pupils know and understand best.
Improvement of teachers' knowledge and skills through in-service teacher development is
assumed to be central to more effective teaching in the early grades. 42 This assumes that the
improved Hausa literacy curriculum, the materials, the pedagogical methodology, and the inservice training and mentoring approach are well targeted to the needs and capacity level of
teachers, as well as to their teaching environment in public primary schools and IQSs. To optimise
teacher learning, the project envisioned a teacher development approach based on progressive
professional development and school-based peer-mentoring, complemented by supportive
supervision and monitoring by Master Trainers and government staff. The success of this approach
depends on teachers being literate in Hausa, weekly peer meetings being feasible given the
context of the school (for example, teachers being able to meet regularly with other teachers
given the size of the school or its location), Lead Teachers having the capacity, motivation and
availability to lead the meetings, and Master Trainers and government staff having the resources,
competencies and incentives to conduct effective supportive supervision. Through gendersensitive training that addresses equity in the classroom, teachers are expected to target girls
more specifically in class, which is meant to increase the likelihood of girls benefiting from the
education provided.
For teacher training to result in improved knowledge, skills and teaching practices, teachers are
assumed to be motivated to learn and to translate new knowledge and skills into practice. Peerto-peer interaction, supportive supervision, and other incentives (e.g. training certificates) are
meant to contribute to this. The extent to which teacher motivation translates into improved
teaching may also be influenced by teachers’ remuneration and their working conditions, among
other factors. Furthermore, actual improved teacher efficacy and learning outcomes may improve
teachers’ perceived efficacy, which in turn may increase their motivation.
Improved teaching and learning is assumed to be facilitated by the distribution and usage of
relevant teaching and learning materials in Hausa. This requires that the teachers have the
pedagogical knowledge and skills to effectively use the materials during teaching. Furthermore, it
assumes that the materials are well aligned with the curriculum and with the competency levels of
the teachers and pupils.
While the central objective of the early learning intervention is to improve pupils’ literacy in
their mother tongue and, to a lesser degree, numeracy skills, it is assumed that this will facilitate
the acquisition of English as a second language, and the transition to English in later grades.
Furthermore, improved learning in the early grades is expected to contribute to higher retention
rates because children who perform well early on are assumed to be more motivated and
supported by their parents to remain in school longer, a link that may be particularly important for
42

In our analytical approach to measuring teacher knowledge, we distinguish between three types of knowledge: subject
knowledge, curriculum knowledge, and pedagogical knowledge. See Section 2.2.5.2.
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girls, who face a higher risk of dropping out. A potential feedback loop exists between increased
retention and teaching quality in early grades. This feedback loop can be negative or positive. If
higher retention is not accompanied by increased teaching and school resources, it can lead to
higher PTRs, which may negatively affect teaching quality. On the other hand, teachers may be
increasingly motivated by the higher retention of their students, which may positively influence
teaching quality.
3.1.2

Context of the intervention

This section provides a brief overview of the political and economic context in Katsina and Zamfara
states, and how this relates to the states’ support and funding for GEP3 activities. The overview
covers the period between the baseline and midline evaluation rounds, from the last quarter of
2015 until June/July 2017. It was not within the scope of the implementation review to conduct
primary research on the contextual situation in the GEP3 states, and only limited secondary
information could be obtained. The context overview is therefore primarily based on the GEP3
quarterly progress reports and a desk review of the states’ education sector strategies. Some
information of the ToC assessment has also been integrated.
3.1.2.1 Katsina State
Between October 2015 and June 2017, Katsina State experienced several political transitions that
had implications for counterpart funding and support for the GEP3 intervention. At the time of
the baseline study in 2015, a new female Commissioner of Education had just been appointed,
who was perceived by stakeholders as someone who would prioritise girls’ education and GEP3
scale-up activities. GEP3 also engaged the Special Adviser to the Governor on Girl Child Education
and Child Development at the start of the intervention (UNICEF, 2015b). By the third quarter of
2016, more than 15 months after taking up governance, Katsina State still had no elected local
government officials. Instead, LGAs were being managed by unelected civil servants, who were
constitutionally restricted in their mandate (UNICEF, 2016c). In addition, the Permanent Secretary
in the SMoE, who had been a key supporter of GEP3 in Katsina, was re-posted (UNICEF, 2016d). By
mid-2017, however, GEP3 had secured a positive state response toward proposed scale-up
activities, and a change in the SAME leadership had created an opportunity for establishing a state
IQS coordination committee to support IQSs in Katsina (UNICEF, 2017c). Information from the ToC
assessment suggests that the SAME are very grateful for RANA because, as GEP3 has not engaged
with IQSs to date in this state, the introduction of RANA puts in place the training of IQS teachers
and reading materials for the first time. Because RANA is perceived to be effective it has been
welcomed, with no resistance – in spite of no previous groundwork being laid.
In the second quarter of 2016, Katsina State launched a staff verification exercise to verify the
presence of local government staff and teachers. This led to some disruptions in learning, as
teachers were focused on the exercise (UNICEF, 2016a). Teacher salary payments seem to have
remained on track, with no delays being reported (UNICEF, 2016d). In late 2016, the Governor of
Katsina State had approved the recruitment of 1,900 additional teachers, but by June 2017 the
process had been suspended due to alleged misappropriations in the selection process (UNICEF,
2017c).
Katsina State experienced periods of economic hardship between 2015 and 2017. In early 2016,
in particular, fuel scarcity drove up the costs of GEP3 monitoring activities, and is likely to have led
to drops in teacher attendance (UNICEF, 2016b). At the same time, federal allocation to the state
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and LGAs was declining, and LGEAs were left severely financially constrained when overhead and
management costs from the SUBEB were not released (UNICEF, 2016c). The economic situation
stabilised later in 2016, as a result of a good harvest and stable fuel prices (UNICEF, 2016d).
Throughout 2015 to 2017, there have been frequent reports of armed banditry and cattle
rustling in parts of Katsina, as well as sporadic incidents of kidnapping and human trafficking. In
late 2016, there was mounting tension between government security forces and the Islamic
Movement in Nigeria (UNICEF, 2016d). In mid-2017, state teacher unions staged protest rallies
against granting greater autonomy to LGAs, fearing that teacher salary payments could fall under
the LGAs and that this would result in payment delays (UNICEF, 2017c).
The Katsina State government has made frequent political statements regarding prioritising
education as the pillar for developing all sectors of society, and has strongly included educational
investments in its State Restoration Development Plan (2016–2020) (UNICEF, 2017b).
Data from the ASC for public schools in the RANA LGAs show that between 2014/15 and 2016/17,
the PTR decreased substantially in Batsari and Rimi LGA, while the pupil–toilet ratio (PToiR)
decreased in all LGAs. The GPI increased in all LGAs, indicating that there are now almost as many
girls as boys enrolled. Overall enrolment figures have decreased in Rimi and Batsari LGA, while
they have increased in Kankia LGA.
Table 11:
LGA
Batsari

Kankia

Rimi

Changes in enrolment in the RANA LGAs in Katsina
Year

Enrolment

2014/15

44,132

2016/17

40,037

2014/15

43,874

2016/17

49,692

2014/15

48,431

2016/17

34,578

Enrolment
change (%)
-9.3%

13.3%

-28.6%

GPI

PTR

PToiR

0.77

133

163

0.98

102

143

0.90

81

188

1.00

80

127

0.92

92

202

0.97

62

149

Source: ASC 2014/15 and ASC 2016/17.

3.1.2.2 Zamfara State
As in Katsina, new political appointments were being made in Zamfara State at the time of the
baseline study in the last quarter of 2015. The SUBEB Chairman, who stakeholders perceived to
be a long-term supporter of GEP3, was reappointed for another term (UNICEF, 2015b). In June
2016, there was an unsuccessful attempt to impeach the Zamfara State governor, and a new
UNICEF focal person was appointed (UNICEF, 2016c). Throughout these political transitions, GEP3
retained a strong relationship with the Secretary to the State Government, and government
officials continued to express support for GEP3 (UNICEF, 2017c).
In early 2016, Zamfara State decided to declare a state of emergency in relation to education, and
allocated 32% of the state budget to the education sector (UNICEF, 2016b). Despite this, the
economic situation in Zamfara remained tight and federal allocations to the state declined,
resulting in delays in teacher salary payments (UNICEF, 2016a). Despite political support for
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GEP3, securing the release of state counterpart funding proved challenging, and by June 2017
funding that had been approved in March had not yet been released. Stakeholders were
concerned that bottlenecks in the release of funding were likely to affect scale-up activities
(UNICEF, 2017c).
The security situation in Zamfara State was tense through most of 2015 to 2017, with frequent
reports of cattle rustling, armed banditry, and kidnapping that required prolonged military
intervention and eventually intervention from the federal government. Of the three LGAs in which
RANA is operating, Tsafe LGA was particularly affected. The insecurity affected GEP3 monitoring
activities, and led to the temporary closure of some schools (UNICEF, 2017b).
Zamfara State adopted its current Education Sector Medium-Term Sector Strategy in December
2015. The sector strategy outlines five priority areas for investment between 2016 and 2018:
enhancing access to education by addressing gender disparity and reducing the number of out-ofschool children; ensuring quality and relevance by reducing the number of unqualified teachers
and reducing the PTR; infrastructure enhancements to reduce the pupil–classroom ratio and
PToiR; improving planning and management in the education sector; and securing sustainable
funding for education.
Data from the ASC for public schools in the RANA LGAs show that between 2014/15 and 2016/17,
enrolment increased in all three LGAs. PTRs also increased over the period, suggesting that the
recruitment of new teachers did not keep up with the increase in enrolment. The GPI remains low
in all three LGAs, indicating that there continue to be far fewer girls enrolled compared to boys.
The PToiR decreased substantially in Bungudu LGA, but increased in Kaura Namoda and Tsafe LGA.
Table 12:
LGA
Bungudu
Kaura
Namoda
Tsafe

Changes in enrolment in the RANA LGAs in Zamfara
Year

Enrolment

2014/15

27,380

2016/17

37,253

2014/15

22,090

2016/17

24,029

2014/15

22,149

2016/17

27,684

Enrolment
change (%)
36.1%

8.8%

25.0%

GPI

PTR

PToiR

0.55

38

384

0.58

55

147

0.64

60

147

0.67

78

250

0.57

47

249

0.60

63

257

Source: ASC 2014/15 and ASC 2016/17.

3.1.2.3 Other programmes in Katsina and Zamfara states
It is of interest to understand what other interventions schools, teachers, and pupils in Katsina and
Zamfara may be exposed to in addition to the GEP3 intervention.
The TDP is a six-year (2013–19) education programme seeking to improve the quality of teaching
in primary schools and junior secondary schools and in Colleges of Education. In primary schools,
TDP provides in-service teacher training to early-grade teachers in English, maths, and basic
science. TDP’s components are similar to those of RANA: teachers receive training on both subject
knowledge and pedagogy, teachers are equipped with learning materials to use in their lessons,
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and teachers receive ongoing support from the programme trainers during SSVs. In addition, head
teachers receive school leadership and management training. TDP has been implemented in
Katsina and Zamfara since 2013. According to implementation data, a similar number of sampled
treatment and control schools and sampled treatment and control teachers that are part of the
GEP3 evaluation are receiving TDP. TDP is being implemented in eight treatment and 11 control
schools in Zamfara, and in seven treatment and three control schools in Katsina. Similarly, based
on information from the GEP3 midline survey, among teachers who had received training in the
last two years, 31% of treatment school teachers and 26% of control school teachers indicated
that they had received training from TDP. Because a similar number of schools and teachers in
treatment and control groups are receiving TDP, we do not expect this to be a non-random
contamination of the treatment and control groups, and we expect that any additional effect that
TDP may have on teacher competency and pupil learning outcomes would be equally diluted
between treatment and control groups.
The Jolly Phonics project involves training, resourcing and supporting early-grade (P1–P3)
teachers in public primary schools in synthetic phonics methods for teaching English. It uses the
Jolly Phonics synthetic phonics literacy teaching resource to teach letter sounds, letter formation,
blending, segmenting, and 'tricky words' through stories, songs and actions that make learning to
read and write memorable and fun. Jolly Phonics has been implemented in public primary schools
in Zamfara since 2013. All sampled treatment and control schools that are part of the GEP3
evaluation have been receiving Jolly Phonics, therefore any additional effect that Jolly Phonics may
have would be expected to be equally observed in treatment and control groups. Jolly Phonics was
rolled out in Katsina in October 2017, but not in the LGAs that are targeted by RANA.
The Global Partnership for Education/Nigerian Partnership for Education Project (GPE/NIPEP) has
been active in Katsina since March 2016. The project supports the state with the implementation
of the education sector plan, primarily through providing grants to support school improvement
plans and teacher professional development, and through providing cash transfers to support girls’
participation in education and scholarships for women to attend Colleges of Education. GEP3 has
been coordinating the implementation of some of its components (the scholarship scheme,
enrolment drive campaigns, and grant provision to SBMCs) with GPE/NIPEP.
3.1.3

Fidelity of the intervention implementation

This section summarises the activities that have been conducted up until July 2017 as part of the
RANA intervention in Katsina and Zamfara. Secondly, it describes to what extent these activities
have reached the intended schools and participants, and to what extent these participants have
participated in these activities or made use of the materials and resources distributed. As
presented in Chapter 2, the data come from GEP3 and RANA progress reports, RANA monitoring
reports, and primary data from the GEP3 midline survey.
The RANA intervention targets a total of 200 schools, out of which 120 are public primary schools
and 80 are IQSs. From among these 200 schools, 120 treatment schools were randomly selected to
be part of the GEP3 evaluation, out of which 115 were surveyed at midline. When data from the
midline survey are reported in the following sections, they are based on the 115 surveyed
treatment schools. Table 13 presents the distribution of the RANA target schools and of the
schools sampled for the evaluation for each school type across the six LGAs.

© EDOREN

77

Midline Evaluation of the Girls’ Education Project Phase 3

Table 13:
Number of schools targeted by RANA and number of schools surveyed for the
midline evaluation
Katsina State
Type of school

Batsari
LGA

Kankia
LGA

Zamfara State
Rimi
LGA

Bungudu
LGA

K. Namoda
LGA

Tsafe
LGA

Total

Number of schools targeted by RANA

Public primary
schools

21

17

22

23

19

18

120

IQSs

14

12

14

18

12

10

80

Number of schools surveyed as part of the GEP3 midline evaluation of the RANA intervention

Public primary
schools

10

10

10

10

10

10

60

IQSs

9

10

8

9

9

10

55

Source: EDOREN, based on FHI360 reports and GEP3 midline survey (2017)

3.1.3.1 Roll-out
The roll-out of the RANA intervention was adjusted twice. Implementation of the RANA
intervention was intended to start in April–June 2015, but this was adjusted to September 2015
due to delays in finalising the agreement between UNICEF and FHI360 (UNICEF, 2016e). RANA
then developed a phased roll-out plan for the intervention, which was adjusted in March 2016 to
align the roll-out of the intervention with the evaluation of RANA (RANA, 2016b). The fidelity of
the intervention to the implementation strategy is assessed against the final adjusted
implementation schedule.
The RLP and teacher in-service professional development was rolled out to grades P1 and P2
during the second and third terms of the 2015/2016 academic year. Teachers of 96 targeted
schools were trained in February 2016 during a Phase 1 roll-out. The 104 schools that were part of
the Phase 2 roll-out received their first training in April 2016. After the phased roll-out of the first
training, all schools were combined into one phase and all subsequent trainings and supervision
and monitoring activities were aligned. Phase 2 schools completed a condensed version of the
Term 1 and Term 2 RLP curriculum in P1 and P2, so that the two phases could also be aligned in
terms of the curriculum they were currently teaching. Phase 1 schools have therefore received
approximately two months more of intervention in P1 and P2, but have covered the same
content.
The roll-out of the P3 RLP began at the start of the 2016/2017 academic year. Because the rollout for P1 and P2 teachers began in the middle of the academic year, the full P2 curriculum could
not be covered by the end of the 2015/2016 academic year. P3 teachers were therefore initially
trained on using the P2 RLP (RANA, 2016d). P3 teachers completed the third term of the P2 RLP
curriculum with their pupils, before starting the P3 RLP curriculum in the second term of the
2016/2017 academic year. In order to fully complete the P3 RLP curriculum, pupils covered the
third term of the P3 RLP curriculum during the first term of P4. 43 The NRAS were rolled out at the
start of the 2016/2017 academic year in all grades.

43

Communication with FHI360, dated 31 May 2017.
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Figure 9 summarises the roll-out of the RANA intervention in relation to the GEP3 evaluation.
Orange flags show the roll-out of the RANA intervention, red flags show the timing of the baseline
and midline surveys, and blue flags track the amount of intervention that the sampled pupil cohort
has received. Pupils were sampled in P2 during the baseline survey. By the time of the midline
survey, the pupil cohort had received the full P2 RLP curriculum and the first two terms of the P3
RLP curriculum, and were in the process of completing Term 3 of the P3 RLP curriculum. The pupil
cohort had also received the full set of P3 NRAS lessons.
Figure 9:

Timeline of the RANA intervention in relation to the GEP3 evaluation

Note: In the figure, RLP refers to the RLP curriculum from the simple scripted lessons in the teacher guides, which is meant to be
taught in three weekly lessons in public primary schools and two weekly lessons in IQSs. NRAS refers to the roll-out of the
additional weekly lesson to be used for working with the NRAS storybooks.

3.1.3.2 Provision of a package of teaching and learning materials
In preparation for developing the RLP, RANA conducted a rapid assessment of classroom and
community reading. The RLP was then developed in consultation with various stakeholders44
during several material review and adaptation workshops, and materials were field-tested before
distribution (RANA, 2016a, 2016b, 2016c). All RLP materials were continuously reviewed based on
feedback from training sessions and monitoring visits.
Teacher guides and pupil workbooks were distributed to schools in line with the roll-out of the
teacher training. Materials for P1 and P2 were initially distributed for the 2015/16 school year. For
the 2016/17 school year, P3 materials were distributed and additional copies of P1 and P2
materials were distributed for the pupils that were now starting these grades. NRAS were
introduced in the beginning of the 2016/17 school year. While it was initially planned that readaloud stories would be read at the end of the first two weekly RANA lessons, it was later decided
that NRAS would be taught in a separate lesson, independent of the regular RANA Hausa lessons
(RANA, 2017a). Table 14 shows the number of teacher guides, pupil workbooks, and NRAS that
were distributed as part of the RLP between September 2015 and March 2017.

44

Stakeholders who were engaged with included representatives from Zamfara and Katsina SUBEBs, directors from the SAME, the
Katsina SMoE and GPE Coordinator, heads of Hausa language departments from two Colleges of Education, Hausa language
specialists, a numeracy specialist, and authors of children’s books, amongst others.
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Table 14:
Number of teacher guides, pupil workbooks, and NRAS distributed as part of the
RLP by year in Katsina and Zamfara
Description of items
distributed

School year

Katsina
P1

P2

’15 / ‘16

156

155

’16 / ‘17

348

357

’15 / ‘16

3,913

3,955

’16 / ‘17

13,745

13,260

NRAS Term 1

’16 / ‘17

174

NRAS Term 2

’16 / ‘17

168

Teacher guides

Pupil workbooks

Zamfara
P3

P1

P2

91

95

214

209

4,041

3,817

6,805

11,065

12,108

6,800

89

175

117

31

119

98

144

220

15

226

144

P3
220

Note: Figures for NRAS Term 3 were not yet available at the time of writing. Because of FHI360’s evaluation of the NRAS in P2,
only the 25% of targeted schools that form the treatment group in FHI360’s evaluation received P2 NRAS.
Source: UNICEF (2016e, 2017b)

Table 15 summarises the extent that the RLP is available and being used by teachers in public
schools and IQSs, based on information collected from sampled schools as part of the midline
survey. Almost all teachers had a copy of a RANA teacher guide and pupil workbook, and the
majority of teachers were observed using these materials during their Hausa lessons. A smaller
proportion of teachers had a NRAS or reported using it during their lessons. This may to some
extent be linked to FHI360’s evaluation of the NRAS in P2, because of which 75% of RANA schools
have not received the NRAS for P2, although all schools had received the NRAS for P1 and P3.
Table 15:

Overview of reach and use of the RLP
Katsina

Zamfara

Public
schools

IQSs

Public
schools

IQSs

Percentage of teachers that can show at least one
RANA teacher guide

99%

100%

94%

95%

Percentage of teachers that can show at least one
RANA pupil workbook

95%

97%

92%

91%

Percentage of teachers that can show at least one
RANA NRAS

77%

87%

65%

47%

Percentage of teachers that report using a RANA
teacher guide more than once a week

94%

82%

94%

93%

Percentage of teachers that report using a RANA
NRAS at least once a week

78%

90%

82%

71%

Percentage of observed Hausa lessons during which
a RANA teacher guide was used by the teacher
during the lesson

90%

95%

83%

87%

Percentage of observed Hausa lessons during which
a RANA pupil workbook was used by the teacher
during the lesson

77%

68%

81%

79%

Availability of materials

Use of materials

Source: EDOREN, based on GEP3 midline survey (2017)
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RANA’s monitoring data suggest a relatively high level of fidelity to the implementation strategy
in the implementation of the RLP. During classroom observations conducted by RANA, almost all
teachers were teaching from the correct scripted lesson plan in the teacher guide. Scripted RANA
lessons follow three steps (the ‘I do’, ‘We do’ and ‘You do’ steps), and classroom observers
observed to what extent RANA-trained teachers implemented each of these steps correctly. In
Katsina, about 90% of teachers were implementing these steps correctly in public schools,
compared to over 80% of teachers in IQSs. Fidelity in Zamfara was slightly lower, with close to 75%
of teachers implementing the steps correctly in both public schools and IQSs (RANA, 2017d).
RANA initially noted that pupils were handling the pupil workbooks poorly and were not writing in
them, either because they had no pen or because the teacher discouraged them from doing so
(RANA, 2016b). The use and handling of pupil workbooks appeared to improve during the course
of implementation, and monitoring officers observed that most pupils could orient the book
correctly and identify the correct lesson page without assistance (RANA, 2017b).
3.1.3.3 Teacher in-service professional development
Teacher training

By June 2017, RANA had delivered 10 trainings for teachers on Hausa language reading and
teacher professionalisation for P1–P3 teachers, head teachers, and Lead Teachers at the cluster
level. A first cohort of P1 and P2 teachers in 96 schools received their first training on the RLP in
February 2016, while the second cohort of the remaining 104 schools received the first training in
April 2016. After the initial training, the two cohorts were aligned and all subsequent trainings
targeted all 200 schools. Training for P3 teachers and training on using NRAS began in September
2016, in time for the start of the 2016/17 school year. All trainings were delivered as scheduled,
in line with the roll-out of the intervention.
The trainings on formative assessment and classroom management were not initially planned but
were added to the schedule to cover areas for improvement that monitoring officers had observed
during the course of implementation (RANA, 2017b). Table 16 shows the timing of and attendance
at the RANA trainings.
Table 16:

Timing of and attendance at RANA trainings
Training

Classes
targeted

No.
of
days

Date

Zamfara

Katsina

Male
participants

Female
participants

Male
participants

Female
participants

P1 and P2 RLP (first cohort)

P1, P2

6

Feb-16

126

19

116

20

P1 and P2 RLP (second cohort)

P1, P2

6

Apr-16

127

12

148

30

P1 and P2 refresher training

P1, P2

2

Sep-16

254

27

280

40

P3

5

Sep-16

89

7

83

21

P1, P2, P3

3

Sep-16

255

22

293

49

P3

4

Jan-17

194

16

195

21

NRAS Term 2

P1, P2, P3

3

Jan-17

364

35

284

42

NRAS Term 3

P1, P2, P3

1

May-17

335

18

301

52

P1 and P2 RLP for P3 teachers
NRAS Term 1
P3 RLP

© EDOREN

81

Midline Evaluation of the Girls’ Education Project Phase 3

Formative assessment

P1, P2, P3

2

May-17

378

43

352

56

Classroom management

P1, P2, P3

3

May-17

378

43

352

56

Attendance figures combine attendance of teachers, head teachers, Lead Teachers, and quality assurance officers. The first
training on P1 and P2 RLP was delivered in two cohorts, all other trainings were delivered to all schools at the same time.
Source: Attendance figures provided by FHI360

Trainings on the NRAS focused on developing participants’ skills in reading with expression,
techniques for providing child-friendly definitions of vocabulary, and teaching steps for conducting
numeracy exercises following the NRAS stories (RANA, 2016d, and 2017a). The training on
formative assessment focused on techniques for conducting formative assessment as part of the
RLP, while the training on classroom management focused on the qualities of a good (head)
teacher, team work, desirable and undesirable practices in leadership and management, school
supervision, skills of handling books, improvisation techniques, school–community relations,
school records, and safety in school (RANA, 2017c).
Peer-mentoring by the Lead Teacher

Characteristics of the Lead Teacher
Lead Teachers in RANA schools facilitate weekly meetings and observe classes in which RANAtrained teachers use the RLP. According to RANA’s database, most schools in Zamfara and most
public schools in Katsina have their own Lead Teacher, but only nine out of 40 IQSs in Katsina
have a Lead Teacher. This is likely to be because many IQSs in Katsina are small and have few
teachers. Considering the sampled treatment schools in the GEP3 midline survey as an example,
56% of IQSs in Katsina had only one teacher teaching non-religious subjects, and a further 37% of
IQSs had only two teachers teaching non-religious subjects.
Based on the information from the GEP3 midline survey (
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Table 17), most Lead Teachers are male, in their late thirties, have at least a Senior Secondary
Certificate Examination (SSCE) as their highest academic qualification, and have over 10 years of
teaching experience. Lead Teachers in IQSs in Katsina, however, tend to be younger, less qualified,
and less experienced. A small proportion of Lead Teachers are also the head teacher.
Lead Teachers were intended to be selected from among teachers who do not teach P1–P3. 45 In
the sampled schools from the GEP3 midline survey, however, the majority of Lead Teachers
currently teach P1–P3. IQSs may not have any teachers who teach only in the upper primary
grades. While the majority of Lead Teachers overall are currently teaching Hausa, this is the case
for less than half of the Lead Teachers in public schools in Zamfara. While teaching Hausa does not
seem to be a requirement for the Lead Teacher, one might expect that Hausa teachers would be
better able to support RANA-trained teachers on understanding and using the RLP.

45

Communication with FHI360, January 2017.
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Table 17:

Characteristics of Lead Teachers
Katsina

Zamfara

Public
schools

IQSs

Public
schools

IQSs

59 / 60

9 / 40

57 / 60

36 / 40

29/30

7/28

30/30

24/30

Age

38

29

41

39

Male

89%

100%

96%

100%

Highest education at least SSCE

92%

50%

92%

78%

Years as a teacher

9.3

6.3

15.3

13.9

Is also the head teacher

10%

14%

23%

25%

Currently teaches P1–P3

73%

100%

67%

100%

Currently teaches Hausa

71%

100%

46%

92%

RANA database
School has Lead Teacher
Primary data collection
School has a Lead Teacher

Source: RANA programme data and EDOREN, based on GEP3 midline survey (2017)

All Lead Teachers have attended at least one of the three core RANA trainings. However,
attendance at the individual training sessions differs (Table 18). Attendance at the training on the
P2 curriculum for the P3 teachers is the lowest, but this may also be the least important training
for Lead Teachers to attend since it covers much of the same content as is covered during the first
training. While Lead Teachers in IQSs in Zamfara are the most likely to have attended the first
training, they are the least likely to have attended the third training. Attending RANA trainings
would seem to be an important prerequisite for Lead Teachers to be able to support RANA-trained
teachers at their school.
Table 18:

Attendance of Lead Teachers at RANA trainings
Katsina

Zamfara

Public
schools

IQSs

Public
schools

IQSs

Percentage of Lead Teachers who attended RANA
training for P1 and P2 teachers

86%

86%

89%

96%

Percentage of Lead Teachers who attended RANA
training on P2 curriculum for P3 teachers

75%

57%

86%

54%

Percentage of Lead Teachers who attended RANA
training on P3 curriculum for P3 teachers

86%

86%

86%

50%

Primary data collection

Source: EDOREN, based on GEP3 midline survey (2017)

Activities conducted by the Lead Teacher
RANA’s monitoring data from the second programme year show that while Lead Teachers do
regularly conduct lesson observations, they are falling well short of the target of observing each
teacher under their responsibility once a week. The proportion of completed lesson observations
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ranges from about 25% to 60%, depending on the term in which the monitoring visit was
conducted. Lead Teachers in IQSs in Zamfara observed fewer lessons than Lead Teachers in public
schools in Zamfara and Lead Teachers in IQSs and public schools in Katsina (RANA, 2017d).
According to RANA’s monitoring data, the average Lead Teacher is holding preparatory meetings
less frequently than intended by the intervention. Instead of holding four preparatory meetings
over a four-week period (one meeting a week), an average of 2.7 meetings per four-week period
were being held at the end of the second year of the project. However, the number of preparatory
meetings had increased from 1.9 meetings to 2.7 meetings during the second year of the project
(RANA, 2017d).
Based on the information from the GEP3 midline survey, the extent to which Lead Teachers hold
weekly preparatory meetings differs by school type and state (see Table 19). In public schools in
Zamfara, 81% of Lead Teachers report holding weekly meetings, but only 56% of teachers report
attending meetings weekly. This could be either due to Lead Teachers overreporting how many
meetings they hold, or due to teachers not attending the meetings regularly.
Lead Teachers who reported arranging meetings less than weekly were asked why they do not
meet more often. The most common answers given were that the Lead Teacher does not have
time, that other teachers do not have time, or that the Lead Teacher does not feel it is necessary
to meet more often.
There is no clear evidence on whether the dosage of the peer-mentoring is reduced for teachers
in small schools that do not have their own Lead Teacher. In IQSs in Katsina, teachers in schools
that do not have a Lead Teacher were equally likely to report attending weekly preparatory
meetings (at another school) as teachers in a school with a Lead Teacher (in their own school). In
IQSs in Zamfara, however, none of the teachers in the six IQSs with no Lead Teacher reported
attending weekly preparatory meetings at another school. We did not gather information on
whether teachers in schools with no Lead Teacher have their lessons observed regularly, but since
Lead Teachers are not meeting the target for lesson observations in their own schools, it seems
unlikely that teachers in IQSs with no Lead Teachers would have their lessons observed regularly.
Table 19:

Overview of reach and participation of weekly preparatory meetings
Katsina

Zamfara

Public
schools

IQSs

Public
schools

IQSs

Percentage of Lead Teachers that report meeting
teachers at least once a week

67%

14%

81%

46%

Percentage of teachers at schools with Lead
Teachers that attend meetings at least once a week

66%

29%

56%

52%

Percentage of teachers at schools without Lead
Teachers that attend meetings at least once a week a

-

32%

-

0%

Primary data collection

a Indicator

reported only for IQSs, because all public schools in Zamfara have a Lead Teacher and 29/30 public schools in Katsina
have a Lead Teacher.
Source: EDOREN, based on GEP3 midline survey (2017)

Overall, while the majority of Lead Teachers appear to be actively engaging in the intervention
and conducting meetings and lesson observations, few Lead Teachers conduct these activities to
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the extent that was initially envisioned. This may be because Lead Teachers find their activities
time-consuming. Almost a quarter of Lead Teachers responding to the GEP3 midline survey felt
that their duties take up too much time, while a further 38% of Lead Teachers felt that their duties
take up a lot of time.
Cluster meetings and SSVs

The RANA progress reports indicate that cluster meetings and SSVs have been implemented
regularly since the start of the intervention, although the progress reports do not report on the
frequency of cluster meetings and SSVs. Master Trainers and state government officials were
trained on how to conduct SSVs, and how to collect monitoring data, after the first RANA training,
and commenced SSVs shortly after the training (RANA, 2016b). A second set of Master Trainers
and state government officials were trained after the first training of the second cohort of schools
(RANA, 2016c).
Information from the GEP3 midline survey (Table 20) suggests that cluster meetings have been
implemented with high fidelity according to implementation strategy, although the uptake
among head teachers has been somewhat lower than that among Lead Teachers. Almost all Lead
Teachers report attending a cluster meeting during the last term, and the average number of
cluster meetings attended suggests that meetings are taking place about monthly, as intended.
Head teachers are somewhat less likely to have attended a cluster meeting in the last term than
Lead Teachers. In IQSs, head teachers also report attending fewer cluster meetings than Lead
Teachers.
SSVs appear to be taking place regularly, but at a lower frequency than planned, particularly in
IQSs. Schools should be receiving a minimum of six SSVs a term (two visits a month). This target is
met only in public schools in Katsina. When asked about who visited the school during the most
recent SSV, 30% of head teachers reported that Master Trainers and SSOs visited together, 42%
reported that Master Trainers visited, 18% reported that SSOs visited, and the remaining head
teachers reported that other representatives from RANA visited.
Table 20:

Overview of reach and participation of cluster meetings and SSVs
Katsina

Zamfara

Public
schools

IQSs

Public
schools

IQSs

Percentage of Lead Teacher who attended at least
one cluster meeting in the last term

96%

100%

100%

92%

Average number of cluster meetings Lead Teachers
attended in the last term

2.7

4.0

3.4

3.1

Percentage of head teachers who attended at least
one cluster meeting in the last term

87%

92%

97%

71%

Average number of cluster meetings head teachers
attended in the last term

3.2

2.7

3.4

2.5

100%

100%

100%

100%

Primary data collection
Attendance at cluster meetings

Receipt of SSVs
Percentage of head teachers who report receiving
an SSV in the last term
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Average number of SSVs head teachers report
receiving in the last term

6.2

3.1

4.3

3.8

Source: EDOREN, based on GEP3 midline survey (2017)

3.1.3.4 Community awareness and engagement
FOMWAN supported the launch of RANA at the state and cluster level, drawing together a range
of different stakeholders (RANA, 2016b, 2016c). RANA is collaborating with a range of communitybased organisations (CBOs) and CSOs, including mothers' associations, to mobilise for women’s
involvement in community activities, increase mothers’ involvement with children’s school work,
and address challenges related to informal employment, such as hawking, and its effects on
academic achievement (RANA, 2016c).
By June 2016, SBMC/CBMCs had also been engaged and communities had selected Literacy
Champions. Literacy Champions were trained on developing a Community Literacy Action Guide
(CLAG), and linked to CBOs in their cluster to collaborate on the development of the CLAG (RANA,
2016c).
With the support of the Literacy Champion, each cluster established a Community Reading Hub, a
local forum for bringing teachers, parents and pupils together to enhance reading in their
communities. Community Reading Hubs are intended to be safe spaces, where pupils engage
freely with books, stories, and folktales. The promotion of indigenous folktales and storytelling is
particularly encouraged (RANA, 2017a).
Based on information collected for the ToC assessment, the RANA methodology is currently being
strongly supported at the community level, where parents and communities are said to strongly
identify with the benefits of using the mother tongue in early primary classes and are keen
supporters of Community Reading Hubs and Literacy Champions.
RANA continues to hold quarterly meetings with SBMCs/CBMCs and Literacy Champions to
support the implementation of the CLAG and the use of the Community Reading Hubs. Literacy
Champions are invited to attend monthly cluster-based meetings and are supported during the
monthly SSVs (RANA, 2016d, 2017a, 2017c).
3.1.3.5 State-level engagement and policy improvement activities
During the inception phase of the project, RANA representatives engaged with a broad range of
stakeholders from the SMoEs, SUBEBs, SAMEs, state governments, and Colleges of Education,
along with representatives from other programmes operating in the states, to introduce the RANA
project, garner support for the project, and ensure effective collaboration (RANA, 2016a).
RANA hosts a Technical Working Group that brings together RANA state team leads and statelevel education officials. The group meets quarterly to discuss implementation challenges and to
identify areas where the states can support the implementation of RANA (RANA, 2016b). A key
output of this is that Katsina and Zamfara states are both adopting the RLP for scale-up
activities. By July 2017, Zamfara State had begun training Master Trainers to deliver the scale-up
of the RLP, but had not yet rolled out the training to in-service teachers. Close to 200 teachers
had, however, received training on the RLP as part of the Teacher Residency Programme (RANA,
2017a). Katsina State had not yet rolled out the RLP by July 2017, but will be utilising NIPEP to
scale up RANA to an additional 18 LGAs.
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RANA has been engaging with high-level stakeholders in Katsina and Zamfara to support the states
in developing Hausa Language Reading Implementation Guidelines, which will ensure ownership
of these guidelines on best practices for Hausa reading, which RANA is introducing through the
project. By June 2017, both states had developed and adopted these guidelines and were
preparing financing strategies for implementing the guidelines (RANA, 2017c).
3.1.3.6 Summary of implementation fidelity
Overall, the available information suggests that the RANA early learning intervention has largely
been implemented as intended. The distribution of the RLP, teacher training, and cluster-based
meetings have been implemented with high fidelity to the implementation strategy, and uptake of
the RLP by teachers in their lessons has been high. Peer-mentoring by the Lead Teacher and SSVs
have occurred regularly, but at a lower frequency than planned, particularly in IQSs.

3.2

Implementation review of GEP3’s IQSS

3.2.1

Description of the planned intervention

3.2.1.1 Objectives and expected results
GEP3’s strategy for integrated Qur’anic education (IQE) focuses on the improvement of
education in IQSs, with the aim of providing meaningful and relevant quality basic education for
IQE learners.46 The final outcomes expected are: improved learning outcomes in basic literacy and
numeracy (especially for girls), improved retention of girls, and, to a lesser extent, increased
enrolment of girls.
At school-community level, the IQSS focuses on introducing innovative approaches to improve the
quality of education, including through facilitator47 training and mentoring, and through enhancing
the capacities of proprietors and communities for improved management of IQSs.
3.2.1.2 Intervention strategy
GEP3 targets registered IQSs that have accepted integration and largely operate as communitybased initiatives, but that are willing to build links with government for the purposes of monitoring
and technical support. GEP3 selected IQSs where girls already constitute a substantial proportion
of the enrolled pupils.48 The primary target population are disadvantaged girls and boys attending
IQSs and out-of-school girls and boys whose parents are not willing to send them to formal schools
but who may be more open to sending them to an IQS (UNICEF, 2017a). The previous 2015

46

UNICEF (2017a). After the GEP3 re-design in 2014, the focus of GEP3 support shifted from supporting the integration of Qur’anic
schools to ensuring that Qur’anic schools, once they have agreed to integration, are able to implement the integrated curriculum at
a level of quality such that pupils actually learn. GEP3’s IQS strategy was revised in 2016–2017. A revised strategy paper was
published in August 2017, re-emphasising the focus on improving the quality of education at IQSs, and creating an enabling
environment for IQS learners. This evaluation focuses on the enabling environment at school level; not the enabling environment at
government level, which is also targeted by GEP3.
47 Teachers of secular subjects in IQSs are referred to as facilitators.
48 GEP3-supported IQSs should have at least 40% of enrolled pupils who are girls (UNICEF, 2015a).
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Strategy Paper focused more strongly on girls as the primary target population, while the updated
2017 Strategy Paper focuses on learners—girls and boys.49
During the 2015–2017 period 200 IQSs per state across the six GEP3 LGAs in Niger, Bauchi and
Sokoto received a full school-level support package. In all states, except Bauchi, the IQSs that were
supported during this period had already been targeted during GEP3’s initial years.50 During the
scale-up phase (2017–2020) the project seeks to expand to an additional 7,500 IQSs, of which
4,500 will receive GEP3 financial support to implement the support package.
The IQSS package at school-community level consists of the following core activities:
1. Training and mentoring of IQS facilitators
GEP3 supports cluster-based training that aims to strengthen facilitators’ classroom practices
and to ensure facilitators become more effective teachers of core subjects. Two facilitators
who teach core curriculum subjects are targeted per IQS.
GEP3 initially planned to train facilitators according to an approach used by the TDP that
was slightly adapted to the IQS context. The intention was to train facilitators on a TDP-based
curriculum during a five-day induction workshop at the LGA level, followed by monthly
cluster-level training/mentoring meetings. The training was to be delivered by members of
the Teacher Development Team (TDT), who are mainly recruited from the states’ Colleges of
Education, and Teacher Facilitators (TFs), who are government education officials. This version
of the IQS facilitator training/mentoring was implemented between August 2015 and
September 2016.
However, the TDP-based approach presented challenges when applied in an IQS context.
The training content was aligned with the public primary school curriculum, while IQSs have
their own curriculum. In addition, the TDP-based programme assumes more structured
teaching environments and pedagogical skills than are often present in IQSs. Due to these
challenges, GEP3 supported the development of a new training programme that is
specifically developed for an IQS context. This adapted training for IQS facilitators has been
implemented since October 2016.
The adapted training consists of a staggered training cycle of four multi-day workshops, one
each term, during which facilitators learn teaching approaches for Hausa literacy, numeracy
and basic science.51 The new approach uses a whole-language approach to Hausa teaching,
which introduces children to continuous texts from the outset to build an understanding of
vocabulary and meaning.52 Furthermore, the adapted training focuses on building facilitators’
capacity to develop their own lesson plans and teaching and learning materials. Trainings are
delivered in the language of the immediate environment (i.e. Hausa).

49

For example, the 2015 Strategy Paper indicates that 'the main objective of the IQS intervention is to provide an acceptable
alternative form of quality basic education for girls in integrated Qur’anic schools'.
50 In Bauchi, a whole new list of IQSs was selected in 2015, and therefore these IQSs may have received GEP3 support for the first
time.
51 The workshops last five days, four days, three days, and three days, respectively. Over the 15 days, 75 sessions are covered: 20
sessions on Hausa literacy, 14 sessions on numeracy, nine sessions on basic science, 14 sessions on lesson plan preparation and
teaching and learning materials, six sessions on songs and games, and 12 sessions on other topics, including child tracking, IQS
quality indicators, and roles and responsibilities of the CBMC.
52 This is in contrast to a phonics-based approach, where children begin by learning letters and sounds and gradually build towards
comprehension (Kitta, 2016).
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The training is delivered at the LGA level by members of the TDTs and TFs. TFs are selected
from among well-performing peer IQS facilitators, and mentored by experienced TDT
members. Each school is meant to receive SSVs three times a term from a TF. Cluster-level
meetings are envisioned once a term at the LGA level, organised by TFs.53
Table 21 summarises the key differences between the initial and the adapted approach to IQS
facilitator training. The number of days and frequency of face-to-face training that facilitators
receive has increased under the adapted approach, and the mentoring support is more
intensive.
Table 21:

Differences between the two facilitator training and mentoring approaches
TDP-based approach

Adapted approach

One five-day workshop

Four workshops: of five, four, three, and
three days, respectively

One facilitator per school trained in the
first cohort, second teacher trained in the
second cohort

Two facilitators per school trained at the
same time; three LGAs per state trained in
first cohort, a further three LGAs per state
trained in second cohort

Child-centred teaching pedagogy,
including learning centre management,
participation of pupils in class, time
management, gender and inclusive
education

Teaching Hausa using a whole-language
approach; teaching strategies for numeracy
and basic science; lesson planning;
development of teaching and learning
materials; sensitisation on gender
sensitivity and handling challenging
situations in IQSs

12 TDT members and 30 TFs per state

Eight TDT members and 12 TFs per state

TFs are education officials

TFs are IQS facilitators

Cluster-level meetings

Once a month

Once a term

SSVs

Were not originally planned, but centrebased visits by GEP3 Output 2 leads and
TFs were scheduled later on (between six
and 10 IQSs each month)

Each TF visits each school they support
three times a term

Training delivery

Training content

Support staff

Each TDT member visits each school they
support once a term

Source: UNICEF (2015a), UNICEF (2016b), UNICEF (2017a)

2. Provision of classroom teaching and learning materials
GEP3 distributed locally available classroom materials for facilitators and learners. Each IQS
was intended to receive a box containing five Hausa alphabet chats, six Hausa consonant and
vowel flash cards, five Hausa alphabet textbooks, 20 Hausa alphabet handwriting workbooks,
and five Hausa numerical textbooks (UNICEF 2016a). Besides these teaching and learning
materials, the adapted training approach envisioned that facilitators would develop their own
lesson plans and Hausa story charts. Story charts are used for teaching Hausa literacy using
the whole-language approach.

53

SAME/SUBEB supervisors are involved in providing centre-based support, and are intended to eventually take over this function
from TFs and TDT members.
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The revised GEP3 Strategy Paper on IQSs (UNICEF 2017a) states that GEP3 also plans to
distribute lesson plans for all the yearly lessons of the P1–P3 curriculum content and an IQS
facilitator handbook.
3. Enhancing awareness and building capacity of proprietors
The original 2015 GEP3 Strategy Paper on IQSs (UNICEF 2015a) included a provision for head
teacher training aimed at improving head teachers’ centre-based management and
pedagogical skills. This component was revised upon the recognition that many IQSs do not
have a head teacher position. Instead of head teacher training, the proprietor of each IQS
was invited to participate in the first day of the five-day training block of the adapted IQS
facilitator training. This day of training is aimed at developing a common vision for an ideal
IQS and using the vision to develop quality indicators (UNICEF 2017a). As a member of the
CBMC, proprietors will also attend CBMC trainings.
4. Enhancing awareness and building capacity of CBCs
The capacity building approach for CBMCs follows the training approach for SBMCs in public
schools, as promoted by the Universal Basic Education Commission (UBEC). CBMCs receive
training at the LGA level on the roles and responsibilities of the CBMC and gender-responsive
whole centre development planning.54 An output of the training is that the CBMC develops (or
is involved in developing) a Whole Centre Development Plan (WCDP), which is a set of key
priority activities that the CBMC and the school intend to implement during the school year to
enhance the learning environment.
The training targets four members of each CBMC: the chair and secretary are expected to
attend, plus two other members selected by the community from the CBMC membership.
Three members of each CBMC are also invited to a separate training on financial
management, which is a requirement for receiving a school grant (see below). A cascade
training approach is used, with national master trainers training state-level training teams.
The state trainers—sourced from SAMEs, SUBEBs, LGAs, and CSOs—conduct the cluster-level
training.
After the training, the CBMC trainers conduct follow-up visits that combine effectiveness
monitoring and mentoring. Visits are scheduled termly (three times a year) by LGA officials
and CSOs, who administer a standard monitoring tool on each visit that assesses CBMC
effectiveness based on functionality, implementation of the WCDP, school grant disbursement
and utilisation, and community mobilisation. In addition, independent enumerators managed
by state GEP3 teams conduct monitoring in a sample of IQSs to quality assure the CBMC
effectiveness monitoring.
As part of the revised IQS strategy in 2017, GEP3 may assist the training of members of
mothers' associations in the future. In addition to CBMCs, UNICEF promotes the
establishment of a mothers' association in each community where an IQS is established.

54

According to the GEP3 Strategy Paper on SBMCs (UNICEF, 2015b) the roles and responsibilities training will enable new members
to understand the SBMCs policy, guidelines on the establishment of CBMCs, and activities expected to be carried out by CBMCs.
The whole centre development training builds the capacity of members to effectively participate in evaluating the strengths and
weaknesses of their school, to identify improvement priorities, and to mobilise resources to support implementation. The financial
management training gives CBMC members basic skills to ensure school resources are effectively used to achieve improvement
objectives.
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5. Provision of school grants
GEP3 provides school grants to support CBMCs to implement priority activities identified in
the WCDP. Grants are distributed in accordance with the national School Improvement Grant
guideline, which was agreed in February 2016 in a stakeholder workshop conducted by
UBEC.55
According to the GEP3 Strategy Paper on SBMCs, the grants are intended to fund activities
that contribute to the enrolment or retention of girls in the IQS, particularly for teaching and
learning materials and separate toilet facilities for girls. 56 According to the national guideline,
eligible investments include teaching and learning materials, initiatives and tools to enhance
learning, and minor rehabilitation works; there is no explicit requirement for activities to
contribute to the enrolment and retention of girls. Major infrastructure expenditure,
operational costs, teacher salary payments and contributions toward school feeding are not
eligible, because these expenditures are considered to be too expensive to be covered by the
grant.
To be eligible to receive a school grant, schools must meet the following requirements:






must have a functional CBMC that has undergone grant management training;57
must have developed and submitted a WCDP for the current year, endorsed by the
LGEA and SUBEB;
must have a functional, separate bank account for the school grant;
for subsequent implementation, must have implemented up to 100% of activities in
the approved school improvement plan of the previous grant, accompanied by
corresponding financial and monitoring and evaluation reports; and
a CBO, FBO or CSO should be involved in the monitoring and reporting of the grant
utilisation in schools.

CBMCs submit their grant application to the LGEA, which screens it and forwards it to the
SAME for approval. UNICEF receives all applications, and makes the payments. Each IQS is
eligible for a grant amount of NGN 250,000 per year. UNICEF will provide a grant to a CBMC
at most twice over a two-year period.
Government officials monitor grant receipt and utilisation. In October 2017, GEP3 state teams
will carry out monitoring of grant management and utilisation using a standardised
monitoring tool. Results from the monitoring will determine whether the school is eligible to
receive a further grant for the 2017/18 school year. 58
At supra-school level, GEP3 conducts advocacy to encourage stakeholders to formalise an
operational framework and coordination mechanism for IQE. GEP3 also aims to strengthen recordkeeping and data management in IQSs, and integration of data on IQE into the EMIS.

55

These guidelines were adapted from guidelines that had previously been developed under the GPE project (UNICEF, 2016b).
Niger State adopted a state-specific version of these guidelines in June 2016 (UNICEF, 2016a), while Bauchi State adopted them in
August 2016 (UNICEF 2016c).
56
According to the GEP3 Strategy Paper on SBMCs, a secondary objective of the GEP3 grant is to encourage the provision of grants
by government to support implementation of Whole School Development Plans.
57 Grant management training refers to training that covers the module on financial management that is included in the standard
UBEC SBMC training guide that is used for training all SBMCs/CBMCs (Communication with UNICEF, dated 02 June 2017).
58 Communication with UNICEF, dated 24 August 2017.
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In Niger, the targeted IQSs are registered with the SAME, which is the lead agency coordinating
the implementation of the support. In Bauchi, 191 GEP3 IQSs are managed by the SUBEB. The
remaining nine IQSs fall under the Bauchi State Agency for Mass Education (BASAME).
Table 22 presents the target results that GEP3 aimed to achieve during the pilot period and scaleup period.
Table 22:

GEP3 target results for IQSS
2015–2017

Number of facilitators trained
Average attendance rate of IQS facilitators at cluster meetings
Number of head teachers trained

b

Percentage of schools (primary and IQS) with Whole School
Development Plans which include activities addressing girls’
enrolment and retention

2017–2020a

1,200

15,000

95%

95%

300

3,750

80%

80%

a

2017–2020 targets only include scale-up schools, not original pilot schools
The GEP3 logframe includes targets for number of head teachers trained, although head teacher training is adjusted to target proprietors as
part of the revised IQS strategy.
b

Source: GEP3 logframe June 2017.

3.2.1.3 Intervention logic
Figure 10 presents the intervention logic of GEP3’s IQSS, building on the intervention logic
developed at baseline and integrating new elements from UNICEF’s revised IQSS strategy. Its focus
is at the school and community level. A detailed ToC is reviewed in Chapter 4.2 as it forms an
integral part of the contribution analysis approach that is used for the evaluation of the IQSS.
The main logic of GEP3’s IQSS is that pupils’ learning, especially girls’, can improve in IQSs when
the IQS can provide quality basic education, which requires that facilitators teach more effectively
and that the school environment improves and becomes more girl-friendly. Effective teaching is
expected to improve by GEP3 supporting facilitator training and mentoring, sensitisation of
proprietors, and the distribution and preparation of teaching and learning materials. CBMC
training and the provision of school grants are expected to contribute to an improvement in the
school environment. At the government level, GEP3’s support will strengthen institutional
mechanisms and capacities to deliver quality IQE and mainstream IQE data into the EMIS, which
provides a state-level enabling environment for IQE in terms of improved institutional
coordination, sustained financial support for IQSs, better data reporting mechanisms, and
improved monitoring and support supervision.
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Figure 10:

3.2.2

Intervention logic of the IQSS

Context of the intervention

This section provides a brief overview of the political and economic context in Niger and Bauchi
states, and how this relates to the states’ support and funding for GEP3 activities. The overview
covers the period between the baseline and midline evaluation rounds, from the last quarter of
2015 until June 2017. It was not within the scope of the implementation review to conduct
primary research on the contextual situation in the GEP3 states, and only limited secondary
information could be obtained. The context overview is therefore primarily based on the GEP3
quarterly progress reports and a desk review of the states’ education sector strategies. Because
the evaluation of the IQSS component is limited to Niger and Bauchi states, this section and the
next focus only on these two states and do not assess the implementation context and fidelity in
Sokoto State.
3.2.2.1 Niger State
Over the last two years, political transitions, competing priorities, and economic hardship in
Niger State have affected the release of state funds for education, teachers’ salary payments,
and government counterpart funding and support for GEP3 activities. At the time of the baseline
study in 2015, the Niger State government had just been restructured. The Ministry of Education
turned into the Ministry of Education, Science and Technology, and a new Honourable
Commissioner and other new Chief Executives were appointed (UNICEF, 2105b). From end-2015
until mid-2016, the state government carried out an extensive and resource-intensive screening of
civil servants (UNICEF, 2015b). This resulted in salary delays because civil servants could only be
paid once they had been successfully screened (UNICEF, 2016a). During the same period,
widespread power outages and limited availability and high prices of fuel led to a drop in internally
generated revenues, which affected the release of budgeted funds and further contributed to
delays in teachers’ salary payments (UNICEF, 2016a). By June 2017, stakeholders reported that the
economic situation in the state had generally improved (UNICEF, 2017c).
During this period of economic hardship and competing priorities, GEP3 stakeholders
encountered difficulties in securing counterpart funding from the state for GEP3 activities, which
affected the planned scale-up activities (UNICEF, 2016b). From the third quarter of 2016,
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however, stakeholders perceived that commitment toward GEP3 was increasing, and several key
government officials, including the newly appointed Special Adviser to the Governor on Girl Child
Education, pledged their full support for an increased improvement in GEP3. Counterpart funding
for GEP3 was approved, although it continued to be the case that funding for some activities (e.g.
quality assurance) was not released (UNICEF, 2016d). In June 2017, there were political transitions
across all ministries, including the retirement of the Permanent Secretary of the Planning
Commission, who had been actively involved in GEP3 scale-up activities (UNICEF, 2017c).
The security situation in the state was mostly calm, although salary payment delays caused
political tension. Some security challenges in mid-2017 were reported, such as cattle rustling and
sporadic kidnapping; as well as cases of meningitis, which sometimes affected GEP3 activities
(UNICEF, 2017c).
Niger State adopted its current Education Medium-Term Sector Strategy in January 2016. The
sector strategy outlines five priority areas for investment between 2016 and 2018: improving
planning and management in the education sector through institutional strengthening and
capacity building, increasing the rate of enrolment and gender parity, increasing equity and
inclusiveness in enrolment, ensuring an adequate supply of qualified teachers, and securing
sustainable funding for education.
3.2.2.2 Bauchi State
At the time of the baseline study in 2015, Bauchi State was in the process of appointing a new
Commissioner of Education and SUBEB chairperson. Some agencies and extra-ministerial
departments were also undergoing reorganisation, which resulted in the SUBEB UNICEF focal
person and some desk officers being transferred to other posts (UNICEF, 2015b). The appointment
of a Commissioner of Education in January 2016 was followed by a resource-intensive staff
verification exercise (UNICEF, 2016b). Staff verification activities were still ongoing in June 2017,
and had expanded to include monthly verifications of teacher documents before salary payments
were made (UNICEF, 2016d, 2017c). As in Niger, stakeholders in Bauchi report that the staff
verification exercise led to delays in teachers’ salary payments (UNICEF, 2016a).
SUBEB and LGEA staff, and teachers themselves, were heavily involved in the staff verification
exercise, which reportedly slowed down the implementation of several GEP3 activities (UNICEF,
2016a). GEP3 also encountered difficulties in securing counterpart funding for GEP3 activities,
initially because funds could not be approved until political appointments had been finalised, and
later because government contributions to GEP3 were not released while salary payments of civil
servants were still outstanding (UNICEF, 2015b, 2016c). In the last quarter of 2016, a GEP3 Desk
Officer was appointed in the Ministry of Budget and Economic Planning, which resulted in the
mainstreaming of GEP3 activities into SMoE and SUBEB budgets for 2017 (UNICEF, 2016d).
As a result of security enhancement measures in the state, the security situation was generally
good. Heavy rains in mid-2016 affected access to hard-to-reach schools and agriculture production
(UNICEF, 2016c).
While there is an overarching Bauchi State Education Strategic Plan, spanning the period from
2009 to 2018, we were not able to obtain a current Medium-Term Sector Strategy Operational
Plan. According to the GEP3 quarterly progress reports, the Governor of Bauchi State appointed a
21-person taskforce in the second quarter of 2016 to reshape the entire education sector (UNICEF,
2016a). As reported in the progress reports, investments in infrastructure, including the
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renovation and construction of classrooms and schools, and the provision of furniture, have been
a key priority for the education sector in Bauchi over the past two years.
3.2.2.3 Other programmes in Niger and Bauchi states
It is of interest to understand what other interventions schools, teachers and pupils in Niger and
Bauchi may be exposed to in addition to the GEP3 intervention. In Niger, the Transforming
Education in Niger State (TENS)59 programme is a state initiative running from 2016 to 2019
targeting public primary and secondary schools to sustainably address challenges facing the Niger
education sector. Among other things, the programme aims to improve learning access, enhance
infrastructure, increase the recruitment and training of qualified teachers, and launch a
compulsory five-day teacher training programme. TENS is a key investment for Niger State. In
Bauchi, Northern Education Initiative Plus is implementing an early-grade reading intervention in
all public primary schools and in a set of non-formal learning centres that the initiative has
established. The intervention includes intensive teacher training for P1–P3 and support for
coaching and mentoring from government officials. It is being implemented in all GEP3 LGAs,
except for Zaki. It is possible that facilitators from GEP3 IQSs may have received training under
TENS in Niger or Northern Education Initiative Plus in Bauchi if they also teach in a public primary
school.
3.2.3

Fidelity of the intervention implementation

This section summarises the activities that have been conducted up until July 2017 as part of
GEP3’s IQSS in Niger and Bauchi. Secondly, it describes to what extent these activities have
reached the intended schools and participants, and to what extent these participants have
participated in these activities or made use of the materials and resources distributed. As
presented in Chapter 2.1, the data come from GEP3 quarterly progress reports, and primary data
from the GEP3 midline survey among 60 sampled IQSs, complemented with qualitative data from
the case study research in six IQSs in Bauchi and Niger. We attempted to triangulate the survey
data with the training monitoring data provided by GEP3, but facilitator and school names could
not be robustly matched between the two sources, and facilitators reportedly trained according to
the monitoring data were not always represented on the IQS teacher rosters generated during the
GEP3 midline survey. Therefore, the information on reach and participation is largely based on the
GEP3 midline survey.
3.2.3.1 Training and mentoring of IQS facilitators
TDP-based facilitator training and mentoring (August 2015 – September 2016)

Table 23 provides a review of the actual implementation of the initially planned, TDP-based
facilitator training and mentoring. The five-day induction workshops took place as planned in
two different facilitator cohorts, although the envisioned subject matter training was not
implemented due to the redesign of the IQS facilitator training.
The cluster-based meetings took place at lower frequency than planned: instead of monthly,
they happened approximately once a term. According to GEP3 progress reports, attendance at the
cluster-based meetings was very high for the first two meetings (over 90%), but only 54.7% of
59

http://tens-niger.com/
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trained facilitators attended the last meeting in August 2016 across Niger, Bauchi, and Sokoto.
Poor attendance was attributed to heavy rainfalls, poor road conditions, and the harvest (UNICEF,
2015b, 2016b, and 2016c). At school level, while SSVs were initially not planned as part of the
facilitator training strategy, Output 2 GEP3 Lead Teachers and TFs were later scheduled to
conduct SSVs to IQSs. 60 In Bauchi, all targeted schools were reportedly visited between April and
June 2016 and between July and September 2016, while in Niger, only a small proportion of
schools were visited.61
During cluster-based meetings and observations by the TFs and TDTs, it was noted that facilitators
were gradually improving in their use of child-centred teaching techniques. However, several
challenges were noted: facilitators were often not using lesson plans during their lessons, had no
instructional materials available, and did not involve learners in their lessons (UNICEF, 2016a,
2016c). It was noted that lack of support from proprietors and learners’ parents, and nonconducive teaching environments, may have contributed to facilitators’ difficulties with
implementing certain aspects of the training (UNICEF, 2016a).
Table 23:
mentoring

Overview of activities conducted for the TDP-based facilitator training and

Activities conducted

Bauchi

Niger

Five-day induction workshop
 Took place at LGEA level
 Covered general child-centred teaching pedagogy,
including learning centre participation of pupils in
class, time management, gender and inclusive
education

 Cohort 1: Aug/Sept 2015
 Cohort 2: Aug/Sept 2016

 Cohort 1a : Aug/Sept
2015
 Cohort 2: June 2016

 Envisaged training on subject matter (English,
mathematics and science) was not implemented

Cluster-based meetings
 Each LGEA formed a cluster; took place at LGEA
level

 Covered general teaching pedagogy, including
classroom management, time management, use of
instructional materials and participation of learners
during the class

Four meetings: Oct 2015, Feb
2016, April 2016 and Aug
2016

Three meetings: Oct 2015,
Feb 2016 and Aug 2016

April–Jun 2016: 200 visits

April–Jun 2016: 11 visits

July-Sep 2016: 200 visits

Jul-Sep 2016: 14 visits

SSVs
 Output 2 GEP3 leads, in collaboration with TDTs and
TFs, conducted monitoring and mentoring visits to
the IQSs, during which they observed at least one
lesson and provided feedback to the observed
facilitator
a

Two facilitators per IQS were invited to the induction workshop in two different training cohorts (one facilitator per cohort)

Source: EDOREN, based on GEP3 Year 4 Annual Report (UNICEF, 2016e); GEP3 Year 4 Quarterly Progress Reports (UNICEF, 2015;
2016b); GEP3 Year 5 Quarterly Progress Reports (UNICEF, 2016a, 2016c)

60
61

The Output 2 GEP3 Leads were scheduled to visit between six and 10 IQSs each month (UNICEF, 2016b).
Communication with UNICEF, dated 08 January 2018.
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Table 24 summarises the attendance at the TDP-based facilitator training. In each cohort, 200
facilitators per state were targeted and these target numbers were almost fully reached. Few
female facilitators attended the training, particularly in Bauchi.
Table 24:

Attendance at the TDP-based facilitator training

Attendance at trainings
Number of participants of Cohort 1

Number of participants of Cohort 2

Bauchi

Niger

F: 3

F: 27

M: 195

M: 172

F: 2

F: 41

M: 198

M: 159

Source: UNICEF (2015b), communication with UNICEF, dated 08 January 2017

Adapted facilitator training and mentoring (October 2016 – July 2017)

Table 25 provides a review of the actual implementation of the adapted facilitator training and
mentoring. As planned, training workshops took place in two separate cohorts, with each cohort
consisting of three LGAs per state. In both Niger and Bauchi, the first LGA cohort started the fiveday training in December 2016, followed by the second four-day training in May 2017. In Niger,
the second LGA cohort had their first training in July 2017, while the training for the second LGA
cohort in Bauchi was postponed due to conflicting schedules and logistical issues (UNICEF, 2017e).
The training in Bauchi was delivered at the end of November 2017. 62
The cluster-based meetings took place once a term in Bauchi during the second and third terms
of the 2016–2017 school year, while in Niger only one meeting took place in the third and last
term. In Niger, the cluster-based meeting took place only in the three LGAs that had been trained
using the adapted approach, while in Bauchi, cluster-based meetings took place in all LGAs.
Facilitators in those LGAs who had not yet received the adapted training were supported based on
the initial TDP-based approach.63
Regarding SSVs, 12 TFs were recruited from the target IQSs in Niger and Bauchi to support the
peer-mentoring process. In Bauchi, the 35 TFs that had been recruited from among LGEA, SUBEB,
and SAME officials under the TDP-based approach continued to provide support to the targeted
IQSs. Therefore, in Niger each TF is meant to support 16 or 17 IQSs, while in Bauchi each TF only
supports between three and eight IQSs. SSVs had yet to start in Niger by July 2017, while in
Bauchi SSVs took place termly instead of monthly.64
Facilitators develop teaching materials and lesson plans during training workshops and clusterbased meetings. They are also encouraged to develop and write out their own lesson plans,
although it is recognised that facilitators might have limited time and commitment for this since
many do not receive a regular salary. The GEP3 progress reports discuss some challenges with the
62

Communication with UNICEF, dated 03 March 2017.
GEP3 State Coordinator, dated 03 September 2017 and dated 11 September 2017; communication
with Niger GEP3 State Coordinator, dated 06 September 2017.
64 Communication with Bauchi GEP3 State Coordinator d.d. 3 Sep 2017 and d.d. 11 Sep 2017; communication with Niger GEP3 State
Coordinator d.d. 6 Sep 2017
63Communication with Bauchi
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implementation of the training. In Niger, the Hausa-based training manuals are not well
understood by many facilitators and learners because of a lack of Hausa comprehension (UNICEF,
2017c). In Bauchi, inadequate preparation of lesson plans and insufficient teaching materials and
aids affected the implementation of the whole-language Hausa teaching approach (UNICEF,
2017b). 65 Interviewed facilitators from both a Bauchi as well as a Niger case study IQS considered
the whole-language approach more appropriate for older pupils (not P1–P3 pupils) or pupils that
already know the alphabet.
Table 25:
Overview of activities conducted for the adapted facilitator training and
mentoring, up until July 2017
Bauchi

Niger

1. Activities conducted
Training workshops
 Took place at LGA level
 Two facilitators per IQS trained at the
same time
 First day of first training covered quality
of the learning environment, the roles
and responsibilities of the CBMC, and
how to make their classroom
environments more vibrant

 Cohort 1 (Ganjuwa, Toro, Zaki
LGA): five-day training: Dec
2016; four-day training: May
2017

 Cohort 1 (Munya, Gbako, Rafi
LGA): five-day training: Dec
2016; four-day training: May
2017

 Cohort 2 (Alkaleri, Ningi, Shira
LGA): five-day training: Nov
2017

 Cohort 2 (Agaie, Mariga,
Mashegu LGA): five-day
training: July 2017

 Two meetings: March 2017,
July 2017

 One meeting: June/July 2017
in Munya, Gbako and Rafi only

 Two rounds of visits: March
2017, July 2017

 Expected to begin in Aug 2017

 Other training days covered teaching
Hausa using a whole-language approach,
teaching strategies for numeracy and
basic science, lesson planning, and
development of teaching and learning
materials for all three subjects
 Facilitator diaries (lesson planning tool)
and cumulative record cards (childtracking tool) yet to be distributed after
review in collaboration with FHI360

Cluster-based meetings
 One cluster per LGA, as before, took
place at LGA level

SSVs
 TFs meet the proprietor, observe one
lesson and share their observations with
the trained facilitator, discussing any
identified issues and providing support
for further improvements

Source: EDOREN, based on GEP3 Year 6 Quarter 1 Progress Report (2017c); GEP3 Year 5 Annual Report (2017b); communication
with Bauchi GEP3 State Coordinator, dated 03 September 2017 and dated 11 September 2017; communication with Niger GEP3
State Coordinator, dated 06 September 2017; communication with UNICEF, dated 31 May 2017

Table 26 provides a summary of the extent to which facilitators have participated in trainings,
cluster-based meetings, and SSVs. Based on the information from the first LGA cohort, the GEP3
65

GEP3 is planning to address these challenges, e.g. in terms of adding more sets of teaching and learning materials, and reviewing
the training approach in Niger to address the language barrier (UNICEF, 2017b).
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progress reports indicate that the targeted number of facilitators for the training workshops
(200 facilitators across three LGAs – two facilitators per IQS) was reached. Training attendance
monitoring data for the first cohort suggest that all targeted facilitators teach secular subjects,
that all facilitators who attended the first training also attended the second training, and that all
IQSs in Bauchi sent two facilitators to the training. 66
According to the GEP3 midline survey, combining data for the first and second cohort, a high
percentage of schools (82% in Niger and 94% in Bauchi) sent at least two facilitators to the fiveday training (or at least one facilitator if the school only has one facilitator 67). Head teachers in
about a third of schools in Niger and Bauchi reported that more than two people at the school had
attended the five-day training workshop.
The adapted training promotes a staggered training approach to allow feedback after applying the
knowledge and skills acquired, as well as ongoing experience-sharing (UNICEF, 2017a). Among
surveyed facilitators who attended the first five-day training workshop, a high percentage (88%
in Niger and 92% in Bauchi) also attended the second four-day training. Almost all surveyed
facilitators who attended the training found the training useful for their day-to-day teaching
practice. The facilitators interviewed as part of the case study research were in general eager to
attend the training and appreciated its usefulness, although facilitators from Nupe-speaking
communities in Niger struggled to understand the content delivered in Hausa. The case study
research also indicates that the stipend received to attend the training incentivised participation,
but also resulted in competition among facilitators and in some proprietors wanting to attend
despite them not being facilitators.
Few female facilitators participated in the training. In addition, data from the GEP3 midline survey
suggest that female facilitators are not given preference to attend the training:68 Although 50%
of sampled schools in Niger have a female facilitator teaching secular subjects, only 23% of schools
sent a female facilitator to the training. In Bauchi, two of the 15 schools that had received training
have a female facilitator, but neither school sent a female facilitator to training.
While the majority of trained facilitators in Bauchi have attended a cluster-based meeting, less
than half of the trained facilitators in Niger LGAs where the cluster-based meeting was organised
(Munya, Gbako, and Rafi), had done so. The majority of trained facilitators had participated in an
SSV in the last term.69 Interviews in case study schools confirmed that SSVs had been happening,
although there were mixed views regarding the usefulness of these. In all Niger case study IQSs, as
well as some Bauchi ones, the interviewed facilitators appeared happy with the SSVs, although in
all but one Niger school, facilitators could not give concrete examples of improvements that they
had made as a result of these visits. In one case study IQS in Bauchi that had not yet started the

66

Training attendance data for the first cohort in Niger listed only 99 facilitators for the first cohort, although 200 facilitators
attended both the five-day and the four-day training according to the GEP3 reports (UNICEF, 2017b, 2017c). The perfect correlation
between facilitators who attended the five-day training and those who attended the four-day training is in contrast to the GEP3
reports, which list slightly different numbers of female and male facilitators attending the two training workshops (UNICEF, 2017b,
2017c).
67 This applies only to one school. All other schools had at least two facilitators who taught secular subjects at the time of the
midline survey. It is possible that IQSs may have had a different number of persons teaching secular subjects at the time of the
training (given that the midline survey took place in October–November 2017). However, on average, we think that the current
estimate is likely to represent the situation at the time of the training.
68 According to the GEP3 Gender Strategy (UNICEF, 2017d) female teachers should be prioritised for training.
69 The last term was defined as April–July 2017. In Niger, the first round of SSVs took place between 12 and 16 August 2017. It is
likely that most respondents in Niger considered this round of SSVs to be part of the ‘last term’ and therefore answered ‘yes’ to this
question.
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adapted training, it was felt that the visits offered little real support: the visits were seen either as
not providing anything new, or as a series of intrusions where false promises were made.
Table 26:
mentoring

Overview of reach and participation of the adapted facilitator training and

Reach and participation

Bauchi

Niger

Number of participants of Cohort 1 during five-day training

F: 3
M: 197

F: 41
M: 159

Number of participants of Cohort 1 during four-day training

F: 7
M: 193

F: 37
M: 163

Number of participants of Cohort 2 during five-day training

-

Attendance at trainings a

F: 41
M: 159

Training workshops
Percentage of IQSs that sent the targeted number (or more) of
facilitators to the five-day trainingb

94%

82%

Percentage of IQSs that sent more than two facilitators to the
five-day training

33%

32%

Percentage of facilitators who attended the second four-day
training, after having attended the first five-day trainingc

92%

88%

Percentage of IQSs that have a female facilitator who teaches
secular subjects

16%

56%

Percentage of IQSs that sent a female secular subject facilitator
to training

0%

28%

73%

42%d

Percentage of head teachers reporting that school had received
an SSV in the last term

78%

86%

Percentage of trained teachers who participated in an SSV in the
last term

92%

76%

Cluster-based meetings
Percentage of trained teachers who had attended a clusterbased meeting

SSV

Indicators in Bauchi are limited to the three LGAs (Ganjuwa, Toro, Zaki) where training had taken place at the time of the survey
a

Based on data from the GEP3 Year 6 Quarter 1 Progress Report (UNICEF, 2017c), GEP3 Year 6 Quarter 2 Progress Report
(UNICEF, 2017e) and GEP3 Year 5 Annual Report (2017b)
b

For IQSs that have at least two secular subject teachers, the targeted number is two facilitators. For IQSs that have only one
secular subject teacher, the targeted number is one facilitator.
c This

indicator is limited to the six LGAs that have received the second four-day training workshop (Munya, Gbako, and Rafi in
Niger; Ganjuwa, Toro, and Zaki in Bauchi)
d

Limited to the three LGAs (Munya, Gbako, and Rafi) where a cluster-based meeting had taken place by July 2017.
Source: EDOREN based on GEP3 midline survey (2017)
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3.2.3.2 Provision of a package of classroom teaching and learning materials
Table 27 provides a review of the distribution of the classroom teaching and learning materials, as
reported by GEP3. Boxes, which reportedly contained the planned set of teaching and learning
materials, were distributed to the SAME or SUBEB (in the case of Bauchi). The government’s
distribution of materials to the individual schools was delayed, and from available data sources it
is not clear when and how many schools received these materials.
Table 27:
Overview of activities conducted for the distribution of classroom teaching and
learning materials
Activities conducted

Bauchi

Niger

Distribution of materials
 UNICEF distributed boxes of the
planned set of teaching and learning
materials to SAME
 SAME was responsible for distribution
of these materials to each school;
distribution was delayed due to Eid

 200 boxes distributed to SAME
between April and June 2016

 200 boxes distributed to SAME
between April and June 2016

 At the time of the report, no
monitoring data are available on how
many schools received the materials
from the SAME, and when they were
receiveda
a

The inception report for the adapted IQS facilitator training (Kitta, 2016) reports that in Bauchi, boxes of materials were still
stored at the SAME in September 2016. Following this report, GEP3 followed up with the SAME to request the distribution of
materials to the schools (Communication with UNICEF, dated 24 August 2017).
Source: EDOREN, based on GEP3 Year 5 Quarterly Progress Report (UNICEF, 2016a)

Table 28 summarises whether schools received the classroom teaching and learning materials, and
to what extent these are being used by facilitators, based on the information from the GEP3
midline survey. Almost all schools in Bauchi reportedly received the box of materials, while 84%
of schools did in Niger.
Qualitative interviews at the six case study IQSs confirm that the materials were received. While
the majority of case study schools received them in 2016, in one LGA in Bauchi an LGA officer
recounted that it took the SUBEB over one year to distribute the boxes, so that some schools only
received them in September 2017. Instructions regarding how the materials should be used were
either not given or were not clear. LGA officers confirmed that they were also not completely
clear on what instructions to give to facilitators on how to use the materials effectively, beyond
generic instructions to share them among pupils or to simply start using them in their classes.
This lack of clarity appears to have led to different approaches to the disbursement of the
materials for use, and, as a result, the presence of materials in the six case study IQSs varied.
While most schools had given out the notebooks and pencils to their pupils, this was not the case
for the Hausa and numeracy text books. Although some schools had also distributed the books
among their pupils, others kept them locked away in the box, usually at the house of the
proprietor or a high-ranking CBMC member, for fear of them being lost or destroyed. Both
approaches present challenges. In the IQSs that did distribute the learning materials and books
among their pupils, there was a lack of a strategy and clarity regarding how this should be done.
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As a result, the materials had been mostly lost or destroyed. Some facilitators said they do not use
the books in class anymore since there are only a few left and it would not be fair to the pupils
who no longer have books. The IQSs that did not distribute the books kept them stored away in
the box and only take them out when needed in class. One IQS in Niger leaves one copy of each
book on display in the classroom for pupils to read and keeps the rest stored away in the box. This
seems to be a promising strategy, since several children were observed reading the books outside
of regular lesson hours. Nevertheless, in only one of the six case study IQSs did a facilitator use the
materials during a classroom observation. Pupil FGDs in several schools confirmed that flash cards
had been used by facilitators, but this was periodic and not a regular occurrence. One facilitator
indicated that he had not many flash cards left because 'they are worn from use'. Another
admitted that his flash cards had gone missing. Only one of the six schools had the Hausa alphabet
chart on display in their classroom. In one school a facilitator had taken the charts to his house
and in another school the proprietor explained that the charts had previously been displayed on
the classroom wall but that the children had destroyed them. These findings are confirmed by
those from the quantitative midline survey. Although 98% of head teachers reported that the
materials are currently being used in their school, only a small proportion of facilitators were
observed using any of the materials during the observed Hausa and numeracy lessons.
Besides the teaching and learning materials distributed in 2016, facilitators were trained to
develop their own Hausa materials during the adapted facilitator training. Hausa story charts,
sentence cards, or word cards developed as part of the adapted facilitator training were used by
facilitators in about a quarter of the Hausa lessons that were observed as part of the GEP3 midline
survey.
Table 28:

Overview of reach and use of classroom teaching and learning materials

Reach and use

Bauchi

Niger

Percentage of head teachers/proprietors reporting that
school received teaching and learning materials

98%

84%

Percentage of head teachers/proprietors who could
show at least one copy of each teaching and learning
material

65%

57%

Percentage of observed Hausa or mathematics lessons
during which at least one teaching and learning material
distributed by GEP3 was used by the facilitator during
the lesson

17%

9%

Percentage of observed Hausa lessons during which a
story chart, sentence card, or word card was used by
the facilitator during the lesson

27%a

27%

a

Limited to the three LGAs (Ganjuwa, Toro, Zaki) that had received the adapted facilitator training at the time of the survey.

Source: EDOREN, based on GEP3 midline survey (2017)

3.2.3.3 Sensitisation of proprietors
As planned, proprietors of all GEP3 focus IQS were invited to attend the first day of the adapted
five-day facilitator training, together with two facilitators from their school (who attended the
remaining four days as well). Proprietors in Munya, Gbako, and Rafi in Niger State, and in
Ganjuwa, Toro, and Zaki in Bauchi State received this day of training in December 2016.
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Proprietors from the remaining LGAs in Niger received this day of training in July 2017, while
proprietors from the remaining LGAs in Bauchi received it in November 2017.
Based on data collected for the GEP3 midline survey, a representative of the school management
attended the first day of the facilitator training in almost all schools, although it was most often
the head teacher, and less frequently the proprietor, who attended. The assumption that most
IQSs only have a proprietor who takes care of day-to-day school management does not hold true,
particularly in Niger. In 81% of IQSs in Niger and 57% of IQSs in Bauchi, a head teacher-type
position exists, separate from the proprietor; this person carries out the day-to-day management
of the school. In 73% of cases where a head teacher or assistant head teacher was surveyed, who
operated next to a proprietor, the head teacher or assistant head teacher attended the training. In
81% of cases where the survey respondent acted as proprietor and head teacher, (s)he attended.
All surveyed respondents who attended the first day of the training reported that they found the
content of the training useful or very useful for the day-to-day management of the school. Most
surveyed head teachers and proprietors who attended the training indicated that since the
training they had made changes to the classroom environment. The most frequent changes to the
classroom environment reported were decorating the classroom walls, in Niger, and providing
more comfortable seating, in Bauchi. The most common reason given by head teachers and
proprietors for not having made changes was not having the resources available to do so.
Table 29:

Overview of reach and participation in the proprietor sensitisation

Reach and participation

Bauchi

Niger

Percentage of IQSs with a representative of the
school management attending the first day of
training

100%

95%

Percentage of IQSs with proprietor attending the
first day of the traininga

35%

24%

Percentage of persons trained who report having
made changes to the classroom environment

76%

81%

Indicators in Bauchi are limited to the three LGAs (Ganjuwa, Toro, Zaki) where training had taken place at the time of the survey.
a

This includes two IQSs (one in Bauchi and one in Niger) that do not have a proprietor because they are owned by the
community or government.
Source: EDOREN, based on GEP3 midline survey (2017)

3.2.3.4 CBMC capacity development
Table 30 provides a review of the activities conducted as part of the CBMC capacity development.
CBMCs received a five-day training on roles and responsibilities and whole centre development
planning. The training happened later than planned due to funding becoming available later than
expected; the training in Bauchi was further postponed due to management issues within the
SAME (UNICEF, 2016c, 2016d).
In addition, all CBMCs have received a one-day training on financial management, which is a
requirement for receiving a school grant. Training for some CBMCs was postponed because they
did not yet have a verified bank account.
Two rounds of CBMC effectiveness monitoring had been conducted by June 2017 by government
and CSOs. GEP3 staff conducted their own monitoring in a subset of schools.
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Table 30:

Overview of CBMC capacity development activities conducted

Activities conducted

Bauchi

Niger

Training on roles and
responsibilities
 Training was delivered at LGA  80 CBMCs trained in June 2016;
level

 Five-day training
 Covered sections on roles
and responsibilities and
school development planning
from the UBEC SBMC training
manual

120 CBMCs trained in Jan 2017

 200 CBMCs trained in Oct/Nov 2016

 Five members per CBMC invited for  Four members per CBMC invited for
training
training: chairperson, secretary,
treasurer, woman leader, one other  50% of participants were female
member

Training on financial
management
 Training was delivered at LGA  200 CBMCs trained in Apr 2017
level

 One-day training
 Covered section on financial

 Three members per CBMC invited
for training: chairperson, secretary,
treasurer

 127 CBMCs trained in Dec 2016; 33%
of participants were female
 73 CBMCs trained at an unspecified
date

management from the UBEC
SBMC training manual

CBMC effectiveness
monitoring and mentoring
 Carried out by enumerators,
who are mainly SAME staff

 First round in Feb–March 2017

 First round in Dec 2016

 Enumerators apply standard
monitoring tool

 Second round in Apr–June 2017

 Second round in Apr–June 2017

 Enumerators provide on-thespot feedback to CBMCs
Source: EDOREN, based on GEP3 Year 5 Annual Report (UNICEF, 2017b); GEP3 Year 5 Quarterly Progress Reports (UNICEF,
2016a, 2016c, 2016d); communication with UNICEF, dated 19 January 2017

Table 31 summarises to what extent the CBMCs participated in the capacity development
component, based on data collected for the GEP3 midline survey. CBMCs in Niger were less likely
to have participated in the training—both the training on roles and responsibilities, as well as the
financial management training—but were more likely to have received a monitoring visit
compared to CBMCs in Bauchi. On average, the surveyed CBMC members indicated having
received approximately three monitoring visits in the first half of 2017, which likely refers to the
two CBMC effectiveness monitoring rounds and GEP3 staff’s follow-up monitoring.
All six case study IQSs in Niger and Bauchi reported having attended CBMC capacity training.
Respondents in case study schools who had attended the training confirmed to have learnt about
the roles and responsibilities of the CBMC and its members, about resource mobilisation, fund
management, the WCDP, and sensitisation.
All trainings in Bauchi were conducted in Hausa, while in Niger, around three-quarters of trainings
were conducted in Hausa, and the others in English or Nupe. Almost all surveyed CBMC members
reported that they understood the trainers well, and found the two trainings useful.
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Table 31:

Overview of CBMC capacity development reach and participation

Reach and participation

Bauchi

Niger

Percentage of CBMCs reported receiving training

88%

81%

Percentage of CBMCs for which the chair (or vice-chair),
secretary and two other members attended training

54%

26%

Average number of CBMC members attending training

4.3

3.4

Percentage of CBMCs reported receiving training

86%

76%

Average number of CBMC members attending training

3.3

3.1

Percentage of CBMCs that report receiving at least one
monitoring visit between January and July 2017

65%

88%

Average number of monitoring visits received between January
and July 2017 among CBMCs who have received at least one visit

2.5

2.6

Average number of members present during most recent
monitoring visit

4.2

4.3

Training on roles and responsibilities – school
development planning

Training on financial management

CBMC effectiveness monitoring and mentoring visits

Source: EDOREN, based on GEP3 midline survey (2017)

Regarding who participated in the training, in Niger only 26% of CBMCs had all the targeted CBMC
members participating, while this was the case for 54% of CBMCs in Bauchi (see Table 31). Figure
11 further details which CBMC members attended the two capacity development trainings. CBMC
chairpersons and treasurers in Niger were less likely to attend the training than in Bauchi. In
general, in Niger the trainings were less likely to reach the target group. In Bauchi, woman leaders
were specifically invited to the training on roles and responsibilities, while in Niger they were not.
This is reflected in the higher percentage of women leaders that attended this training in Bauchi,
although this was still only the case for around half of the CBMCs.
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Figure 11:

Who attended the CBMC capacity development trainings?
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3.2.3.5 Provision of school grants
All school grants were intended to be distributed in the beginning of the 2016–2017 school year,
but the distribution of the grant to the majority of CBMCs was delayed because CBMCs did not
have valid, verified bank accounts (UNICEF, 2016d). In Niger, according to GEP3 progress reports,
127 CBMCs had received school grants by December 2016, which rose to 196 CBMCs by June 2017
(UNICEF, 2017c). These CBMCs received an amount of NGN 250,000 as planned. In Bauchi, the
GEP3 Year 6 Quarter 1 progress report indicates that payments of school grants had been made to
183 CBMCs by June 2017 (UNICEF, 2017c). Following further communication in February 2018,
UNICEF clarified that while funds were processed to be transferred, only 17 CBMCs in Bauchi had
actually received the grant because the bank accounts of the majority of CBMCs were not
operational.
According to the data from the GEP3 midline survey (collected in October/November 2017), 93%
of CBMCs in Niger reported having received a school grant during the 2016–2017 school year, and
all the CBMCs that received the grant confirmed receiving an amount of NGN 250,000.70 None of
the 30 sampled CBMCs in Bauchi reported that they had received a grant during the 2016–2017
school year, while two CBMCs in Bauchi reported that they had received a grant for the 2017–
2018 school year. The majority of these CBMCs were not aware of the reason why they had not
yet received the grant. The qualitative research confirms that CBMCs members in Bauchi do not
understand why they have not received the grants, which is creating discontent about GEP3 not
delivering on what the school had been expecting.

70

Almost all CBMCs that reported having received a grant acknowledged that UNICEF funded the grant. One CBMC attributed the
funding to the LGEA/LGA.
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GEP3 state teams and government partners are monitoring grant utilisation. One round of
monitoring was conducted by government monitoring officers in Niger in June 2017 (UNICEF,
2017c).
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4

Update to the ToC of the IQSS intervention

4.1

Introduction

The intervention ToC has an important methodological role in the evaluation of GEP3’s IQSS.
While causal inference in the case of the evaluation of the RANA early learning intervention is
derived from counterfactual comparison using a control group, contribution analysis, used in the
evaluation of IQSS, infers causality from a reasoned ToC. Therefore, in this section we present an
in-depth discussion of the ToC of the IQSS intervention.
As part of the GEP3 baseline evaluation, the ToC was updated and further elaborated based on the
baseline findings. This included a discussion of the causal linkages and mechanisms, a formulation
of assumptions and the identification of alternative explanations for the intended outcomes.
Given the changes to the IQSS intervention design—i.e. the redesign of the facilitator training and
the revision of the head teacher training—the ToC had to be revisited again as part of the midline
evaluation.
As part of the revisiting of the ToC, DFID and UNICEF were invited to validate and comment on a
proposal of an adjusted ToC, as well as to prioritise the assumptions that they consider most
salient. The evaluation team received feedback from UNICEF, which has helped update the ToC of
the IQSS intervention.

4.2

Presentation of the overall ToC

Figure 12 presents the overall ToC of GEP3’s IQSS at school level.71 The IQSS evaluation focuses on
three contribution claims represented in this ToC:
1. GEP3’s IQSS contributes to more effective teaching of formal subjects in IQSs (IQSS → O1);
2. GEP3’s IQSS contributes to an improved, girl-friendly school environment in IQSs (IQSS → O2);
and
3. more effective teaching of formal subjects and an improved, girl-friendly school environment
contribute to improved learning levels, particularly among girls (O1 + O2 → I1).
The causal linkages, assumptions and alternative explanations for each of these contribution
claims are discussed below.
The following core adjustments are made compared to the ToC presented in the baseline report:


Since the head teacher training has been phased out as an IQSS intervention,72 it is replaced at
the output level by ‘Proprietors are sensitised’. This reflects the IQS proprietors being invited to
the first day of the IQS facilitator training.



A one-day participation in the IQS facilitator training by the proprietors, which replaces an
initial multi-day training course for head teachers, is unlikely to have the same outcomes. It

71

UNICEF’s strategy for supporting IQE covers more than the school level. For example, it also encompasses state-level institutional
strengthening. This state-level support is not the focus of this evaluation component, although it is part of its context.
72 The planned head teacher training was phased out because the GEP3 team considered it redundant in light of the observation
that there were no head teachers to train in IQSs (no targets). The GEP3 baseline findings indeed found a lack of clarity about
leadership roles in IQSs, which makes it difficult to identify whose leadership capacities to build. It may be that there is no clear
‘candidate’ for head teacher/pedagogical leader who has the qualification and is in a position to take up pedagogical leadership.
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cannot be expected that this will increase pedagogical leadership in the IQS. This intermediary
outcome is removed from the ToC (see below).


The facilitator training seeks to help facilitators prepare their own teaching and learning
materials. There is therefore a potential link between the facilitator training and the
availability and development of teaching and learning materials.

Figure 12:

ToC of GEP3’s IQSS

4.3

Contribution claims

4.3.1

GEP3's IQSS contributes to more effective teaching of formal subjects in IQSs
(Contribution Claim 1)

4.3.1.1 Causal linkages and mechanisms
GEP3’s strategy for IQE aims to provide meaningful and relevant quality basic education for IQE
learners.73 The core causal pathway by which this goal is to be achieved is by improving the quality
of education at IQSs through more effective, gender-sensitive teaching of the formal, secular
subjects included in the harmonised integrated curriculum.74 We conceptualise effective teaching
as a combination of the following attributes: 1) demonstrated teaching competency, drawing on
three types of knowledge (subject knowledge, pedagogical knowledge, and curriculum
knowledge); 2) use of a pupil-centred learning approach; 3) time on task; 4) effective use of
teaching and learning materials; and 5) no observable gender bias during teaching practice.75

73

UNICEF (2017a).
UNICEF’s revised IQSS strategy (UNICEF, 2017a) indicates that the quality of education at IQSs must meet an acceptable quality
for the P1–P3 levels of formal education system.
75 At the time of the ToC revision the new IQS facilitator training materials were still under development, including the gendersensitive aspect. This has led to the evaluation tailoring the conceptualisation of ‘gender-sensitivity’ to match the teaching
approach and teacher class practice promoted by the GEP3 intervention (Communication with UNICEF in June 2017).
74

© EDOREN

110

Midline Evaluation of the Girls’ Education Project Phase 3

The core causal pathway for achieving more effective teaching is by improving IQS facilitators’
knowledge and skills through four quarterly blocks of residential training, complemented with
ongoing mentoring/support visits. While the training intervention has changed, the causal
mechanism by which to achieve more effective teaching is still for IQS facilitators to improve the
skills and knowledge they need to be effective teachers. The adapted training approach combines
multi-day residential training with school-based mentoring by experienced TFs and TDTs to
reinforce the newly acquired knowledge and skills. At the same time, peer interaction encourages
facilitators to discuss the acquired knowledge and skills, share experiences, and provide feedback
based on a collaborative relationship among peers.
GEP3’s IQSS contributes to more effective teaching through a second mechanism: an increase in
facilitator motivation. While increased facilitator motivation is not a direct intended objective of
the intervention, the mentoring, continuous support, and use of the local language is assumed to
increase facilitators’ motivation. The assumed logic is that peer interaction and ongoing support
increase the facilitators’ perceived teaching efficacy, self-confidence and self-esteem, which
results in increased motivation, as expressed in (i) more interest and enjoyment in their work, (ii)
more effort being made, (iii) more importance being attached to their work, and (iv) less pressure
and tension being experienced in relation to their work. This in turns enhances the likelihood of
facilitators actually applying their improved knowledge and skills, and spending increased time on
task on activities that benefit student learning.
While an improvement in gender-sensitive class practices of facilitators was initially identified as
a pathway to particularly improve the quality of girls' education, the programme has not clearly
defined the concepts nor the mechanisms for how this is to be achieved. GEP3’s ToC assumes
that teacher capacity building will promote the use of a gender-sensitive teaching approach.76 In
addition, GEP3’s Strategy Paper on School-Based Teacher Development states that IQS facilitators
will be trained on gender-supporting delivery methods; and that GEP3 will further reinforce efforts
to promote gender equality in teaching and learning, and support teachers to confront and
challenge gender biases.77 The new IQS strategy paper furthermore includes the principle that
capacities and skills that IQS facilitators need to obtain through the trainings should not be limited
to effective teaching/learning practices, but should also enable them to develop awareness and
appropriate behaviours, such as necessary gender sensitivity.78 Furthermore, GEP3’s 2017 gender
strategy indicates that teachers’ capacity to include girls in classroom learning will be improved
and will receive additional guidance on gender, non-violence, and discipline. However, none of the
documents specify what the focus of the gender guidance or capacity building for facilitators will
be. The training sessions of the first two rounds of the adapted facilitator training do not address
gender in teaching practice. UNICEF indicated during the revision of the IQSS ToC that the gendersensitive aspect will be strengthened during future content development.
The distribution of Hausa teaching and learning materials contributes to more effective teaching
because materials provide guidance for the teacher during the teaching process and facilitate the
transfer of knowledge between teachers and pupils. By providing materials in the mother tongue
their use is assumed to be more effective and may motivate teachers more. This requires teachers
to have the pedagogical knowledge and skills to effectively use the materials during teaching
practice. GEP3 distributed a set of literacy and numeracy materials in 2016. The new IQS facilitator
76

The GEP3 ToC includes as a causal assumption in regard to capacity development of formal primary and IQS teachers that
teachers who make their classroom girl-friendly through the use of gender-sensitive teaching approach will improve girls’
attendance and learning (UNICEF, 2015d).
77 UNICEF, 2015c.
78 UNICEF, 2017a
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training also includes the preparation of simple teaching and learning materials, as well as
developing facilitators’ capacity to prepare them using resources found in the IQS environment.
Their use is integrated in the lesson plans and they are meant to make the learning experience
more enjoyable for the pupils and the teachers.
It is not clear how the newly introduced sensitisation of IQS proprietors during the first day of
the IQS facilitator training—covering quality indicators for an ideal IQS, some school management
issues (such as roles and responsibilities of CBMC and centre-based development planning), and
how to create a class setting conducive for learning—will contribute to more effective teaching. It
is unlikely to contribute to more effective teaching through increased pedagogical leadership, as
was assumed in the previous intervention strategy. It is plausible, though, that it will increase
proprietors’ awareness about the quality parameters of an IQS and a learning-conducive
classroom environment, which may strengthen proprietors’ support for more effective teaching of
formal subjects – for example, by scheduling time for formal subjects.79
The baseline ToC assumed that an improved, more girl-friendly school environment and
improved monitoring and support supervision by local government education staff would
contribute to more effective teaching. A better school environment, in terms of infrastructure,
classroom conditions, safety, and relationships between different actors in the school, can
improve teachers’ and pupils’ comfort, and their feeling of wellbeing, in the school. It can also lead
to increased instructional time by creating the physical conditions required for teaching (e.g.
electricity). Improved government monitoring and support supervision can contribute to better
school management and can motivate facilitators and proprietors to continue providing the
integrated curriculum, as it signals government support for integration and introduces a possible
accountability mechanism. However, UNICEF cautions against expecting much improvement in the
school environment in terms of infrastructure as the school grants are too small to allow for large
investments. Also, since IQSs are private institutions that are only loosely connected with the
education administrative system, UNICEF suggested that the contribution of state or LG(E)A
support supervision and monitoring to more effective teaching of the integrated curriculum may
be restricted.80 Nonetheless, through improved school management/planning and more local
resource mobilisation some effect on the school environment can be expected, with subsequent
contributions to a better teaching and learning environment (see below).
While more effective teaching is assumed to contribute to improved learning outcomes,
improvement in learning outcomes can in turn contribute to an increase in facilitators’
perceived teaching efficacy and motivation since (s)he gets a sense of being able to achieve
desired learning outcomes. An increase in girls’ enrolment and retention may also affect teaching
practices: first, it may contribute positively by creating a more girl-friendly school environment,
which in turn can support gender-sensitive teaching practices; second, it may have a negative
effect by increasing pupil–classroom ratios and PTRs.
4.3.1.2 Assumptions
Assumptions are defined here as influencing conditions that enable causal linkages and
mechanisms to work, or impede them doing so. Key assumptions underlying the causal chain of
79

UNICEF doubts that there is a direct link between proprietors being sensitised and facilitators' teaching becoming more effective.
UNICEF argue that the sensitisation of the proprietors will contribute to improved teacher attendance and facilitators being better
supported by proprietors (Communication with UNICEF in June 2017). However, it is not clear how the proprietor sensitisation
might contribute to improved teacher attendance since teacher attendance was not an explicit topic of the sensitisation.
80 Communication with UNICEF in June 2017.
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Contribution Claim 1 are presented in Figure 13. The salience of the assumptions was reviewed by
UNICEF as part of the midline evaluation. The assumptions coloured in grey are considered to be
relatively less salient. Also, given that the potential contribution of state and LG(E)A support
supervision and monitoring and proprietor sensitisation to GEP3 outcomes is considered relatively
less important, or has been reduced, the underlying assumptions regarding their contribution are
also considered less salient in relation to achieving the intervention outcomes.
Figure 13:

Causal package and underlying assumptions of ‘more effective teaching’

4.3.1.3 Alternative explanations
We consider two alternative, non-GEP3-related explanations for more effective teaching that
could also be sufficient for the intended change in teaching in the IQSs to be observed:




Facilitators build capacity in other ways. If facilitators in the GEP3 IQSs participate in other
training or capacity building processes during the GEP3 project period, teaching could become
more effective regardless of GEP3. Such capacity building may take place when facilitators are
also teachers in public primary schools. Furthermore, if new facilitators who have a higher
teaching competency level are employed, teaching may also become more effective.
Facilitators are motivated in other ways. If facilitator remuneration or working conditions
improve without any influence by GEP3 interventions, facilitators may become more
motivated and may teach more effectively, regardless of GEP3. Changing community
perceptions of the importance and role of the facilitator may also affect their motivation.
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4.3.2

GEP's IQSS contributes to an improved, girl-friendly school environment in IQSs
(Contribution Claim 2)

4.3.2.1 Causal linkages and mechanisms
Mainly through its support to CBMCs, GEP3 seeks to improve the school environment of the IQS
and to make it more girl-friendly. We consider the school environment to include the school's
facilities and classroom conditions, its security and perceived safety, and the school’s organisation
and institutional culture (in terms of leadership, organisational processes, relationships between
school stakeholders, and community/parent perceptions about the school and its integrated
education). The school environment affects the learning experience of the pupils, as well as the
teaching experience of the facilitators. GEP3 seeks to contribute to the girl-friendliness of the
school environment in the IQS, promoting gender-sensitive whole centre development planning
and actions that improve the school experience of girls and a school organisation that supports
gender equity.
The core causal pathway by which the school environment is improved is by improving school
management and the mobilisation of more resources. Additional resources that are mobilised
can be invested in critical inputs that address barriers to education and that are prioritised in
school development plans. Better school management is assumed to improve the school
environment. Through the development of a WCDP, strengths and weaknesses in the school
environment are assessed, priorities for improvement identified, and resource mobilisation
actions outlined. Through the active participation of the CBMC—which is meant to represent the
different school stakeholders—the priorities and preferences of various stakeholders are
considered: in particular, the preferences of women and girls. It is assumed that women and girls’
participation in the school management better signals girls’ needs and strengthens the demand for
girl-friendly school inputs. Furthermore, better school management entails more adequate
financial management and record-keeping, which supports planning and transparency, and hence
more effective use of resources provided by the community or other external donors. Given the
often low-resource setting of the IQSs, monetary and non-monetary resource mobilisation is a
necessary condition to translate development plans into investments. UNICEF’s revised IQSS
strategy now also foresees a role for mothers’ associations in collaborating with CBMCs to
mobilise support for IQS pupils and to influence other women in the community so as to develop a
more caring, respectful, and protective environment for IQS learners.
Through a functional CBMC, community representatives are involved in the IQS. CBMC training is
assumed to improve CBMC functionality and consequently community involvement in and support
for the IQS. Increased community involvement in, and support for, IQSs is a secondary
mechanism through which IQSS can contribute to an improved school environment. The
assumed logic is that if the community becomes more involved in the management and decision
making of the IQS then they will be more likely to support it financially or with other resources due
to community ownership of the IQS. Furthermore, community members are able to better hold
school leaders and teachers accountable for the quality of the school environment and
attendance, both because, through their involvement, they are more aware of what occurs in the
school, and because they have a stronger sense of school ownership.
The main means to achieve the above intermediary outcomes is the training, mentoring, and
monitoring of the CBMC members. The training aims to improve their understanding of their roles
and responsibilities, which can enable school management and resource mobilisation because
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management and supervisory tasks and functions will be better defined (e.g. teacher attendance
monitoring, planning, and fundraising). By training CBMC members on whole centre development
planning their skills in school planning are meant to improve. The inclusion of gender in the
training curriculum aims to create awareness of the issue, which is subsequently assumed to result
in more gender-responsive whole centre development planning. Training on resource mobilisation
and financial management is meant to make CBMC members more able to mobilise and manage
resources. The periodic mentoring/effectiveness monitoring visits can reinforce and refresh the
learning from the training workshops, providing practical feedback tailored to the context of each
IQS. Monitoring can signal deficiencies, based on which action can be taken, and can increase
accountability by directing attention to the achievement of results. GEP3 will support government
staff to carry out termly CBMC effectiveness monitoring, providing a tool that is meant to improve
CBMCs’ monitoring capacity.
Beyond the role of the CBMC, the sensitisation of the proprietors as part of the facilitator training
is meant to sensitise and orient them on the quality of the learning environment and some school
management issues (such as the roles and responsibilities of CBMC and centre-based
development planning). This is assumed to contribute to better school management because it
may make proprietors more aware of what issues to focus on as part of school management, and
how to work with CBMCs to improve the school environment.
The school grants directly contribute to an increase in school resources and, given that they are
meant to help CBMCs implement priority activities in the WCDP that directly contribute to
enrolment or retention of girls, can improve the girl-friendliness of the school environment.
UNICEF does not expect the school grants to result in infrastructural school investment because of
their limited size and because major infrastructure expenditures are ineligible for grant use. The
grants can also work as an incentive for CBMC members to develop their capacity, as school grants
are provided on the condition that CBMC members have participated in the training. Furthermore,
the management of the grant can improve overall community-based school management through
a ‘learning-by-doing’ capacity building approach for the CBMC, which is meant to manage the
resources.
Gender-sensitive class practices and the increased presence of girls in the IQS, due to increased
enrolment and retention, can strengthen the creation and maintenance of a school climate that
signals an openness to girl pupils and can create a social environment where girls feel welcome
among their peers.
4.3.2.2 Assumptions
Figure 14 presents the assumed influencing conditions that enable causal linkages and
mechanisms to work (or impedes them) in the causal chain between GEP3’s IQSS and an improved
and more girl-friendly school environment. The salience of the assumptions was again reviewed by
UNICEF as part of the midline evaluation. The assumptions coloured in grey are considered to be
relatively less salient. Also, given that the potential contribution of state and LG(E)A support
supervision and monitoring to GEP3 outcomes is considered relatively less important, the
underlying assumptions of their contribution are also considered less salient to achieving the
intervention outcomes.
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Figure 14:
Causal package and underlying assumptions of ‘improved, girl-friendly school
environment’

4.3.2.3 Alternative explanations
We consider the following alternative, non-GEP3-related explanations for an improved, girlfriendly environment that could improve the school environment and make it more girl-friendly:


CBMC members and school leadership improve their capacity through other means. School
management and resource mobilisation can be improved by new stakeholders becoming
involved in the IQS, regardless of GEP3 support. For example, a philanthropist may take an
interest in the IQS or the IQS may start benefitting from the influence or competencies of a
highly educated or/and respected community member. It is not only difficult to identify all
such influences but it will also be hard to separate out GEP3’s influence in such instances since
CBMC training promotes such involvement. Some CBMC members may also be members of
the SBMC in the neighbouring public primary school, and may build their capacity through
their participation in management of the public primary school.

4.3.3

More effective teaching of formal subjects and an improved, girl-friendly learning
environment contribute to improved learning levels, particularly among girls
(Contribution Claim 3)

The examination of the third contribution claim was not included in the scope of the midline
evaluation. In line with the GEP3 Evaluation Framework, learning outcomes are only measured at
baseline and endline. Nonetheless, in the interests of comprehensiveness we review the updated
third contribution claim.
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4.3.3.1 Causal linkages and mechanisms
The main final outcome that GEP3 aims to achieve with its IQSS is for pupils learning outcomes to
improve, particularly for girls.81 More effective teaching is considered to be a critical
contributing factor, which will be supported by an improved, more girl-friendly school
environment. As these two factors improve and result in better quality education, girls’ retention
is also assumed to increase. In addition, girls’ enrolment is expected to increase because of an
increased demand for girls’ education as a result of more community involvement and support for
IQSs. Girls’ retention and enrolment are not further discussed below, as they are not the focus of
this evaluation. However, it is important to note that increased retention and enrolment can in
turn influence effective teaching and the school environment, as was discussed in the previous
sections.
International studies indicate that what teachers know, what they do, and how much they care
accounts for more variance in pupil achievement than any other policy-amenable variable (Hattie
2003). Several mechanisms are at play that may cause more effective teaching to lead to
improved learning outcomes for girls. First, the combination of improved subject knowledge and
pedagogical skills, supported by fit-for-purpose teaching and learning materials, can enable more
competent and equipped facilitators to better support pupils’ learning achievement in the
classroom. By teaching in a more gender-sensitive manner, the teacher’s interaction with the girl
pupil improves, which can improve the quality of the girl’s education and provide additional
motivation for her to learn. Second, student-centred teaching methods—a competency that GEP3
training intends to strengthen—encourages children, especially girls, to attend schools, which
increases the pupil’s actual instructional time and can, therefore, increase learning. Third, the use
of the pupil's mother tongue during teaching can enable better knowledge transfer and motivate
pupils to pay attention. Fourth, effective teaching also entails facilitators attending and teaching
when in school (as a result of better school management). This, again, can increase the actual
instructional time, and hence positively influence learning outcomes.
To the extent that the school environment is more conducive to girls learning, learning
achievement is further strengthened. Again, the causal mechanisms here are several. First,
improved physical conditions under which teaching and learning take place (e.g. less overcrowded
classrooms or more learning-conducive class infrastructure) enhance the degree of support that
teachers can provide and the attention that pupils can give to learning, and influence the
instructional time as protection against rain, or light during evening classes, enable classes to take
place. Second, parents and community perception about IQE is likely to influence pupils' ability
and motivation to attend classes. Third, a protective, comfortable and caring school environment
affects pupils’ experience of schooling, which is likely to lead to more frequent attendance and
greater engagement in the schooling environment. To the extent that the school environment is
more girl-friendly, girls’ school experience is particularly enhanced.
4.3.3.2 Assumptions
Figure 15 presents the assumed conditions that need to be in place for more effective teaching
and an improved, girl-friendly school environment to contribute to improved learning outcomes,
81

UNICEF’s revised IQSS strategy seems to put less emphasis on girls as a core target group of the intervention. While the 2015
Strategy paper (UNICEF, 2015a) formulated the intervention’s aim as 'providing access to quality education for girls in Integrated
Qur’anic Schools (IQS)', the revised strategy seeks to provide meaningful and relevant quality basic education for IQE learners in
general – boys and girls.
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particularly for girls. We do not focus here on assumptions related to retention but many of the
presented assumptions are relevant to achieving the retention of girls.
Figure 15:

Causal package and underlying assumptions of ‘improved learning outcomes’

4.3.3.3 Alternative explanations
We consider the following alternative, non-GEP3-related explanations that could also be sufficient
to explain improved learning outcomes:


Improved access and quality education in other schools. The baseline data demonstrate that
IQSs are not the only alternative for accessing formal education. Some pupils are enrolled in
both IQSs and public primary schools. The extent to which pupils attend the two schools
depends on many interacting factors, such as accessibility of the public primary school, the
relative cost of attending public primary schools, and poverty of the parents, as well as cultural
beliefs and social norms with regard to formal education and girls’ access to this. If these
underlying factors change, public primary school attendance may increase and learning
outcomes may improve, regardless of the integration of formal education in Qur’anic schools.
The quality of education also plays a role. Access to public primary school does not necessarily
result in improved learning outcomes. To the extent that the quality of education in the public
primary schools that IQS pupils are attending becomes better, their learning outcomes can
improve. Furthermore, in less remote areas pupils may attend vocational or other training,
which may provide some form of basic education or motivate pupils to learn. Finally, in more
urban areas formal private schools may also attract pupils, which can affect their learning
outcomes.



Changes in the composition of the pupil population. Over time, the IQS may attract a
different pupil population: for example, younger pupils start the integrated curriculum or more
pupils with previous education experience are attracted to the IQS. To the extent that their
learning outcome levels are different from the learning levels of the baseline population,
changes in the average learning outcome in the IQS may be observed, regardless of whether
there is improved teaching or an improved school environment.
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5

Analysis of the quantitative data of the RANA early learning
intervention

This chapter presents an analysis of the quantitative survey data for the evaluation of the RANA
early learning intervention at midline. The analysis is structured into six sections, of which the first
four sections provide evidence on the first seven evaluation questions. The eighth evaluation
question is answered in the Synthesis Report, which draws together various sources of evidence.
Most sections begin with a descriptive analysis of how schools in the treatment group have
changed between baseline and midline. This is followed by the results of the impact analysis,
which exploits the random assignment of schools into treatment and control groups to examine
whether descriptive trends observed in the treatment group over time are likely to have occurred
as a result of the RANA intervention. When differences/impact on an indicator are statistically
significant, this is explicitly defined in the text as a significant difference/impact.


The first section presents descriptive trends and impact estimates of pupil learning outcomes
in Hausa and English literacy (Evaluation Question 1), which represents the final, key outcome
indicator targeted by the RANA intervention. Because of the panel nature of the pupil sample,
the impact analysis takes a panel difference-in-differences approach. Estimates of programme
impact are presented through graphs that show point estimates for average treatment effects
on the outcome indicators and 95% confidence intervals for these effects. This means that the
probability that the true treatment estimate will fall within this area is 95%. When confidence
intervals of such estimates do not overlap with zero, this is an indication that the treatment
effect is truly different from zero.



The second section presents descriptive trends and impact estimates of pupil retention
(Evaluation Question 6). Pupil retention is only measured at midline, measured as the
proportion of pupils that were retained at the same school between baseline and midline. The
impact estimates are therefore obtained through a post-treatment comparison between
treatment and control groups. Estimates of programme impact are presented through graphs
that show the point estimates of the midline means for treatment and control schools and 95%
confidence intervals for these point estimates. When confidence intervals of one group do not
overlap with the point estimate of the other group, this is an indication that treatment and
control groups are truly different from one another.



The third section presents descriptive trends and impact estimates of teachers' knowledge
and teaching practices (evaluation questions 2–5). Improvements in teachers' knowledge and
practices are intermediate outcomes targeted by the RANA intervention, through which
improvements in pupil learning outcomes are expected to be achieved. Because of changes to
the teacher sample between baseline and midline, the impact estimates are obtained through
a post-treatment comparison between treatment and control groups. Estimates of programme
impact are presented in the same way as the impact estimates of pupil retention described
above.
The fourth section presents descriptive trends of changes to the teaching context in which
children are learning. Findings from this section, as well as findings from the implementation
review, are used to answer Evaluation Questions 7.





The fifth section presents teacher and pupil characteristics and the sixth section presents a
regression model that focuses on correlations between the main learning outcome variables
and their main influencing factors. These sections do not amount to a causal analysis of
impact, but instead explore in more depth the relationships between pupil learning outcomes
and pupil-, teacher- and school-level characteristics over time.
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A larger set of descriptive statistics, including mean estimates, standard errors and number of
observations for each variable on average and by state, is included in Annex C.

5.1

Pupil learning outcomes

Box 6: Summary of impact of RANA on pupil learning outcomes
Evaluation Question 1: To what extent does the early learning intervention improve Hausa literacy and English
language learning outcomes among girls and boys in the early grades in primary schools and IQSs? To what extent
does it reduce the gap between the learning outcomes of the lowest performing pupils and the expected
outcomes?
Summary evidence:
Hausa literacy learning outcomes


RANA has had a small significant impact on pupils’ average Hausa scale scores. This impact on the average
score is not large enough to have resulted in a shift in the proportion of pupils falling into each performance
band.



The impact of RANA on the average Hausa scale score is also observed in the sub-sample of IQSs, and is of a
similar magnitude for girls and boys.



In public schools, RANA has had a small, significant impact on the proportion of girl pupils in the bottom
performance band. There is no evidence of a significant impact of RANA on boys in public schools. In absolute
terms, the impact of RANA on girls’ Hausa literacy in public schools is very small.
English literacy learning outcomes


RANA has had a small significant impact on the average English score in public schools, but not in IQSs.
These effects attributable to RANA in public schools are more accentuated for girls than boys.



There is also robust evidence that RANA has resulted in a reduction in the proportion of boys that fall into
the bottom performance band for English literacy. No similar effect is observed for girls.

Reducing the gap


The impact of RANA on average literacy scale scores is driven by improvements made by pupils in the lowest
performance band. However, these improvements in both languages do not seem to be sufficient to
reduce the gap between observed and expected learning outcomes, with no or very little movement in the
performance bands.

This section of the report reports on the final outcome indicator targeted by the RANA early
learning intervention: improvements in pupils’ Hausa and English literacy learning outcomes.
The section begins with a description of how pupil learning outcomes have changed between
baseline and midline in treatment schools. Following this, the results of the impact modelling are
presented, which show to what extent RANA has had an impact on pupil learning outcomes in
comparison to the counterfactual situation of no treatment.
The analysis of data on learning outcomes presented in this report uses estimates of pupil
achievement based on Rasch modelling. This approach allows for valid comparisons to be drawn
across learning assessments administered to different grades and over different years. As such, a
scaled score is the mathematical transformation of a pupil’s raw scores in order to report her
score on a continuum consistently over the years, and across different versions of the assessment
(Bangladesh Directorate of Primary Education, 2013; Outhred, 2015). Rasch analysis also allows for
test difficulty and pupil ability to be reported independently on the same scale. In addition, a
scaled score of, say, 500 means the same at midline in 2017 as it did at baseline in 2015.
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The Rasch scores, which are expressed in logits, were obtained for a total of 1,970 panelled pupils,
917 girls and 1,053 boys, at baseline and at midline. The scores for all pupils were then
transformed onto a scale with a mean of 500 and a standard deviation of 100. The transformed
scores, which we will refer to as scale scores, are precise measures of where pupils sit along the
achievement scale. In the table below, the values of the means and standard deviations of the
scale scores are presented for the treatment group and for each assessment domain.
Table 32:
schools

Means and standard deviations of Hausa and English scale scores in treatment

Mean (𝑚)
Standard deviation (𝑠𝑑)

English literacy (n=918)
Baseline
Midline
458.99
535.47
89.50
90.62

Hausa literacy (n=918)
Baseline
Midline
461.60
534.43
83.44
102.01

Based on the scale scores, proficiency levels were computed for each pupil, based on which
proficiency band the pupil falls within: pre-literacy, emerging literacy, and basic literacy. This
variable is used to describe changes in the standard of learning over time.
The proficiency bands were developed as part of the baseline assessments. For the English
assessment, a benchmarking workshop was undertaken in November 2015. For the Hausa
assessment, the cut-off scores were drawn to reflect the English literacy proficiency ranges. In
other words, the skills that fall within each proficiency range for Hausa are similar to the skills
within the same proficiency range for English literacy.
Table 33 describes the range of knowledge and skills expected by pupils achieving within each
proficiency band.
Table 33:
Proficiency
range

Hausa and English proficiency level descriptions
Description of the knowledge and skills of pupils achieving within this range
Hausa literacy

Pre-literacy

Pupils who achieved within the preliteracy range were able to demonstrate
some of the following skills: knowledge
of print concepts, identify the initial
letter in his/her name, and write the
initial letter in his/her name.

Emerging
literacy

In addition to the skills above, pupils
achieving within this range were able to
demonstrate at least some of the
knowledge and skills within the range
expected by the P1 curriculum. Pupils
achieving within this range were able to:
sound out letter sounds, spell some high
frequency words, and read a short
passage with limited accuracy.
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English literacy
Pupils who achieved within the pre-literacy range were
able to demonstrate some of the following skills:
knowledge of print concepts, understanding and
responding verbally with a grammatically correct
sentence to a simple question about their age,
understanding and responding verbally with a
grammatically correct sentence to a simple question
about their name, and saying the initial letters of a
familiar object and animal.
In addition to the skills above, pupils achieving within
this range were able to demonstrate at least some of
the knowledge and skills within the range expected by
the P1 curriculum. Pupils achieving within this range
were able to: verbally compose a short grammatically
correct sentence in the continuous present tense in
response to a question about a picture, listen to a short
passage and remember specific details to respond
verbally to a question, and copy words that were clearly
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Basic
literacy

5.1.1

In addition to the skills above, pupils
achieving within this range were able to
demonstrate at least some of the
knowledge and skills within the range
expected by the P2 curriculum. Pupils
achieving within this range were able to:
identify similar sounds, read high
frequency words, spell high frequency
words with accuracy, copy a sentence,
sound out letter sounds, and read a
short passage.

shaped and correctly orientated, with an understanding
of space and full stops.
In addition to the skills above, pupils achieving within
this range were able to demonstrate at least some of
the knowledge and skills within the range expected by
the P2 curriculum. Pupils achieving within this range
were able to: use phonic knowledge to say the initial
sounds of familiar animal names; listen to a short
passage and remember specific details so as to respond
verbally to a question (one-word answers were
acceptable); use knowledge of common inflections in
spellings; display knowledge of plurals; write the answer
to a question; use phonic knowledge (and awareness)
to read upper and lower case letters; spell simple high
frequency words accurately; read high frequency words
and phonically decodable two-syllable and threesyllable words that include common diagraphs and
adjacent consonants (e.g. 'black') in simple sentences;
understand and respond in writing with a grammatically
correct sentence to a simple question about the
position of an everyday item; listen to two sentences
and respond verbally to a question with a grammatically
accurate sentence; independently read for meaning a
short text with a range of sentence structures, high
frequency words, and two-syllable and three-syllable
words that include common diagraphs and adjacent
consonants; verbally compose a short grammatically
correct sentence in the continuous present tense in
response to a question about a picture; copy words that
are clearly shaped and correctly oriented, with an
understanding of space and full stops; use appropriate
intonation when reading texts with a range of sentence
structures, high frequency words, and two-syllable and
three-syllable words that include common diagraphs
and adjacent consonants; use knowledge of common
inflections in spellings, including plurals, to write the
answer to a question; read a range of simple sentences
with high frequency words, phonically decodable twosyllable and three-syllable words that include common
diagraphs and adjacent consonants (e.g. 'black')
independently; remember specific details from a short,
simple read text to respond verbally to a question; and
read a simple sentence for meaning and complete a
missing word using the correct spelling.

Change in pupils’ learning outcomes over time

5.1.1.1 Hausa literacy learning outcomes
Figure 16 shows the change in the distribution of Hausa literacy scores among pupils in treatment
schools. Findings from the assessments show evidence of progress over the period, as the spread
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of scores shifts rightwards, with a statistically significant growth in the mean score at the 1%
level.
Change in Kernel density estimates of Hausa literacy achievement
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Figure 17 presents the change in the distribution of pupils by performance band for the Hausa
literacy assessment. In treatment schools, the proportion of pupils achieving within the emerging
Hausa literacy range increased significantly, from 1.2% at baseline to 5.9% at midline. Basic levels
of proficiency in Hausa also increased significantly, from 1.6% to 3.9%. However, the vast majority
of pupils who demonstrated pre-literacy skills at the start of P2 did not progress beyond this level
two years later, by the start of P4.
Figure 17:

Percentage of pupils in each Hausa proficiency band at baseline and midline
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The results of the midline assessments indicate that 90% of pupils have not yet acquired the
range of skills expected by the P1 curriculum, and are thus not ready to learn more advanced
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knowledge and skills. Among this sub-sample of lower proficiency students, there is a large and
significant increase in the average score, by 74 points. This means that while there were no major
changes in the standard of learning over the period, notable progress was made among pupils at
the lower end of the ability spectrum.
English literacy learning outcomes

Figure 18 shows the change in the distribution of English literacy scores among the treatment
group. A comparison of the baseline and midline distributions shows progress over the period,
evidenced by a substantial shift in the spread of scores toward the right, with a statistically
significant growth in the mean score at the 1% level.
Change in Kernel density estimates of English literacy achievement
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The findings suggest substantial advances in the standard of learning. The results indicate that a
large share of pupils have moved up from the lowest band, as shown in
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Figure 19. The proportion of pupils demonstrating skills at the lowest range, pre-literacy,
decreased by 21% over the period. About 32% of pupils reached basic literacy proficiency, up from
just under 10% at the start of P2.
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Figure 19:

Percentage of pupils in each English proficiency band at baseline and midline
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Gender differences in learning outcomes

Figure 20 summarises the distribution of scores at midline by gender for both Hausa and English
literacy. The scale scores are plotted along the y-axis; the x-axis represents the proportion of
students achieving across the range of scores. The graph shows that girls form a larger share of
pupils achieving at the lower end of the ability distribution in English, and at the very low end of
the ability distribution in Hausa. This unevenness is reversed at moderate levels of ability, in that
boys have a higher representation along the middle and upper range of scores.
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Figure 20:

Distribution of Hausa and English literacy achievement at midline, by gender
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The analysis of the baseline assessment data revealed that, overall, male students tended to
outperform female students, but that gender differences were not pronounced in all school types.
Mean literacy achievement at baseline was higher for boys in IQSs, and on average girls and boys
performed at the same level in public primary schools.
One-way analysis of variance showed that the gap between boys and girls persists in treatment
schools at midline, and this difference is significant at the 1% level. Moreover, IQSs continue to
outperform public schools on average (p < 0.01). Also consistent with the baseline findings is the
finding that mean achievement is higher for boys than girls in IQSs in both English (p < 0.01) and
Hausa (p < 0.05). For public primary schools in treatment areas, the midline assessments do not
suggest any significant mean level gender disparity in English literacy. However, in contrast with
the baseline findings, there is preliminary evidence of a possible gender gap beginning to emerge
in Hausa in public schools, with boys achieving at a slightly higher level on average (p < 0.10).
Hausa and English literacy achievement at midline, by gender and school type

Public schools
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Figure 21:
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One explanation given at baseline for the observed differences in achievement between IQSs and
public schools was the age difference between the IQS and public school sub-samples. Pupils in
the IQS sample are considerably older than pupils in the primary school sample, and, consistent
with theoretical expectations, older children performed better on the baseline assessments than
younger children. The midline assessment results also show that performance increases with
age, with a moderate-to-high correlation between test scores and age (0.38 for Hausa literacy
and 0.42 for English literacy; p < 0.01).
Learning outcomes, gender and student age

The baseline test scores revealed that P2 pupils reaching higher proficiency levels tended to be
adolescents, with students in early childhood (six years or younger) and middle childhood (sevento 10-year-olds) overrepresented at the pre-literacy level. This finding holds true for the Hausa
midline assessments, which show that among the small proportion of pupils achieving within
the basic literacy range of scores, the majority are adolescents (aged 11 years or older). It is
important to emphasise two points here: first, that there are few children achieving at the basic
level in Hausa, and, secondly, it should be reiterated that changes in the standard of learning in
Hausa literacy over the period are small.
For English, the midline data show an expansion in learning among teens, evidenced by a large
majority of pupils in this cohort now performing at the emerging and basic levels, which is a
significant improvement from baseline. At baseline, 84% of students within the seven to 10 age
range were achieving within the pre-literacy range of scores. By midline this figure had dropped to
68%. Interestingly, the data also show an increase in the proportion of pupils in middle
childhood at basic proficiency levels. Taken together with the previous results, the findings point
to notable improvements in the standard of learning across the cohort.
As a final note, analysis of the midline data reinforces the baseline finding that gender differences
are most pronounced among adolescent students, and that the gender gap widens with age.
5.1.2

Impact of RANA on pupils’ learning outcomes

Hausa literacy learning outcomes
After about one-and-a-half years of RANA programme intervention, the impact modelling finds
robust evidence that the programme has had a small but significant impact on average scores in
Hausa literacy (p < .01). The RANA intervention has resulted in a 19-point increase in the average
Hausa scale score. There is no evidence to suggest that RANA has reduced the proportion of pupils
in the bottom performance band, or increased the proportion of pupils in the top performance
band compared to control schools. Put another way, although the descriptive analysis presented
in the previous section shows a small but significant reduction in the proportion of pupils in the
bottom band and a small but significant increase in the proportion of pupils in the top band, this is
not over and above changes in control schools. The impact that RANA has had on average Hausa
literacy scale scores appears to be driven by improvements made by the lowest performing pupils;
however, these improvements do not seem to be sufficient to push pupils out of the bottom
performance band.
Figure 22 shows the average treatment effect on the average Hausa literacy scale score and on the
proportion of pupils in the top and bottom performance bands. The confidence interval of the
average treatment effect for the Hausa scale score does not overlap with zero, suggesting that this
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effect is truly different from zero. In contrast, the confidence intervals for the estimates of impact
on the proportion of pupils in the performance bands both overlap with zero.
Figure 22:

Impact of RANA on pupil Hausa literacy learning outcomes

Sub-group analyses on Hausa learning outcomes were conducted by school type, by gender of the
pupil, and by both school type and gender combined. The analysis suggests that RANA has had an
impact on pupil learning outcomes in both public schools and IQSs, although in different ways.
Results in IQSs: In IQSs, we observe a significant impact of RANA on the average Hausa literacy
scale score, in line with the findings from the main analysis. There is no evidence of a differential
impact of RANA by gender in IQSs: the effect on the average Hausa scale score is observed for
both girls and boys and is similar in magnitude, with girls improving by 25 points and boys
improving by 29 points as a result of the intervention.
Results in public schools: In public schools, there is no evidence of a significant impact of RANA on
average scale scores, but there is evidence that RANA has resulted in a small, significant shift out
of the bottom performance band (p < .01). Pupils in RANA treatment public schools are 3.5
percentage points less likely to be in the bottom performance band compared to the
counterfactual situation of no treatment. When disaggregating these results by gender, we only
find a significant impact of RANA on the proportion of pupils in the bottom performance band
among girl pupils (p < .01). In absolute terms, these differences are very small. While all girl pupils
fell into the bottom performance band at baseline, at midline, eight girl pupils have shifted out of
the bottom performance band in treatment schools, compared to two girl pupils in control
schools.
English literacy learning outcomes
English literacy is not directly targeted by RANA, but is assumed to improve in later grades as a
follow-on effect of improvements in Hausa literacy. The impact modelling finds no evidence of a
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significant impact of RANA on pupils’ English literacy learning outcomes across the full sample,
although results differ by school type. While RANA has led to an average increase of about 10
points on the English literacy scale, this result is only weakly significant (p < .10) in the fixed-effects
model and is not robust to different model specifications. The estimation models also do not
detect any robustly significant change in the proportion of pupils in either the top performance
band or the bottom performance band in treatment schools that is attributable with statistical
confidence to RANA.
Figure 23:

Impact of RANA on pupil English literacy learning outcomes

Sub-group analyses on Hausa learning outcomes were conducted by school type, by gender of the
pupil, and by both school type and gender combined.
Results in IQSs: There is no evidence to suggest that RANA has had an impact on English literacy
learning outcomes in IQSs among girls or boys. Because there has been a significant drop in the
proportion of treatment IQSs that teach English at midline, we also limited the analysis to IQSs
that teach English at midline. Results in this sub-group were similar.
Results in public schools: There is robust evidence that RANA has had an impact on average
English literacy scale scores in public schools (p < .05). The RANA intervention has resulted in a 15point increase in the average scale score in public schools. When disaggregating further by gender,
the magnitude of the improvement over time in the scale score is similar for girls and boys, but the
effect of RANA only robustly reaches statistical significance for girls. Among boys, there is a weakly
significant effect (p < .10) on the proportion of boys in the bottom performance band.
Results by gender: When looking at the results by gender across both school types combined, one
further result is noteworthy: the impact modelling finds robust evidence that RANA has had an
impact on the proportion of boys in the bottom performance band (p < .05). Boys in RANA schools
are about eight percentage points less likely to be in the bottom performance band compared to
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the counterfactual situation of no treatment. No effect of RANA on girls’ English outcomes is
observed across both school types combined.

5.2

Pupil retention

Box 7: Summary of impact of RANA on pupil retention
Evaluation Question 6: Does the early learning intervention improve pupil retention, especially of girls?
Summary evidence:


There is no evidence that RANA has had an impact on pupil retention, either for girls or boys.



A comparison of treatment and control schools does not reveal any significant differences in the proportion
of girls or boys that are retained between baseline and midline.

This section presents findings on a secondary outcome of the RANA intervention – higher pupil
retention, especially for girls. Pupil retention is measured as the proportion of pupils sampled at
baseline who remain learning non-religious subjects at the same school at midline. A description
of pupil retention rates at midline is presented first, followed by the impact analysis.
5.2.1

Description of rates of pupil retention at midline

Public schools in treatment areas have retained on average 82% of girls and 77% of boys between
baseline and midline. The retention rates in IQSs are significantly lower, with IQSs having retained
on average 66% of girls and 64% of boys.
Figure 24:
type

Proportion of girls and boys retained between baseline and midline, by school
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Impact of RANA on pupil retention

Schools that have received the RANA intervention have similar pupil retention rates compared
to control schools (Figure 25). This is the case when looking separately at the retention of girls and
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boys, and when looking at pupil retention levels in public schools and IQSs. There is therefore no
evidence of an impact of RANA on retention of girls or boys between baseline and midline.
Figure 25:

Impact of RANA on pupil retention for girls and boys, by school type

The assumption made in the ToC is that improved learning in the early grades is expected to
contribute to higher retention rates because children who perform well early on are assumed to
be more motivated and supported by their parents to remain in school longer. Given the small
magnitude of the impact that RANA has so far had on learning outcomes, one might not expect
this to be sufficient to translate into an impact on pupil retention.
It should also be noted that the measure of pupil retention used does not take into account what
has happened to the pupils who are no longer learning non-religious subjects at the same school.
It is possible that these pupils have not dropped out of school, but have transferred to a different
school. For IQSs in particular, it is possible that pupils have transferred out of an IQS and into a
public school.

5.3

Teachers' knowledge and teaching practice

This section of the report describes changes in the knowledge, skills and practices of teachers, as
collected through three primary sources: a teacher assessment, a classroom observation, and a
teacher questionnaire.
Teachers' knowledge and skills are discussed first. This refers to proficiencies as per the sub-scales
drawn from the teacher assessment at baseline, and a qualitative review of teachers’ responses to
open-ended questions within the assessment. This is followed by a discussion on teachers’
pedagogical practices in the classroom, as observed through the classroom observation tool. Each
section begins with an analysis of how treatment teachers have changed on these indicators
between baseline and midline. This is followed by findings from the impact modelling, which
report on whether RANA has had an impact on teachers’ knowledge, skills, and teaching practices.
The summary boxes at the beginning of each section summarise the evidence on impact for each
of the evaluation questions that are answered in this section.
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5.3.1

Teachers’ knowledge of literacy and language acquisition in early grades

Box 8: Summary of impact of RANA on teachers' knowledge of literacy and language acquisition
in early grades
Evaluation Question 2: Does teachers’ knowledge of literacy and language acquisition improve?
Summary evidence:


RANA has had a significant positive impact on teachers’ ability to interpret English words and phrases and
teachers’ English comprehension skills.



There is little evidence that RANA has contributed to teachers’ performance on the Hausa-based sub-scales.
While RANA has had a significant impact on Hausa knowledge in IQSs, there is no evidence of an impact of
RANA on Hausa knowledge in public schools or Hausa comprehension skills in either public schools or IQSs.



There is no evidence that RANA has had a significant impact on teachers’ ability to identify low performers,
on their ability to evidence judgements and diagnose, or on their English writing skills.



When looking at the composite teacher knowledge indices, RANA has had a significant impact on teachers’
subject knowledge, driven by the impact on interpreting English words and phrases and English
comprehension skills.



There is no evidence that RANA has had an impact on teachers’ curriculum knowledge or pedagogical
knowledge.

Measurement of teacher competence
The teachers' knowledge and skills test was divided into three sections, collectively comprising 34
items, including multiple choice, short response, and long response items. This assessment was
identical to the baseline teacher test, with the exception of four new items to assess teachers’
Hausa comprehension skills.






In section one, teachers were asked to mark pupil responses to Hausa literacy questions and
indicate the grade level at which the answer should be known by pupils, as defined by the
curriculum. As stated above, this section also included four new items to assess teachers’
Hausa comprehension skills.
In section two, teachers were asked to fill in missing information to prepare an answer sheet
for an English reading test aimed at P2 pupils. Teachers were provided with two English
newspaper articles and asked to fill in missing information; this included answering basic
comprehension questions and questions that required the interpretation of words and
phrases.
Section three asked teachers to identify poor and good pupils’ work and to review pupils’ work
to make judgements about pupils’ writing, including the organisation of the writing, the use of
grammar, punctuation, spelling, the pupil’s ability to self-correct and reflect on their writing,
and the pupil’s ability to form letters and use spaces between words. Teachers were then
asked to describe how they might support the pupil in improving their writing.
Defining teacher competence
The percentage of teachers who demonstrate minimum teaching knowledge in literacy and language is
made up of the six sub-scales developed from the teacher assessment.
Thresholds were defined for each subscale to differentiate between teacher proficiency levels. Two cutoff points were defined for each scale to create three proficiency levels per scale. The proficiency levels
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include low band (no evidence of skill), middle band (evidence of rudimentary skill), and upper band
(evidence of competence).

Table 34: Benchmark thresholds used at baseline for aspects of teacher competency
Subscale
Ability to identify low
performers
Ability to evidence
judgements and diagnose
English writing skills
Hausa knowledge
English comprehension
skills
Interpreting words and
phrases (English)
Hausa comprehension
skills (new subscale)

Low band (no
evidence of skill)

Middle band (evidence
of rudimentary skill)

Upper band (evidence
of competence)

0–2

2.5–7

Greater than 7

0–2

2.5–7.5

Greater than 7.5

0–2
0–2

2.5–3.5
2.5–3.5

Greater than 3.5
Greater than 3.5

0–2

2.5–3

Greater than 3

0–1

1.5–2

Greater than 2

0–1

1.5–2

Greater than 2

The main causal assumption underlying the ToC for the RANA intervention is that literacy learning
outcomes, particularly in the Hausa mother tongue, will improve in early grades if teaching
practices improve through the use of improved teaching and learning materials and the presence
of more knowledgeable and skilled teachers. As represented in the ToC diagram in Figure 12, the
first causal chain states that the training and mentoring of Lead Teachers and head teachers is
expected to lead to an increase in teachers’ knowledge in literacy and language acquisition in the
early grades, and an improvement in teachers’ instruction skills, including the use of gendersensitive teaching practices. This is, in turn, expected to lead to an improvement in Hausa-based
literacy teaching in the early grades. The second causal chain states that the distribution of the RLP
is expected to lead to an increased use of Hausa-based teaching and learning materials, which will
also improve the Hausa-based literacy teaching in the early grades.
Teachers draw on three types of knowledge within classroom practice. Subject knowledge refers
to knowledge of the essential questions of the subject, the networks of concepts, theoretical
framework, and methods of inquiry. Pedagogical knowledge refers to knowledge of the learners
in the setting; knowledge of how to provide the conditions that enable pupils to understand
content; and the selection of learning and assessment materials. Curriculum knowledge refers to
knowledge about what should be taught to a group of students; knowledge of the national
syllabus; and understanding of the school and grade-level planning documents, and knowledge of
the content of examinations.
Based on this framework, three composite indices were created from the sub-scales discussed
above – one for each of these knowledge types. The subject knowledge of teachers is measured
through a composite index of teachers’ writing skills, teachers’ Hausa skills, teachers’
comprehension skills and teachers’ ability to interpret words and phrases. The pedagogical
knowledge of teachers is measured through a composite index of teachers’ ability to identify low
performers and evidence judgements and diagnose learning gaps. The curriculum knowledge of
teachers is measured through the syllabus knowledge subscale developed from the teachers'
knowledge and skills assessment. The absolute values of teachers’ scores on these indices are not
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inherently informative, but differences in scores between baseline and midline and differences by
treatment group are informative for the programme.
Levels of teachers' knowledge and skills at midline
Across all seven sub-scales, there is no evidence that teachers in treatment schools have the
knowledge and skills required to teach competently at midline (Figure 26). These results are very
similar to the ones seen at baseline. A vast majority of teachers showed no evidence of skill in
‘Hausa comprehension skills’ (86%), ‘ability to identify low performers’ (83%), ‘ability to evidence
judgments and diagnose’ (82%) and ‘English writing skills’ (81%). Only rudimentary levels of skills
were observed in a small proportion of the assessed sample of teachers in treatment schools in
Grade 2 Hausa knowledge (24%), English comprehension skills (21%), evidencing judgements and
diagnosing (19%), English writing skills (15%), interpreting English words and phrases (14%),
identifying low performers (13%), and Hausa comprehension skills (11%). A greater proportion of
teachers in treatment schools were able to display at least rudimentary knowledge and skills in
Grade 2 Hausa (24%) and in comprehension (21%) than in other areas of teachers' knowledge and
skills. This is still fairly low, in absolute terms, though not vastly different from results seen in
similar studies in northern Nigeria on teacher skills (Cameron, 2015; De, Cameron, Morris, and
Rasulova, 2015). Furthermore, it is important to stress that the levels of Hausa assessed were
benchmarked to Grade 1- and Grade 2-level Hausa knowledge. Items tested included basic
grammar and the initial letters of everyday objects and animals.

Percentage of teachers
in each proficieny band

Figure 26:
Percentage of teachers achieving within the lower, middle, and upper bands of
competence across the teachers' knowledge and skills sub-scales at midline
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The finding that over 80% of teachers were unable to display competence in Grade 1- and 2-level
Hausa knowledge is highly significant for an early learning intervention that focuses on teaching
in Hausa. Similarly, only 3% teachers showed competence in Hausa comprehension skills. This is
recognised in the early learning ToC: one of the assumptions in the ToC is that teachers are literate
in Hausa. This implies that teachers who lack competence in early-grade Hausa are unlikely to be
able to teach this subject to pupils. Similar to the baseline findings, these results highlight that the
RANA intervention needs to sharpen its focus on subject knowledge, including foundational
content like P1- and P2-level Hausa, not just pedagogical and curriculum knowledge.
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There are sharp differences between teachers’ grasp of skills measured by these sub-scales, which
reflects teachers are particularly struggling with certain skills. A notable finding is that no teacher
in the early learning schools is competent in evidencing judgements and diagnosing pupils’
work, and only around 3-4% of teachers are competent in Hausa comprehension and identifying
low performers. There is a very strong and longstanding perspective in educational research that a
student learns best when teaching is targeted to what s/he is ready to learn. The inability of the
vast majority of teachers in the sample to identify low performers, evidence teacher judgements
concerning pupil performance and diagnose the next steps of teaching presents severe
challenges to improving pupil learning in Katsina and Zamfara.
The English writing skills of teachers are also an area that raises concerns regarding their ability
to increase pupil learning outcomes at scale. While only 4% of teachers in early learning schools
were found to be competent in writing, just over 14% displayed a rudimentary level of writing
skills.
It is, however, noteworthy that 30% of teachers seem to demonstrate competence in Grade-2
level English comprehension skills – performance on this subscale is relatively better than all other
skill areas assessed. In this item, teachers were asked to fill in missing information to prepare an
answer sheet for an English reading test aimed at Grade 2 pupils. Teachers were provided with
two English newspaper articles and asked to fill in missing information; this included answering
basic comprehension questions and questions that required the interpretation of words and
phrases.
To investigate the extent to which teachers’ knowledge and skills are associated, an analysis was
undertaken of the correlation between the sub-scales developed from the teachers' knowledge
and skills assessment. The table below shows the correlations (Pearson’s) between the sub-scales.

‘Syllabus knowledge’
‘Ability to identify low
performers’
‘Ability to evidence
judgements and diagnose’

1
0.0601

1

0.0146

0.4358**

1

-0.0177

0.1003

0.4561**

1

0.0196

0.4735**

0.4192**

0.4025**

1

‘Hausa knowledge’

0.2254**

0.1258

-0.0498

-0.0966

-0.0086

1

Hausa comprehension skills'
‘English comprehension
skills’
‘Interpreting English words
and phrases’

0.2639**

0.2319**

0.0417

-0.0549

0.1304*

0.9305**

1

0.1734**

0.3745**

0.2107*

0.2030*

0.4207**

0.1348*

0.2848**

1

0.0353

0.3731**

0.2254**

0.3465**

0.7729**

0.0579

0.1796**

0.3697**

‘Ability to build on pupil
knowledge’
‘English writing skills’

Interpreting English
words and phrases

English
comprehension
skills

Hausa
comprehension

Hausa knowledge

English writing skills

Build on pupil
knowledge

Identify low
performers

Evidence
judgements and
diagnose

Correlation between sub-scales of teachers’ knowledge and skills at midline
Syllabus knowledge

Table 35:

1

**. Correlation is significant at the 0.01 level (2-tailed). *. Correlation is significant at the 0.05 level (2-tailed).

There are several correlations in this table that are noteworthy (shown in red):
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‘Ability to identify low performers’ is correlated with a range of sub-scales which suggest that
this skill in particular may be the key dimension influencing teachers’ performance in the test,
and perhaps also the performance of the teachers in these tasks in their classrooms.



‘Ability to evidence judgements and diagnose’ is correlated with ‘Teacher writing skills’ (r =
0.4192) and ‘Ability to build on pupil knowledge’ (r = 0.4561).



‘Teacher English writing skills’ is correlated with English comprehension skills (r = 0.4207) and
‘Interpreting words and phrases’ (r = 0.7729).



‘Interpreting words and phrases’ is correlated with ‘Teacher writing skills’ (r = 0.528).



Hausa knowledge and comprehension skills are correlated (r = 0.9305).

Several of these correlations are intuitive, especially the results which show that teachers' skills in
comprehension and writing in any language, whether English or Hausa, are highly correlated and
strong determinants of each other. Lack of or rudimentary skills in any one is very likely to predict
poor skills in the other, with the compounded effect inhibiting teachers’ effectiveness in the
classroom.
5.3.1.1 Changes in teachers' knowledge and skills over time
Despite the low levels of teachers' knowledge and skills at midline, comparisons between baseline
and midline subscale scores for treatment teachers show that teachers, on average, performed
better on several sub-scales at midline compared to baseline. The absolute values of the subscale
scores are not inherently informative. However, differences in scores between baseline and
midline are informative for the programme, as shown in the table below. With the exception of
Hausa knowledge and comprehension skills, teachers scored significantly higher on all
knowledge and skill sub-scales.
Table 36:
midline

Performance on the teachers' knowledge and skill sub-scales at baseline and

208

ML
mean
1.339

ML-BL
difference
.7***

0.081

130

1.023

.9***

227

0.203

228

1.127

.9***

Hausa knowledge

227

2.864

259

1.961

-.9***

English comprehension skills

227

2.434

245

2.3

-0.1

Interpreting English words and phrases

227

0.175

228

0.743

.5***

Teacher knowledge and skill subscale

BL N

BL mean

ML N

Ability to identify low performers

227

0.571

Ability to evidence judgements and diagnose

227

English writing skills

Differences significant at: p<0.01 ***, p<0.05 ** and p<0.1 *

Figure 27 shows the percentage of teachers scoring zero on each of the composite indices –
subject knowledge, curriculum knowledge, and pedagogical knowledge.
Teachers’ subject knowledge at midline has not improved significantly compared to baseline,
with a similar proportion of teachers scoring zero on this proficiency index. At midline, just over
one-fourth of treatment teachers (26%) were unable to demonstrate any proficiency in the
essential questions, concepts and methods of enquiry in literacy and language (subject
knowledge). However, there are some differences by state. While teachers’ subject knowledge in
Katsina did not change between baseline and midline, it deteriorated significantly among teachers
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in Zamfara. There were no statistically significant differences in the subject knowledge of teachers
in public schools compared to IQSs.
Curriculum knowledge levels have deteriorated significantly since baseline, with a greater
proportion of teachers scoring zero on this proficiency index. The majority of teachers (60%)
were unable to demonstrate proficiency in knowing what should be taught to a group of
students. Curriculum knowledge levels deteriorated significantly only in Zamfara, while in Katsina,
levels remained similar to baseline. While levels of curriculum knowledge dropped by a similar
magnitude in public schools and IQSs, the difference between baseline and midline levels was
statistically significant only in public schools.
Levels of pedagogical knowledge have improved significantly since baseline, although the
majority (64%) of treatment teachers continue to score zero on the relevant composite index.
This indicates that, at midline, the majority of treatment teachers were unable to demonstrate
proficiency in knowledge of the learners in the setting, knowledge of how to provide the
conditions that enable pupils to understand, and in the selection of appropriate learning and
teaching materials (pedagogical knowledge). Teachers in Katsina did better than those in Zamfara,
with 57% of teachers in Katsina scoring zero on the composite index, compared to 74% of teachers
in Zamfara. Improvements in public schools were similar to those in IQSs.
Figure 27:
Percentage of teachers scoring zero in pedagogical, curriculum, and subject
knowledge at baseline and midline
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Impact of the early learning intervention on teachers’ knowledge and skills
There is no robust evidence of a significant impact of RANA on teachers’ knowledge and skills on
most sub-scales. At midline, teachers in treatment schools achieved similar scores on most subscales compared to teachers in control schools (Figure 28).
RANA has had a significant impact on teachers’ skills in ‘interpreting English words and phrases’
(p < 0.01). This result is robust across estimation models: the effect of RANA on this subscale
remains statistically significant and of a similar magnitude when school-level covariates are added
to the estimation model, and is also observed when estimating the change over time on this
subscale among panel teachers. Teachers in treatment schools score, on average, 0.27 points
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higher on the ‘interpreting English words and phrases’ subscale compared to teachers in control
schools. When looking at the performance bands, teachers in RANA schools are about 12
percentage points less likely to show no evidence of this skill (bottom band) and six percentage
points more likely to be competent in this skill (top band) compared to teachers in control schools.
The effect of RANA on ‘interpreting English words and phrases’ is slightly larger in IQSs than in
public schools, with treatment teachers in IQSs scoring 0.33 points higher than control teachers,
while the difference in public schools is 0.23 points.
There is also evidence that RANA has had a significant impact on teachers’ English
comprehension skills (p < .01). When controlling for school-level covariates to improve the
precision of the estimate, the effect remains significant. The effect of RANA on English
comprehension skills is observed only in the post-treatment comparison of the full midline sample,
which is more representative of the population of trained teachers in RANA schools, but not when
estimating changes over time among the smaller sample of panel teachers. Teachers in RANA
schools are about 15 percentage points less likely to show no evidence of this skill (bottom band)
than teachers in control schools. There is no evidence to suggest that teachers in RANA schools are
more likely to be competent (top band) on this skill compared to control school teachers.
Improvements in English comprehension skills are slightly larger in public schools than in IQSs,
with treatment teachers in public schools scoring 0.56 points higher than control teachers, while
the difference in IQSs is 0.39 points.
It is surprising that an intervention that primarily targets teaching skills for Hausa literacy is having
an effect only on the English sub-scales but not on Hausa knowledge and Hausa comprehension
skills. RANA materials could have played a role in this. Even if they are in a different language,
access to and use of materials like storybooks and other reading resources could have improved
teacher comprehension skills. Another element to consider is that phonics, which is a pedagogical
aspect that RANA materials focus on, may be more suited to improving literacy skills (among
teachers and pupils) in English than in Hausa. Despite the lack of actual English materials, this
phonics approach could contribute to the observed spillover of learning standard improvements in
English. By contrast, a phonics literacy programme may be less suited to learning Hausa given the
absence of the intrinsic syllabic nature of the language. Finally, it is worth pointing out that the
teacher test items assessing English comprehension skills were the same as midline as at baseline,
so teachers were more familiar with the texts, while the Hausa comprehension skills were newly
added at midline.
While there is no overall impact on Hausa, we find some evidence that RANA has had an impact
on Hausa knowledge in IQSs (p < .05). Teachers in RANA IQSs are about 19 percentage points less
likely to show no evidence on this skill (bottom band) and 12 percentage points more likely to be
competent in this skill (top band) than teachers in control IQSs. No such impact is observed in
public schools. There is no impact of RANA on Hausa comprehension skills in either public schools
or IQSs.
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Figure 28:

Impact of RANA on teachers' knowledge and skills

RANA has had a significant impact on teachers’ subject knowledge (p < .05), an effect that is
robust to the addition of school-level covariates to the estimation model. The effect is observed
only in the representative midline sample, but is not statistically significant when estimating
changes over time among the smaller sample of panel teachers. When looking at the two school
types, the effect of RANA on teachers’ subject knowledge is larger and significant in IQSs (p < .05),
while it is smaller and statistically non-significant in public schools.
There is no evidence of RANA having an impact on teachers’ pedagogical knowledge or
curriculum knowledge. Treatment teachers achieve similar scores to control teachers on these
two indices.
Figure 29:

Impact of RANA on composite teacher competency indices

Qualitative review of teacher responses
Several themes emerged from a qualitative review of incorrect teacher responses to items in the
teachers' knowledge and skills assessment. Examples of responses from two questions of the
teacher assessment are provided within this section of the report. These examples are captured in
the photos below, which have been selected because they represent the emerging themes or the
heterogeneity of the sample. One question in the teacher assessment provided a list of pupil
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names within a class, the gender of each child, and the number of words each child can read per
minute. Teachers were asked to: (1) describe the achievement of girls and boys in the class; (2)
identify which pupils need the most assistance and support; and (3) provide examples of ways in
which a teacher could support pupils to increase their ability to read and understand text. The
stimulus material (list of names and reading proficiency) described a class where about half of the
pupils scored zero and there was a small difference between boys’ and girls’ achievement, with
boys scoring slightly better than girls on average. In the second question of the teacher test
sampled below, teachers were also provided with examples of pupils’ writing and were asked to
describe what the teacher should focus on to improve the pupils' writing.
The responses to the teacher test were remarkable for the sheer variation of responses. A large
number of teacher responses were entirely blank but, like Early Learning Example A below, many
demonstrated the challenges that the teachers had simply in engaging with the level of the
questions.
Early Learning Example A: Teachers’ ability to engage with the question
My english is small small.
I din’t understan some of
the words.

However, other teachers demonstrated both the ability to engage and to identify areas of
weakness and suitable remediation strategies, like in Example B.
Early Learning Example B: Teachers’ ability to engage with the question
Guiding the student how to use the
tense in their respective order so that
he can express himself clearly and
appropriately.

Teachers generally perceived pupil effort as the cause of low performance and therefore
perceived increasing pupil effort as the best response to low performance. Early Learning
Example C typifies a belief that incentivising pupil’s good work and using praise will ensure that
the pupil tries harder in their next writing task. Rather than identifying specific errors in the pupil’s
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work and suggesting suitable remediation strategies, the teacher suggests that just ‘to put more
effort’ in will improve the pupil’s writing.
Early Learning Example C: Student effort
The teacher will reward the
student and to thank them
and to put more effort on
their next writing

Early Learning Example D reflects the fact that additional effort from the teacher is also considered
important by the teachers themselves. The response below exemplifies the misconception that
the provision of additional contact time through teacher punctuality is sufficient to improve pupils’
writing skills.
Early learning Example D: Teacher effort
The teacher should
punctual for the student

be

Teachers were aware that lower performing pupils required more attention in class. Numerous
examples demonstrated that teachers are aware that they have to tailor their approach depending
on the ability levels of the pupil. Early Learning Example E makes clear that more time is required
to ensure the understanding of lower ability pupils. However, there are no supporting statements
identifying low performers in the class or suggesting how lower ability pupils can be supported by
the teacher.
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Early Learning Example E: Basic differentiation between pupils according to ability
The teacher will give
reward to those that can
read and understand
while those that can not
read and understand will
find extra time to help
them.

While some teachers responded with statements regarding providing equal assistance to boys
and girls in the classroom (Early Learning Example F), other responses pointed to gender biases,
with some teachers perceiving girls as naturally less suited to the demands of education than boys,
or more suited to other roles within society. Early Learning Example F demonstrates an approach
to differentiated pupil support which is not based on pupils’ gender but instead takes a more
inclusive and pragmatic approach.
Early Learning Example F: Assisting girls
Including both gender while teaching
and to assist those with inability to
understand during teaching by your
self or assign one of the pupils that
understand to assist his colleague.

Conversely, a number of responses which stated that teachers should focus on girls in the class
did not think it necessary to justify such a focus by reference to the pupils’ scores in the
question. In some instances, such responses were underpinned by a worldview in which girls were
seen to have limited capacity or societal roles (see Early Learning Example G).
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Early learning Example G: Girls’ education and gender roles
As usual in Nigerian education
sector girls are in need of
much assistance than their
counterparts boys because
their performance is low, very
low.

These themes were reflected across the early learning teacher assessment responses.
Collectively, they suggest that teachers have limited understanding of how to drive pupil
learning. This includes teachers' inability to identify weaker pupils and their inability to
determine which activities are best suited to improving reading/writing. With a few exceptions
(such as Early Learning Example B above), the majority of teachers lacked both the knowledge and
skills to improve pupil learning. The focus on providing incentives, getting pupils to simply ‘try
harder’, and reverting to gender stereotypes fits within this context and is likely a reflection of the
low levels of pedagogical competence among the teachers sampled.
5.3.2

Teachers’ classroom practices

Box 9: Summary of impact of RANA on how teachers adjust and change their classroom
practices
Evaluation Question 4: Do teachers adjust and change their classroom practices?
Summary evidence:


No consistent impact of RANA on the share of lesson time spent on different types of teacher talk is
observed. In terms of pupil-centred approaches, treatment teachers spend significantly more time assisting
group discussions, but significantly less time using a child’s name and asking or answering open-ended
questions. There is no evidence that RANA has led to a reduction in rote-based types of teacher talk.



RANA has resulted in a significant increase in the use of pupil-centred teacher actions among treatment
teachers, compared to the control group. In terms of rote-based teacher actions, treatment teachers spend
significantly less time writing on or reading from the blackboard, but significantly more time demonstrating
how to do something, compared to control teachers.



RANA has resulted in a shift toward pupil-centred pupil activities, but only in IQSs. In terms of pupil-centred
pupil activities in public schools, while pupils in treatment schools spend significantly more time doing
individual work, they spend significantly less time asking teachers questions or responding to open questions,
compared to pupils in control schools.

Information on teacher practice within classrooms was collected using a structured classroom
observation instrument, as at baseline, to understand whether there have been improvements in
teacher practice within the classroom. Teacher practice can be categorised into three categories
based on this information: teacher talk, teacher action, and pupil action. This section presents
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findings on each of these three themes, with a focus on whether the classroom activity is primarily
rote-based or pupil-centred. For each area of teachers’ classroom practices, we first discuss
midline results for treatment teachers, then compare these to baseline results for treatment
teachers (i.e. baseline versus midline comparisons for treatment teachers). Lastly, the results of
the impact analysis are discussed.
Teacher talk
Analysis of the midline classroom observation data on teacher talk indicates that treatment
teachers made greater use of rote-based approaches than of pupil-centred approaches. Teacher
talk can be understood in terms of the nature of what teachers say during the lesson, as well as
the patterns of language(s) used. Teacher talk can be categorised into two categories: pupilcentred teacher talk, which includes asking or responding to an open question, assisting in group
work, and using a child’s name in class; and rote-based teacher talk, which consists of the teacher
instructing, presenting, or explaining to students, or reminding the class to pay attention. As
highlighted in Figure 30, only a small percentage of lesson time was used on pupil-centred
approaches (‘teacher uses child’s name’, ‘asks open question’, ‘group discussion’), while the vast
majority was used on rote-based approaches (‘instructs’, ‘pay attention’).
Comparing these midline results with baseline figures shows a significant decrease in lesson time
spent on the rote-based teacher talk of instructing, presenting, or explaining to students, but also
a small but significant decrease in the pupil-centred approach of asking open-ended questions.82
On all other teacher talk categories, we do not observe any statistically significant differences
between the baseline and midline results.
Figure 30:
Share of lesson time teachers spend on pupil-centred versus rote-based types of
teacher talk at baseline and midline
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At midline, a larger share of lesson time was coded as ‘Other’ by enumerators regarding the type of teacher talk used, compared
to baseline. This explains why both rote-based and pupil-centred types of teacher talk decreased between baseline and midline. A
possible reason for the increase in ‘Other’ responses is that certain types of `teacher talk’ were captured by gender at midline. For
example, under ‘Teacher uses child’s name’, it was captured whether the teacher used a girl’s name or a boy’s name. This means
that the number of options that enumerators could select from increased substantially at midline compared to baseline, which may
have been overwhelming and led to enumerators choosing ‘Other’ more often.
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Figure 31 shows the impact of the RANA programme on the share of lesson time teachers spend
on various types of teachers talk. Teachers in control schools demonstrated significantly more
use of pupil-centred approaches, particularly ‘uses child’s name’ and ‘asks or answers open-ended
questions’, even if these differences were small in absolute terms. In contrast, treatment teachers
performed significantly better than control teachers on ‘assists group discussion’, although again
the difference is very small in absolute terms. No statistically significant differences were observed
in rote-based approaches. Differences between treatment and control schools are similar in public
schools and IQSs.
Figure 31:

Impact of RANA on share of lesson time spent on various types of teacher talk

Teacher action
Teacher action can also be categorised into two approaches: pupil-centred teacher action during
the lesson, which includes the teacher moving among pupils, using printed or improvised materials
to teach, or using the textbook; and rote-based teacher action, consisting of activities such as the
teacher reading from or writing on the blackboard, demonstrating how to do something, or giving
the pupils dictation.
Changes in the share of lesson time teachers spend on different forms of teacher action are
presented in Figure 32. Compared to baseline, treatment teachers spent significantly less time
on rote-based teacher actions in the classroom at midline, indicating a general shift toward
pupil-centred approaches. Treatment teachers spent more lesson time on pupil-centred activities
like using a textbook (+11 percentage points) and using printed/improvised materials (+17
percentage points). However, there was a significant drop in the share of time spent by teachers
on ‘moving among students in the classroom’ (a drop by 18 percentage points). This trend is
largely uniform across treatment teachers in both Katsina and Zamfara, and in both public schools
and IQSs.
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Figure 32:
Share of lesson time teachers spend on pupil-centred and rote-based types of
teacher action at baseline and midline
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Figure 33 shows the impact of RANA on lesson time spent on various teacher actions. The impact
modelling finds that RANA has had a significant impact on teachers’ use of all pupil-centred
approaches. This includes the share of lesson time spent moving among students, using a
textbook, and using printed or improvised materials. Treatment teachers also spent significantly
more lesson time on one rote-based approach, ‘demonstrating how to do something’. On the
other hand, control teachers spent significantly more time writing on or reading from the
blackboard, which is also a rote-based approach. Differences between treatment and control
groups in public schools and IQSs generally follow a similar pattern, although in IQSs, treatment
teachers do not spend significantly more time than control teachers on demonstrating how to do
something.
Figure 33:
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Pupil action
Pupil action in classrooms is also a useful indicator of the pedagogical approach being undertaken
by the teacher. More specifically, it is an indication of the share of time teachers and pupils spend
engaging in pupil-centred approaches versus rote-based approaches. The following types of pupil
action fall into the pupil-centred approach category: group discussion, group or work in pairs,
responding to an open question, asking the teacher a question, using a textbook, reading aloud,
and doing individual work. This is in contrast to chanting, listening, and responding to closed
questions.
Figure 34 illustrates the share of lesson time during which pupils were engaged in each type of
activity at baseline and midline. Overall, there was a significant decrease in rote-based activities,
such as pupils chanting. However, there was also a significant decrease in certain pupil-centred
activities, like group/pair work and asking teacher questions. A significant improvement in pupilcentred activity was recorded for pupils engaging in individual work, with an increase of eight
percentage points. Overall, there appears to be little systematic improvement between baseline
and midline. This trend is largely uniform across treatment teachers in both Katsina and Zamfara,
as well as in public schools and IQSs.
Figure 34:

Share of lesson time pupils spend on different activities at baseline and midline
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Figure 35 shows the impact of the RANA programme on the lesson time during which pupils were
engaged in each type of activity. The impact modelling shows no consistent evidence that RANA
has had an impact on the use of pupil-centred activities. Pupils in treatment schools engage
more in some pupil-centred activities but less in others, compared to pupils in control schools.
Pupils in treatment schools spend a significantly larger share of the lesson on individual work,
compared to pupils in control schools. On the other hand, pupils in control schools spend
significantly more time responding to open questions and asking the teacher questions, although
in absolute terms fairly little time is spent on these activities in either treatment or control
schools. In terms of rote-based pupil activities, pupils in treatment schools are significantly less
likely to be responding to closed questions. There are no other differences between treatment and
control schools in the share of lesson time pupils spend engaging in rote-based activities.
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When looking at the pupil activities by school type, the overall trends are largely mirrored in public
schools. In contrast, in IQSs, there is a clearer indication that RANA has had an impact on
increased use of pupil-centred activities and less use of rote-based activities. Pupils in treatment
IQSs spend significantly more time on individual work and on group or paired work, and
significantly less time on answering closed questions, compared to pupils in control IQSs. There
are no differences between treatment and control IQSs on the other pupil activities.
Figure 35:

5.3.3

Impact of RANA on share of lesson time pupils spend on different activities

Teachers’ instructional skills in active, gender-sensitive early-grade learning

Box 10:
instruction

Summary of impact of RANA on teachers' skills in early grade, gender-sensitive

Evaluation Question 3: Do teachers’ skills in early grade, gender-sensitive instruction improve?
Summary evidence:
Teachers’ instructional skills for active learning


RANA has had a small, weakly significant impact on teachers’ instructional skills in active, early-grade
learning. This impact is larger and is significant in IQSs, and smaller and is statistically non-significant in public
schools.



The impact on teachers’ instructional skills overall is driven by the significant impact that RANA has had
on the use of pupil-centred activities. In contrast, there is no evidence that RANA has had an impact on
teachers linking their lesson to learning objectives or previous lessons, or on the time that pupils spend on
task.
Teachers’ skills in Hausa-based instruction


There is no robust evidence that RANA has had an impact on teachers’ skills in Hausa-based instruction
overall. However, there is evidence of an impact of RANA on teachers’ skills in Hausa-based instruction in
IQSs specifically, driven by the impact of RANA on teachers’ Hausa knowledge in IQSs.

Teachers’ use of gender-sensitive teaching practices


There are no significant differences in terms of the share of lesson time that treatment and control teachers
spend engaging girls and boys during their lessons for the majority of activities.
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This section presents findings on changes in and impact on teachers’ instructional skills in active,
gender-sensitive early-grade learning. Three different dimensions are examined. First, the section
discusses changes in and impact on teachers’ instructional skills in active learning. This is
measured through a teacher practice composite index that combines teachers’ use of pupilcentred activities, teachers’ linking their lessons to learning objectives, and the time that pupils
spend on task. Next, the section reports on findings on teachers’ use of Hausa-based teaching,
using a composite index that combines teachers’ Hausa knowledge skills with the share of lesson
time that they spend speaking Hausa. Finally, the section reports on findings related to teachers’
gender perceptions and gender-sensitive teaching practices. For this part of the section, data were
only collected at midline, so we present descriptive findings at midline, rather than changes over
time. This section considers whether and how teachers engage girls and boys differently in their
lessons, and reports findings from questions on gender perceptions included in the teacher
interview.
Changes in treatment teachers’ instructional skills in active learning between baseline and
midline
A composite index was developed in order to measure changes in the ToC intermediary
outcome – teachers’ instruction skills in early grades – from baseline to midline. Scores on the
composite index are based on the extent of pupil-centred learning activities observed in the
classroom, observations of the teacher linking the lesson to previous learning and learning
objectives, and time on task in class.
1.

The measure of the depth of pupil-centred learning is based on the share of lesson time that
teachers were observed engaging in the following practices: assisting in group discussion,
using a child’s name, asking or responding to an open question, moving among the pupils,
using available materials, engaging in group discussion, facilitating group work or work in
pairs, facilitating open pupil questions, facilitating pupil reading in class, and responding to
open questions. This subscale for the extent of pupil-centred learning is constructed via an
equal weighted aggregation of the 12 pupil-centred variables described above. The subscale
takes values between 0 and 34 in our baseline and midline data.

2.

Observations of the teacher linking the lesson to previous learning and learning objectives
incorporated observations of the teacher talking about the previous lesson, outlining the
objectives of the observed lesson, revisiting the objectives of the lesson at the end of the
session, and summarising the lesson.

3.

Time on task was measured by the percentage of time the pupils were engaged during
lesson observations. The classroom observation tool recorded a range of pupil behaviours at
three-minute intervals. If pupils were engaged in any activity related to learning, this was
categorised as time on task.

Overall, treatment teachers’ performance on the teacher practice composite index decreased
slightly but significantly between baseline and midline, from 29 points to 28 points on the index.
While performance on the index dropped in both public schools and IQSs between baseline and
midline, the drop was only statistically significant in public schools. Performance on the index
dropped significantly in both Katsina and Zamfara.
The drop in the overall teacher practice composite index is driven by a decrease in the share of
lesson time spent on task. On average, pupils at midline were found to be engaged for 90% of
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lesson time, compared to 97% of lesson time at baseline, which represents a significant decline.
A similar decline was observed in both Katsina and Zamfara, and across both school types – IQSs
and public schools. It is likely that the presence of observers in the classroom increased the
percentage of on-task time in lessons during both rounds of observation, although this does not
account for the significant drop observed between baseline and midline.
The pupil-centred teaching index is a composite index that summarises the use of some of the
pupil-centred classroom practices described in the previous section. Teachers’ performance on
this index was relatively poor, with most teachers scoring in the bottom half of the range of
possible values (Figure 36). The overall distribution has not changed since baseline, with the
average score on this index being 8.1 both at baseline and at midline. However, there is a shift
toward the middle bands, suggesting that teachers who spent very little time on pupil-centred
activities at baseline have increased their use of these activities, while the opposite shift is
observed for teachers who spent larger amounts of time on pupil-centred activities at baseline.
Figure 36:

Extent of pupil-centred teaching at baseline and midline
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Impact of RANA on teachers’ instructional skills in active learning
Figure 37 shows the impact of RANA on teachers’ instructional skills in active early-grade learning,
based on the teacher practice composite index, and the three activities that make up the index.
Scores for each of the activities and the composite index have been standardised so that they can
be presented on the same scale.
There is some evidence that RANA has had a small impact on teachers’ instructional skills in
active early-grade learning, based on the teacher practice composite index, although this effect
is only weakly significant (p < .10). In addition, this effect is observed only in the post-treatment
comparisons on the representative midline sample, but not when looking at changes over time
among the smaller sample of panel teachers.
When looking at the activities that make up the composite index, there is robust evidence that
RANA has had an impact on the teachers’ use of pupil-centred activities in the classroom.
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Teachers in treatment schools score on average 0.54 standard deviations higher on the scale of
pupil-centred activities than teachers in control schools, which represents a small but significant
difference. There is no evidence of any difference between treatment and control schools in
teachers’ linking the current lesson to previous learning and learning objectives, and on pupils’
time on task.
A sub-group analysis by school type suggests that treatment teachers in IQSs are performing
better than treatment teachers in public schools, when compared to their control school
counterparts. The effect of RANA on the overall teacher practice composite index is larger and is
statistically significant only in IQSs (p < .05). In IQSs, RANA also has a weakly significant (p < .10)
effect on teachers’ linking to learning objectives. In IQSs, treatment teachers are more likely to
outline the lesson or talk about the previous lesson at the start of the lesson (76% in treatment
schools, compared to 60% in control schools), and more likely to revisit lesson objectives and
summarise at the end of the lesson (62% in treatment school, compared to 40% in control
schools). RANA has an impact on use of pupil-centred activities in both public schools and IQSs,
but the impact is larger in IQSs: treatment teachers in IQSs score 0.90 standard deviations higher
than control teachers, compared to a difference of 0.27 standard deviations between treatment
and control teachers in public schools.
Figure 37:

Impact of RANA on teachers' instructional skills in active early-grade learning

Changes in treatment teachers’ skills in Hausa-based instruction between baseline and midline
The ToC proposes that increases in teachers’ knowledge and instruction skills and increases in the
use of Hausa-based teaching and learning materials will lead to an improvement in Hausa-based
literacy teaching in the early grades. A composite index was developed in order to measure
changes in Hausa-based teaching in the early grades. The measures included in the composite
index were devised using the percentage of time the teacher spoke Hausa in class and teachers’
Hausa skills.
There was a significant increase on the Hausa-based teaching composite index for treatment
teachers between baseline and midline. This is driven by teachers spending a significantly larger
share of the lesson speaking Hausa: at midline, teachers spoke Hausa during almost the full lesson
(97% of the time), compared to 87% of the time at baseline. In contrast, there was a significant
decrease in teachers’ Hausa knowledge between baseline and midline, as was discussed in Section
5.3.1. This overall trend is mirrored in public schools. In IQSs, there is no significant difference
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between baseline and midline on the Hausa-based teacher composite index or the share of time
spent speaking Hausa. This is likely to be because at baseline, teachers already spent 94% of lesson
time speaking Hausa. This increased to 98% of lesson time at midline, but the difference compared
to baseline was not statistically significant, because the high levels at baseline left little room for
significant upward improvement.
Table 37:

Hausa-based teaching at baseline and midline

Hausa-based teaching

BL N

BL mean

ML N

ML mean

ML-BL diff

Hausa-based teaching composite index

222

44.70

259

48.54

3.84***

Share of time teacher spoke Hausa

228

86.68

259

96.49

9.81***

Hausa knowledge skills

223

2.87

259

1.96

-0.91***

Impact of RANA on teachers’ skills in Hausa-based instruction
Although the trends are pointing in the desired direction, there is no robust evidence that RANA
has had an impact on Hausa-based teaching. Treatment teachers score, on average, 0.19
standard deviations higher on the Hausa-based teaching composite index than teachers in control
schools. This difference is weakly significant (p < .10) in the post-treatment comparison, but
disappears when limiting the analysis to changes over time among panel teachers. Results point in
the same direction for the share of time that the teacher spoke Hausa, with treatment scoring
0.18 standard deviations higher on this indicator. Measured differently, treatment teachers spend
96% of lesson time speaking Hausa, while control school teachers do so for 94% of lesson time.
There is no evidence of any difference between treatment and control schools on Hausa
knowledge.
A sub-group analysis by school type suggests that treatment teachers in IQSs are performing
better than treatment teachers in public schools, when compared to their control school
counterparts. As discussed in Section 5.3.1, there is evidence that RANA has had a significant
impact on Hausa knowledge skills in IQSs. This translates into a significant impact (p < .05) on the
Hausa-based teaching composite index for IQSs, with treatment teachers scoring, on average, 0.30
standard deviations higher on the index than control teachers. The effect is observed only in the
post-treatment comparison in the representative midline sample, but not when limiting the
analysis to change over time among the smaller sample of panel teachers.
Figure 38:
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Gender-sensitive teaching practices at midline
Beyond measuring the proportion of girls and boys within the classroom setting, the measurement
of gender sensitivity is extremely complex and often cannot meet reliability criteria. For example,
at baseline several items were included in the teacher interview to measure attitudes toward girls.
Across all items extreme compliance effects were observed, significantly calling into question the
validity and reliability of the measure. At midline, a different approach was used to measure
gender-sensitive teaching practices. Various teacher and pupil actions in the classroom were
disaggregated by gender to observe whether the teacher engaged boys and girls differently.
Findings from these items are presented below. It should be noted that teachers might be
engaging either boys (or girls) more during lessons because a greater number of boys (or girls) are
present on the day of the lesson. The indicator could not be adjusted accurately for the number of
girls and boys in the classroom, because these two items were measured in different ways. It
should also be noted that these indicators are not able to comprehensively measure all aspects of
gender-sensitive teaching practices.
Figure 39 shows how treatment teachers engaged girls and boys during their lessons at midline.
No clear gendered differences are observed in the way that teachers engage girls and boys.
While boy pupils were somewhat more likely to respond to a closed question at least once during
the lesson, girl pupils were somewhat more likely to respond to an open question.
Figure 39:

How treatment teachers engaged girls and boys during their lessons at midline
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To measure gender perceptions, teachers were asked whether they agree that ‘a woman should
acquire her knowledge from a man and a man must have more knowledge than a woman’.
Overall, among treatment teachers slightly less than half of teachers (46%) agreed with this
statement. Teachers in IQSs were more likely to agree with the statement than teachers in public
schools.
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Figure 40:
Percentage of teachers who agree or disagree with the statement that women
should acquire knowledge from a man
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Impact of RANA on gender-sensitive teaching practices
To look at the impact of RANA on gender-sensitive teaching practices, indicators were created that
represent the share of lesson time that teachers are engaging girls in an activity as a proportion of
the total lesson time that teachers are engaging pupils (either girls or boys) in that activity. For
example, when looking at the indicators on ‘Teacher moves among girls’, Figure 41 below shows
that of the time that treatment teachers (orange dot) spend on moving among pupils (either girls
or boys), 52% of that time is spent moving among girls. A score of 50% on each indicator would
mean that the teacher is engaging girls and boys equally. These indicators were not created for
‘Teacher asks pupil to assist’ and ‘Pupil asks teacher a question’ because of the small amount of
overall lesson time that was spent on these activities.
There are no significant differences in terms of the share of lesson time that treatment and
control teachers spend engaging girls and boys during their lessons for the majority of activities.
The exception is that teachers in treatment schools spend significantly more time moving among
girl pupils than teachers in control schools. While teachers in control schools spend less time
moving among girls than boys (43% of time moving among girls), teachers in treatment schools
move among girls and boys about equally (52% of time moving among girls).
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Figure 41:

Impact of RANA on teachers' engagement of girls and boys

Impact modelling suggests that RANA has had an impact on teachers’ perceptions that a woman
should acquire her knowledge from a man (Figure 42). In treatment schools, 46% of teachers
agree with this statement, compared to 60% of teachers in control schools, which represents a
highly statistically significant difference. This finding should be interpreted with caution as it is
based on only one item. It should not be taken to mean that RANA has affected gender
perceptions more broadly.
Figure 42:
Impact of RANA on teachers’ perception that a woman should acquire her
knowledge from a man
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5.3.4

Use and availability of Hausa teaching and learning materials

Box 11:
Summary of impact of RANA on use and availability of Hausa teaching and
learning materials
Evaluation Question 3: Are more reading and learning materials in Hausa used and are they useful?
Summary evidence:


There is strong and robust evidence that RANA has had a larger, significant impact on teachers’ use of
Hausa teaching and learning materials, in public schools and IQSs. RANA has also a had a significant impact
on the availability of additional materials in the classroom other than the ones used.



RANA has also had a large, significant impact on teachers’ perceptions that they have sufficient Hausa
materials available.



Teachers who use Hausa materials during their lessons spend significantly more lesson time on pupil-centred
activities. This correlation may be an indication that the Hausa materials have played a role in the impact
that is observed on teachers’ use of pupil-centred activities.

The second causal chain in the ToC states that the distribution of the RLP will lead to an increased
use of Hausa-based teaching and learning materials, which will also improve Hausa-based literacy
teaching in the early grades. However, as per the programme assumptions outlined in Section
4.3.1.2, increases in Hausa-based teaching and learning are based on the assumption that the
materials are aligned with the competency levels of teachers. Therefore, it is proposed that the
knowledge of teachers, the instructional skills of teachers, and the presence of appropriate Hausabased teaching and learning materials will collectively increase Hausa-based teaching in the early
grades.
In order to explore the availability and use of Hausa-based teaching and learning materials, data
were collected during lesson observations on the Hausa materials available for both the subject
taught in the lesson observed and other subjects, and on the use of Hausa materials within the
lesson. We particularly report on two indicators: the proportion of teachers that used Hausa
materials during their lesson, and the proportion of teacher that had additional Hausa materials
present in their classroom, in addition to the ones that they used during the observed lesson.
Changes in use and availability of Hausa teaching and learning materials in treatment schools
between baseline and midline
When looking at changes between baseline and midline, there is a large and significant increase
in the use and availability of these materials among treatment teachers. Materials in Hausa were
observed being used in 86% of the observed lessons of treatment teachers at midline. This implies
a large and statistically significant increase from 2% at baseline. The use of Hausa materials
increased to a similar extent in Katsina and Zamfara. The use of Hausa materials increased to a
greater extent in IQSs compared to public schools. Starting from similar levels at baseline, 95% of
teachers were using Hausa materials by midline, compared to 80% of teachers in public schools.
There were also significant increases between baseline and midline on additional Hausa materials
being present in the classroom, and teachers’ perceptions of having Hausa materials available.
Impact of RANA on use and availability of Hausa teaching and learning materials
There is strong evidence that RANA has had a large and statistically significant impact on the
availability of Hausa teaching and learning materials, and on their use during lessons. This result
remains large and significant across different estimation models and robustness checks, including
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when limiting the analysis to panel teachers only. As reported in the implementation review in
Section 3.1.3.2, almost all teachers in treatment schools were able to show materials from the RLP
and reported that they used them frequently during their lessons. This was confirmed during the
classroom observations, where at midline 86% of treatment teachers were observed using Hausa
materials, compared to only 11% of control teachers (see Figure 43). RANA has also had a
significant impact on the presence of additional Hausa-based materials in the classroom (in
addition to the materials used during the lesson). In addition, close to 80% of treatment teachers
agreed that they always had Hausa materials available, compared to only 20% of control teachers.
This impact of RANA on use and availability of Hausa materials is observed in both public schools
and IQSs.
It should be noted that the impact of RANA on use and availability of Hausa materials is driven by
teachers making use of the RLP. When excluding the materials from the RLP, treatment and
control teachers are equally likely to be using other Hausa materials in their lessons. Treatment
teachers therefore do not seem to have acquired any more non-programme Hausa materials than
control teachers, but are benefitting from the materials distributed as part of the RLP.
Figure 43:

Impact of RANA on use and availability of Hausa teaching and learning materials

Changes in teachers’ perceptions of the availability of sufficient Hausa materials, and the fact that
treatment teachers are using the RLP rather than other Hausa-based materials, suggests that the
materials distributed as part of the RLP have been useful to teachers in their lessons. In addition,
to examine whether the Hausa materials have been useful to treatment teachers, we examine
differences in the teacher practice indicators by whether or not the teacher used Hausa materials
during the lesson.
Teachers who used Hausa materials during their lessons did not score significantly higher on the
teacher practice composite index than teachers who did not use Hausa materials. However,
teachers who used Hausa materials scored significantly higher on the index measuring use of
pupil-centred activities. As has been discussed in previous sections, the types of pupil-centred
activities that RANA has had an impact on included the share of lesson time during which teachers
use textbooks or use printed or improvised materials, and the share of lesson time during which
pupils are doing individual work and teachers are moving among students. These are all activities
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that are likely to be linked to the use of the RLP during lessons. While we cannot establish
causation for this type of correlational analysis, it is plausible that the RLP has been contributing to
teachers’ increased use of pupil-centred activities.
Table 38:
midline

Teacher practice indicators by use of Hausa materials for treatment teachers at

Teacher practice

Teacher does not use
Hausa materials

Teacher uses Hausa
materials

Diff

N

Mean

N

Mean

Teacher practice composite indicator

37

26.15

222

26.90

0.75

Teachers’ use of pupil-centred activities

37

6.10

222

8.40

2.31***

Teachers’ linking to learning objectives

37

1.46

222

1.43

-0.03

Time on task

37

90.95

222

89.37

-1.58

5.4

Teaching context

This section provides a description of the context within which teaching and learning take place.
This represents the environment within which the pupils’ and teachers’ results discussed in the
previous sections were achieved and includes school size, school leadership and management,
school infrastructure and resources, and the gender sensitivity of the schooling environment.
The comparison between the teaching context at baseline and midline further enriches the
analysis by helping improve our understanding of how the school environment changed over the
course of the evaluation. Some of the most interesting trends observable over time are presented
below. It is, however, important to bear in mind that this does not amount to a causal analysis of
impact as the trend analysis focuses on treatment schools only, with no comparison to control
schools.
Information from the teaching context section, as well as information presented in the
implementation review in Section 3, are jointly used to consider how contextual factors beyond
the implementers’ control have facilitated or hindered the achievement of intervention outcomes.
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Box 12:

Summary of contextual factors beyond the implementers' control

Evaluation Question 7: Have contextual factors beyond the implementers’ control facilitated/hindered
achievement of intervention outcomes?
Summary evidence:
Political and economic context:


Stakeholders in Katsina and Zamfara seem to be generally supportive of RANA, and both states have
adopted the intervention for scale-up.



At the same time, both states have experienced political uncertainty, in terms of frequent political
transitions, that may mean that support for RANA can be inconsistent or difficult to translate into real
investments.



Both states have also experienced economic hardship and persistent insecurity, which is a difficult
environment for delivering an intervention. These factors are also likely to affect teacher and pupil
attendance.



Despite political and economic challenges, RANA has successfully delivered the outputs of its intervention
on schedule and largely at the planned frequency.
School and learning context:


Head teachers support their teachers more at midline compared to baseline. The majority of head teachers
are meeting regularly with their teachers and are observing their lessons. These factors are likely to
contribute to a conducive environment in which teachers can adopt new teaching practices.



School infrastructure continues to be poor, and continues to be worse in IQSs than in public schools. The
vast majority of schools are in need of repair. While there has been a large increase in the proportion of
public schools that have toilets for girls, few IQSs have these facilities. Poor infrastructure constitutes an
environment that is not conducive for learning.



School enrolment and PTRs appear to have increased between baseline and midline. It may be challenging
for teachers to implement new teaching techniques at the same time as having to adjust to larger class sizes.
This is a challenge that has been raised by RANA as well as by stakeholders during the ToC assessment.



While there have been some decreases in teacher absenteeism, teachers and pupils continue to miss
valuable instruction time, which decreases pupils’ exposure to RANA. The average teacher continues to be
absent for 4.5 days in a three-month period, compared to seven days at baseline. Teacher absenteeism has
been reduced in IQSs but not in public schools. Pupil attendance rates were low both at baseline and at
midline, with 63% of pupils present at midline.

Conclusion:


A challenging political, economic and school environment presents challenges both for delivery of the
intervention and for the translation of outputs into outcomes. While RANA has successfully delivered the
intervention so far, contextual factors may make it challenging for teachers to successfully adopt new
teaching practices, to deliver the RLP consistently at its intended frequency, and for pupils to improve.

School size
At midline, public schools continue to have considerably more teachers than IQSs: the average
public school has 8.7 teachers, who teach integrated subjects, while the average IQS has 2.7
integrated teachers. In public schools, the total number of integrated teachers at midline has
decreased significantly since baseline, from 10.5 to 8.7 teachers, while the number of integrated
teachers in the early grades has remained the same. At midline, IQSs have slightly more integrated
teachers compared to baseline (significant at the 0.10 level), as well as more integrated teachers
in the early grades (significant at the 0.05 level). The proportion of IQSs that have only one teacher
teaching integrated subjects has decreased significantly, from 47% at baseline to 10% at midline.
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Figure 44:

Average number of teachers at baseline and midline, by school type
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At midline, public schools are considerably larger than IQSs. The average public school has 530
pupils across all primary grades, while the average IQS has 130 pupils. Public schools also have
higher pupil–teacher ratios than IQSs across all primary grades, but the two types of schools have
a similar PTR in P1–P3 (Figure 45).
Figure 45:

PTRs overall and in P1–P3 at midline, by school type
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At baseline, school enrolment data were collected only for schools that had up-to-date enrolment
records, which was only a small proportion of IQSs and about three-quarters of public schools.
When comparing school enrolment figures for those schools with available information at both
baseline and midline, enrolment appears to have increased dramatically since baseline, both
overall and in the early grades. In P1–P3, public schools enrol on average close to 100 pupils more
than at baseline, while IQSs enrol 55 pupils more on average. PTRs in IQSs in the early grades
almost doubled compared to baseline, while they increased to a lesser, and not a statistically
significant, extent in public schools.
The rate of teacher turnover in P1–P3 has increased significantly between baseline and midline,
although there are clear differences by state. Zamfara experienced a similar rate of teacher
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turnover at baseline compared to midline, while teacher turnover has increased significantly in
Katsina. In Katsina, in the school year prior to baseline, 0.6 P1–P3 teachers left the school on
average, compared to 1.6 P1–P3 teachers at midline. Teacher turnover rates in Katsina at midline
were particularly high in IQSs, where on average approximately half the P1–P3 teachers left during
the school year prior to midline.
Figure 46:

Teacher turnover in P1–P3 at baseline and midline, by state
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Pupil attendance
Average pupil attendance rates on the day of the visit have not changed significantly between
baseline and midline. At midline, pupil attendance rates continue to be low, with 63% of pupils
attending on the day of the visit.
Figure 47:

Pupil attendance rates overall and for girls and boys at baseline and midline
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School leadership and management
Data from the head teacher survey provides information on a range of factors that can be
associated with school leadership and management. At midline, school leadership and
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management actions by head teachers have improved significantly on a number of indicators,
compared to baseline. A significantly greater proportion of head teachers at midline reported
meeting with teachers at least monthly in a group, as well as individually. Head teachers at midline
were also significantly more likely to have observed a teacher’s lesson in the past two weeks,
compared to baseline (Figure 50).
Figure 48:
midline
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Head teachers in both public schools and IQSs are significantly more likely at midline to meet with
teachers and observe their lessons, compared to baseline. There are, however, clear differences
by school type on changes in taking action to improve teacher attendance. At baseline, only 55%
of head teachers in IQSs were taking action to improve teacher attendance, compared to over 90%
of head teachers taking action in public primary schools. This difference is much smaller at
midline, with 80% of head teachers in IQSs taking action to improve teacher attendance,
compared to 86% of head teachers in public schools.
At baseline, head teachers in Zamfara were more likely to meet with teachers in a group, and to
observe their lessons, than head teachers in Katsina. While head teachers in both states improved
on these indicators between baseline and midline, the differences between the two states were
maintained: while approximately 90% of head teachers observed a lesson and met with teachers
in a group in Zamfara, only 54% of head teachers observed a lesson and 59% met with teachers in
a group in Katsina.
Public schools were more likely to keep school records at baseline, compared to IQSs, and
continue to keep more records at midline across all types of records (Figure 49). IQSs are more
likely to have a timetable for P2 at midline, compared to baseline, but have not made significant
improvements on the other indicators. The proportion of IQSs that have updated records of any
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kind remains low. Public schools are significantly more likely to have an updated pupil attendance
register for P2, and a timetable for P2, at midline, compared to baseline.
Figure 49:

School record-keeping at baseline and midline, by school type
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School infrastructure
At midline, public schools continue to be better resourced than IQSs. For example, 37% of public
schools have a library, compared to only 13% of IQSs, and 85% of public schools have a
playground, compared to only 23% of IQSs. While the proportion of public schools and IQSs with a
source of drinking water was similar at baseline, significantly fewer IQSs have a source of drinking
water at midline (see Figure 50). The majority of schools continue to need repairs, although the
proportion has decreased slightly compared to baseline. At midline, 70% of public schools have
separate functioning toilets for girls, which is a substantial increase from baseline. The proportion
of IQSs with separate functioning toilets for girls has increased slightly, although the difference is
not statistically significant.
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Figure 50:

School infrastructure at baseline and midline, by school type
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Girl-friendliness
Because of GEP3’s focus on girls’ education we have collected data on some measures often
associated with the girl-friendliness of the school environment. However, it is challenging to try to
achieve a reliable measure of the girl-friendliness of schools, as data on gender-sensitive schoollevel factors are difficult to define and collect. The information that was obtained on this for our
early learning sample cannot therefore be considered exhaustive.
As described above, a larger proportion of schools have separate functioning toilets for girls at
midline, compared to baseline, particularly in public schools. Interestingly, schools that have at
least one female teacher at midline appear to be somewhat more likely to have separate toilets
for girls than schools with no female teacher: in public schools, 80% of schools with a female
teacher have separate toilets for girls, compared to 69% of schools with no female teacher.
Female teachers continue to be underrepresented in the sample schools. The proportion of
teachers that are female has not changed significantly between baseline and midline, and remains
very low at 9%. The proportion of public schools that have at least one female teacher has,
however, increased slightly, from 44% at baseline to 49% at midline (significant at 0.10 level),
while there are no significant changes in IQSs (2% at baseline, compared to 5% at midline).
At midline, there are 0.78 girls enrolled for every boy in P1–P3. This does not present a significant
change compared to baseline. Schools in Katsina continue to have a higher ratio of girls to boys in
P1–P3 (around 0.9), compared to schools in Zamfara (around 0.7), while public schools and IQSs
have similar ratios (around 0.8). Trends in PTRs across all primary grades are comparable to those
for P1–P3.
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5.5

Teacher and pupil characteristics

5.5.1

Teacher characteristics

The sampling strategy for teachers at midline in treatment schools prioritised teachers who had
attended RANA trainings, with baseline (or panel) teachers further prioritised among the teachers
who had attended a RANA training. As a result of this sampling strategy, only 42% of teachers at
midline were also interviewed at baseline. As discussed in the section on methodology, the
descriptive analysis of trends at the teacher level between baseline and midline is based on a
repeated cross-sectional approach comparing all interviewed teachers belonging to the same
schools surveyed in the two rounds of data collection. It is therefore possible that changes in
teacher characteristics between baseline and midline are at least partially a reflection of the
different sampling strategies. As a robustness check, the descriptive analysis was also repeated for
the smaller sample of panelled teachers who were interviewed in both rounds of data collection.
Results for panel teachers are similar to those of the full sample, except where explicitly discussed.
Head teachers could be sampled if they are currently teaching regular classes and have received
RANA training as a teacher. Of the sampled teachers at midline, 19% are also head teachers.
Sex, age, and language
The demographics of teachers at midline are similar to those at baseline. Similar to baseline, at
midline the typical teacher teaching in the early grades is a 38-year-old male who speaks Hausa
and English. More specifically, the great majority of teachers (89%) are male. The ratio changes
depending on the type of school: IQS facilitators are nearly all male, with only 2% of facilitators
being female, while across public primary schools 17% of teachers are female. There is no
significant difference in the proportion of female teachers between baseline and midline overall or
within the two types of schools. In Zamfara, however, our sample comprises significantly fewer
female teachers at midline, with only 8% of female teachers at midline, compared to 14% at
baseline.
At an average age of 38 years, midline teachers are two years older than they were at baseline.
This is true for panel teachers (as one would have expected), as well as for the newly sampled
teachers. Teachers in IQSs are slightly younger on average (35 years) than teachers in public
schools (39 years). There is also a larger proportion of teachers falling into the ‘under 25’ and ‘25–
34 years’ age brackets in IQSs compared to public schools, while in public schools a larger
proportion of teachers are in the ’35–49 years’ and ‘over 50’ age brackets.
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Figure 51:

Age distribution of midline teacher sample, by school type
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When it comes to language, at midline all teachers indicate that they speak Hausa, the great
majority (85%) also state that they speak English, while only around 30% of teachers speak
Arabic. The distribution of languages spoken at midline is similar to that at baseline, with the
exception of a significant increase in the proportion of public school teachers who speak Arabic,
from 18% at baseline to 27% at midline. While at baseline, a larger proportion of teachers in IQSs
spoke Arabic compared to teachers in public schools, the proportions are fairly similar at midline,
with 32% of teachers in IQSs speaking Arabic. At midline, public schools continue to have a larger
proportion of teachers who can speak English (88%), compared to teachers in IQSs (79%).
Classes taught
At baseline, all surveyed teachers (excluding head teachers) were teaching P1 to P3 or equivalent
early level as a result of the sampling approach taken. At midline, almost all surveyed teachers
(95%) are teaching P1 to P3 or equivalent levels, although this proportion is slightly lower than at
baseline due to the change in sampling approach. While the sampling approach prioritised trained
teachers teaching in P1 to P3, trained teachers from upper grades could be selected if there were
no further eligible P1 to P3 teachers and the targeted sample size at the school had not yet been
reached. Therefore, there is a significantly larger proportion of surveyed teachers at midline who
teach in the upper grades, compared to baseline. There is no significant difference between
baseline and midline in the proportion of teachers who teach in both lower and upper grades.
Trends in both IQSs and public schools are similar to the overall trends.
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Figure 52:

Classes taught by surveyed teachers at baseline and midline
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There are relevant differences in the subjects taught by teachers (excluding head teachers) at
baseline and midline, which again reflect the change in the sampling strategy. At midline, almost
all teachers (93%) teach Hausa, compared to only 37% of teachers at baseline (Figure 53). This
shift toward Hausa teachers is particularly pronounced in public schools, where only 28% of
teachers at baseline were teaching Hausa, compared to 91% of teachers at midline. In IQSs, 55% of
teachers at baseline were teaching Hausa, compared to 97% at midline. This reflects the fact that
the RANA training is targeted at Hausa teachers, and suggests that the training was well targeted,
with almost all trained teachers, who were sampled, teaching Hausa. The midline sample includes
a smaller proportion of English teachers compared to the baseline sample, while there are no
significant differences in the proportions of teachers teaching other subjects.
Figure 53:

Subjects taught by surveyed teachers at baseline and midline
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Interestingly, the distribution of subjects taught has also changed significantly when considering
only panel teachers who were interviewed at both baseline and midline. Among panel teachers,
94% currently teach Hausa, while only 47% were teaching Hausa at baseline. This trend among
panel teachers is observed both in IQSs and in public schools. This trend can be explained by two
factors: teachers may have shifted from teaching other subjects to teaching Hausa, or teachers
may have added Hausa as an additional subject to their teaching consignment.
In IQSs, a significantly smaller proportion of panel teachers are teaching English and mathematics
at midline, compared to baseline, while the average number of subjects taught per teacher has
not changed significantly. It seems that in IQSs, teachers are not only shifting away from teaching
English, but a significant proportion of schools has also stopped teaching English as a subject. At
baseline, 79% of IQSs were currently teaching English, compared to only 27% of IQSs at midline.
The proportion of IQSs that teach mathematics has also decreased slightly, though not
significantly, from 94% at baseline to 87% at midline; while the proportion of schools teaching
general science has decreased significantly, from 12% at baseline to 2% at midline.
In public schools, a significantly smaller proportion of panel teachers are teaching English, while
the average number of subjects taught per teacher has also increased significantly, from 2.2 to 2.7
subjects per teacher. There have not been any changes to the subjects taught by the schools, with
100% of public schools teaching English at midline and 98% of public schools teaching
mathematics. Therefore, teachers in both IQSs and public schools seem to be allocating
additional resources toward teaching Hausa, but in IQSs this is potentially accompanied by
schools diverting resources away from teaching English and other subjects.
Teaching experience and training
The experience profiles of sampled teachers (including head teachers with teaching experience)
shows that almost all sampled teachers have at least two years of teaching experience in any
school. This is a significant increase from baseline for both types of schools. At midline, a higher
proportion of sampled teachers also have at least two years’ experience in their current school,
compared to baseline. This is in part a reflection of the sampling strategy, which prioritised
sampling teachers interviewed at baseline, provided that they had attended training. Among
teachers who were not interviewed at baseline, 67% have been at their current school for at least
two years.
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Public school

Figure 54:

Teaching experience of surveyed teachers at baseline and midline, by school type
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Teachers at midline have on average 12 years of teaching experience, which is approximately 1.5
years more teaching experience than the average teacher had at baseline. The total number of
years of teaching experience at midline is similar between panel teachers and teachers who were
not interviewed at baseline. At midline, teachers in public schools continue to be more
experienced than those in IQSs, with the average number of years as a teacher in any school being
approximately 13 years in public primary schools and nine years in IQSs.
At midline, approximately 35% of sampled teachers reported that they had participated in a
training, other than the main RANA trainings, during the last two years. Among teachers who had
participated in a training, teachers reported that they had received on average around six days of
training over the last two years. Teachers in public schools (42%) are more likely to report having
participated in a training than teachers in IQSs (24%), and have also received more days of
training, with an average of seven days in public schools and three days in IQSs. This is likely to be
related to other interventions targeting public schools, such as TDP and Jolly Phonics. IQS teachers
also do not report receiving any GEP training other than RANA, while 35% of teachers in public
schools report having received other GEP training. It is likely that this is related to the GEP training
targeting head teachers in public schools.
Teacher motivation and attendance
Teacher attendance

Based on a measure of self-reported attendance, teacher absenteeism seems to have been
reduced in IQSs but not in public schools. In IQSs, a similar proportion of teachers at baseline and
midline report being absent for at least one day during the last three months. However, among
teachers who have been absent for at least one day, the number of days of absence in the last
three months has almost halved compared to baseline. In contrast, the proportion of teachers in
public schools who have been absent during the last three months has increased significantly, with
almost 80% of teachers having been absent in the last three months. The number of days of
absence in public schools has reduced slightly, but not significantly, compared to baseline.
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Alongside a teacher’s own illness, participating in training is the reason most commonly given by
teachers at midline for having been absent from school. This is a significant increase from baseline,
where only 7% of teachers cited participation in training as a reason for their absence. In public
schools in particular, almost half the teachers give participation in training as a reason for their
absence. In the three months preceding the survey (July–Sept 2017), RANA held a total of 10 days
of training, with each teacher likely to attend between two and six days, depending on their school
and the classes they currently teach. If trainings are happening during school times, it would
therefore be expected that teachers are missing school in order to attend the training.
Figure 55:

Reasons for teacher absence during the last three months at midline
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Aside from attendance at trainings, there are also other factors that seem to be related to teacher
absence. Not surprisingly, when looking at payment status, teachers who do not receive some
form of salary or stipend are more likely to be absent and to be absent for longer periods. Older
teachers are somewhat more likely to be absent than younger teachers: over three -quarters of
teachers aged 35 and older had been absent in the last three months compared to 64% of
teachers under 25 years of age. There are no significant differences in teacher absence by the sex
of the teacher.
Teacher motivation
Changes in teacher motivation over time

Motivation, as measured in this evaluation, has increased over time among teachers in the
treatment group (Figure 56). The overall motivation index has increased by around 0.6 standard
deviations. Put differently, only 30% of the teachers at baseline had the level of motivation that
the average teacher has at midline. This result is robust to excluding non-panel teachers, so is not
due to changes in sample composition. The estimated effect size is the same when the non-panel
teachers are excluded (0.564).
Examining the different sub-scales, the increase in the overall motivation comes primarily from a
large increase (almost 1 standard deviation) in the self-efficacy scale. Arguably, self-efficacy may
be the aspect of motivation that is most amenable to training, because teachers who have been
trained are more likely to think they can do their job well. There were also increases in interest
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and enjoyment, pressure and tension, and effort and importance, but these were not statistically
significant.
Interestingly, teacher–teacher interaction – as perceived by the teachers themselves – appears to
have worsened significantly between baseline and midline. This could reflect tensions caused by
issues such as delays in teacher salaries, although it is unclear why these would affect interactions
between teachers and not motivation.
Table 39:

Teacher motivation in treatment group at midline

Variable
Mean

N

Motivation (composite index)

0.564

256

Midline
Lower
confidence
interval 95%
0.418

Self-efficacy
Interest and enjoyment

0.96
0.104

259
256

0.806
-0.01

1.114
0.219

Pressure and tension
Effort and importance
Teacher–teacher interaction

0.095
0.058
-0.409

259
259
259

-0.03
-0.058
-0.529

0.22
0.175
-0.289

Upper
confidence
interval 95%
0.711

Significance
***
***

***

Note: The scales are standardised, so for each scale the baseline score is zero. Asterisks indicate statistical significance of the
change between baseline and midline: *** p < .01; ** p < .05; * p < .10

At the same time, results among teachers in the control group have worsened, with significant
decreases in the self-efficacy and pressure and tension sub-scales. Teacher–teacher interaction
appears to have decreased among the control group by roughly the same amount as among the
treatment group, suggesting that factors beyond the control of the programme may be affecting
the quality of interaction between teachers.
Figure 56:
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Differences between the treatment group and control group at midline

Teachers who have benefited from the RANA intervention are more motivated at midline (Table
40:
Teacher motivation in the control and treatment group at Error! Reference source not
found.). Assuming the two groups were comparable before the intervention, given the successful
school-level randomisation and balance checks performed at baseline, the estimated programme
effect is around 0.7 standard deviations. The difference seems to be primarily in terms of selfefficacy and, to a lesser extent, interest and enjoyment; there were also smaller and nonsignificant differences in favour of treatment schools in the other motivation scales and in
teacher–teacher interaction.
Table 40:

Teacher motivation in the control and treatment group at midline
Control

Treatment Difference Significance

Motivation (composite index)

-0.157

0.564

0.722

***

Self-efficacy

-0.255

0.96

1.215

***

Interest and enjoyment

-0.106

0.104

0.21

**

Pressure and tension

-0.011

0.095

0.106

Effort and importance

0.046

0.058

0.012

-0.512

-0.409

0.103

Teacher–teacher interaction

Note. Asterisks indicate a statistically significant difference between the treatment and control group: *** p < .01; ** p < .05; * p <
.10.

Figure 57:

Distribution of teacher motivation in control and treatment group at midline

Characteristics of teachers and schools associated with motivation

A range of personal and school characteristics are examined to see if they are associated with
differences in motivation, using the motivation composite index (Table 41:
Teacher
motivation by group at midline). Teachers in Zamfara have higher motivation than in Katsina
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(though this is only weakly significant); teachers in public primary schools have higher motivation
than those in IQSs; female teachers are more motivated than male teachers; and urban teachers
are more motivated than rural teachers.
Simple indicators were derived for (i) the average wealth of pupils sampled from the school, as a
proxy for the socioeconomic standing of the area; (ii) head teacher support, based on a range of
activities undertaken by the head teacher; and (iii) the school’s infrastructure.
Pupils’ wealth does not appear to affect teacher motivation. It might be thought that teaching
pupils from disadvantaged backgrounds would be harder – for example because they may be
involved in child work or because their parents are not able to support their learning – but there is
no evidence that this affects motivation. Similarly, it might be thought that teachers who have to
teach very large classes – measured by the PTR in the school – would be subject to lower
motivation because of the difficulty in having an effect on learning in such circumstances. In
practice, there is no apparent relationship between the PTR and teacher motivation. High PTRs
may be associated with overcrowded classrooms, but also with better-functioning schools that can
attract more pupils, which may complicate the relationship with motivation.
Teachers who have supportive head teachers and who are in schools with better infrastructure are
more motivated (although for infrastructure, the effect is only weakly significant). Teachers who
feel they have the materials they need to do their jobs, are also more motivated on average.
Teacher pay is also likely to be important for motivation, but no statistically significant effect is
found in this analysis. We consider three categories of pay: unpaid – those who are not paid any
salary or stipend; paid regularly – those who are paid a salary or stipend (always or mostly) on
time and in full; and, in between the two, paid irregularly – those who are paid but sometimes not
on time or sometimes not in full. There is a large difference in average motivation between those
who are paid regularly and those who are paid irregularly, but there is also a lot of variation in
motivation within these categories, so that the difference does not reach the level of statistical
significance.
Table 41:

Teacher motivation by group at midline

Variable

Group

State code

Katsina

0.174

Zamfara

0.354

IQS

0.054

Public primary school

0.412

Male

0.208

School type
Sex

Rural/urban region

Motivation composite index

Significance

Female

0.71

Urban

0.612

Rural

0.208

‘Teachers have
materials to do
their jobs’

No

-0.042

Yes

1.102

Regular pay

Unpaid

0.151

Paid irregularly

0.182
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Paid regularly

0.387

under 25

0.007

25–34

0.308

35–49

0.322

over 50

0.079

Average wealth of
sampled pupils in
the school

Poorest

0.28

Middle

0.193

Richest

0.373

Whether head
teacher is fully
supportive

Not fully supportive

0.237

Supportive

0.41

Infrastructure

Basic infrastructure

0.13

Age categories

PTR
Teacher turnover

Moderate infrastructure

0.209

Better infrastructure

0.368

Low

0.198

Medium

0.419

High

0.111

None

0.237

1+

0.306

n/a

**

+

Note: Asterisks for significance relate to differences between means in cases where there are two categories. In cases where the
categories are based on an underlying continuous variable (age, pupil wealth, head teacher support, infrastructure , PTR),
significance is tested using a simple regression model of the continuous variable on the teacher motivation index. *** p < .01; ** p
< .05; * p < .10.

To explore whether the associations described above are robust to controlling for other variables,
we estimate a set of simple regression models with the motivation index and sub-scales as the
dependent variables. The regression confirms that teachers in the treatment schools are more
motivated than those in control schools. This suggests that, holding other factors constant,
teachers in Zamfara are significantly more motivated than those in Katsina; teachers in IQSs are
significantly less motivated than those in primary schools; and those in rural areas are less
motivated than those in urban areas. Teachers who are paid irregularly are not significantly more
motivated than those who are unpaid, but those who are paid regularly are significantly more
motivated. Teachers who feel they have the materials to do their job are more motivated. In
schools where the head teacher provides more support, scores in the ‘Effort and importance’ scale
are significantly higher, but not those in the overall composite index.
Our index of school infrastructure is not a significant predictor of motivation; the weak association
reported above may be due to rural–urban differences or differences between states. Pupil wealth
and the PTR are not significant as predictors of motivation, once other factors have been
controlled. Teachers in schools with relatively high teacher turnover might be expected to be less
motivated, but in fact there is a significant positive association between turnover and ‘Interest and
enjoyment’ and ‘Effort and importance’. It may be that in high-turnover schools the least
motivated teachers are more likely to leave, making motivation appear higher.
These factors taken together explain a fairly high proportion of self-efficacy (R² = .522) but little of
the variation in interest and enjoyment or pressure and tension. Self-efficacy attempts to measure
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the extent to which teachers see themselves as able to have an impact, as opposed to being
constrained by external factors that are outside of their control. It is perhaps not surprising that
external factors, such as head teacher support and access to materials, appear to be strongly
associated with the self-efficacy subscale. The coefficients on state, school type (IQS versus
primary), and rural (versus urban) location may also be standing in for external factors that are
incompletely measured in the survey and which affect motivation, such as a school’s remoteness
and how engaged local governments are with the school.
Do more motivated teachers use better teaching practices and attend more regularly?

We can hypothesise that teachers who are more motivated would use better teaching practices in
at least two ways. Firstly, they would be willing to expend more effort, perhaps meaning more
time is spent engaging the students in some form of activity. Secondly, if they have acquired
knowledge of good teaching practices, then they would be more willing to try to apply this new
knowledge in the classroom.
However, the results are not particularly supportive of these hypotheses. We examine the
relationship between the different motivation scales and two key indicators of classroom
practices: the proportion of time that the teacher engages pupils in the class (Table 42:
Motivation by teacher time on task at ) and an overall index of positive classroom practices
(Table 43:
Motivation by classroom practice category at ). In both cases, there is little sign of a
systematic relationship in the expected direction between motivation and more active, or overall
better, teaching in the classroom.
Table 42:

Motivation by teacher time on task at midline

Motivation (composite index)
Self-efficacy
Interest and enjoyment
Pressure and tension
Effort and importance
Teacher–teacher interaction

Table 43:

% of time pupils were engaged in class
Less than 50%
50–79%
80–100%
0.317
0.257
0.255
0.602
0.429
0.414
-0.032
0.048
0.03
0.06
0.054
0.045
0.034
0.023
0.094
-0.372
-0.57
-0.4

Motivation by classroom practice category at midline

Motivation (composite index)
Self-efficacy
Interest and enjoyment
Pressure and tension
Effort and importance
Teacher–teacher interaction

Classroom practice category
Weakest
Middle
0.256
0.405
0.486
0.415
0.001
0.08
0.053
0.133
-0.004
0.333
-0.5
-0.331

Best
0.127
0.489
0.002
-0.088
-0.152
-0.422

Note. The categories are the weakest, middle, and best one-third of teachers in the sample, respectively, using a combined
indicator of positive classroom practices.

In order to estimate the relationship between motivation and classroom practices more precisely,
we estimate regression models with classroom practices as the dependent variable, the
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motivation scales as independent variables, and a set of covariates to control for possible
confounders.83 However the overall motivation index remains non-significant (and with a
coefficient in the ‘wrong’ direction, so that more motivated teachers appear to be spending less
time on task and have less good classroom practices). Of the sub-scales, self-efficacy has a
significant effect on classroom practices in the unexpected direction: teachers who have a more
positive view of their own efficacy appear to be using worse classroom practices than those with a
less positive view, controlling for other factors. Only the interest and enjoyment subscale has a
significant positive effect on the overall index of classroom practices (and a non-significant positive
effect on time on task).
This demands further investigation: it may be that the self-efficacy index is picking up on some
undesirable traits, such as a failure to recognise that students’ learning is not improving, or that
the process of observing teachers’ lessons – in which there are likely strong effects on teacher
activity of an observer being present – makes it difficult to pick up any relationship between
motivation and teaching practices.
A second hypothesis would be that teachers who are more motivated would be less likely to spend
time absent from school. This hypothesis finds some support in the analysis. Motivation is lower
among teachers who report having been absent during the past three months, although the
effect is only weakly significant for the overall motivation index (Table 44:
Motivation by
whether or not the teacher has been absent at least once during the past three months). The
largest differences are in the ‘pressure and tension’ and ‘effort and importance’ sub-scales. These
could be considered as ‘push’ and ‘pull’ factors in teacher absenteeism: work pressure driving
teachers away from the school, while the importance they attach to their profession pulls them
back toward it.
A regression model with the number of days absent during the past three months as the
dependent variable suggests that a 1 standard deviation increase in overall motivation is
associated with 0.6 fewer days of absence over three months (p < .01). Self-efficacy and pressure
and tension are also associated with fewer days of absence. However, when additional covariates
are added84 the effect of overall motivation becomes non-significant. Only the effect of the
‘pressure and tension’ subscale is robust to the addition of these covariates. Effort and importance
is actually associated with more days of absence once other factors are controlled for.
Moreover, it should be acknowledged that any effect on absence of motivation is modest in
magnitude. From the regression model we can estimate that a (large) 1 standard deviation
improvement in pressure and tension is associated with only 0.5 days less absence, or about a 5%
reduction in the likelihood of having been absent at all.

83

These are: state, school type, rural or urban area, head teacher support, whether teachers have the materials they need, and an
index of school infrastructure.
84 Teacher–teacher interaction, state, school type, rural or urban location, head teacher support, whether teachers have materials
to do their jobs, and infrastructure.
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Table 44:
Motivation by whether or not the teacher has been absent at least once during
the past three months
No

Yes

Significance

Motivation (composite index)

0.432

0.226

*

Self-efficacy

0.519

0.46

Interest and enjoyment

0.038

0.019

Pressure and tension

0.196

0.003

*

Effort and importance

0.193

0.012

**

Teacher–teacher interaction

-0.218

-0.533

***

Note. Asterisks show the statistical significance of any difference in motivation between the two groups: *** p < .01; ** p < .05; * p
< .10.

5.5.2

Pupil characteristics

Similarly to at baseline, girl and boy pupils are equally represented in the midline sample. While all
pupils were found to speak Hausa at home, practically no child speaks English or any other local
language at home.
At midline, the average pupil is just under 11 years old, with surveyed IQS pupils older on average
than public school pupils. The majority of pupils in public schools are aged between 7 and 11,
while the majority of pupils in IQSs are aged between 11 and 15 (Figure 58). Among those who
reported their age (86%), no pupils in public primary schools were reported to be over the age of
15, compared to some 14% of pupils in IQSs. Figure 58 shows the distribution of pupil age groups
by school type, when discounting the proportion of pupils in our sample for whom age
information was not present.
Figure 58:

Distribution of age groups at midline, by school type

80%
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70%
60%
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10%
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11-15 years

Above 15

Public school

A descriptive analysis of pupils’ socioeconomic conditions indicates that most pupils are in the
middle range of the poverty spectrum. The latter is investigated using a Household Wealth Index
(HWI) (asset index) that was constructed at baseline. In particular, when looking at the wealth
tertile differentiation, the average across the sample is set around the second tertile.
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A marked difference is observed between the socioeconomic status of the sub-samples of pupils
belonging to the two different school types. Specifically, pupils attending IQSs were found to be
poorer than those attending primary schools, which is driven by a larger proportion of pupils in the
highest tertile and a lower proportion in the lowest tertile in public schools (Figure 59). There are
also differences by state, with pupils in Katsina being poorer on average than pupils in Zamfara.
There are no significant differences in the distribution of the HWI tertiles between baseline and
midline.
Figure 59:

HWI tertile categorisation at midline, by school type
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5.6

Factors associated with changes in learning outcomes

5.6.1

OLS model predicting changes in literacy outcomes from baseline covariates

At baseline, a regression model was built to investigate the statistical significant of correlations
between the outcomes indicators of interest at the pupil level (i.e. Hausa scaled scores and English
scaled scores) and a range of influencing factors that help explain their learning performance at
baseline. At midline, we investigate how a similar set of influencing factors can help explain the
change in learning outcomes observed between baseline and midline. We use baseline covariates
to predict this change in learning outcomes. Teacher-level analysis is limited in this respect by a
relative small sample and it is therefore not feasible to build a robust model that focuses on
teachers’ correlations at baseline. We have, however, embedded information on teachers' subject
knowledge and pedagogical practices, as well as their degree of motivation, in our pupil
correlation model.
The majority of teacher- and school-level factors do not appear to be significantly correlated
with change in literacy learning outcomes. In particular, school context variables, such as
presence of separate toilets for girls and presence of a source of drinking water in the school, do
not show any significant correlation with changes in Hausa literacy outcomes, and show little
correlation with changes in English literacy outcomes. Average class size, however, is correlated
with learning outcomes, with changes in Hausa and English literacy outcomes being larger in
schools with smaller classes at baseline. In addition, the level of support that teachers were
receiving from the head teacher at baseline is positively correlated with changes in English literacy
outcomes. Teachers' motivation, knowledge or pedagogy is not significantly associated with
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changes in English scores. Teachers' pedagogical knowledge at baseline is a significant predictor of
changes in Hausa literacy outcomes, but other teacher motivation, knowledge and pedagogy
indicators are not significantly associated with changes in Hausa outcomes.
School type and school location are significantly correlated with changes in literacy outcomes.
Pupils in schools in Katsina have improved significantly more in Hausa and English literacy than
pupils in Zamfara, and pupils in urban schools have improved more than pupils in rural schools.
Pupils in public schools have improved significantly more than pupils in IQSs on English literacy.
This correlation might be explained by the presence of other English literacy interventions in
public schools (Jolly Phonics, TDP) that may be contributing to public primary school pupils’
improvements in English scores, in addition to the impact that RANA has had. On the other hand,
school type is not a significant predictor of Hausa literacy outcomes.
Pupil individual-level factors are not strongly correlated with changes in literacy outcomes and
seem to be influencing Hausa and English outcomes differently. Gender does not appear to be
significantly correlated with changes in literacy outcomes. Age is not correlated with changes in
Hausa outcomes, but is a significant predictor of changes in English outcomes, with older pupils
improving more in English literacy. As shown by the HWI tertile categorisation, a pupil's wealth
was not correlated with changes in English literacy, but pupils in the medium HWI tertile improved
more on Hausa literacy than pupils in the bottom HWI tertile.
Finally, the timing of the start of the RANA intervention is not correlated with changes in pupil
literacy outcomes. Pupils in schools that started receiving RANA in February 2016 show a similar
level of improvement in Hausa and English literacy to pupils in schools that started receiving RANA
in April 2016. This is not surprising, since the level of intervention received by the two groups of
schools are very similar and RANA made an effort to align the two phases with each other as
quickly as possible.
Table 45:

Main baseline factors influencing change in Hausa scaled scores (OLS model)

Variables

Coefficient

Std err

T-stat

P-value

-10.889

8.130

-1.34

0.185

-.144

1.797

-0.08

0.937

Pupil in second HWI tertile

21.456

9.415

2.28

0.026**

Pupil in third (top) HWI tertile

0.728

10.682

0.07

0.946

Public primary school (not IQS)

-1.242

13.182

-0.09

0.925

School in rural areas

-20.239

8.722

-2.32

0.023**

School in Katsina

35.650

7.762

4.59

0.000***

School has girl toilets

-9.260

9.755

-0.95

0.346

School has water

-4.310

7.659

-0.56

0.575

School has electricity connection

-9.357

13.235

-0.71

0.482

School needs repairs

11.189

14.632

0.76

0.447

School has library

-3.813

10.550

-0.36

0.719

Average class size

-0.328

0.163

-2.01

0.049**

Average number of days each
teacher was absent in last

0.341

0.357

0.96

0.342

Gender (pupil is female)
Age
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three months
Number of years head teacher has
been at the school

-0.666

0.491

-1.36

0.179

Teacher motivation

-22.268

18.410

-1.21

0.231

Teacher subject knowledge

-4.036

14.270

-0.28

0.778

Teacher curriculum knowledge

-3.820

6.285

-0.61

0.545

Teacher pedagogical knowledge

53.925

24.767

2.18

0.033**

Teacher Hausa-based teaching

-0.032

0.425

-0.08

0.940

Teacher practice

0.025

1.702

0.01

0.988

Head teacher support to
Teachers

10.079

21.872

0.46

0.646

Start of RANA intervention

-4.145

9.260

-0.45

0.656

149.993

76.298

1.97

0.053

constant
*** p < .01; ** p < .05; * p < .10.

Table 46:

Main factors influencing change in English scaled scores (OLS model)

Variables

Coefficient

Std err

T-stat

P-value

Gender (pupil is female)

-7.813

6.267

-1.25

0.217

Age

2.899

1.440

2.01

0.048**

Pupil in second HWI tertile

6.167

7.315

0.84

0.402

Pupil in third (top) HWI tertile

-7.307

7.417

-0.99

0.328

Public primary school (not IQS)

54.026

12.440

4.34

0.000***

School in rural areas

-22.069

10.247

-2.15

0.035**

School in Katsina

23.542

10.547

2.30

0.025**

School has girl toilets

-5.945

9.755

-0.56

0.575

School has water

2.296

9.000

0.26

0.799

School has electricity connection

-14.751

10.916

-1.35

0.181

School needs repairs

31.015

15.388

2.02

0.048**

School has library

12.738

9.929

1.28

0.204

Average class size

-0.293

0.135

-2.16

0.034

Average number of days each
teacher was absent in last
three months

-0.326

0.296

-1.1

0.275

Number of years head teacher has
been at the school

0.385

0.535

0.72

0.474

Teacher motivation

-3.947

16.296

-0.24

0.809

Teacher subject knowledge

9.125

13.971

0.65

0.516

Teacher curriculum knowledge

-2.710

8.128

-0.33

0.740

Teacher pedagogical knowledge

22.022

18.205

1.21

0.231

Teacher Hausa-based teaching

-0.307

0.455

-0.67

0.502
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Teacher practice

1.273

1.772

0.72

0.475

Head teacher support to
Teachers

50.911

19.937

2.55

0.013**

Start of RANA intervention

-2.141

9.945

-0.22

0.830

constant

-38.447

61.561

-0.62

0.534

*** p < .01; ** p < .05; * p < .10.

5.6.2

Fixed-effects model predicting changes in literacy outcomes from changes in timevarying factors

The analysis is extended further by using a fixed-effects model. This model allows us to investigate
the effect of time-varying influencing factors on our outcome variables of interest while
controlling for all observed and unobserved time-invariant influencing factors. Time-invariant
influencing factors include factors such as pupil's gender, school location and school type that
remain constant for each pupil between baseline and midline. These factors are controlled for in
the fixed-effects model, allowing us to examine the influence of changes in time-varying
indicators between baseline and midline on changes in literacy learning outcomes.
The most relevant finding is that changes in teacher motivation are highly correlated with
changes in pupils' literacy learning outcomes for both Hausa and English. Pupils' learning
outcomes improved more in schools where teacher motivation increased more between baseline
and midline. In contrast, teachers' knowledge and skills are only weakly correlated with
improvements in Hausa literacy, and are not correlated with improvements in English literacy.
Changes in teachers’ Hausa-based teaching skills and curriculum knowledge are associated with
changes in pupils’ Hausa outcomes. We saw earlier that curriculum knowledge deteriorated
between baseline and midline, but pupils seem to have improved most in Hausa literacy in the
schools where teachers’ curriculum knowledge deteriorated the least. Surprisingly, teachers’
scores on the teacher practice index are negatively correlated with pupil literacy outcomes. It is
possible that the types of teaching practices on which teachers improved between baseline and
midline are not those that are significant predictors of improvements in learning.
Changes in the school environment, such as infrastructure improvements and increases in head
teacher support, are generally not correlated with changes in pupils’ literacy outcomes. An
exception is the association between class size and Hausa literacy outcomes: in schools where the
class size became bigger between baseline and midline, pupils’ Hausa scores improved less than in
schools were class sizes became smaller or remained the same.
Lastly, changes in pupils’ wealth are associated with changes in literacy outcomes. Pupils whose
families became relatively wealthier between baseline and midline, i.e. pupils who moved into the
highest HWI tertile, showed larger improvements in literacy outcomes.
Overall, the fixed-effects model has limited explanatory power. There are few significant
predictors of changes in literacy outcomes, and those that are significant are generally small in
magnitude (of the coefficient). This is likely to be a result of the limited variability that we observe
in both the outcomes measurements and some of the predictors of interest. In particular, teacher
competency has not improved between baseline and midline on several indicators, and where it
has, the improvements have been very small. This can help explain why we do not observe a
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significant correlation between changes in teaching knowledge and practice and changes in pupils’
learning outcomes.
Table 47:

Influencing factors predicting changes in Hausa scaled scores (fixed-effects model)

Variables

Coefficient

Std err

T-stat

P-value

Pupil in second HWI tertile

-8.873

11.504

-0.77

0.442

Pupil in third (top) HWI tertile

21.103

9.479

2.23

0.028**

School has girl toilets

35.928

18.375

1.96

0.053*

School has water

-3.561

14.057

-0.25

0.801

School has electricity connection

-27.924

17.602

-1.59

0.116

School needs repairs

-34.601

23.410

-1.48

0.143

School has library

32.638

18.717

1.74

0.084

Average class size

-0.435

0.170

-2.56

0.012**

Average number of days each
teacher was absent in last
three months

0.351

0.547

0.64

0.522

Number of years head teacher has
been at the school

-1.244

1.539

-0.81

0.421

121.668

31.923

3.81

0.000***

Teachers' subject knowledge

1.168

13.288

0.09

0.930

Teachers' curriculum knowledge

23.043

10.338

2.23

0.028**

Teachers' pedagogical knowledge

7.250

17.702

0.41

0.683

Teachers' Hausa-based teaching

0.999

0.502

1.99

0.049**

Teacher practice

-6.942

2.055

-3.38

0.001***

Head teacher support to
teachers

32.346

25.293

1.28

0.204

constant

279.897

95.483

2.93

0.004

Teacher motivation

*** p < .01; ** p < .05; * p < .10.

Table 48:

Influencing factors predicting change in English scaled scores (fixed-effects model)

Variables

Coefficient

Std err

T-stat

P-value

Pupil in second HWI tertile

1.498

7.366

0.2

0.839

Pupil in third (top) HWI tertile

22.891

9.328

2.45

0.016**

School has girl toilets

36.017

22.289

1.62

0.109

School has water

4.2156

15.222

0.28

0.782

School has electricity connection

-21.115

20.378

-1.04

0.303

School needs repairs

-11.453

22.196

-0.52

0.607

School has library

32.890

17.259

1.91

0.060*

Average class size

-0.224

0.190

-1.18

0.241

Average number of days each
teacher was absent in last

0.994

0.532

1.87

0.065*
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three months
Number of years head teacher has
been at the school

-1.899

1.490

-1.27

0.205

Teacher motivation

155.381

36.123

4.3

0.000***

Teachers' subject knowledge

18.654

20.621

0.9

0.368

Teachers' curriculum knowledge

-3.856

11.332

-0.34

0.734

Teachers' pedagogical knowledge

-9.773

21.142

-0.46

0.645

Teachers' Hausa-based teaching

0.950

0.549

1.73

0.087

Teacher practice

-9.718

2.162

-4.5

0.000***

Head teacher support to
teachers

37.337

25.457

1.47

0.146

constant

226.089

96.554

2.34

0.021

*** p < .01; ** p < .05; * p < .10.
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6

Analysis of the quantitative data of the IQSS intervention

This chapter presents the midline analysis of the quantitative survey data gathered in 60 IQSs in
Niger and Bauchi. The evidence has been structured around the two contribution claims presented
in the IQSS ToC and has been structured to qualitatively assess changes since baseline and the
possible factors influencing the changes, to the extent possible.
The quantitative analysis presents a descriptive analysis of associations of indicators across
categories of interest. Given that the sample size of the IQSS survey is relatively small and data are
disaggregated further across various categories (by state, by management, etc.) the averages
presented have large confidence intervals. Hence, it is important to emphasise that these
associations should not be used to make statistical claims regarding causal inference. Rather, they
should only be treated as a summary of the sampled schools at midline. The figures presented
alongside the text serve a descriptive purpose, to facilitate the narrative regarding the results.
Confidence intervals (at 95% level of confidence) have been presented in some of the figures
throughout this chapter, where informative and deemed necessary. However, owing to the small
sample size, many of the changes since baseline or associations by variables of interest are not
significant. Where differences are significant, we indicate this via an asterisk in tables and in the
text. In instances where this is not specified, the differences between groups should be taken as
not being significantly different from one another. A larger set of descriptive statistics, including
mean estimates, standard errors and number of observations for each variable on average and by
state, is included in Annex D.

6.1

Impact pathway to more effective teaching of formal subjects in IQSs
(Contribution Claim 1)

In this section we present the data related to teachers, teachers’ knowledge, and teaching
practices in IQSs. In addition, we discuss other components of the IQSS ToC that are assumed to
support more effective teaching: that is, pedagogical and school leadership, and access to teaching
and learning materials.
6.1.1

The teaching context

Overview of school structure
At midline, most IQSs are structured like public primary schools, with six levels ranging from Grade
1 (P1) to Grade 6 (P6). This proportion remains unchanged since baseline. The remainder, 38%, are
structured in a range of different ways, summarised below in Table 49. The last category, Type 6,
represents IQSs that are informal to the extent that each school in this category (nine in total) has
a different structure. A larger share of IQSs in Niger are structured like public schools than in
Bauchi, as at baseline, although the difference is not statistically significant.
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Table 49:

Mapping IQS structures to primary school classes

Type 1

Type 21

P1

Awal/Alif

P2

Sani/Ba’u

P3

Salisu/Ta’u

P4

-2

P5

-

P6

-

62%

11%

Type 3

Class 1/ Stage 1/
Aji/
Tsangaya

0%

Type 4

Type 5

Type 6

Class 1/
Tsangaya 1/
Aji 1/
Stage 1

Class 1/
Stage 1/Grade1

N/Aǂ

Class 2/
Tsangaya 2/
Aji 2/
Stage 2
0%

Class 2/
Stage 2/Grade2
12%

16%

Notes: 1 Awal, Sani, and Salisu are Arabic for first, second, and third, respectively. 2 ‘-‘ indicates that a corresponding level do not
exist at the IQS. For example, Type 2 schools do not provide upper primary classes. ǂ For type 6 schools, no overall mapping exists
since each school in this category has its own structure.

At the level of individual schools, there has been some shifting between the two rounds of data
collection, as shown in Table 50. In total, 20 schools, or one-third of the sample, have changed
their structure since baseline, with more schools in Niger moving toward a public school structure
(Type 1 in Table 49) at midline than schools in Bauchi. The accompanying changes at the school
level, in terms of time spent teaching/learning integrated subjects and number of teachers of
integrated subjects, have been discussed in subsequent sections throughout this chapter.
Table 50:
midline

Number of schools of Type 1 with changes in structure between baseline and
Bauchi

Niger

Total

Number of schools structured like public schools at
baseline but not at baseline

6

4

10

Number of schools structured like public schools at
midline but not at baseline

4

6

10

The schools that are structured like public schools at midline but not at baseline also show other
signs of formalisation between the two rounds of survey: a larger share of such schools have a
separate head teacher at midline (90% at midline, compared to 70% at baseline); the average
number of hours dedicated to integrated subject teaching has gone up (from 3.69 to 3.85 per
week); a larger share of schools teach maths as well as Hausa (90% at midline, compared to 70% at
baseline); and schools have more teachers of integrated subject at P1–P3 level (2.9 at midline,
versus two at baseline).
Changes in school management structure
IQSs can be headed by a head teacher, who is responsible for the day-to-day functioning and
management of the school. In addition, the school owner, also called the proprietor, may often be
the same person as the head teacher. Figure 60 shows that at midline, 70% of surveyed IQSs have
a separate head teacher and 97% of all schools have a proprietor, and that this is comparable to
the situation at baseline, where 70% of the schools had a separate head teacher and 95% had a
proprietor.
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Figure 60:

School management structure, baseline versus midline
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The state-level averages differ as schools in Bauchi are far less likely to have a separate head
teacher than schools in Niger, both at baseline and midline (Table 51). In addition, none of the
head teachers in Bauchi are female, as at baseline.
Table 51:

Changes in school management, by state
Bauchi
BL

ML

Niger
MLBL

BL

ML

MLBL

Percentage of IQSs with head teacher separate from
proprietor

55%

57%

2%

82.1
%

81.2
%

0%

Percentage of IQSs with a proprietor

93.7
%

93.7
%

0%

95.7
%

98.6
%

2%

Percentage of IQSs with a female head teacher

0%

0%

0%

8.8%

8.8%

0%

Percentage of IQSs with a female proprietor

0%

0%

0%

13.7
%

13.3
%

0%

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

While overall averages of the share of schools with a head teacher role that is separate from a
proprietor role suggest that no significant changes have taken place to the school management
structure between baseline and midline, at the school level, there have been some interesting
shifts. Figure 61 indicates the changes in the separation of head teacher and proprietor roles by
states, between baseline and midline. In 85% of the schools in Niger and 65% of the schools in
Bauchi there have been no changes to the school’s management structure since baseline, as either
the school had/has a separate head teacher both at baseline and midline, or in neither round. In
the remaining cases, however, the schools either only had/have a separate head teacher at
baseline or at midline, indicating changes in the school management structure. Such structural
school changes are more pronounced in Bauchi.
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Figure 61:

Separation of head teacher and proprietor roles, by state
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In schools where there is a separate head teacher at midline but there was not at baseline, schools
spend more time teaching integrated subjects per week (3.33 at midline, versus 1.96 at baseline),
more frequently teaching the full package of integrated subjects (0% at baseline, versus 20% at
midline), and have more teachers of integrated subjects (2.5 at midline, versus 1.3 at baseline). In
the case of schools with a separate head teacher at baseline only, the sample is very small (six
schools). However, the data do indicate that the average time spent on integrated subjects has
been reduced (3.25 at baseline, compared to 2.58 at midline), though there have been
simultaneous average improvements in the share of schools teaching both maths and Hausa (83%
at baseline, versus 100% at midline), and a slight improvement in the number of teachers (2.83 at
midline, versus 2.5 at baseline).
IQS integration
The degree of IQS integration can be assessed by the total number of hours per week pupils are
taught secular, integrated subjects, what types of integrated subjects are taught at the school, and
whether the school teaches the entire package of five integrated subjects as prescribed in the
harmonised integrated curriculum for Quranic schools.85
At midline, participation in integrated classes is compulsory for pupils in 90% of schools, and this is
similar in Bauchi and Niger.

85

The five subjects are: mathematics, the language of the immediate environment (Hausa), English, social studies, and basic
sciences.
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Table 52 indicates that schools, on average, have not improved the number of hours integrated
subjects are taught per week. However, a disaggregation by whether the school has increased the
number of facilitators since baseline reveals that, on average, schools with more facilitators at
midline have more hours dedicated to teaching integrated subjects at midline than they did at
baseline, and that the reverse holds true for schools with fewer facilitators at midline than at
baseline. It is important note that none of these differences are statistically significant and that
the estimates for schools with ‘fewer teachers at midline than at baseline’ consists of only 10 IQSs.
Figure 62:
Average number of hours the school teaches integrated subjects, by changes in
the number of facilitators
9
8

Number of hours
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A larger share of schools in both Niger and Bauchi now teach both Hausa and mathematics (
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Table 52). Overall, 90% of schools now teach maths and Hausa as subjects, compared to 72% at
baseline. This improvement largely stems from a significant increase in the share of schools in
Bauchi that teach Hausa as a subject at midline. This has increased from 72% at baseline in Bauchi
to 97.5% at midline.
It is interesting to note the increase in the share of schools in Niger teaching Hausa as a language
when Hausa is not the language of instruction. In six schools in Niger at midline, teaching of
mathematics was reported to only take place in Nupe or English, suggesting that Hausa is not the
language of the immediate environment in these cases. Despite this, Hausa has been taught as a
subject in four out of these six schools since baseline. This indicates that even in schools located in
communities that are not Hausa-majority, schools are still able to teach Hausa without resistance
from the community or binding teacher capacity constraints.
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Table 52:

Changes in degree of IQS integration, by state

Variable

Bauchi
BL

ML

Niger
ML-BL

BL

ML

MLBL

Number of hours of integrated
teaching per week at P2 level

2.1

2.4

0.3

3.8

3.6

-0.2

Percentage of schools teaching
all five core integrated subjects

2.2%

3.1%

0%

21%

27%

6%

Percentage of schools teaching
maths and Hausa

72%

94%

22% **

72%

87%

15% *

Percentage of schools teaching
Hausa

72%

98%

25% **

77%

87%

10%

Percentage of schools teaching
mathematics

98%

94%

-4%

89%

100%

10% *

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

All the IQSs teach at least one religious subject at midline, where religious subjects include Arabic,
Tajweed, Quran, Sira, Hadith, and Fiqh classes. Figure 63 shows overall changes in the share of
schools teaching different religious subjects between baseline and midline, suggesting that there
has been a general increase in the share of schools teaching each religious subject. Schools in
Niger are more likely to teach Arabic and Hadith as subjects, compared to schools in Bauchi, while
more schools in Bauchi are now teaching Fiqh and Quran, compared to at the baseline.
Figure 63:

Changes in religious subjects taught in schools
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The increase in religious subjects taught in schools does not appear to be happening at the
expense of time spent on non-religious subjects, as indicated by no significant reduction in the
number of hours integrated subjects are taught in IQSs between baseline and midline (
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Table 52). In addition, the total number of religious subjects taught in schools has increased from
an average of 3.2 at baseline to 3.8 at midline. Together, this suggests that while schools are
teaching more religious subjects at midline, they are not allocating a larger share of the total
school day to teaching religious subjects.
Teaching staff in IQSs
Teaching staff within IQSs consist of teachers that teach integrated subjects, religious subjects, or
both. The discussion in this section focuses exclusively on teachers of integrated subjects, referred
to as facilitators. Such facilitators may simultaneously also be teaching religious subjects, though
that will not be the focus of our analysis.
While at baseline schools had an average of three facilitators of integrated subjects, and 2.3
facilitators teaching at the P1–P3 level86, the average number of facilitators increased to 3.2 at
midline, with significantly more facilitators teaching at least some classes at the P1–P3 level, as
shown below in Figure 64.
Figure 64:

Changes in the number of facilitators per school, baseline versus midline
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This increase comes largely from schools in Niger, where there has been a significant increase in
the average number of P1–P3 facilitators, from 2.5 at baseline to 3.4 at midline (Figure 65).

86

Facilitators could be teaching at higher levels in addition to teaching at P1–P3. This excludes facilitators who teach exclusively at
higher levels.
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Figure 65:

Changes in the number of P1–P3 facilitators, by state
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The distribution of the number of facilitators across all primary levels, at baseline and midline, is
shown below in Figure 66. This shows that while around 22% of IQSs at baseline only had one
facilitator of integrated subjects, this share has been reduced drastically to less than 1% of IQSs at
midline. This is offset by a larger share of IQSs having two or more facilitators of integrated
subjects at midline, indicating that IQSs are enhancing their capacity to teach integrated subjects
over time.
Figure 66:

Distribution of the number of facilitators within IQSs, by baseline and midline
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The improvement has been larger and has been significant in IQSs where the head teacher and
proprietor roles are not separated, perhaps hinting toward the ease with which management
decisions can be made if the school owner is also the one functioning as the head teacher.
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The facilitator turnover ratio is defined as the ratio of facilitators in P1–P3 that left the school
during the last year, as a share of total facilitators teaching at P1–P3 at the school. The facilitator
turnover ratio has not changed since baseline, overall, staying constant at 0.25, suggesting that
25% of facilitators that teach P1–P3 left the school. This rate is high and could attenuate the longterm effect of any training.
The facilitator turnover ratio has been much higher in Bauchi than in Niger, and has increased
since baseline in Bauchi and has fallen in Niger (Table 53).
Table 53:

Changes in facilitator turnover ratio, by state
Bauchi

Facilitator turnover in P1–P3 as a share of total
teachers
N

Niger

BL

ML

ML-BL

BL

ML

ML-BL

0.24

0.38

0.14

0.24

0.16

-0.8

30

30

30

30

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

The number of facilitators that left during the last year are based on figures that are self-reported
by the head teacher so these numbers should be taken as approximations. Another indication of
the rate of facilitator turnover comes from the number of facilitators who were interviewed at
baseline who could still be found teaching at the same IQS at midline. Figure 67 indicates that, on
average, about 80% of facilitators from baseline are still teaching at the same IQS. In Bauchi, the
rate is slightly higher, though some facilitators have switched from teaching integrated subjects to
religious subjects, as shown below. Together with the data on facilitator turnover reported by
head teachers, this suggests that it is reasonable to estimate that the rate of facilitator turnover
within schools is around 20–25%.
Figure 67:
Average proportion of baseline interviewed facilitators still teaching at the same
IQS, by state
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The number of female teachers has remained low and largely unchanged between the two survey
rounds. In total, across 60 IQSs sampled, around 63% of them have no female facilitators
employed at midline, as shown in Figure 68. This has been reduced from the baseline average of
75%, but still forms a majority of schools. In total, 18 female teachers of integrated subjects are
employed across all schools at midline, compared to 12 at baseline.
Figure 68:
midline

Distribution of the number of female facilitators within IQSs, by baseline and
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The facilitator gender ratio, i.e. the ratio of total female facilitators to total teachers of integrated
subjects, averages 0.14, close to the baseline average of 0.12, further indicating that female
facilitators are a small minority within IQSs. The situation is particularly imbalanced in Bauchi,
where the facilitator gender ratio is 0.035 at midline, compared to the Niger average of 0.216. This
can also be interpreted as indicating that female facilitators form 3.5% of the teaching staff in
Bauchi and approximately 22% of the teaching staff in Niger. Of the 18 female facilitators in
schools at midline, only three are teaching in Bauchi.
A majority of teachers within IQSs are unpaid. Where at baseline, only 20% of teachers received
some sort of remuneration for their services, such as a salary or a stipend, this share has increased
to 30% at midline, as per the head teacher interview (Figure 69). This increase largely stems from
Bauchi, where 20% of teacher of integrated subjects are reportedly paid now, compared to only
4% at midline. In Niger, the share of paid teachers has increased slightly, from 34% at baseline to
40% at midline.
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Figure 69:

Changes in teacher remuneration, baseline versus midline
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However, evidence from the teacher-level interviews suggests that fewer teachers are unpaid87 –
and shows a significant decline of 30 percentage points in the share of teachers at midline who
receive some sort of payment, compared to baseline (19% at midline, versus 48% at baseline),
with a decline observed in both states. In Niger, the share of facilitators who reported being paid
has been reduced significantly, from 28% to 10% at midline, while in Bauchi the decline has been
greater and more significant: from 60% of the sampled facilitators reportedly being paid at
baseline to 28% being paid at midline.
If we restrict the sample to focus only on panelled teachers, the discrepancy between the head
teacher and teacher-level data persists – while 51% of the panel teachers reported receiving some
sort of payment during baseline, this has fallen to 24% at midline. A slightly smaller share of paid
teachers at midline reported that their salary or stipend was usually or always late (4% at baseline,
versus 2% at midline).
Facilitator characteristics
Because of the sampling strategy of interviewing baseline (or panel) facilitators at midline only if
they have attended GEP trainings, only 58% of facilitators at midline were the same as facilitators
interviewed at baseline. Therefore, some changes in facilitator-level variables may be driven by a
change in the facilitator sample. Given the small number of integrated subject teachers within
IQSs, however, the midline averages are still indicative of the changes in IQSs on the whole. Table
54 shows the changes in the characteristics of sampled facilitators between baseline and midline,
by state. It is important to note that the changes in the facilitator sample were similar across both
states – and 26% of the facilitator sample in each state is not part of the panel. Below we refer to
these non-panel facilitators as ‘new’ facilitators, as they are new to the sample.

87

This difference between teacher and head teacher reported data can be influenced by many factors – the largest of them is likely
to be incentives to over-report salaries at the head teacher level and to under-report salaries at the teacher level. We did not
triangulate this information during our visits, so it is difficult to verify what led to this overall discrepancy.
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Table 54:

Gender and age profile of sampled facilitators, by state and survey round
Bauchi

Percentage of facilitators that are female
N
Average age of facilitators
N
Percentage of facilitators that are below 25
N
Percentage of facilitators that are 25–34 years
N
Percentage of facilitators that are 35–49 years
N
Percentage of facilitators that are above 50
N

Niger

BL

ML

ML-BL

BL

ML

ML-BL

3.2%

0%

-3.2%

18.7%

13%

-6%

46

47

50

46

33.4

33.3

29.4

31.4

45

46

50

44

11.5%

17.4%

30.4%

15.9%

46

46

50

44

45.4%

47.8%

47.4%

52.3%

46

46

50

44

36.6%

23.9%

19.1%

22.7%

46

46

50

44

6.5%

10.9%

3.2%

9.1%

46

46

50

44

-0.1

6%
2%
-13%
4%

2

-15%**
5%
4%
6%*

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

The gender profile indicates that fewer female facilitators are part of the interviewed sample at
midline than were at baseline. Given that the number of female facilitators has not been reduced
since baseline, and that our sampling strategy prioritised trained facilitators, this reduction in the
share of interviewed female facilitators indicates that male facilitators were more likely to be
selected for training. This could be due to cultural perceptions around the role of women (and
travelling outside the community for training) or just the personal preferences of these particular
female facilitators. Since the quantitative sample of female facilitators is very small, it is difficult to
draw conclusions that are applicable to the wider population of female facilitators within IQSs.
While facilitators in the midline Niger sample are approximately two years older compared to the
Niger baseline sample, this is not the case for Bauchi (Table 55). At midline, facilitators in Niger are
significantly more likely to be in the oldest group (above 50), and less likely to be in the youngest
age bracket (under 25), compared to baseline. In contrast, in Bauchi, there are no significant
changes in the age composition of the sampled group of facilitators. A closer look at the age
profile of the state-wise sample, by panel status (i.e. whether the facilitator was interviewed at
baseline or not) reveals that new facilitators in Bauchi are younger than the panel facilitators:
none of them are above 50 years of age, and a larger share of them are within the first two age
brackets. When comparing facilitators’ age structure between the two states, at midline both
samples are similar.
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Figure 70:

Age profiles of midline facilitator sample, by state
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The experience profiles of sampled facilitators (Table 55) suggests that approximately 90% of the
surveyed have been at the current school for at least two years. This is a significant increase since
baseline in both states. In addition, facilitators in Niger are two years more experienced at midline
than at baseline, and have been at the current school for an average of 2.8 more years than at
baseline. This is to be expected, since the two rounds of survey were two years apart. However,
the fact that a similar trend does not appear in the Bauchi sample suggests that the sample of new
facilitators in Bauchi is different from the sample of new facilitators in Niger. More specifically,
while 75% of the new facilitators in Bauchi have been at the current school for more than two
years, this is the case for 84% of the new teachers in Niger.
Table 55:

Experience profile of sampled facilitators, by state and round
Bauchi

Niger

BL

ML

MLBL

BL

ML

MLBL

Average total years as a teacher in this school or any other
school

8.2

9.3

1.1

4.6

6.9

2.3*
**

N

46

47

50

46

Average total years as a teacher in current school

4.8

5.8

2.3

5.1

N

46

47

50

45

Percentage of teachers who have been teaching for at least two
years in any school

89.
6%

93.
6%

74.
4%

97.
8%

N

46

47

50

46

Percentage of teachers who have been teaching for at least two
years in current school

72.
6%

89.
4%

56.
9%

93.
5%

N

46

47

50

46

1

4%

17%
**

2.8*
**
23%
***
37%
***

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.
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Facilitators speak a range of languages, as illustrated in Figure 71 below. A majority of facilitators
in both Bauchi and Niger reported being able to speak Hausa as well as English. The percentage of
teachers speaking various local languages, such as Nupe and Fulfulde, is much lower. While Figure
71 relies on questions which asked the facilitator which languages they are able to speak, the
survey also asked facilitators to identify the language they speak most frequently at home. This is
taken as the facilitator’s mother tongue. Overall, 82% of facilitators reported predominantly
speaking Hausa at home, while 13% reported speaking Nupe. 96% of the Bauchi teachers are
Hausa-speaking, while 67% of the Niger teachers are Hausa-speaking. An additional 26% of the
Niger teachers are Nupe-speaking.
Figure 71:

Languages spoken by facilitators at midline, by state
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In terms of language abilities, the only significant difference between the baseline and midline
samples is in the share of facilitators that can speak Nupe. At midline, only 13% of facilitators can
speak Nupe, while this was the case for 26% of the facilitators at baseline. This trend is driven by
the sample of new facilitators in Niger, where overall new facilitators at midline are 35 percentage
points less likely to speak Nupe than facilitators that are part of the panel (40% of the panelled
facilitators speak Nupe, while only 5% of the new facilitators do).
IQS teachers of integrated subjects are usually responsible for teaching a range of subjects. Figure
72 shows the number of integrated subjects taught per interviewed facilitators within IQS at
midline and baseline. There have not been significant changes in the number of integrated
subjects taught by facilitators and, on average, teachers of integrated subjects still teach two
subjects at midline, as at baseline.
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Figure 72:

Number of integrated subjects taught per facilitator
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There has not been a significant change in the share of facilitators teaching both integrated
subjects and religious subjects, with about 16% of facilitators teaching both at midline. Teachers at
midline are more likely to be teaching across all the primary levels than teachers in the baseline
sample.
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Figure 73 shows the share of facilitators teaching each non-religious subject at midline. A majority
of teachers teach at least one of the following subjects: English, mathematics, and Hausa.
Compared to baseline, facilitators in the midline sample are 30 percentage point more likely to be
teaching Hausa. This increase persists at the state level. This is in line with the finding that the
teaching of Hausa as a subject has increased between baseline and midline, from 72% at baseline
in Bauchi to 97.5% at midline, and from 77% to 87% at midline in Niger. Within the sample of
panel facilitators, a larger share of facilitators are teaching Hausa at midline than were at baseline
(57.5%, versus 37% at baseline), although this difference is not statistically significant.
The fact that our midline sample teach more Hausa may also be influenced by the fact that Hausa
teachers were more likely to have attended the GEP3 training, since teaching Hausa reading was
an important element of the adapted GEP3 training approach.
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Figure 73:

Non-religious subjects taught at midline, by state
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About a quarter of the midline sample are also teaching at a public primary school during the
current school year (2017–18) at multiple primary levels. This is more often the case for facilitators
in Bauchi, where about 40% of the facilitators are simultaneously teaching at a public school,
compared to only 7% of facilitators in Niger. The subjects taught by teachers at the public school
range from non-religious subjects like English, mathematics, social studies, and science, to
religious subjects like Arabic and the Quran.
Facilitators in IQSs in Niger are significantly less likely at midline to have received training during
the last two years other than GEP intervention trainings: about 50% of the teacher sample
reported some sort of training at baseline, but this has fallen to about 4% at midline. The
reduction is due to facilitators in Niger being exposed to far fewer trainings than at baseline (4% at
midline, versus 48% at baseline). In Bauchi, about 30% of the sampled facilitators still reported
receiving some training, as at baseline. The average number of days trained has fallen from 6.8
days to four days in Bauchi, and from 5.8 days to one day in Niger. This indicates that exposure to
non-GEP training has been reduced across both states, but far more in Niger.
Figure 74 indicates that these trainings largely focus on teaching methods, so the fact that
facilitators in Niger have far fewer opportunities to benefit from these trainings could have a
bearing on the teacher practice within class.
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Figure 74:

Training content of non-programme trainings, at midline
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These trainings were reported to be mostly organised by state departments, such as LGEAs (20%)
or SUBEBs (30%), or organisations, such as Northern Education Initiative (NEI, 13%), National
Teachers’ Institute (NTI, 7%), and UNICEF (20%). Although respondents were probed and
prompted several times to exclude any UNICEF-GEP-related trainings from this response, it is
possible that there may be some instances of double-counting or mis-reporting, in which case
these numbers would represent an upper bound estimate of training exposure beyond GEP
trainings, which still indicates low exposure to other types of training.
School and class size
At midline, head teachers or the respondent of the header teacher questionnaire were asked to
provide estimates of the total pupil enrolment at the school, focusing only on students studying
integrated subjects. This approach differs from the approach at baseline, where data were only
collected in instances where updated written records of pupil enrolment were available. The
change in approach at midline was motivated by the fact that at baseline, very few schools had
updated enrolment records available, due to which information on pupil enrolment was only
collected for a small sample of 19 (out of a total of 60) IQSs. While the midline approach of relying
on reported information lends itself to a greater likelihood of measurement error, it has been
preferred in this particular instance to avoid large volumes of missing data. Overall, the
information presented in this section should be looked upon as a crude measure of actual school
and class sizes.
IQSs have about 160 pupils enrolled in integrated classes during the current school year (2017–
18), of which 135 are enrolled in P1–P3, on average. The small difference between P1–P3
enrolment and overall IQS enrolment is because most schools operate mixed levels or do not
teach upper primary classes. The number of pupils studying integrated subjects in P1–P3 per
school varies from as little as 25 to as high as 464, with a median of 126 pupils. This indicates that
the IQS class sizes are extremely varied, as shown in Figure 75.
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Figure 75:

Enrolment ranges in P1–P3 at midline, by states
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While there is a small difference in means between Bauchi and Niger with regard to the total
number of pupils enrolled in P1–P3 at midline, with the average school size being 145 pupils in
Bauchi and 128 pupils in Niger, the difference is not statistically significant. The median of pupil
enrolment in P1–P3 is similarly higher in Bauchi than Niger, 120 and 90 respectively, with a wider
range in Niger (25 to 464), compared to Bauchi (49 to 400).
The pupil gender ratio is calculated as the number of girls divided by the total number of boys, so
that any number greater than 1 indicates that there are more girls than boys enrolled while a
number less than 1 indicates that there are more boys enrolled than girls. At midline, there are
more girls enrolled than boys, with an overall pupil gender ratio of 1.26 and 1.24 for all pupils of
integrated classes and for P1–P3 pupils, respectively (Figure 76), although the confidence intervals
for these estimates are quite large, indicating that these estimates are prone to a lot of noise. The
pupil gender ratio is greater than 1 in both Bauchi and Niger.
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Figure 76:

Pupil gender ratio at midline
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To cross-check enrolment rates with attendance, the team collected information on the number of
boys and girls present in P2 classes on the day of the school survey at midline, via a manual
counting exercise. The average school attendance rate on the day of the visit was 56%, and was
higher for boys than girls,88 with boys having an average attendance rate of 61%, while the
attendance rate of girls was around 51%, with no significant differences across the two states. The
pupil gender ratio, taken as the ratio of girls to boys in attendance in P2 on the day of visit was
greater than parity (1.23), indicating that there are relatively more girls than boys enrolled and in
attendance in IQSs, both in Niger and Bauchi.
So far, this section has presented midline findings only. Comparisons with baseline enrolment
numbers to assess change are extremely restricted in regard to their ability to adequately
represent changes over time at the state level due to the small sample of baseline schools for
which these data were collected using the baseline methodology (discussed above). Since school
record-keeping is likely to be correlated with other characteristics of schools, which could
simultaneously be affecting record-keeping and pupil attendance, the changes within this subsample should not be taken as indicative of changes across all IQSs at the state level. Rather, they
present an extreme upper bound estimate of what could be happening at schools. Limiting the
sample to only those schools for which there are enrolment data at both baseline and midline
reveals that while total enrolment in P1–P3 has increased by about 40 pupils (from 110 at baseline
to 150 at midline), on average, the pupil gender ratio in total and at P1–P3 enrolment remains
unchanged between the two rounds, at approximately 1.2. This indicates that this particular
subset of IQSs appear to be successfully expanding enrolment for both boy as well as girl pupils.
Another indicator of class size is the PTR. The PTR was calculated using the teacher roster data and
reported values of total pupil enrolment. It indicates that while the overall pupil–teacher ratio is
61, and slightly higher at 66 for P1–P3, there are important differences between Bauchi and Niger,

88

The pupil attendance rate was calculated as the total boys (or girls) present as a share of the total reported e nrolment of boys (or
girls) within the P2 class, as reported by the teacher in that class.
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as illustrated below (Figure 77). Class sizes are significantly larger in Bauchi compared to Niger, on
average, with about twice as many pupils per teacher (46 in Niger, compared to 96 in Bauchi).
Figure 77:

PTR at midline, by state
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Within the sub-sample of schools for which both baseline and midline enrolment data are present,
the PTR overall increased slightly from 74 at baseline to 79 at midline, while the PTR at P1–P3
increased from 62 pupils per teacher to 79, well above the overall midline average. This evidence,
albeit limited, suggests that if IQSs are successful in increasing enrolment, it is important to ensure
that the supply of resources (such as facilitators) is sufficient to keep pace with increases in
enrolment.
Mobility, school closures, and facilitator absenteeism
At midline, CBMC members as well as head teachers were asked about the mobility of IQSs.
‘Mobility’ refers to instances where the IQS, or a part of it, had moved outside the community
since baseline. Certain types of IQSs are traditionally itinerant and some or all pupils may move
with a teacher or all teachers during the school year. Only five IQSs, or 8% of the sampled IQSs,
were mobile during the last two years. All of these IQSs were from the Bauchi sample: there were
no instances of mobile IQSs in Niger. These IQSs moved an average of two times, ranging from one
to three times, and mostly had only male pupils (four out of five cases). In three of the five cases,
pupils that moved as well as pupils that did not move reportedly continued studying integrated
subjects. However, in two of the five cases, neither group continued studying integrated subjects.
This suggests that the scale of disruption to integrated subject teaching due to the itinerant nature
of some IQSs is not very high. There is no clear trend between the structure or size of the school
and whether pupils continued to study integrated subjects in mobile IQSs. For example, two of the
five IQSs are structured like public schools, with a head teacher separate from the proprietor, but
the pupils that moved as well as pupils that did not move ceased studying integrated subjects in
these particular cases. On the other hand, other IQSs, even some with as little as two facilitators,
continued the teaching of integrated subjects to both groups of children.

© EDOREN

206

Midline Evaluation of the Girls’ Education Project Phase 3

About 20% of IQSs reported having irregular closures during the last two years, with schools being
closed for an average of 6.13 days during this time. IQSs in Bauchi were more likely to be closed
than IQSs in Niger (27% versus 13%), although IQSs in Niger were closed for more days (7.15 days
versus 5. 5 days) – though this is based on a very small sample of 12 IQSs. Illness or bereavement
was the most commonly reported reason in both states for irregular school closures (Figure 78). In
Bauchi, weather-related reasons and teacher trainings were reported as reasons for irregular
school closure, while strikes were reported in Niger. Overall, irregular closure and school mobility
do not appear to be affecting school operations very widely within the sampled IQSs.
Figure 78:

Reasons for irregular school closure at midline
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Facilitator absenteeism shows differences across states. While a larger share of facilitators in
Bauchi compared to Niger were absent at least once during the last three months before midline
(85% in Bauchi and 54% in Niger), both had seen a decrease since baseline, though not a
statistically significant one. Facilitators were absent for an average of 2.2 fewer days in Bauchi at
midline than at baseline, at approximately 5.5 days per facilitator. In contrast, facilitators in Niger
were absent for almost twice that amount – about 9.5 days per teacher, up from 5.4 at baseline.
Therefore, while the absenteeism rate is lower in Niger, facilitators are also absent for more days
in Niger. Figure 79 illustrates the reasons for facilitator absenteeism at midline.
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Figure 79:

Reasons for facilitator absence at midline
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6.1.2

Changes in what teachers know

This section of the report describes changes in the knowledge, skills, and practices of facilitators,
as collected through three primary sources: a facilitator assessment, a classroom observation,
and a facilitator questionnaire.
Facilitators' knowledge and skills are discussed first. This refers to proficiencies as per the subscales drawn from the facilitator assessment at baseline, and a qualitative review of facilitator
responses to open-ended questions within the assessment. This is followed by a discussion of
facilitator practices, which refers to the pedagogical practices of facilitators in the classroom, as
observed through the classroom observation tool.
For each indicator of interest, we have discussed teachers' knowledge and skill levels at midline, as
well as making a comparison with baseline levels. To understand the source of changes in
knowledge and skills between baseline and midline, we then also discuss changes disaggregated
by facilitators’ background, e.g. qualifications, state, and whether they teach at an urban/rural
school. However, caution is recommended in interpreting these differences due to the small
sample sizes of facilitators at both baseline and midline.
6.1.3

Changes in facilitators’ knowledge, skills and practices as per the ToC

As discussed in Section Error! Reference source not found. above, facilitators draw on three
types of knowledge within classroom practice: subject knowledge, pedagogical knowledge, and
curriculum knowledge. In both rounds of this evaluation, facilitator assessment data have been
used to create composite indices for each of these knowledge types.


Subject knowledge refers to knowing the essential questions of the subject, the networks of
concepts, the theoretical framework, and methods of inquiry. This is measured through a
composite index of facilitators’ English writing and comprehension skills, Hausa knowledge and
comprehension skills, and their ability to interpret English words and phrases.
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Pedagogical knowledge refers to knowledge of learners in the setting, knowledge of how to
provide the conditions that enable pupils to understand, and the selection of learning and
assessment materials. This is measured using a composite index that draws on facilitators’
ability to identify low performers, and evidence judgements and diagnose learning gaps.
Curriculum knowledge refers to knowing what should be taught to a group of students,
knowledge of the national syllabus, understanding of the school- and grade-level planning
documents, and knowledge of the content of examinations. This is measured through the
syllabus knowledge subscale developed from the facilitators' knowledge and skills assessment.

The absolute values of the composite indices’ scores are not inherently informative, but rather
provide values for comparison at midline and endline, and across various groups of facilitators.
The share of facilitators who scored zero on these indices is also noteworthy for the programme
and, as stated above, indicates the scale of the challenge ahead in all three types of knowledge.
Changes in facilitators’ subject knowledge
With regards to subject knowledge, while facilitators secured higher absolute scores for subject
knowledge compared with baseline, over one-fifth of facilitators (21%) scored zero on the
composite index. This percentage has not changes very much since baseline (22%).


Differences by state: Facilitators in both states – Bauchi and Nigeria – showed improvement in
subject knowledge scores, with stronger improvement seen in Bauchi.



Differences by urban/rural location of school: Similarly, facilitators in both urban and rural
schools showed improvement in subject knowledge scores, but were stronger in urban
schools.



Differences by facilitator age: No clear patterns emerged over the facilitator age spectrum.



Differences by facilitators’ qualification: Those facilitators with a professional education
qualification had slightly higher subject knowledge.



Association between subject knowledge and facilitator motivation: Interestingly, a positive
association was found between facilitators’ subject knowledge and perceived self-efficacy, as
well as pressure and work-related tension, and a negative association was found between
subject knowledge and teacher–teacher interaction.
Differences by facilitators89 who received larger ‘GEP training dosage’: No statistically
significant difference was found between facilitators who received ‘maximum’ training dosage
vis-à-vis those who received smaller dosages, i.e. we cannot say with confidence that this
difference is being driven by actual differences in competence, rather than by random chance.





Differences by facilitators90 who attended other training activities: At midline, the 15
facilitators teaching who received other training scored higher on subject knowledge but none
of these differences were statistically significant.

89

93 out of the 189 facilitators interviewed in IQSs received GEP training. 28 facilitators received the maximum GEP ‘training
dosage’, while the remaining 65 facilitators received a smaller ‘dosage’. These are small sizes of (sub)samples for detecting
differences or changes in teacher competence robustly.
90 At midline, 15 of the 93 facilitators said they had received non-GEP training over the last two years. These are small sizes of
(sub)samples for detecting differences in teacher competence.
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Differences by facilitators91 who teach in a public school: One of the main reasons for
exploring this difference is to see if facilitators teaching in public schools, who might have
access to alternative training, demonstrate relatively higher subject knowledge competency.
At midline, the 21 facilitators teaching in public primary schools scored higher on subject
knowledge but none of these differences were statistically significant.



Differences between newly surveyed facilitators 92 vs. panelled facilitators: At midline, the 54
panelled facilitators scored higher on subject knowledge but none of these differences were
statistically significant.

Changes in facilitators’ pedagogical knowledge
With regards to pedagogical knowledge, while facilitators secured higher absolute scores for
pedagogical knowledge in the assessment compared to baseline, two-thirds of facilitators (66%)
still scored zero on the composite index. This percentage has improved since baseline (91.5%).


Differences by state: It appears this improvement is largely being driven by facilitators from
Bauchi. Facilitators in Bauchi showed improvement in pedagogical knowledge scores, with no
significant movement in this score for Niger State facilitators. The fact that Niger State has
more Nupe-speaking facilitators can be a key determinant driving the state differences here.
GEP3 has been promoting Hausa teaching. However, Hausa may not be the mother tongue of
all facilitators, particularly in Niger where Nupe is also prevalent, and even where Hausa is the
mother tongue, facilitators may not be fully competent in Hausa literacy (discussed below).



Differences by urban/rural location of school and age: There were no clear patterns as
regards pedagogical knowledge and facilitator characteristics, such as age or rural/urban
location, most likely due to the very low scores on the index across all groups.



Differences by facilitators’ qualification: Those facilitators with a professional education
qualification demonstrated higher pedagogical knowledge.
Association between pedagogical knowledge and facilitator motivation: As with subject
knowledge, a positive association was found between facilitators’ pedagogical knowledge and
pressure and work-related tension.





Differences by facilitators93 who received larger ‘GEP training dosage’: As with subject
knowledge, no statistically significant difference was found between facilitators who received
the ‘maximum’ training dosage vis-à-vis those who received smaller dosages.



Differences by facilitators94 who attended other training activities: At midline, the 15
facilitators teaching who received other training scored higher on pedagogical knowledge but
none of these differences were statistically significant.

91

At midline, 21 of the 93 facilitators taught at public primary schools. These are small sizes of (sub)samples for detecting
differences or changes by school type in teacher competence.
92 At midline, 54 of the 93 facilitators were interviewed as part of a panel (i.e. they were also interviewed at baseline). The
remaining facilitators (39) were interviewed first time at midline. These are small sizes of (sub)samples for detecting differences or
changes robustly.
93 93 out of the 189 facilitators interviewed in IQSs received GEP training. 28 facilitators received the maximum GEP ‘training
dosage’, while the remaining 65 facilitators received a smaller ‘dosage’. These are small sizes of (sub)samples for detecting
differences or changes in teacher competence robustly.
94 At midline, 15 of the 93 facilitators said they had received non-GEP training over the last two years. These are small sizes of
(sub)samples for detecting differences in teacher competence.
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Differences by facilitators95 who teach in a public school: As discussed above, one of the main
reasons for exploring this difference is to see if facilitators teaching in public schools, who
might have access to alternative training, demonstrate relatively higher pedagogical
knowledge competency. At midline, the 21 facilitators teaching in public primary schools
scored higher on pedagogical knowledge but none of these differences were statistically
significant.



Differences between newly surveyed facilitators 96 vs. panelled facilitators: At midline, the 54
panelled facilitators scored higher on pedagogical knowledge but none of these differences
were statistically significant.

Changes in facilitators’ curriculum knowledge
At midline, around 47% of facilitators scored zero on the index for curriculum knowledge, which
is very similar to the result seen at baseline (43% had scored zero). Compared to baseline,
facilitators’ scores on curriculum knowledge were not statistically significantly different.




Differences by state: Within each of the two states, there were no statistically significant
differences between baseline and midline scores in this knowledge area, and there was no
difference between Bauchi and Niger performance.
Differences by facilitator qualification, urban/rural location of school, and age: There were
no clear patterns as regards curriculum knowledge and facilitator characteristics, such as
having a professional education qualification, age, or rural/urban location.



Association between subject knowledge and facilitator motivation: No clear patterns were
noticed except a negative association between curriculum knowledge and teacher–teacher
interaction.



Differences by facilitators97 who received larger ‘GEP training dosage’: As with other
knowledge areas, no statistically significant difference was found between facilitators who had
received the ‘maximum’ training dosage vis-à-vis those who had received smaller dosages.



Differences by facilitators98 who attended other training activities: At midline, the 15
facilitators teaching who received other training scored higher on curriculum knowledge but
none of these differences were statistically significant.



Differences by facilitators99 who teach in a public school: As discussed above, one of the main
reasons for exploring this difference is to see if facilitators teaching in public schools, who
might have access to alternative training, demonstrate relatively higher curriculum knowledge
competency. At midline, the 21 facilitators teaching in public primary schools scored higher on
pedagogical knowledge but none of these differences were statistically significant.

95

At midline, 21 of the 93 facilitators taught at public primary schools. These are small sizes of (sub)samples for detecting
differences or changes by school type in teacher competence.
96 At midline, 54 of the 93 facilitators were interviewed as part of a panel (i.e. they were also interviewed at baseline). The
remaining facilitators (39) were interviewed for the first time at midline. These are small sizes of (sub)samples for detecting
differences or changes robustly.
97
93 out of the 189 facilitators interviewed in IQSs received GEP training. 28 facilitators received the maximum GEP ‘training
dosage’, while the remaining 65 facilitators received a smaller ‘dosage’. These are small sizes of (sub)samples for detecting
differences or changes in teacher competence robustly.
98 At midline, 15 of the 93 facilitators said they had received non-GEP training over the last two years. These are small sizes of
(sub)samples for detecting differences in teacher competence.
99 At midline, 21 of the 93 facilitators taught at public primary schools. These are small sizes of (sub)samples for detecting
differences or changes by school type in teacher competence.
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Differences between newly surveyed facilitators 100 vs. panelled facilitators: At midline, the 54
panelled facilitators scored higher on curriculum knowledge but none of these differences
were statistically significant.

The small sample size hinders general inference here but there are some key takeaways from the
disaggregations. First, subject knowledge appears to be the knowledge area most amendable to
change between midline and baseline, and across various dimensions of facilitator background
characteristics. Facilitators performed better on subject and pedagogical knowledge at midline. No
such change occurred in regard to curriculum knowledge. Second, facilitators from Bauchi
performed better on both subject and pedagogical knowledge than Niger facilitators. Facilitators
with professional teaching degrees were more likely to perform better in these knowledge areas.
Finally, across all three knowledge areas, degree of exposure to GEP or other training, age of
facilitator, type of school, and panel status of facilitators appear not to be determinants of
facilitator competence in the three knowledge areas, namely curriculum, subject, and pedagogical
knowledge.
Table 56:
Changes in facilitators’ subject, curriculum, and pedagogical knowledge, by
facilitator background characteristics
Curriculum knowledge

Subject knowledge

Pedagogical knowledge

Baseline vs. midline

No diff

Higher at midline

Higher at midline

State

No diff

Both better,
Bauchi more

Bauchi better, Niger no
change

Rural/urban

No diff

Both better, urban
more

No diff

Facilitator age

No diff

No diff

No diff

Qualification

No diff

Professional
degree holders do
better

Professional degree
holders do better

Exposure to max. GEP training

No diff

No diff

No diff

Received other training

No diff

No diff

No diff

School type: public vs. IQS

No diff

No diff

No diff

Panelled vs. non-panelled facilitators

No diff

No diff

No diff

Summarising this discussion, the figure below represents the percentage of facilitators scoring
zero in pedagogical, curriculum, and subject knowledge at baseline and midline. Knowledge areas
with asterisks shows areas where performance has significantly changed since baseline. Referring
to the three types of knowledge that facilitators draw on in the classroom: while there is an
improvement in subject and pedagogical (but not curriculum) knowledge, the vast majority of
facilitators still were unable to demonstrate proficiency in knowing the learners in the setting;
they were unable to demonstrate knowledge of how to provide the conditions that enable pupils
to understand; and they were unable to demonstrate proficiency in the selection of appropriate
learning and teaching materials (pedagogical knowledge). A large minority of facilitators (about
47%) were unable to demonstrate any proficiency in knowing what should be taught to a group of
students (curriculum knowledge), and about a fifth of the facilitators were unable to demonstrate

100

At midline, 54 of the 93 facilitators were interviewed as part of a panel (i.e. they were also interviewed at baseline). The
remaining facilitators (39) were interviewed for the first time at midline. These are small sizes of (sub)samples for detecting
differences or changes robustly.
© EDOREN

212

Midline Evaluation of the Girls’ Education Project Phase 3

any proficiency in the essential questions, concepts and methods of enquiry in literacy and
language (subject knowledge).
Figure 80:
Percentage of facilitators scoring zero in pedagogical, curriculum, and subject
knowledge at baseline and midline
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Note: Knowledge areas with asterisks are areas where performance has significantly changed since baseline.

6.1.4

Changes in facilitators’ knowledge and skills sub-scales

The facilitator assessment was divided into three sections, collectively comprising 34 items,
including multiple choice, short response, and long response items. This assessment was identical
to the baseline facilitator assessment, with the exception of four new items to assess facilitators’
Hausa comprehension skills.


In section one, facilitators were asked to mark pupil responses to Hausa literacy questions and
to indicate the grade level at which the answer should be known by pupils, as defined by the
curriculum. As stated above, this section also included four new items to assess facilitators’
Hausa comprehension skills.



In section two, facilitators were asked to fill in missing information in order to prepare an
answer sheet for an English reading test aimed at Grade 2 pupils. Facilitators were provided
with two newspaper articles and asked to fill in missing information; this included answering
basic English comprehension questions and questions that required the interpretation of
English words and phrases.



Section three asked facilitators to identify poor and good pupils’ work and to review pupils’
work in order to make judgements about pupils’ writing in English, including the organisation
of the writing, the use of grammar, punctuation, spelling, the pupil’s ability to self-correct and
reflect on their writing, and the pupil’s ability to form letters and use spaces between words.
Facilitators were then asked to describe how they might support the pupil in improving their
writing.
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Box 13:

Defining facilitator competence

The percentage of facilitators who demonstrate minimum teaching knowledge in literacy and
language is made up of the seven sub-scales developed from the facilitator assessment.
At baseline, thresholds were defined for each subscale to differentiate between facilitator
proficiency levels. Two cut-off points were defined for each scale, to create three proficiency levels
per scale. The proficiency levels are: low band (no evidence of skill); middle band (evidence of
rudimentary skill); and upper band (evidence of competence).

Table 57: Benchmark thresholds used at baseline for aspects of facilitator compete
Subscale
Ability to identify low
performers
Ability to evidence
judgements and diagnose
English writing skills
Hausa knowledge
English comprehension
skills
Interpreting words and
phrases (English)
Hausa comprehension
skills (new subscale)

Low band (no
evidence of skill)

Middle band (evidence
of rudimentary skill)

Upper band (evidence
of competence)

0–2

2.5–7

Greater than 7

0–2

2.5–7.5

Greater than 7.5

0–2
0–2

2.5–3.5
2.5–3.5

Greater than 3.5
Greater than 3.5

0–2

2.5–3

Greater than 3

0–1

1.5–2

Greater than 2

0–1

1.5–2

Greater than 2

Similar to the baseline results, at midline, a vast majority of facilitators did not display evidence
of competence in the seven domains covered by the facilitator assessments (see figure below).
None of the facilitators assessed were able to show competence in evidencing judgements and
diagnosing pupils’ work. Similarly, around 3% had effective English writing skills. Around 8% of
facilitators were found to be competent in identifying low performers, and 10% in interpreting
English words and phrases. Rudimentary levels of skills were observed in a very small proportion
of the assessed facilitators in these four domains.
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Figure 81:
Percentage of facilitators achieving within the lower, middle, and upper bands of
competence across the facilitator knowledge and skills sub-scales, at midline
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The finding that none of the facilitators assessed were competent in evidencing judgements and
diagnosing pupils’ work or writing and less than 8% could identify low performers is significant.
As highlighted in the early learning evaluation section of this report, there is a very strong tradition
in educational research that a student learns best when teaching is targeted to what s/he is ready
to learn. Facilitators’ inability to identify low performers and evidence their judgements
concerning pupil performance presents challenges in regard to improving pupil learning. Very
similar results were observed at baseline too.
A greater proportion of facilitators were able to display knowledge and skills in Grade 2 Hausa and
in comprehension than in other areas of facilitator knowledge and skills. However, it is important
to stress that the levels of Hausa assessed were benchmarked to Grade 1- and 2-level Hausa
knowledge, and the improvement is largely driven by Bauchi facilitators. Facilitators who speak
Hausa as their mother tongue scored higher on the Hausa knowledge subscale, but this difference
has weak statistical significance. Items tested included basic grammar and the initial letters of
everyday objects and animals. The finding that over 60% of facilitators were themselves unable
to display competence in Grade 2-level Hausa raises serious questions about facilitators’ ability
to raise pupils’ learning levels in this area. A new Hausa subscale, administered at midline,
comprising four new items to assess facilitators’ Hausa comprehension and writing skills is also
included in the figure above. The fact that 40% facilitators were ‘competent’ (upper band) in
Grade-2 Hausa knowledge is contrasted by the fact that only 4% of facilitators show competence
in Hausa comprehension skills.
In order to investigate the extent to which facilitators’ knowledge and skills are associated, an
analysis of the correlation between the sub-scales developed from the facilitators' knowledge and
skills assessment was undertaken. The table below shows the correlations (Pearson’s) between
the sub-scales.
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‘Syllabus knowledge’

1

‘Ability to identify low performers’

0.051

1

‘Ability to evidence judgements and diagnose’

0.1671

0.3153*

1

‘Ability to build on pupil knowledge’

0.2468

0.163

0.5229**

1

‘English writing skills’

0.2223

0.3840**

0.4662**

0.2599

1

‘Hausa knowledge’

0.2738**

0.2964*

0.0926

-0.0559

0.0975

1

‘English comprehension skills’

0.234*

0.4652**

0.265

0.2036

0.4733**

0.2686*

1

‘Interpreting words and phrases (English)’

0.2598*

0.3336**

0.2316

0.4187**

0.7333**

0.3021**

0.4813**

1

‘Hausa comprehension’

0.2945**

0.3303**

0.1758

0.1317

0.3902**

0.3699**

0.3635**

0.3699*

Hausa
comprehensi
on

Interpreting
words and
(English)
phrases

English
comprehensi
on skills

Hausa
knowledge

English
writing skills

Ability to
build on pupil
knowledge

Ability to
evidence
judgements
and diagnose

Ability to
identify low
performers

Correlations between sub-scales of facilitators’ knowledge and skills at midline
Syllabus
knowledge

Table 58:

1

**. Correlation is significant at the 0.01 level (2-tailed).
*. Correlation is significant at the 0.05 level (2-tailed).
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There are several correlations in this table that are noteworthy (shown in red):



‘Ability to build on pupil knowledge’ correlates with ‘Ability to evidence judgements and
diagnose’ (r = 0.5229).
‘English writing skills’ correlates with ‘Ability to evidence judgements and diagnose’ (r =
0.4662).




‘English comprehension skills’ correlates with ‘Ability to identify low performers’ (r = 0.4652).
‘English comprehension skills’ correlates with ‘Facilitator writing skills’ (r = 0.4733).



‘Interpreting words and phrases (English)’ correlates with ‘English comprehension skills’ (r =
0.4813) and ‘English writing skills’ (r = 0.7333).

These correlations suggest that facilitators’ ‘ability to evidence judgements and diagnose’ and
‘facilitators’ English comprehension and writing skills’ in particular may be some key dimensions
influencing facilitators’ performance in the test. If these skills are limited, it hinders performance
across a range of the areas facilitators need to be competent in to improve pupil learning.
Of additional particular importance is the correlation between Hausa literacy and comprehension
skills, and various sub-scales. The correlations clearly underline the importance of facilitators’
Hausa knowledge in determining their effectiveness across a range of areas facilitators need to be
competent in to improve pupil learning, such as curriculum knowledge and ability to identify low
performers. This underlines the importance of facilitators’ language skills and establishes an
important part of the context for GEP3’s Hausa-based interventions, which is promoting Hausa use
as the language of instruction and Hausa-based training.
Table 59:

Difference in facilitator knowledge and skills, baseline vs. midline
BL N

BL mean

ML N

ML mean

ML-BL
difference

Ability to identify low performers

96

0.457

67

1.418

0.9**

Ability to evidence judgements and
diagnose

96

0.048

48

0.813

0.8***

English writing skills

96

0.187

73

0.986

0.8***

Hausa knowledge

96

2.549

93

2.785

0.3

English comprehension skills

96

2.129

85

2.382

0.3

Interpreting words and phrases (English)

96

0.205

73

0.733

0.5***

Facilitators' knowledge and skills subscale

Differences significant at: p<0.01 ***, p<0.05 ** and p<0.1 *
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Table 60:
Percentage of facilitators achieving within the lower, middle, and upper bands of
competence across the facilitator knowledge and skills sub-scales, change since baseline
Facilitators' knowledge and skills
subscale

Lower
band BL

Middle
band BL

Upper
band BL

Lower
band ML

Middle
band ML

Upper
band ML

Ability to identify low performers

92.0

7.0

1.0

85.0

7.5

7.5

Change midline-baseline

-7.0

0.5

6.5**

99.0

1.0

0

90.0

10.0

0

-9.0**

9.0**

0.0

98.0

1.0

1.0

85.0

12.0

3.0

-13.0**

11.0**

2.0

Grade 2 Hausa knowledge

42.0

28.0

30.0

39.0

21.0

40.0

Change midline-baseline

-3.0

-7.0

10.0

English comprehension skills

56.0

19.0

25.0

50.0

15.0

35.0

Change midline-baseline

-6.0

-4.0

10.0

94.0

4.0

3.0

72.0

18.0

10.0

-22.0**

14.0**

7.0**

Ability to evidence judgements
and diagnose
Change midline-baseline
English writing skills
Change midline-baseline

Interpreting English words and
phrases
Change midline-baseline

In short, these differences show that despite the vast majority of facilitators displaying low levels
of knowledge and skills, there is evidence of improvement in competence in four of the six
domains at midline, as measured by the facilitator assessments. Overall, these findings starkly
highlight that there are large gaps in facilitators’ knowledge and skills on all domains associated
with effective teaching, including basic Hausa literacy. Effective and well-designed training
programmes can fill any knowledge and skills gaps, including those in facilitators’ own subject
knowledge. The challenge for GEP3 will be to ensure that its facilitator training intervention is
designed and implemented in a manner that allows it to address these very large deficiencies in
facilitators’ competencies. There is also a need for the programme to be realistic about what can
be achieved in the short timeframe covered by its pilot phase.
Qualitative review of teacher tests
The facilitators' knowledge and skills assessment included a qualitative review of facilitators’
responses to incorrect answers by pupils. An item within the facilitators' knowledge and skills
assessment provided a list of pupil names within a class, the gender of each child, and the number
of words each child could read per minute. Facilitators were asked to first describe the
achievement of girls and boys in the class, identify which pupils needed the most assistance and
support, and provide ways in which a facilitator could support pupils to increase their ability to
read and understand text. Facilitators were also provided with examples of pupils’ writing and
asked to write what the facilitator should focus on to improve the pupils’ handwriting.
As in the review of teacher tests in the RANA early learning intervention, the review found that
facilitators frequently perceived lack of effort as the cause of low performance and advocated
increasing pupil effort as the best response to address this issue. This approach assumes that
more-of-the-same, through additional practice, more teacher contact time or more homework will
be sufficient to improve reading and writing skills. Example A below describes a very basic
approach to increasing the motivation of a pupil, through rewarding good performance with gifts,
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while Example B advocates more written exercises as practice, through homework and classwork.
Both neglect to mention any specific interventions which would ensure that pupils do not simply
replicate the same mistakes in further reading or writing activities.
IQSS Example A: Increasing student effort
I will give the clever pupils
[give] something to the pupil,
like money, biro and other to
him.

IQSS Example B: Increasing student effort
Is to ensure using applicable uses of their
written exercises.
By giving them homework or classroom
[classwork].
Reason: that would improve their level of
writing correct and checking their
notebooks.
The second emergent trend is that a significant group of IQS facilitators made shallow and
unsubstantiated mention of differentiating their approach to cater for pupils of all abilities . In
the majority of cases, the teacher described simply spending more time with the lower ability
pupils, rather than explaining what the teacher would have to do differently to support pupils who
had not understood initially. However, this approach demonstrates that teachers are aware of the
need for an inclusive approach to managing pupils’ differing needs, even if they are not able to
suggest specific methods for identifying low performers or personalising learning for them.
IQSS Example C: Accounting for different pupil abilities
By close to pupils and know their
problems. By giving them assignment
and fixed eyes on slow learners
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IQSS Example D: Accounting for different pupil abilities
As a teacher one of his duties is to
understand the level of their performance
and follow them as they understand the
lesson very well.

Responses also reflected development programme aims and objectives in shallow ways.
Facilitators cited different pedagogies but often simply named the approach, rather than detailing
how it would help improve pupils’ reading or writing. IQSS Examples E and F provide examples of
facilitator responses that mention using a teaching technique but without displaying a deeper
understanding of when and how to utilise that particular pedagogy to improve pupil performance.
In IQSS Examples E and F, mention is made of group work, guided reading/writing by the teacher,
using homework and textbooks, and pupil writing demonstrations in front of the class. All of these
techniques could potentially be successful but a high proportion of answers did not demonstrate
the specific situation to which that approach would be most suited.
IQSS Example E: Understanding of basic pedagogies
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Through group method



By guiding them on how to read,
write and identify



Also homework assist
textbooks on how to read



Through evaluation

and
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IQSS Example F: Understanding of basic pedagogies
I should call him or write the
clear text in front of the class
because of those who has
the same case to be
corrected by them selves.

Responses stating that teachers should focus on girls in the class were often not supported by
justifications for such a focus. Some responses went further by incorrectly used the data on boys
and girls reading scores as a justification for viewpoints containing clear gender biases. Example G
relates to an item in which about half of the pupils scored zero and there was a small difference
between boys’ and girls’ achievement, with boys scoring slightly better than girls. However, some
respondents used these data to explain why girls are naturally less suited to the demands of
education than boys, in this case extrapolating a small underperformance in reading to a larger
trend in which girls typically struggle with numeracy.
IQSS Example G: Girls’ education and gender roles
The differences is clear from
data
obtained,
the
achievement of girls is lower
than that of the boys.
At this level the girls need the
most assistance as support in
order to acquire the required
numeracy skills.

6.1.5

Changes in what facilitators do in their classroom

Information on teacher practice within classrooms was collected using a structured classroom
observation instrument, as at baseline, in order to understand whether there have been
improvements in teacher practice within the classroom. Teacher practice can be separated into
three categories based on this information: teacher talk, teacher action, and pupil action. This
section first gives an overview of the lessons observed, and then presents findings on each of
these three themes, with a focus on whether the classroom activity is primarily rote-based or
pupil-centred.
Overview of lessons observed
At midline, observed lessons were an average of 28 minutes long, with approximately 40 pupils in
attendance, half of them girls. While pupil and girl attendance did not vary significantly between
baseline and midline, classes were an average of four minutes longer at midline. Classes in Bauchi
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were 31 minutes long on average, a nine-minute improvement from the baseline average of 22
minutes. Classes in Niger, however, remained at the baseline average of 26 minutes.
Figure 82 shows the distribution of lesson length across the two states. While in total, 53% of all
midline lessons were 30–36 minutes long, this category is largely made up of observed lessons in
Bauchi.
Figure 82:

Length of lesson observed at midline, by state

60%

Percentage of lessons

50%

40%

19%

30%

20%

19%
10%

9%
2%

5%

11%

34%

12-20 minutes

21-29 minutes

30-36 minutes

0%
Less than 12 minutes

Bauchi

Niger

In almost all the observations, the facilitator taught only a single subject during the lesson
observation duration. Figure 83 shows the subjects that were observed being taught. A majority of
the facilitators were observed teaching mathematics or Hausa lessons, while in less than a quarter
of the cases English, science, and social studies lessons were observed being taught.

© EDOREN

222

Midline Evaluation of the Girls’ Education Project Phase 3

Figure 83:

Subjects observed at midline

Mathematics
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English

Science

Social studies
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Percentage of lessons

Instances of co-teaching (multiple teachers working together to deliver the same lesson to a group
of students) were rarely observed (4% of the lessons), as at baseline. A majority of the facilitators
were male, in accordance with the general facilitator gender ratio at IQSS, and only six female
facilitators were observed (from a total of 93).
Teacher talk
Teacher talk can be understood in terms of the nature of what facilitators say during the lesson, as
well as the patterns of language(s) used. Teacher talk can be categorised into two categories:
pupil-centred teacher talk, which includes asking or responding to an open question, assisting in
group work, and using a child’s name in class; and rote-based teacher talk, which consists of the
teacher instructing, presenting, or explaining to students or reminding the class to pay attention.
The midline findings indicate that facilitators are more likely to use rote-based approaches than
pupil-centred approaches, although there is some use of the latter.
Compared to baseline, there has been a significant, 13 percentage point, increase in the share of
facilitators that use pupil-centred teacher talk, from 54.5% at baseline to 67% at midline. This
change is driven entirely by the Bauchi sample, where 72% of the facilitators used pupil-centred
teacher talk, compared to 47% at baseline. The Niger sample remains unchanged since baseline, at
60%.
Figure 84 illustrates the different types of teacher talk used by facilitators at baseline and midline.
There is a clear prevalence of rote-based teaching practice, although a small significant increase is
observed for facilitators using a child’s name. The use of closed questions in lessons has also
increased significantly since baseline.
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Figure 84:
Percentage of facilitators engaging in different types of teacher talk, baseline
versus midline
100%

Percentage of facilitators
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30%
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BL
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closed qns
open qn
discussion

ML

Disaggregating by ‘panel’ status of facilitators, i.e. whether or not the same facilitators were
interviewed at baseline as at midline, reveals no significant differences in the prevalence of
different pupil-centred teacher talk. However, while only 63% of panelled facilitators engaged in at
least one of the pupil-centred activities listed above, 72% of new facilitators did the same. This
difference is not statistically significant and therefore suggests that the new facilitators are not
inherently better or worse than the facilitators that were interviewed at baseline.
While at baseline, 44% of the facilitators used one language during the lesson, this increased to
66% at midline, with a concomitant decrease in the number of facilitators using two or more
languages during the lesson. This increase was largely driven by the Niger sample, where 56% of
the facilitators used a single language at midline, compared to just 20% at baseline. In Bauchi, 76%
of the facilitators continued to use a single language, while the remainder largely relied on two
languages.
Between baseline and midline, the use of languages during the observed lesson changed slightly,
as shown below in Figure 85. There was a 10 percentage point increase in the use of Hausa
(although this was only significant at the 10% level). In addition, there was a significant decrease in
the share of classrooms where English or other languages were used for instruction. In Niger, the
use of English for instruction was reduced significantly, by 30 percentage points, from 60% of the
facilitators using English at least once during the lesson at baseline, to only 30% doing the same at
midline.
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Figure 85:

Languages used during lesson, baseline versus midline
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There are interesting inter-state differences in the use of languages. Hausa was observed being
used by all the facilitators in Bauchi, at midline as at baseline. There was an increase in the share
of facilitators using Hausa in Niger (from 68% at baseline to 85% at midline). In addition, Nupe was
observed being used in about 20% of the midline lessons in Niger.101 In the overall midline sample,
26% of the facilitators were able to speak Nupe, suggesting that more than two-thirds of all
facilitators are teaching in the local language.
Since most of the IQSs have not been mobile since baseline, it is reasonable to assume that the
language of the community the school serves at baseline is still the dominant language of the
community at midline. Using the baseline pupil-level data, we can define a Nupe-majority school
as one where more than 50% of the sampled children at baseline reported that Nupe was the
language that they largely speak at home. Similarly, a Hausa-majority school is one where more
than half the sampled children reported Hausa as their home language. Table 61 illustrates that a
majority of the surveyed schools cater to Hausa-speaking communities, followed by Nupe-majority
communities. Only one school in Bauchi is located in a Kanuri speaking community and one school
in a Fulfulde speaking community.
Table 61:

Language-based categorisation of schools

Language profile of community
Hausa-majority

Number of schools
47

Nupe-majority

11

Kanuri-majority

1

Fulfulde-majority

1

Total

60

In the small sample of Nupe-majority schools, there were no large increases in the share of time
facilitators used Hausa for teaching (18% at midline, compared to 14% at baseline), and no
101

Change analysis regarding the use of Nupe is not possible given the baseline instrument did not have ‘Nupe’ as an option. For
comparability with the baseline, the use of Nupe has been grouped under ‘Others’ in Figure 85.
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increases in the share of facilitators that use Hausa at all during the lesson observed (42% at
baseline as well as midline). Compared to the broader midline sample, facilitators used
significantly less of the classroom time speaking Hausa, were far less likely to use Hausa at all, and
were more likely to use Nupe during the lesson (Table 62). Although the sample size is very small
for Nupe-majority schools, the trends across language use are clear and show that facilitators at
midline are aware of the language needs of the children and have the skills to teach in a language
the child will understand.
Table 62:

Language use by teachers at midline, by language of community

Share of time teacher spoke Hausa in class, excluding time silent
Share of teachers who used Hausa during lesson, at least once
Share of teachers who used Nupe during lesson, at least once

Other
schools

Nupemajority
schools

95%

17.25%

81

12

100%

42%

81

12

0%

83.3%

81

12

Difference
(Nupe
majority –
others)
-77.8%***
-60%***
80%***

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

Teacher action
Teacher action can also be categorised into two categories: pupil-centred teacher action during
the lesson, which includes the teacher moving among pupils, using printed or improvised materials
to teach, or using the textbook; and rote-based teacher action, consisting of activities such as the
teacher reading off or writing on the blackboard, demonstrating how to do something, or giving
the pupils dictation. Although 73% of the sampled facilitators at midline used at least one form of
pupil-centred activity, compared to 66% at baseline, this difference is not statistically significant,
indicating that there have been no marked improvements since baseline. New facilitators were
slightly more likely to engage in pupil-centred teaching, as 80% of them were observed using at
least one pupil-centred teacher action during the lesson, compared to 69% of panel facilitators,
but this difference is not statistically significant.
Changes in the proportion of facilitators using different forms of teacher action are presented in
Figure 86. The most significant increase is in the proportion of facilitators using printed or
improvised materials during the lesson at midline. There is a 40 percentage point increase, from
5% of all facilitators at baseline to 47% at midline. This trend exists equally in both the Niger and
Bauchi sub-samples.
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Figure 86:
Percentage of facilitators engaging in different types of teacher action, baseline
versus midline
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Pupil action
Pupil action in classrooms is also a useful indicator of the pedagogical approach being undertaken
by the teacher. The level of non-rote pupil activity going on in class is indicative of the degree of
pupil-centred teaching that is taking place. The following types of pupil action fall into this
category: group discussion, group work or work in pairs, responding to an open question, asking
the teacher a question, using a textbook, reading aloud, and doing individual work. This is in
contrast to chanting, listening, and responding to closed questions. Overall, there were no
significant differences in the share of classrooms where pupils are engaged in non-rote types of
pupil activity: there was a slight, non-significant reduction from 75% of the classrooms where at
least one non-rote pupil activity was observed at baseline to only 71% at midline. Across states,
the trends differ, as Bauchi classrooms were 25 percentage points more likely at midline than at
baseline to utilise pupil-centric approaches, while classrooms in Niger were 30 percentage
points less likely to do the same.
Figure 87 illustrates the proportion of classrooms where pupils were engaged in each type of
activity, at least once, during the lesson observation. Overall, there was a significant increase in
certain rote-based activities, such as pupils leading chants and pupils responding to closed
questions, and a significant reduction in pupils reading aloud, between baseline and midline. This
suggests that classrooms at midline are more rote-based than at baseline. The only significant
improvement in pupil-centred activity is recorded for pupils engaging in group – where a 20
percentage point increase is observed since baseline. This suggests that classroom practice has not
systematically improved between baseline and midline.
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Figure 87:

Percentage of lessons with each type of pupil action, baseline versus midline
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Time on task is defined as the percentage of time that pupils were engaged during the time of the
lesson observations. This was classified as the total time during which pupils were performing any
action related to learning. Both at baseline and midline, pupils were engaged for 100% of the
lesson duration in approximately 60% of the lessons (Figure 88). On average, the percentage of
time on task fell from 96% to 93%, which is significant, but not large in terms of magnitude.
Figure 88:

Percentage of time on task in observed lessons, baseline versus midline
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The share of lesson time that pupils were on task is not correlated with the panel status of the
facilitator, or whether the facilitator is paid. There are varying trends by state, however, which are
discussed below.
Child and gender-sensitive changes
Combining information on the share of lesson time facilitators assisted group discussion, used a
child’s name, asked or responded to an open question, moved among pupils, used available
materials, engaged in group discussion, or facilitated group work or work in pairs; and on the
share of time pupils responded to an open question, asked the facilitator a question, used a
textbook, read aloud, or carried out individual work, we produce a composite index of the
measure of the extent of pupil-centred teaching. This index is constructed via an equal weighted
aggregation of the 12 pupil-centred variables described above, as at baseline. The composite index
takes values between 0 and 22 in our baseline and midline data.
In line with the data on these constituent variables (discussed above), facilitators’ performance on
this index was relatively poor, with most facilitators scoring in the bottom half of the range of
possible values (Figure 89). However, the distribution has shifted slightly since baseline, with the
average score on this index now 6.18, instead of 5.73, and a median of 5.5, instead of 4.5,
suggesting slight improvements in pupil-centred teaching activities since baseline.
Figure 89:

Extent of pupil-centred teaching, baseline versus midline
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A closer look at the data reveals that this improvement is driven by Bauchi schools, where there is
a significant increase of 3.1 points in the average value of the index, from 5 at baseline to 8 at
midline. In contrast, in Niger, there is a relatively significant decrease by 1.9 percentage points, as
shown in Figure 90 below.
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Figure 90:

Changes in average composite index of pupil-centred teaching activities
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Differences in the state-level values of the composite index of pupil-centred teaching activities are
not highly associated with differences in the level of GEP3 training exposure. In Bauchi, the
facilitators that received a maximum GEP3 training dosage (as indicated by them attending the
five-day training, four-day training, and a cluster meeting) have a score of 8.5, versus a score of 7.8
for facilitators that received less than the full dosage. Similarly, in Niger, facilitators that received
the full training dosage average at 4.97, while those that did not receive the full dosage have an
average score of 4. None of these differences are statistically significant.
At midline, we also collected information on whether the teacher engaged boys and girls
differently within the classroom. Figure 91 and Figure 92 illustrate the ways boys and girls are
engaged within states.
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Percentage of lessons

Figure 91:
Percentage of lessons where pupils respond to open or closed questions, by
gender and state
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Pupil engagement, overall, was significantly lower for both boys and girls within Niger, as
compared to Bauchi, across each of these four domains. Across both states, no strong gendered
differences are observed in the way teachers engage with girls or boys via asking open or closed
questions, or asking a pupil to assist in the lesson. In Bauchi, girls were significantly more likely to
respond to an open question than boys (Figure 91).

Percentage of lessons

Figure 92:
Percentage of lessons where pupils ask the facilitator a question or assist teacher,
by gender and state
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Another indication of whether there are differences in the experiences of girl and boy pupils
within classrooms comes from the extent to which teachers interact differently with boys and
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girls, based on how often the teacher uses a girl child’s name versus a boy child’s name, and
whether the teacher interacts with groups of boy pupils in the class more than groups of girl
pupils. Evidence indicates that within states, there is no significant difference in the likelihood of a
teacher engaging with a boy pupil versus a girl pupil. Across states, however, teachers in Bauchi
were significantly more likely to engage with both boys and girls during the lesson (Table 63).
Table 63:

Teacher–pupil interaction, by pupil gender

Variable description

Percentage of teachers that use a boy child's name, at least once
N
Percentage of teachers that use a girl child's name, at least once
N
Percentage of teachers that move around among boy students, at least
once
N
Percentage of teachers that move around among girl students, at least
once
N

Bauchi

NigerBauchi

Niger

38.3%

37.0%

47

46

44.7%

23.9%

47

46

61.7%

13.0%

47

46

48.9%

13.0%

47

46

-1.3%
-21%*

-49%***

-36%***

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

Teachers were asked whether they agree that ‘a woman should acquire her knowledge from a
man and a man must have more knowledge than a woman’. A majority, 65.6% of all sampled
facilitators agreed with this statement, while only 34% disagreed. These views were more
common among facilitators in Niger than in Bauchi, as shown in Figure 93 below, although the
differences are not statistically significant.
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Figure 93:
Prevalence of facilitators who agree or disagree with the idea that women should
acquire knowledge from a man
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Teachers that are part of the panel (61% versus 72%), teachers that received maximum GEP
dosage (60% versus 68%), and teachers that teach at public schools (52% versus 69%), were
slightly less likely to agree with this statement compared to a base groups of teachers that are
new, teachers that have received less than the maximum GEP dosage, and teachers that do not
teach at a public school. However, the differences are not significant for any sub-group.
Teacher practice composite index
The teacher practice index is composed of teacher activities at the start and end of the lesson
related to outlining the lesson, summarising the day’s objectives, linking content to the previous
lesson, and revising the objectives at the end of class; together with the proportion of classroom
time children were on task and the proportion of time that teachers used pupil-centred
approaches (rather than rote-based). Using these variables, a composite index of teacher practice
has been generated to measure changes in the ToC intermediary outcome of improved teacher
practice.102
The teacher practice index has stayed constant since baseline, at an average of about 26, as shown
below (Figure 94).

102

T_practice_index = (0.50)*(T_pupil_centered) +(0.25)*(T_activities)+(0.25)*(T_Time_on_task)
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Figure 94:

Changes in teacher practice index, baseline versus midline
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While overall the teacher practice index has not changed significantly, there is a significant
improvement in the teacher practice index for Bauchi (26.8 at baseline to 28.7 at midline) while
there is no such change in the Niger sub-samples (24.98 at baseline to 24.72 at midline).
The state-level changes in the teacher practice index are driven by varied changes in the individual
sub-components by state. For example, the share of time pupils were engaged in class was
constant between baseline and midline for Bauchi, but fell significantly, by 5 percentage points in
Niger, as shown in Figure 95 below.

Percentage of time

Figure 95:

Changes in the share of time pupils were engaged in class, by state
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On the other component of the teacher practice index—teacher activities at the start of the
lesson—teachers in Niger performed significantly better than at baseline, while teachers in Bauchi
performed significantly worse. By contrast, teaches in Bauchi performed significantly better than
at baseline on the composite index of pupil-centred learning activities, while teachers in Niger
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performed significantly worse, as already discussed. Overall, there were no significant
improvements since baseline at the aggregate level with regard to the three sub-components of
the teacher practice index.

Index score

Figure 96:

Changes in teacher activities and pupil-centred learning, by state
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Table 64 presents the average teacher practice index across a range of variables to understand
how changes in this index over time interact with observable characteristics at the school and
teacher level.
The teacher practice index is not positively correlated with exposure to more GEP3 training. In
instances where the teachers were exposed to all three GEP interventions (five-day training, fourday training, and cluster meetings) teachers had an average practice index score of 27.6,
comparable to 26.35 in cases where teachers had less exposure to the training, a difference that is
not statistically significant.
Table 64 and
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Table 65 present the mean value of the teacher practice composite index by teacher- and schoollevel characteristics, respectively, at midline.
Table 64:

Teacher practice composite index by teacher characteristics, at midline

Variable

Group

N

Teacher
practice
composite
index

Teacher sex

Male

87

26.86

Female

6

24.93

No

39

26.924

Yes

54

26.597

No

75

26.95

Yes

18

25.86

No

72

26.31

Yes

21

28.18

No

65

26.359

Yes

28

27.605

No

13

25.52

Yes

58

26.284

No

22

26.43

Yes

30

27.76

Less than 10 years

64

26.63

Greater than or equal to 10
years

29

26.96

Class has less than 30 pupils

30

26.48

Class has greater than or
equal to 30 pupils

63

26.86

Index score is equal to or
below the median – 3.04

50

26.59

Index score is above the
median – 3.04

43

26.90

Index score is equal to or
below the median – 0.5

41

27.43

Index score is above the
median – 0.5

32

26.84

Index score is equal to or
below the median – 0

37

26.58

Index score is above the
median – 0

11

29.21

Teacher is part of the panel
Teacher is paid
Teacher teaches at a public
school
Teacher has received
maximum GEP dosage
Teacher received at least one
SSV
Teacher has attended at least
one cluster meeting
Teacher experience

Class size

Teacher motivation composite
index

Teacher subject knowledge
composite index

Teacher pedagogical
knowledge composite index
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Teacher curriculum
knowledge composite index

Index score is equal to or
below the median – 0

48

26.62

Index score is above the
median – 0

45

26.85

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

Significant differences in the mean value of the composite teacher practice index are observed
only by state, head teacher support, and whether the head teacher has been trained by GEP. In
the case of head teacher receiving GEP training, however, the difference is no longer significant
when excluding facilitators from the three Bauchi LGAs where GEP training had not happened at
the time of our survey. As a result, at the school level, schools where the head teacher provides
more support to teachers have significantly higher scores on the teacher practice composite index,
as shown below.
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Table 65:

Teacher practice composite index by school-level characteristics, at midline

Variable

Group

N

Teacher
practice
composite
index

State

Niger

47

24.72

Bauchi

46

28.70

No

22

27.717

Yes

71

26.430

No

32

26.457

Yes

61

26.88

No

45

28.060

Yes

48

25.491

Index score is less than or
equal to median – 0.75

41

25.780

Index score is greater than
the median – 0.75

52

27.486

School received fewer than
or equal to one monitoring
visits during the last term

58

27.11

School received more than
one monitoring visits during
the last term

35

26.103

Head teacher is part of the
panel
School has a separate head
teacher from proprietor
Head teacher has received
GEP training
Head teacher support
composite index103

Number of external
monitoring visits received by
school

Significance

***

**

*

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

While a significantly larger share of schools received monitoring visits from third parties, beyond
the ones related to GEP3, at midline (56% versus 35% at baseline), this does not appear to be
correlated with the teacher practice index.
6.1.6

Changes in facilitator motivation and attendance

Change over time
Motivation, as measured in this evaluation, has improved over time among the teachers in the
IQSS sample (Table 66:
Teacher motivation at midlineError! Reference source not found.;
Figure 97). Overall motivation has increased by around 0.3 standard deviations compared to
baseline. There was a statistically significant improvement in the self-efficacy subscale, a weakly
significant improvement in pressure and tension, and a weakly significant worsening in effort and
importance. However, teacher–teacher interaction also appears to have worsened over time, a
change which was also noted in the early learning sample (Section 5.5.1). Similar results are found

103

Equal weighted index of head teacher support via lesson observations and meetings, and their frequency.
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when we limit the sample to exclude the non-panel teachers, suggesting this represents a genuine
change over time rather than an artefact of changes in the sample.
Table 66:

Teacher motivation at midline
Mean

N

Lower
confidence
interval 95%

Upper
confidence
interval 95%

Significance

Motivation (composite index)

0.311

93

0.101

0.52

**

Self-efficacy

0.474

93

0.287

0.661

***

-0.018

93

-0.202

0.165

Pressure and tension

0.239

93

0.049

0.429

*

Effort and importance

-0.257

93

-0.487

-0.027

*

Teacher–teacher interaction

-0.349

93

-0.515

-0.184

***

Interest and enjoyment

Note. Scores are standardised so that mean baseline scores on each scale are zero. Asterisks show the statistical significanc e of the
change between baseline and midline: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

Figure 97:

Distribution of teacher motivation at baseline and midline

6.1.6.1 Characteristics of teachers and schools associated with higher motivation
As Section 5.5.1Error! Reference source not found. did for the early learning survey, this section
examines the characteristics of teachers and schools that are associated with higher motivation.
However, the relatively small sample (93 teachers at midline) may make it difficult to detect
statistically significant differences between groups. Teachers that have received maximum GEP3
training are significantly more motivated than those who have not: the difference is around 0.7
standard deviations. Of the other characteristics considered below (Table 67:
Teacher
motivation by group at midlineError! Reference source not found.), only whether teachers have
materials to do their jobs appears to be significantly associated with higher overall motivation.
Teachers in schools where there is three hours or more of integrated teaching per week also
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appear to be more motivated than those in schools where there is less integrated teaching, a
weakly significant effect.
Non-significant differences include that: teachers in Niger appear to be more motivated than
those in Bauchi; female teachers are more motivated than male teachers; teachers in schools with
better infrastructure are more motivated than those in schools with worse infrastructure; trained
teachers are less motivated than those who have not attended training; and teachers who receive
a salary or stipend are more motivated than those who are unpaid.104 It is difficult to discern any
differences depending on which languages were used in the lesson observation: the vast majority
of teachers use Hausa most of the time, mixing it with occasional use of English, with a minority
using Nupe; there are no significant differences in motivation by language use.
Table 67:

Teacher motivation by group at midline

Variable

Group

State code

Bauchi

Sex
Rural/urban region
Teacher attended training during last two
years
Teacher had maximum GEP3 training

Teachers have materials to do their jobs
Teacher receives a salary or stipend
Age categories

Head teacher support

Infrastructure

Motivation
composite
index
0.247

Niger

0.376

Male

0.285

Female

0.688

Urban

0.406

Rural

0.286

No

0.374

Yes

-0.016

No

0.11

Yes

0.776

No

0.095

Yes

0.896

No

0.311

Yes

0.311

under 25

0.262

25–34

0.497

35–49

0.123

over 50

-0.095

Not fully
supportive

0.204

Supportive

0.273

Basic infrastructure

0.211

Moderate
infrastructure

0.336

Significance

***
***

104

Only one teacher at midline reported being paid a salary or stipend in full and on time (cf. Table 41:
Teacher motivation by
group at midline) so it is not possible to analyse whether regular and reliable pay makes a difference to motivation.
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Better
infrastructure

0.415

Teacher used Hausa during lesson, at least
once

No

0.483

Yes

0.297

Teacher used English during lesson, at least
once

No

0.329

Yes

0.247

Teacher used Nupe during lesson, at least
once

No

0.282

Yes

0.544

Number of teachers of integrated subjects in
the school

1–2

0.406

3+

0.229

Number of hours of integrated teaching per
week

Less than 3

0.159

3+

0.533

Teacher also teaches at a public primary
school

No

0.3

Yes

0.346

Teacher turnover

None

0.286

1+

0.364

*

Note. Asterisks show the statistical significance of the differences between group means: *** indicate p<0.01,** indicate p<0.05,
and * indicates p<0.1.

In order to examine these associations in more depth we estimate a set of simple regression
models with the motivation index and sub-scales as the dependent variables. The results are
similar to those shown in the descriptive table. Teachers who received maximum GEP3 training are
more motivated on all four sub-scales, with particularly large differences in effort and importance.
The only other statistically significant predictor of overall motivation is whether teachers say they
have the materials they need to do their jobs. This appears to be important for self-efficacy and
pressure and tension, in particular. Several other variables are associated with particular subscales but not with overall motivation. Teachers receiving a salary or stipend is positively
associated with interest and enjoyment. The PTR is (as expected) negatively associated with
interest and enjoyment, but surprisingly does not have any significant association with pressure
and tension.
6.1.6.2 Do more motivated teachers use better teaching practices and attend more regularly?
As for the early learning sample, we examine whether more motivated teachers spend more time
on task, or engage in better classroom practices. There is little sign of a systematic relationship
between motivation and teaching practices. In regression models controlling for a set of
covariates105, the coefficient on the overall motivation scale is positive but not significant, and a
low proportion of the overall variation in classroom practices (around 9%) is explained by
motivation and the other covariates.

105

The covariates are teacher–teacher interaction; state; rural/urban location; whether teachers report having the materials they
need; and an index of school infrastructure.
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Table 68:

Motivation by teacher time on task (at midline)
% of time pupils were engaged in class
Less than 50%

50–79%

80–100%

Motivation (composite index)

0.323

0.334

0.283

Self-efficacy

0.624

0.49

0.38

Interest and enjoyment

-0.207

0.118

-0.045

Pressure and tension

0.313

0.113

0.317

Effort and importance

-0.443

-0.078

-0.325

Teacher–teacher interaction

-0.318

-0.273

-0.436

Table 69:

Motivation by classroom practice category (at midline)
Classroom practice category
Weakest

Middle

Best

Motivation (composite index)

0.335

0.434

0.118

Self-efficacy

0.529

0.529

0.259

Interest and enjoyment

0.014

-0.173

0.041

Pressure and tension

0.194

0.585

0.024

Effort and importance

-0.211

-0.487

-0.162

Teacher–teacher interaction

-0.295

-0.369

-0.488

As was also the case for the early learning sample, more motivated teachers appear to be less
likely to be absent (Table 71: Presence and use of teaching and learning material, baseline versus
Error! Reference source not found.). Pressure and tension appears to be particularly important for
explaining teachers’ absence or attendance. However, the motivation scores are not significant in
explaining the number of days absent during the past three months in a set of regression models.
Table 70:
Motivation by whether or not the teacher has been absent at least once during
the past three months
No

Yes

Significance

Motivation (composite index)

0.557

0.204

*

Self-efficacy

0.655

0.396

Interest and enjoyment

-0.045

-0.007

Pressure and tension

0.564

0.1

Effort and importance

-0.365

-0.211

Teacher–teacher interaction

-0.233

-0.399

**

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.
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6.1.7

Changes in the availability and use of teaching and learning materials

The percentage of classrooms without access to any teaching or learning materials significantly
declined between baseline and midline: while at baseline only 42% of classrooms had any
resources present, this increased to 71% at midline. The majority of this increase stems from the
proportion of classrooms where the use (as opposed to just ‘presence’) of teaching and learning
materials has increased, as shown in Error! Reference source not found. below. While at baseline,
only 30% of the observed teachers used some sort of material during the lesson, this more than
doubled to 62% of observed facilitators at midline.
Table 71:

Presence and use of teaching and learning material, baseline versus midline
BL

Percentage of classrooms with teaching or learning materials used or
present
N
Percentage of classrooms with teaching or learning materials present
N
Percentage of classrooms with teaching or learning materials used
N

ML

ML-BL

41.8%

71.0%

96

93

24.2%

33.3%

96

93

29.7%

62.4%

96

93

30%***

9%
33%***

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

One focus of the GEP3 programme has been on distributing materials for facilitators and learners,
particularly for Hausa lessons. A significantly larger share of schools in Bauchi (98%) reported
receiving this set of materials than schools in Niger (85%). As discussed already in the
implementation review (Section 3), each IQS was meant to receive a box containing Hausa
material, such as alphabet charts, consonant and vowel flashcards, textbooks, and workbooks, as
part of the programme. In additions, facilitators were trained to prepare Hausa story charts as part
of the GEP3 training. The use and presence of various programme resources is presented below in
Figure 98.
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Figure 98:

Use and presence of programme resources in lessons
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Figure 98 indicates that the presence and use of programme materials was quite low across
observed lessons. This is surprising since head teachers in 60% of the schools were able to show at
least one copy of each of these materials. This suggests that even though programme materials
have made it to the school, it they are not making it to the classrooms. Altogether, any
programme resource was only available in 34% of all observed classrooms and was used within
22% of all classrooms.
While Hausa alphabet charts were the most common material, even then, only 14% of all
observed classrooms had Hausa alphabet cards either present or used. The most commonly used
resources include the textbooks and vowel and consonant flashcards, although the overall usage is
quite low, at less than 6% of observed teachers using the material. The programme resources are
designed for teaching Hausa, so this low usage could be related to the nature of the lessons
observed. However, when restricting the sample to only instances of observing Hausa lessons, the
relative use of materials does not change significantly for materials other than Hausa story charts,
as shown in Figure 99 below.

© EDOREN

244

Midline Evaluation of the Girls’ Education Project Phase 3

Figure 99:

Use of Hausa materials during Hausa lessons, at midline
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There are no significant differences across the state-wise sub-samples in the presence and use of
these teaching and learning materials. The low use of programme materials during lessons, even
though a majority of schools reported receiving the materials, indicates overall low penetration of
the resources within classrooms, and also hints toward a lack of facilitators’ understanding of how
to use the materials in their teaching. Focusing on classrooms at midline where a Hausa lesson was
observed indicates that facilitators who received the full GEP3 training dosage106 were far more
likely to use Hausa story charts. The use of other materials did not follow a specific trend by
training status, as shown in Figure 100.

106

The maximum training dosage is defined as an equal weighted combination of attendance at the five-day training, four-day
training, and the cluster meetings
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Figure 100: Use of programme resources in lessons where Hausa classes were observed, by
GEP3 training dosage at midline
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GEP3 training encouraged the use of lesson plans. Of all the teachers observed, 33% of the
teachers were able to show a lesson plan, while only 17% of all teachers used a lesson plan during
the lesson. Teachers in Bauchi were far more likely to have a lesson plan compared to teachers in
Niger (43% versus 24%), and far more likely to use a lesson plan during the lesson (28% versus 6%).
Trained facilitators who received the maximum GEP3 training dosage were more likely to have and
use lesson plans during the lesson than facilitators who had not received the full training dosage.
Such facilitators were also more likely to have self-written lesson plans, which are actively
promoted during GEP trainings (see Figure 101 below). This suggests that GEP3 trainings
contributed to the use of lesson plans, particularly when facilitators were able to fully participate
in the capacity development, but overall only a minority of trained facilitators could show a lesson
plan or used one.
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Figure 101:

Use of lesson plans at midline, by training dosage received
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In addition to specific programme resources, the use of general resources improved between
baseline and midline, although their use remained limited to a minority of classes observed. Figure
102 demonstrates that there has been a statistically significant increase in the use of tools or
objects from the local environment, materials in Hausa, and visual aids, such as posters, charts, or
pictures. Nonetheless, these resources were observed in less than 20% of classes. Facilitators at
midline were 40 percentage points more likely to agree with the statement ‘I have the materials in
Hausa necessary to do my job’ across both states, suggesting that there is an acknowledgement
among facilitators regarding the increased presence of Hausa materials. Facilitators who received
the full GEP3 training dosage were also more likely to use general teaching and learning materials,
particularly materials made by the facilitators and materials in Hausa.
Figure 102:

Use of general teaching and learning resources, baseline versus midline
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At the state level, there was only a significant increase in the proportion of facilitators using tools
or objects from the local environment between baseline and midline. 8% of teachers in Bauchi
used tools from the local environment, while 20% of the teachers in Niger did the same. For all the
other general resources, there were no significant trends within states since baseline.
Only 17% of all IQSs reported receiving materials during the last two years from sources other
than UNICEF/GEP. This can help explain why there have not been many improvements in the
presence of general teaching and learning resources. It also indicates that investment in teaching
and learning materials via the CBMCs has not been very intensive, even though 20% of CBMCs in
Bauchi and 4% of CBMCs in Niger reported investing resources in the provision of teaching and
learning materials.
Overall, the use of materials has improved since baseline, largely due to the provision of
programme resources. In absolute terms, the use of resources during lessons remains low,
suggesting there is a greater need to train facilitators on how and when to use these materials.
The differences across states are not stark, even though a larger share of schools in Bauchi
reported receiving programme materials at midline, compared to schools in Niger.
6.1.8

Changes in head teacher support

As discussed already, there has not been a significant increase in the share of IQSs with a separate
head teacher and proprietor since baseline. On average, 70% of IQSs have a different person
fulfilling the head teacher and proprietor roles at the school. At baseline, we found that head
teachers were mostly male, about 40 years of age, and had an average of 10 years of teaching
experience. By midline, 20% of baseline head teachers had left the school across both states. As a
result, 20% of the head teacher sample at midline consists of ‘new’ head teachers, i.e. those who
did not form part of the original baseline sample. The sample of ‘new’ head teachers are younger
(an average of three years younger, not a significant change), have fewer years of teaching
experience (five or fewer years, a significant change), are more likely to have an SSCE or higher
qualification (30 percentage points more likely, a significant change), and are less likely to have a
religious qualification (30 percentage points more likely, a significant change).
Under the new GEP3 training, proprietors were invited to the first of the five-day facilitator
trainings in order to build their capacity and understanding of school quality indicators. As
discussed in the implementation review section, a representative of the school management
attended the first day of the GEP3 facilitator training in almost all schools (100% in Bauchi and 95%
in Niger). However, in 75% of cases where a head teacher or assistant head teacher was surveyed,
who operated next to a proprietor, the head teacher or assistant head teacher attended the
training instead of the proprietor.
The survey instruments measured leadership through a range of variables, such as head teacher
lesson observations, head teacher meetings with facilitators in groups or individually, and actions
taken to improve facilitator and pupil attendance.
Within each school, the head teacher as well as all sampled facilitators were asked whether the
head teacher observed a full lesson being taught during the last term. The head teacher was asked
about lesson observations for any facilitator at the school, while sampled facilitators were asked
whether the head teacher observed them teaching. At midline, there was a significant increase in
the proportion of head teachers who reported that they observed a full lesson during the last
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term. The same information, as reported by sampled facilitators, also suggests an increase in head
teacher activity (75% at midline, versus 66% at baseline), though it is not statistically significant.
Figure 103:

Head teacher observed a full lesson during the last term, baseline versus midline
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This is an interesting increase since it is taking place even in the absence of concerted support for
improvements in head teacher pedagogical support and leadership to facilitators. Head teachers
are likely to have an incentive to over-report the level of support they provide to facilitators, so it
is helpful to compare head teacher-reported data with reports from teachers. Figure 104 charts
the distribution of the number of times the head teacher observed a sampled facilitator’s lesson
during the last term, as reported by the facilitator. While the range, variance, and mean are all
greater for the midline sample, the differences in means (5.75 at baseline and 6.67 at midline) are
not statistically significant, suggesting that, on average, head teacher support via number of
lessons observed has not deteriorated since baseline.

© EDOREN

249

Midline Evaluation of the Girls’ Education Project Phase 3

Figure 104:

Number of lessons observed by head teacher, baseline versus midline
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In Bauchi, the share of head teachers who observed lessons during the last term has improved
significantly since baseline, even when looking at teacher-reported data. According to facilitator
interviews, 70% of the head teachers at midline observed a lesson during the last term, compared
to 33% at midline. In comparison, 60% of the head teachers in Niger observed a lesson at midline,
compared to 54% at baseline.
Another indicator of the level of head teacher support to teachers is the frequency and nature of
head teacher–facilitator meetings. There has been a significant increase in group meetings where
the head teacher meets with three or more facilitators at a time (88.6% of sampled facilitators
reported one such meeting at baseline, versus 97% at midline), a slight improvement in the share
of head teachers meeting individually with facilitators (76% at baseline and 81% at midline), an
overall reduction in the number of group meetings (3.2 at baseline to 3 at midline), and a
significant reduction in the number of one-on-one meetings between the head teacher and
facilitators (3.5 at baseline and 2.8 at midline). As with improvements in lesson observations,
these trends are also being driven by changes in the Bauchi sub-sample, as shown in Table 72
below.
Table 72:

Changes in the frequency and type of head teacher–teacher meetings, by state

Variable description

Bauchi
BL

Niger

ML

ML-BL

BL

ML

ML-BL

Percentage of teachers who reported that the head
teacher met teachers as a group of three or more during 79.8%
the last term

97.4

18%**

95.4%

96.8%

1.4%

N

37

38

36

31

Average number of group meetings between head
teacher and teachers during the last term, in cases
where there was a meeting

3.35

2.63

3.06

3.52
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N

37

38

Percentage of teachers who reported that the head
teacher met teachers individually during the last term

71.7%

92.1%

37

38

Average number of individual meetings between head
teacher and teachers during the last term, in cases
3.59
where there was a meeting

2.34

N

38

37

20%**

1.3***

36

31

78.3%

67.7%

36

31

3.50

3.55

36

31

-11%

0

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

A significantly larger share of sampled facilitators in Bauchi reported both individual and group
meetings with the head teacher. While meetings were more likely to take place at midline, the
average number of meetings of each type was significantly lower than at baseline in Bauchi.
These changes in head teacher leadership and support to teachers, particularly within the Bauchi
sub-sample, are interesting since head teaches were not invited for the first day of the five-day
trainings (even though a majority attended), and because the training content was focused on
school quality indicators, and not pedagogical leadership. Disaggregating by whether the head
teacher attended the first day of the five-day trainings, or whether the school received SSVs,
reveals similar likelihoods of head teacher–teacher meetings, further strengthening the notion
that the GEP3 trainings or school-based visits have not led to improvements in head teacher
support to teachers. Panel head teachers were no more likely to observe lessons or have meetings
with teachers either.
About 73% of interviewed head teachers reported making changes to the classroom environment
as a result of the training, though the activities adopted varied from school to school. Figure 105
shows that the most common practice adopted was to decorate classroom walls by putting up
decorations or pictures, to purchase more comfortable seating, and, lastly, to paint classrooms. In
contrast, in the 27% of the cases where no changes were made, a shortage of resources was the
most common reason for no changes being made to classrooms. Notably, about 20% of
respondents also indicated that this topic was not covered during the training, suggesting that
perhaps the training content was not fully understood by all participants. This could also indicate
an implementation gap if all the topics were not covered in each training.
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Percentage of schools

Figure 105:

Changes made to classrooms and reasons for no changes being made
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The share of head teachers who received training through other channels than GEP3 fell
significantly between baseline and midline: while 43% of the head teachers received some training
at baseline, this fell to 14% at midline. The reported number of training days also fell from 4.4 to
3.3. In addition, 16% of sampled facilitators at midline reported attended any other training
besides GEP3-organised trainings, though this is more common in Bauchi (27% of all Bauchi
sample) versus Niger (4% of sampled Niger teachers). The trainings were reportedly on teaching
methods, integration activities, and teaching in Hausa. In a majority of the cases, the training was
reported to be organised by UNICEF (65%) or the LGEA (24% – or eight schools). In two cases,
NEI/US Agency for International Development (USAID) were mentioned from among the Bauchi
sample.

6.2

Impact pathway to an improved, girl-friendly school environment
(Contribution Claim 2)

In this section we present the midline data on school management, resource mobilisation, and
community support for integration, and their combined effect on improving the school
environment and making it more girl-friendly.
6.2.1

Changes in school management

Role of the proprietor
As already discussed, IQSs generally have a proprietor who is the owner of the school. In some
cases, the proprietor is also the head teacher, and therefore is responsible for the day-to-day
management and leadership at the school. Figure 106 illustrates that, overall, there have not been
significant changes in this regard since baseline, and 70% of all sampled IQSs still have separate
head teacher and proprietor roles, though there have been some changes at the school level.
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Overall, the relative share of schools with a proprietor has remained unchanged since baseline in
Bauchi, while in Niger, two schools have moved from being community owned at baseline to being
owned by an individual proprietor at midline. Figure 106 shows the number of schools in the
midline sample against three types of management structure: without a proprietor, schools that
have a proprietor separate from the head teacher, and schools that have a joint head teacherproprietor role fulfilled by one person.
Figure 106:

Number of schools, by type of management structure at midline
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Note: The total number of schools in both Bauchi and Niger at midline is 30.

The establishment of the CBMC
A CBMC is a centre-based management committee, similar to an SBMC in public schools, which is
an avenue for community engagement in school activities, with specific responsibilities in school
management, resource mobilisation, and resource utilisation. Compared to baseline, where only
52 schools (28 schools in Niger and 24 schools in Bauchi) had a CBMC, all 60 IQSs had established a
CBMC by midline.
In some cases, the CBMC was formed before the year in which the Qur’anic school integrated, and
thus could have functioned as one of the drivers of integration activities at the school level, while
in other cases the CBMC was formed after integration, possibly as an outcome of being integrated.
In the overall sample, the CBMC was formed before integration in a third of the cases – more
commonly in Niger (44% of the schools had a CBMC before integration) than in Bauchi (22%).
CBMC membership
Questions on CBMC composition collected information on the total number of CBMC members,
their roles within the CBMC (chair, vice-chair, treasurer), and whether they were representatives
of the school (head teacher, proprietor, teachers, and current students) or the community
(religious leaders, community leaders, parents, and community members). While an individual
such as a teacher could be simultaneously take on multiple roles – such as that of a teacher,
community member, and even parent – we have restricted the roles of each member to avoid
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double-counting and to fully understand the diversity in the types of individuals represented
within the CBMC. This analysis is different from what was presented in the baseline report, where
roles were not restricted. However, this is important to fully understand changes over time.
On average, CBMCs have approximately 16 members at midline, a significant increase of 1.5
members, on average, since baseline. The increase is large and significant for the Niger sub-sample
(an increase from 13.2 to 15.8 members), while the average within Bauchi has stayed constant
(15.9 at baseline, versus 15.8 at midline).
Figure 107 indicates that most of this increase is coming from an increase in the number of
community members and teachers in CBMCs at midline, although these changes are not
statistically significant. While community members are part of all but one CBMC at midline
(compared to two CBMCs at baseline without a community member), religious or community
leaders are part of less than a quarter of all CBMCs.
Figure 107:
baseline
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Child members are defined as CBMC members aged 15 years or younger. At midline, 28% of all
CBMCs had at least one child member, compared to 18% of all CBMCs at baseline. While this
change is not statistically significant on the whole, it is significant for the Niger sub-sample. In
Niger, there was a significant and large increase in the share of CBMCs that have at least one child
member, from less than 2% at baseline to about 30% at midline.
CBMC guidelines indicate that CBMCs should have a minimum of 12 members: nine of 60 CBMCs
at midline have fewer than 12 members, compared to 12 of 52 CBMCs at baseline. Five CBMCs
had fewer than 12 members both at baseline and midline; however, in four of these five cases, the
total number of members has increased since baseline. Overall, these trends indicate that CBMC
membership has improved between baseline and midline.
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The presence of female members, adult and child, has shown slight improvements between
baseline and midline, as shown in Table 73 and Table 74 below. Most of this increase stems from a
relative increase in the number of female community members since baseline.
Table 73:

Change in female CBMC membership, baseline versus midline
BL
88.7%

ML
96.7%

52

60

23.7%

26.1%

N

52

60

Average number of female members

3.5

4.2

N

52

60

Percentage of CBMCs with at least one female member
N
Average share of female members within CBMCs

ML-BL
8%
2.4%
0.7

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

This improvement at midline is being somewhat driven by the eight schools where a CBMC was
established after baseline. All of these CBMCs have at least one female member; however, the
share of female members and the number of female members within these CBMCs is lower than
the midline average.
Table 74:

Change in female child CBMC membership, baseline versus midline

Percentage of CBMCs with at least one girl child member
N
Average share of girl child members within CBMCs
N
Average number of girl child members
N

BL
18.4%

ML
24.6%

52

60

1.6%

1.6%

52

60

0.27

0.26

52

60

ML-BL
6.2%
0.0%
0.01

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

Although changes in CBMC membership have not been significant on the whole, within Niger the
changes since baseline are statistically significant. In Niger, CBMCs at midline are 20 percentage
points more likely to have a female child member and 30 percentage points more likely, than at
baseline, to have a child member. Such trends do not exist within the Bauchi sub-sample. In
addition, while there are no significant differences by state in whether a CBMC has any female
members (100% of CBMCs in Bauchi have at least one female member, while 94% of CBMCs in
Niger do), the average number of female members has increased significantly in Niger between
baseline and midline, from 2.7 to 3.8. The corresponding average in Bauchi is 4.6, close to the
baseline average of 4.8.
Overall, however, female child members constitute less than 2% of CBMC members (Table 74).
The physical representation of children remains low in CBMCs, which poses a challenge in regard
to how to voice the concerns of, and to represent, children – especially girls – in the management
of the school.
At midline, head teachers and proprietors are significantly more likely to be part of the CBMC
compared to baseline, and in 98% of all schools, the head teacher, proprietor, or both are part of
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the CBMC. The second set of bars in Figure 108 show whether the head teacher is part of the
CBMC in schools where a head teacher exists separately from the proprietor. The third set of bars
represent whether the proprietor is part of the CBMC, in cases where the school has a proprietor
or a joint head teacher-proprietor role.
Figure 108:

Head teacher and proprietor membership in CBMC, baseline versus midline
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Table 75 shows that there were noticeable improvements in the percentage of CBMCs where the
head teacher is part of the CBMC, across both Bauchi and Niger, though this difference is not
statistically significant, likely due to the small sample size. A similar increase can be seen in the
proportion of CBMCs with the proprietor as a member. Overall, this suggests that the
representation of school management in the schools’ CBMC has improved since baseline, which
could have positive implications for CBMC activeness. On the other hand, it could limit the say that
parents, teachers, and community members have within the platform of the CBMC.
Table 75:

Head teacher and proprietor membership in CBMC, by state

Variable description

Bauchi
ML

ML-BL

61.4%

91.1%

30%

13

18

54.7%

66.5%

22

28

BL
Percentage of CBMCs where the head
teacher is a CBMC member, where a separate
head teacher exists
N
Percentage of CBMCs where the proprietor is
a CBMC member, where a proprietor exists
N

12%

Niger
ML

ML-BL

62.8%

76.5%

14%

23

23

51.1%

80.1%

25

29

BL

29%

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

On average, a majority of the CBMCs at baseline as well as midline were/are chaired by
community members, though there has been an overall decrease since baseline. The proprietor is
the CBMC chair in less than one-third of the cases at midline.
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Figure 109:

Profile of CBMC chair at midline
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A significantly larger share of CBMCs in Bauchi have the head teacher as a chair (in instances
where a separate head teacher exists) at midline compared to baseline, and compared to Niger at
baseline, as shown in Table 76 below.
Table 76:

Characteristics of CBMC chair, by state

Variable description

Bauchi

Niger

BL

ML

ML-BL

BL

ML

ML-BL

5.6%

47.6%

42%***

3.9%

4.5%

0.6%

13

18

23

23

37.1%

42.7%

18.6%

18.8%

22

28

25

29

52.9%

30.2%

72.4%

65.3%

N

24

30

28

30

Percentage of IQSs where a teacher is
the CBMC chair

0%

2.5%

4.6%

12.5%

N

24

30

28

30

Percentage of IQSs where separate
head teacher is CBMC chair
N
Percentage of IQSs where proprietor
(or head teacher/prop.) is CBMC chair
N
Percentage of IQSs where community
member is CBMC chair

5.6%

-23%***
2.5%

0%

7%
8%

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

The average tenure of the CBMC chair varies by whether the chairperson is a head teacher,
proprietor, community member, or teacher. While on average, the tenure of a CBMC chair at
midline is 3.7 years, it is somewhat greater in cases where the CBMC is chaired by a community
member. For CBMCs chaired by teachers, the sample is very small (four) so the average needs to
be interpreted cautiously.

© EDOREN

257

Midline Evaluation of the Girls’ Education Project Phase 3

Figure 110:

Average tenure of CBMC chair, at midline
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Figure 111 shows the changes in the role of the IQS proprietor as the CBMC chair. A large majority
of schools do not have the proprietor as CBMC chair at baseline or midline, and this is more often
the case in Niger. This is in contrast with the Niger CBMC training manual, which suggests that the
proprietor should be the CBMC chair. The share of IQSs where the CBMC leadership has changed
since baseline, i.e. the chair is now the proprietor when it was not at baseline, is very small (less
than 10%), suggesting slow changes in the formal structure of CBMCs within schools. The
proprietor is the CBMC chair in less than one-third of the cases where schools have a separate
head teacher. This does not appear to be correlated with the exposure to CBMC training, further
suggesting that there is some confusion around the joint role that proprietors and head teachers
are meant to play within the CBMC, in instances where a separate head teacher and proprietor
exist within the IQS. It appears that the CBMC training has not helped improve this understanding
at the school level.
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Figure 111:

Role of proprietor as CBMC chair, by state at midline
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On the whole, 65% of CBMCs have at least one member that is also part of a SBMC in a public
school, with about 1.6 (or 10%) of total CBMC members simultaneously a part of a CBMC at an IQS
as well as an SBMC at a public school. Although the scale of this overlap is small, it is still likely to
be beneficial for IQSs since it allows them to benefit from the experience of these members in
formal public school settings. This is more common in CBMCs in Bauchi than Niger, as 76% of the
CBMCs in Bauchi have at least one SBMC member while this is only true for 57% of the CBMCs in
Niger.
CBMC meetings and trainings
The level of CBMC activity can be judged by the frequency of and attendance at CBMC meetings
and trainings for CBMC members.
A majority (97%) of the CBMCs reported meeting during the last year (2016–2017), with an
average of about four meetings during the last school year. At midline, a larger share of CBMCs
met at least once during the last school year, met at least once during the current school year, and
can show evidence of meetings during the last school year (Figure 112), although these changes
are not statistically significant.
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Figure 112:

Changes in CBMC activity, baseline versus midline
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The attendance rate has also improved at CBMC meetings. At midline, CBMC meeting records
indicate an average attendance rate of 63% at the last CBMC meeting (in instances where written
meeting records were kept). This is an improvement from 40% attendance at the last CBMC
meeting at baseline. The attendance rate of female members has also improved, albeit by a
smaller margin, from 37% at baseline to 50% at midline.
At baseline, there were no available records of children in attendance, while at midline, child
members are marked as being in attendance in three out of 31 CBMCs with attendance records
available. Although this is an increase since baseline, it is important to note that in absolute terms,
the participation of child members still appears to be extremely limited.
Together, the evidence on CBMC meetings, evidence, and record-keeping indicate that a larger
share of CBMCs are meeting regularly at midline than were at baseline, and that more members
are in attendance. However, at the state level, while both Bauchi and Niger have seen
improvements in the number of CBMCs that had met during the current or last school year, the
number of meetings held during the last year significantly decreased in Bauchi and significantly
increased in Niger, as shown in Figure 113 below.
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Figure 113:

Change in the number of CBMC meetings in 2016–2017, by state
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In addition, while both states have seen similar improvements in the attendance rates since
baseline, the attendance rate of female members in Bauchi still lags behind that of female
members in Niger, and overall is still lower than the average attendance rate at CBMC meetings
(Table 77).
Table 77:

Changes in attendance rates at CBMC meetings, by state

Variable description

Average attendance rate at the last
CBMC meeting (where records exist)
N

Average attendance rate of females at
the last CBMC meeting (where
records exist)
N

BL

Bauchi
ML

ML-BL

36.1%

60.8%

24.7%

16

13

26.4%

37.8%

15

14

11.4%

BL

Niger
ML

ML-BL

44.6%

63.8%

19.1%

14

17

47.9%

56.9%

11

16

9%

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

In instances where a community member is the CBMC chair, CBMCs are significantly more likely to
have met during the last school year, and significantly more likely to have a written record of
CBMC meetings, than at baseline. However, such improvements are not observed for CBMCs not
headed by community members. At midline, such CBMCs outperform CBMCs not headed by
community members (and so headed by the head teacher or proprietor) on both these indicators,
and perform just as well in terms of the average numbers of meetings held during the last year.
In schools where the CBMC chair’s tenure is three years or less, CBMCs are more likely to have
met during the last school year (2016–17), as likely to meet during the current school year, and
have a greater number of meetings. On the other hand, record-keeping of meeting evidence,
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overall attendance rate at the last meeting, and the attendance rate of female members at the last
meeting is better in cases where the CBMC chair has been the same for more than three years.
Table 78:

CBMC activity, by tenure of CBMC chair, at midline

N

CBMC
chair
tenure - <=
3 years

N

CBMC
chair
tenure >3 years

Diff

Percentage of CBMCs that met at least once in the
last school year 2016–17

26

100.0%

20

94.5%

-5.5%

Percentage of CBMCs that met at least once in the
current school year 2017–18

26

61.4%

20

67.3%

6%

Average number of meetings held during the last
year 2016–17

26

4.17

19

3.57

-0.6

Percentage of CBMCs with evidence of CBMC
meetings during the last year

26

60.9%

19

77.9%

17%

Average attendance rate at the last CBMC meeting

12

41.9%

12

78.0%

36%

Average attendance rate of females at the last
CBMC meeting

12

38.7%

12

64.6%

26%

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

Under GEP, CBMCs receive a five-day training on their roles and responsibilities and whole school
development planning and a one-day training on financial management (Section 3.2 on IQSS
implementation review). In addition, under GEP3, CBMCs were meant to receive monitoring and
mentoring follow-up visits. As discussed in Chapter 3, CBMCs in Niger are less likely to have
participated in the trainings—in both the training on roles and responsibilities, as well as the
financial management training—but are more likely to have received a monitoring visit compared
to CBMCs in Bauchi. The surveyed CBMC members indicated having received approximately 2.6
monitoring visits in the first half of 2017, across both states.
In addition to GEP3 training, some CBMC members indicated having exposure to other forms of
trainings since baseline. 20% of the CBMCs reported receiving any training during the last two
years, separate from GEP3 trainings. Table 79 indicates that exposure to non-programme trainings
is also higher in Bauchi compared to Niger.
Table 79:

Attendance at other trainings, by state at midline

Percentage of CBMCs where CBMC chair or vicechair attended non-GEP training

N

Bauchi

N

Niger

30

21.2%

30

10.5%

Diff
10.7
%

Percentage of CBMCs where CBMC members
attended non-GEP training

30

26.8%

30

14.2%

12.6
%

Average number of CBMC trainings attended, where
any CBMC member attended a non-GEP training

7

1.09

3

1.42

0.33

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.
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Since only 10 IQSs reported attending non-programme trainings, the information on training
details is based on a very small sample. Four schools reported that these trainings were organised
by the LGEA, one school reported that they were organised by NEI/USAID, while the remaining
were reportedly organised by UNICEF, which could refer to previous GEP CBMC training or a CBMC
member attending another GEP3 training or orientation (e.g. IQS facilitator training, orientation
linked to enrolment drive).
Figure 114: Content of non-GEP CBMC trainings illustrates that the content of non-programme
trainings was similar to the content of the five-day GEP training, focusing on CBMC responsibilities,
resource mobilisation, and financial management.
Figure 114:

Content of non-GEP CBMC trainings at midline
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6.2.1.1 Changes in school management practice
Whole centre development planning

A specific focus of the five-day CBMC training was on equipping CBMCs to produce plans for
school improvement–called WCDPs. A WCDP is a plan that specifies school improvement activities
for the future, such as infrastructure investment, teacher trainings, and other related items. The
importance of these plans is underscored by the fact that these plans are a necessary condition for
receiving the school improvement grant (SIG) under the programme.
At baseline, CBMCs were asked whether they had any WCDP, while at midline, CBMCs were asked
for a copy of the WCDP for the current (2017–2018) or last (2016–2017) school year. Even with a
more restricted condition for midline WCDPs, a significantly larger share of CBMCs had a WCDP at
midline than at baseline (Figure 115). When asked to see a copy of the WCDP, 82% of the CBMCs
at midline were able to produce a copy of the final or draft WCDP, while this was the case in only
70% of the CBMCs at baseline.
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Figure 115:

Presence of WCDP, baseline versus midline

100%

90%

Percentage of CBMCs

80%
70%
60%
50%

40%
30%
20%
10%
0%
Completed WCDP exists

Written form of complete or draft WCDP is
available
BL

ML

Note: The 95% CI for variable ‘Written form of complete or draft WCDP is available’ above are based on unweighted estimates, due
to some schools (clusters) in the variance calculations being restricted to a single teacher observation. The distribution of our
already small sample of teachers across schools undermines the calculation of the weighted standard error as in some cases the
iterations produce the same estimate and therefore no random error. We include CI based on unweighted estimates to provide a
sense of the differences shown being non-statistically significant. Tests comparing unweighted and weighted estimates for other
cases suggest that variance and lack of significance are consistent across calculations.

The largest increase comes from CBMCs in Niger, as shown in Table 80 below. The share of CBMCs
with a written form of WCDP available to see at the time of visit also increased significantly
between baseline and midline for Niger, among schools where a WCDP exists. For Bauchi, on the
other hand, there has been a subsequent decrease since baseline, although due to the very small
sample size this difference needs to be interpreted with caution.
Table 80:

Changes in WCDP, by state
BL

Percentage of CBMCs with a complete WCDP
N
Percentage of CBMCs with a written form of
the draft or complete WCDP available
N

Bauchi
ML

21.0%

34.1%

24

30

83.4%

59.2%

9

11

ML-BL
13.1%
24.2%

Niger
ML

ML-BL

18.2%

70.9%

52.7%
***

28

30

60.2%

91.2%

12

18

BL

31%

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

This shows that while more CBMCs have developed a WCDP and more have a written version
available, WCDPs still do not exist across all IQSs, particularly in Bauchi, despite the CBMC training
being better targeted and better attended in Bauchi compared to Niger.
Figure 116 illustrates the correlation between attending the five-day training on CBMC roles and
responsibilities and having a WCDP. The results are stark: only 40% of trained CBMCs in Bauchi
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developed a WCDP, compared to 80% in Niger. In addition, none of the three untrained CBMCs in
Bauchi developed a WCDP while only two of seven untrained CBMCs in Niger developed a WCDP.
Overall, this indicates that the training on WCDP development has not been particularly effective
in Bauchi.
Figure 116:

Percentage of CBMCs with a WCDP, by attendance at five-day training and state
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Looking at a composite training dosage indicator, equally weighted for CBMCs' attendance at the
trainings on roles and responsibilities, attendance at the one-day financial training, and receiving
monitoring visits indicates similar differences by state. In total, 34 CBMCs (or 56.67% of the
sample) had received the maximum GEP dosage while the remaining 26 CBMCs had received a
lesser dosage. While, on average, CBMCs that have received maximum dosage of the GEP3
trainings were far more likely to have developed a WCDP than those that had attended fewer or
no GEP trainings (65% versus 38.7%), this difference almost entirely comes from Niger. Within
Bauchi, CBMCs that had not received the maximum dosage were only about 4 percentage points
more likely to have a WCDP (36% versus 32%), while in Niger, the difference is far greater (80%
versus 47%). This indicates that at least in Bauchi, the CBMC trainings have not resulted in
improved likelihoods of WCDP development.
Instances where the CBMC chair has a tenure of less than or equal to three years, the CBMC was
more likely to have a completed WCDP, compared to CBMCs chaired by members with a longer
tenure (60%, compared to 50%), and just as likely to have a written form of the plan available to
see at midline. In addition, CBMCs chaired by a community member showed significant
improvement since baseline, and were more likely to have a written WCDP at midline than other
CBMCs (77% at midline, compared to 33% for CBMCs not chaired by community members, with a
60 percentage point increase since baseline). While the sample is small, the CBMCs that were
formed after baseline were less likely to have a WCDP (30% compared to 57% for CBMCs formed
before baseline), and to have it available to see, indicating that new CBMCs need additional
support. This indicates that community members as chairs, and newer chairs, are associated with
better school development planning at midline.
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Figure 117 shows the three main action points listed in WCDPs, limited to cases where the CBMC
WCDP was available to see. While at baseline, building new infrastructure was the most commonly
occurring action point, this was reduced by 30 percentage points at midline. The remaining
priorities retained their relative order since baseline.
Figure 117:

Action points related to school improvement in WCDP, by baseline and midline
Building new infrastructure

Provision of teaching or learning materials

Improving existing infrastructure
Purchasing furniture or equipment
Recruiting more teachers
Access to clean water
Access to electricity
Provisions for school security
Expand to higher grades
Provision of uniforms and shoes
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10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

Percentage of CBMCs
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Note: The 95% CI in this figure are based on unweighted estimates, due to some schools (clusters) in the variance calculations being
restricted to a single teacher observation. The distribution of our already small sample of teachers across schools undermines the
calculation of the weighted standard error as in some cases the iterations produce the same estimate and therefore no random
error. We include CI based on unweighted estimates to provide a sense of the differences shown being non-statistically significant.
Tests comparing unweighted and weighted estimates for other cases suggest that variance and lack of significance are consistent
across calculations.

While at baseline, respondents were not specifically asked about action points related to girls’
education in the WCDP, 6% of CBMC respondents mentioned ‘adopting girl-friendly practices’ as
an action point in the WCDP without being prompted about it. At midline, CBMCs where a WCDP
was available in a written form were asked whether the WCDP lists any activities specifically
related to supporting education for girls. Only 46% of CBMCs with a written WCDP reported
having any girl-friendly practices in their WCDP. Figure 118 shows the various action points
mentioned related to supporting girls’ education at midline. Overall, girl-specific action points do
not feature as strongly as would be expected given the specific focus of the programme.
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Figure 118:

Action points related to supporting girls' education in WCDP
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CBMC monitoring

CBMC responsibilities include monitoring teacher and pupil attendance, encouraging teachers to
work better, and taking steps to increase teacher and pupil attendance. In addition, CBMCs
particularly focus on helping girls get an education. As part of the school survey, CBMC-level
respondents were asked about monitoring activities and actions to support girls' attendance for
the last complete term, i.e. April to July 2017.
Figure 119 illustrates the changes in CBMC monitoring activities between baseline and midline.
While a larger share of CBMCs reported monitoring the quality of teaching and learning within
schools, the increase was not significant. In addition, the instance of monitoring teacher
attendance has fallen since baseline. Overall, monitoring activities conducted by CBMCs have
changed only slightly between baseline and midline.
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Figure 119:

Changes in CBMC monitoring activities, baseline versus midline
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Figure 120 indicates that CBMCs in Niger were consistently more active than CBMCs in Bauchi in
taking action to improve pupil attendance, action to improve female pupil attendance, and action
to improve teacher attendance during the last term, April to July 2017.
Figure 120: Percentage of CBMCs that took action to improve pupil and teacher attendance,
by state at midline
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Although most of these changes at the state level are not statistically significant, which could be in
part due to the small sample size, the magnitudes and overall trend of the changes suggest that
CBMCs in Bauchi have become less active since baseline, while CBMCs in Niger have become more
active, as measured by the performance on the indicators set out above. As with other measures

© EDOREN

268

Midline Evaluation of the Girls’ Education Project Phase 3

of CBMC performance discussed above, CBMCs where the chair had a longer tenure, and where
CBMCs were chaired by a community member, performed just as well, or better, at midline.
The action taken by CBMCs during the last term to address pupil dropout predominantly consists
of direct communication with parents (75% of CBMCs), as at baseline. In addition, CBMCs
members go door by door for community sensitisation activities (31%), and organise meetings
with community members (31%). Figure 121 plots the action taken by CBMCs to specifically
address the dropout of girl pupils; this action heavily relied on direct communication with parents.
Figure 121:

Action taken by CBMCs to address girl pupil dropout, by state
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CBMC financial management
CBMC financial management responsibilities include maintaining a CBMC bank account in the
school’s name, using the account to store school funds, and maintaining records of financial
transactions.
Encouragingly, 93% of CBMCs have a treasurer at midline and 95% of CBMCs have a bank account.
Figure 122 indicates that there has been a significant increase in the share of CBMCs with a bank
account and CBMCs that use cashbooks, at midline.
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Figure 122:

Changes in use and presence of CBMC account, baseline versus midline
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CBMC members were also asked whether they use the bank account to store any funds received
or collected by the CBMC. This includes any funds received as part of GEP3, or from any other
source. 75% of all CBMCs with a bank account reported using the account to store funds.
Furthermore, only 40% of CBMCs could show evidence of bank transactions, such as records of
deposits, withdrawals, and any bank transactions (see Figure 122). While this is a significantly
larger share compared to baseline, these findings indicate that a considerable share of CBMCs are
not using their bank account, which could indicate limited capacity within CBMC members around
the use of financial services.
Figure 123 shows the use of cashbooks within CBMCs. While 54% of CBMCs have a cashbook at
midline, only 88% of them (or 47% of all CBMCs) reported using the cashbook to record the flow of
funds via the CBMC. Only 40% of all CBMCs are able to show the cashbook upon request, and of
them, 71% (or 28% of all CBMCs) have their cashbook updated with the last month’s balance.
Figure 123 shows the use of the cashbook as a share of total CBMCs for each category. Evidence
on CBMC financial management, as demonstrated by the use and upkeep of a cashbook, suggests
that CBMCs could use additional support in this regard.
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Figure 123:

Use of CBMC cashbooks at midline
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Financial management capabilities vary significantly across states. Overall, CBMCs in Niger have
shown a marked improvement since baseline, and perform better than CBMCs in Bauchi on a
range of indicators, as shown below (
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Table 81).
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Table 81:

Changes in CBMC financial management, by state
Bauchi

Percentage of CBMCs with a bank account

BL

ML

ML-BL

BL

ML

ML-BL

75.6%

97.5%

22%**

76%

92.5%

16.5%*

24

30

28

30

-

43.3%

-

100%

-

29

-

27

26.7%

22%

16%

58%

18

29

18

27

36.1%

23.4%

21%

77.4%

24

30

28

30

Percentage of CBMCs that use their bank account
to store funds
Percentage of CBMCs with evidence of bank
transactions available
Percentage of CBMCs that report having a
cashbook

Niger

-

-4.7%

12.7%

-

42%***

56.4%***

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

In schools where the CBMC chair had had a longer tenure, the level of financial management
capabilities at the school, as measured by the use of a school bank account and cashbook, is
greater (Table 82).
Table 82:

Differences in CBMC financial management, by tenure of CBMC chair at midline

Percentage of CBMCs with a bank account
N
Percentage of CBMCs that use their bank account to store funds
N
Percentage of CBMCs with evidence of bank transactions available
N
Percentage of CBMCs that use a cashbook
N
Percentage of CBMCs that have a cashbook available to see
N
Percentage of CBMCs whose cashbooks include a balance of the last
month (cashbook is updated)
N

CBMC chair
<=3 years

CBMC
chair>3
years

Diff

87.2%

100.0%

12.8%*

26

20

65.8%

76.0%

22

20

31.0%

50.9%

22

20

58.4%

43.5%

26

20

89%

67.3%

14

7

60.9%

92.1%

13

5

10.2%
20.0%
-14.9%
-21.7%

31.2%

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

When disaggregating by attendance at the financial management training, there is a positive link
between attendance at the training and CBMC having a cashbook, and having a bank accounts,
though this does not hold for all the indicators on financial management and is based on a very
small sample (N=14 for CBMCs that did not attend the training on financial management) so
cannot be extrapolated.
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Overall, the level of financial management has improved within CBMCs, particularly in Niger and in
CBMCs where the CBMC chair has had a tenure of more than three years, and where the CBMC is
chaired by a community member. However, about a quarter of CBMCs with an account still do not
use it to store funds, and the evidence of financial transactions remains limited.
Financial management related to the GEP3 SIG

Under GEP3, all CBMCs are meant to receive a school grant, also called a SIG to help schools
implement the priority activities identified in the WCDP. At the time of survey, 90% of the CBMCs
in Niger reported having received the SIG during the 2016–2017 school year, while none of the
CBMCs in Bauchi indicated having received this grant. Two CBMCs in Bauchi reported receiving the
SIG for the year 2017–2018, however. This has already been discussed in detail in the
implementation review section (Section 3.2). Each CBMC received the full intended amount of the
SIG – N 250,000.
The receipt of the SIG was meant to be conditional on a range of criteria, such as: the CBMC
should have a functional bank account, the CBMC needs to submit a copy of the WCDP, and the
CBMC should have attended the one-day training on CBMC financial management. Table 83
illustrates the extent to which the CBMC/IQSs reportedly met these conditions but did not
received the SIG in 2016–2017, while Table 84 presents instances where schools did not meet
eligibility criteria but still received the SIG.
Table 83:

CBMCs that did not receive SIG 2016–2017 but met eligibility criteria, by state
N

Bauchi

N

Niger

Percentage of CBMCs that report having a
functional bank account, but did not receive the SIG
(2016–2017)

30

96.7%

3

33.3%

Percentage of CBMCs that had a completed WCDP
for the last school year, but did not receive the SIG
(2016–2017)

30

36.6%

3

0%

Percentage of CBMCs that attended the one-day
training on financial management, but did not
receive the SIG (2016–2017)

30

83.3%

3

33.3%

Percentage of CBMCs that reporting having a
functional bank account, completed a WCDP for
the last school year, and attended the financial
management training, but did not receive the SIG
(2016–2017)

30

26.67%

3

0%

Table 83 indicates that although 26.67% of IQSs in Bauchi met the core eligibility criteria for SIGs,
they did not receive the grant in 2016–2017. A majority of the CBMCs across both states that had
not received the SIG reported not knowing the reason why they had not received the grant.
According to communication with UNICEF in February 2018, a key reason for grants not being
transferred to the CBMCs in Bauchi was that, although grants were processed for a large majority
of CBMCs by UNICEF, funds could not be transferred because bank accounts were not functional
at the time of the transfer. While this is in line with earlier findings that in Bauchi fewer CBMCs
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reported using the bank account to store funds and could show deposit slips to evidence that the
bank account was used during the last year, 80% of the CBMCs in Bauchi (24 of a total of 30) could
demonstrate evidence of bank account use and also met the other two criteria still did not receive
the SIG. Also, the fact that most CBMCs in Bauchi report having a functional bank account, while
this may not be the case, indicates that CBMC members require a better understanding of, and
support on, how to use bank accounts.
Table 84 indicates that the eligibility criteria were not strictly followed for the SIG disbursement in
2016–2017, as evidenced by the fact that about 50% of CBMCs in Niger received the grant even
though they did not meet all three eligibility criteria.
Table 84:

CBMC that received a SIG 2016–2017 but did not meet eligibility criteria, by state

Percentage of CBMCs that reported not having a functional bank
account, but received the SIG (2016–2017)

N

Niger

27

3.7%

Percentage of CBMCs that did not have a completed WCDP for the last
school year, but received the SIG (2016–2017)

27

Percentage of CBMCs that did not attend the one-day training on
financial management, but received the SIG (2016–2017)

27

Percentage of CBMCs that did not meet all three eligibility criteria, but
still received the SIG (2016–2017)

27

33.33%

25.9%

48.2%

The fact that the guidelines were unlikely to have been fully followed for the disbursement of SIGs
is further supported by the fact that CBMCs reportedly submitted different documents to
government authorities (SUBEB, SAME, or LGEA) for receipt of the SIG (Figure 124) and that a
majority of the CBMCs reported not having submitted any documents or application at all.
Figure 124:
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The discussion that follows relates to financial management aspects specific to the SIG, and,
therefore, only includes evidence from the Niger sub-sample of 27 CBMCs which had received the
SIG for 2016–2017 at the time of the survey, since the questions relate to how the SIG was spent.
As per the CBMC guidelines, SIGs must be stored in a separate bank account from other school
funds, and the account must be in the name of the school. In addition, three members of the
CBMC, namely the chairman, secretary, and treasurer, must sign off on all CBMC transactions
related to that bank account.
Figure 125 indicates that while all the accounts were in the schools’ names, the required number
of three members signing off on the last transaction was rarely fulfilled. A review of bank deposit
slips within these schools indicates that, in practice, three members signed off on the last
transaction in a very small share of cases. CBMCs are also meant to maintain a file with bank
deposit withdrawal slips and to submit a report to the LGEA, SUBEB, SAME or another authority to
provide records for how they had spent the funds from the SIG received during the last (2016–
2017) school year. While 70% of CBMCs reported keeping a file with records of bank transactions,
only 22% of CBMCs reported submitting a SIG utilisation report, 37% of which could show a copy
of the report that was submitted.
Figure 125:

CBMC SIG management practice
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The receipt of the grant amount was consistent as all CBMCs reported receiving an amount of
NGN 250,000. All the CBMCs reported spending some of the SIG. The decision on how to spend
the funds was reportedly made by CBMC members in all cases (rather than just the proprietor, for
example). On average, CBMCs had used 97% of the SIG funds by the time of the survey, although
this varied from 74% to 100% cash utilisation. Three-quarters of all CBMCs had spent the entire
amount of the SIG by the time of the survey.
Figure 126 shows the various categories of expenditure that schools reported spending the SIG
funds on. The red dots indicate the share of CBMCs that invested in a particular category while the
bars indicate the average amount spent per category among schools that invested in that
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category. A large share of CBMCs reported spending the funds on construction and renovation of
infrastructure, the provision of learning materials for non-religious subjects, and the construction
or renovation of toilet facilities for girls.
The average expenditure at the school level was highest for construction activities. Encouragingly,
a large share of the total grant amount was also spent on girl-friendly practices, the provision of
uniforms, shoes and bags, and the construction and renovation of toilet facilities for girls, as
shown below.
Figure 126:
category
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The SIG expenditure guidelines suggest that the grant is not meant for capital expenditure. The
grant expenditure was not always made on eligible categories, however, and classroom
construction forms a large share of the total school level expenditure. Figure 126 shows that more
than 80% of schools utilised the SIG for classroom construction or renovation activities, and about
30% utilised the grant for the construction or renovation of toilets. In total, 96% of all CBMCs that
received a SIG utilised it on at least one of these ineligible categories. Although these categories
are not strictly as per the SIG guidelines, it is likely that girls will benefit from the improvement of
overall school infrastructure resulting from this expenditure.
School management and record-keeping
GEP3 also aims to strengthen record-keeping and data management within IQSs. Record-keeping
responsibilities may rest with the office of the head teacher (or proprietor in cases where there is
no separate head teacher), individual teachers, school accountant, or various CBMC members.
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Head teachers were asked at midline to show pupil attendance and enrolment records for P2,
along with a class timetable. The data collector then also verified whether the particular record
was updated till the day of the school visit. Figure 127 illustrates that at midline schools were
significantly more likely to have pupil records and to have updated pupil records than at baseline.
There were no improvements observed in updated teacher attendance records, however, and the
average had fallen slightly since baseline.
Figure 127:

School records available for P2, baseline versus midline
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These improvements suggest that IQSs are becoming better able to maintain school records. At
the state level, improvements were observed in both Niger and Bauchi schools but Niger schools
showed improvements of a far greater magnitude, as summarised in Table 85 below.
Table 85:

Changes in school record-keeping, by state
BL

Percentage of schools with a P2 attendance
record
Percentage of schools with an updated P2
attendance record
Percentage of schools with a P2 enrolment
record
Percentage of schools with an updated P2
enrolment record
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Bauchi
ML
ML-BL

51.9%

56.8%

24

30

10.5%

19.3%

24

30

44.5%

68.6%

24

30

45.0%

54.9%

24

30

4.9%

8.8%

24.1%

10.0%

BL

Niger
ML

28.6%

69.5%

28

30

1.5%

30.1%

28

30

32.3%

73.0%

28

30

32.5%

67.9%

28

30

ML-BL
40.9%***

28.6%***

40.7%***

35.4%**
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Percentage of schools with a teacher
attendance record
Percentage of schools with an updated teacher
attendance record
Percentage of schools with a timetable for P2

10.9%

14.4%

24

30

7.8%

4.1%

24

30

31.7%

28.6%

24

30

3.5%

-3.7%

-3.1%

15.0%

25.6%

28

30

10.4%

5.8%

28

30

24.0%

47.7%

28

30

10.6%**

-4.6%

23.7%**

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

Record-keeping has improved more since baseline in schools that have a separate head teacher,
compared to schools that do not have a separate head teacher role. However, as the sample for
this includes 16 schools at baseline, these results are not likely to be generalisable.
For CBMCs, record-keeping primarily relates to financial management, which has already been
discussed in the preceding sections. CBMCs have also improved slightly in other forms of recordkeeping, such as in keeping records of meetings conducted during the last school year and having
written forms of the WCDP available to see on the day of visit.
Figure 128:

Changes in CBMC record-keeping, baseline versus midline
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Note: The 95% CI for variable ‘Written form of WCDP’ above are based on unweighted estimates, due to some schools (clusters) in
the variance calculations being restricted to a single teacher observation. The distribution of our already small sample of teachers
across schools undermines the calculation of the weighted standard error as in some cases the iterations produce the same
estimate and therefore no random error. We include CI based on unweighted estimates to provide a sense of the differences
shown being non-statistically significant. Tests comparing unweighted and weighted estimates for other cases suggest that variance
and lack of significance are consistent across calculations.

CBMCs within Niger and those chaired by community members have shown greater improvements
since baseline compared to CBMCs in Bauchi and CBMCs not chaired by community members.
Having a CBMC chair with a tenure longer than three years is also associated with better CBMC
record-keeping, compared to the share of schools where the CBMC chair is relatively newer. The
statistics for these trends have not been presented here due to very limited sample sizes, but can
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be found in Annex D. Overall, record-keeping by various actors within IQSs has shown considerable
improvement since baseline, but the use and maintenance of records could still benefit from
further support.
6.2.2

Changes in resource mobilisation

Resource mobilisation refers to the amount of funds CBMCs obtain via active fundraising from
sources such as community members, donors, NGOs, or even local government. CBMCs have a key
role in raising funds for schools so that schools have the resources necessary to implement the
WCDPs. The resources discussed in this section exclude funds directly received by the CBMC, such
as funds received under the GEP3 SIG, and instead focus only on active fundraising by CBMCs.
At baseline, 65% of CBMCs made efforts during the last year to mobilise funds, while 80% of
CBMCs who attempted to raise funds were successful. This increased significantly to 83% of
CBMCs making efforts to raise funds at midline, with 85% of these efforts being successful.
Figure 129 shows the share of CBMCs that made efforts to mobilise cash during the last school
year. This shows that schools with CBMCs chaired by community members were markedly more
likely to mobilise cash resources than CBMCs not chaired by a community member. In addition,
CBMCs that received the full package of GEP3 support (had members attend the training on CBMC
roles and responsibilities, financial training, and received a follow-up monitoring visit) were more
likely to make efforts to mobilise cash. There are no strong differences based on the tenure of the
CBMC chair. Similar trends exist in the data when looking at whether CBMCs successfully
mobilised cash resources in the last school year by the same disaggregation categories, though the
difference by training status narrows greatly. None of these differences are statistically significant,
however.
Figure 129:

Share of CBMCs that made efforts to mobilise cash during the last year at midline
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Table 86 summarises the changes in resource mobilisation between baseline and midline, across
the two states. While a larger share of CBMCs made efforts to mobilise cash at midline than at
baseline in both states, the success rate improved over time in Niger and worsened in Bauchi.
These data are, however, based on small sample sizes and therefore need to be interpreted with
caution. The average total amount raised during the last year by CBMCs has also been reduced
over time in Bauchi and has improved in Niger. This suggests that CBMCs in Niger have been more
successful in improving resource mobilisation since baseline, compared to CBMCs in Bauchi. The
median amount has also increased noticeably for Niger, compared to Bauchi, as shown below.
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Table 86:

Funds mobilised by CBMCs by state, baseline versus midline
Bauchi
BL

ML

ML-BL

BL

ML

ML-BL

63.7%

79.0%

15.3%

65.8%

86.9%

21.1%*
*

24

30

28

30

100.0%

81.1%

68.4%

86.5%

15

24

19

25

35,176

19,612

69,034

71,318

14

21

8

21

18,250

12,000

25,000

50,000

14

21

8

21

Percentage of CBMCs that made efforts to
mobilise cash
Percentage of CBMCs that successfully
mobilised cash
Average funds raised last year by CBMC
Median of total funds raised last year by
CBMC

Niger

18.9%*
-15,564

-6,250

18.1%
2,284

25,000

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

Figure 130 shows that there has been an overall increase in the amount of funds mobilised by
CBMCs at midline, versus at baseline, as indicated by a larger share of CBMCs at baseline clustered
around the lower values of the chart. On average, the median amount raised by CBMCs increased
slightly from NGN 20,000 at baseline to NGN 23,300 at midline, primarily driven by CBMCs in
Niger, as discussed above.
Figure 130:

Distribution of funds mobilised by CBMCs, baseline versus midline
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CBMCs that received full training dosage raised more funds on average than those who did not.
This trend persists at the state level. On average, CBMCs who received the full GEP3 training
dosage raised NGN 60,993 during the year, while those who did not receive the full dosage raised
an average NGN 25,963. This indicates a positive correlation between training and ongoing GEP3
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support, and resource mobilisation. However, it is important to highlight that the sample size is
small as only 26 CBMCs received less than the full GEP dosage.
A small share of CBMCs, only 4%, reported receiving funds without active fundraising, beyond the
GEP3 SIG. These funds were almost all received from community members of private individuals
(see next section).
Overall, CBMCs had better access to monetary resources at midline than at baseline. At baseline,
30% of CBMCs had access to no funds at all (mobilised or received), while this fell to only 3% (one
CBMC) at midline. This means that 97% of CBMCs at midline had access to some sort of financial
resources during the last school year, whether via fundraising efforts, donations, or GEP3 grants
– a significant improvement since baseline.
CBMCs were also asked whether they had mobilised any non-cash resources, such as materials,
time, or labour, to support children and school improvement during the last school year (2016–
17). A significantly larger share of CBMCs (63%) at midline reported mobilising non-cash resources
during the last school year, as compared to 42% at baseline. The types of non-cash resources
mobilised at midline largely consist of labour, water, and teaching and learning materials (Figure
131).
Figure 131:

Types of non-cash resources mobilised by CBMCs at midline
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Overall, resource mobilisation capabilities of CBMCs have improved between baseline and midline,
and the data suggest, although based on a small sample size, that this is positively associated with
exposure to GEP3 programme trainings and mentoring.
6.2.3

Changes in community involvement and support for the school

Figure 132 shows the share of cash and non-cash resources mobilised by CBMCs from the
community. Almost all of the cash and non-cash resources mobilised by CBMCs at midline
continue to be from community members, showing continued support of communities toward
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CBMC activities and IQSs in general. In over 90% of the cases where CBMCs successfully mobilised
cash resources during the last year all of the resources were mobilised from the community and,
in total, funds raised from the community form 92% of all funds raised by the CBMC.
Although the proportion has fallen slightly since baseline, the drop is not statistically significant for
cash resources. While most non-cash resources are still obtained from the community, as at
baseline, at midline there was an increase in CBMCs obtaining non-cash resources from the
government and other external agencies. Together with community members still forming a large
share of CBMC members, this indicates that there has not been any deterioration in community
involvement and support for IQSs.
Figure 132:

Share of cash and non-cash resources mobilised from community by CBMC
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In addition to resources mobilised, CBMCs were asked whether they received funds without active
fundraising from any sources other than GEP during the last year. This only happened in a very
small number of CBMCs – three in Bauchi and one in Niger. All of the funds received during the
current year without active fundraising were donations by individuals or community members.
In addition, CBMCs at midline have more community members and where a community member
is the chair, appear to have shown more significant improvements since baseline along a range of
indicators related to record-keeping (evidence of last meeting, written form of WCDP), CBMC
activity (preparing WCDP, number of meetings, attendance rate at meetings, monitoring of pupil
attendance, steps to increase teacher attendance), resource mobilisation, and financial
management (uses a cashbook, evidence of bank transactions available, flow of funds recorded in
cashbook).
6.2.4

Changes in school environment

School environment
The school environment for children can be assessed along the lines of ‘soft’ infrastructure, which
includes committees or groups within the schools where children can share their problems with
© EDOREN

284

Midline Evaluation of the Girls’ Education Project Phase 3

each other or with the school administration, a library, and a playground, as well as ‘hard’
infrastructure, which refers to physical infrastructure, such as number of classrooms and toilets.
This section discusses changes in each category since baseline.
Compared to baseline, there have not been significant improvements in the share of schools with
a library or playground for pupils, as shown in Figure 133.
Figure 133:

Changes in soft infrastructure within schools, baseline versus midline
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In addition, pupil clubs can provide a platform for children to come together and interact with one
another. The broad category of ‘pupil clubs’ includes peer-to-peer networks for girls, peer-to-peer
networks for boys, and children's associations within schools. At baseline, one of the IQSs had a
pupil club while at midline this has increased to two IQSs (3.5%) having such a club.
Schools may also have groups with pupil members, even if the clubs are not exclusively for
children. This includes CBMCs and parent–teacher associations. At baseline, only two IQSs had any
clubs with pupil membership, while this increased significantly to approximately 50% of schools at
midline having some sort of platform where pupils can voice their concerns. This change has
happened across both states. Figure 134 indicates that the majority of this improvement has been
via improved pupil membership in CBMCs.
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Figure 134:

Types of groups with pupil representation, within schools at midline
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The ratio of pupils to teachers also affects the experience of pupils within schools. This ratio has
not improved consistently between baseline and midline. While the PTR ratio has increased in
Bauchi from about 69 to 78 pupils per teacher for the entire school, it has fallen in Niger from 79
to 50. Similar trends are observed when focusing on the PTR at P1–P3, as shown in
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Table 87.
The enrolment data have to be interpreted with caution due to the small sample issues in the
baseline data, where enrolment information was only available in 10 schools (out of 30) in Bauchi
and eight schools (out of 30) in Niger. Therefore, most of these observed changes are not
statistically significant. When limiting the sample to focus on schools for which data were collected
both at baseline and midline, there is a small decrease in the PTR overall and at P1–P3 in Niger,
and an increase in Bauchi, though the magnitude of the change is greater, as shown below. The
decrease in the PTR for the small Niger sample for which two rounds of enrolment data are
available is being driven by an increase in the number of facilitators, since the total enrolment has
increased in Niger like in Bauchi, between baseline and midline.
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Table 87:

Changes in PTRs, by state
Bauchi

PTR in total
PTR for schools with baseline and midline data
PTR in P1–P3
PTR in P1–P3 for schools with baseline and
midline data

Niger

BL

ML

ML-BL

BL

ML

MLBL

69.3

77.8

8.5

79.04

50.3

-28.7

10

27

8

30

69.3

100.7

79.04

57.4

10

10

8

8

61.3

95.6

62.9

45.97

10

27

9

30

61.3

108.8

62.9

50.3

10

10

9

8

31.4
34.3**

47.5

-21.6
-16.9

-12.6

Note: *** indicate p<0.01,** indicate p<0.05, and * indicates p<0.1.

Schools have not improved noticeably between baseline and midline in terms of physical
infrastructure either. All the schools were subjectively noted as needing physical repairs. Figure
135 illustrates the change in various physical infrastructure items between baseline and midline.
While the availability of water, toilets, and separate toilets for girls has increased from baseline to
midline, there has been a significant decline in schools having electricity on the day of the visit, or
having security measures, such as a fence or boundary wall.
Figure 135:

Changes in the presence of physical infrastructure, baseline versus midline
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Table 88 indicates how the availability of basic school infrastructure has changed at the level of
individual schools within our sample. The table below presents the unweighted number of schools
that fall within each of the four categories, i.e. whether a resource was available at baseline only,
at midline only, both at baseline and midline, or neither at baseline nor midline. It shows that for a
small share of schools, the provision of basic infrastructure has worsened since baseline (column
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2) and that a large number of schools have been unable to bring about changes in school
infrastructure since baseline. The trends are similar across Bauchi and Niger for toilets and girls'
toilets, while a greater number of schools in Niger are without water (13 in Niger, versus nine in
Bauchi) and a greater number of schools in Bauchi are without an electricity connection (19 in
Bauchi, versus 11 in Niger). This indicates that the changes in the provision of basic school
infrastructure are not closely associated with the availability of SIG resources to schools.
Table 88:

Change in the provision of basic school infrastructure, since baseline

Functional toilets
Separate functional toilets
for girls
Source of drinking water
Electricity connection

11

Both at
baseline and
midline
7

Neither at
baseline nor
midline
35

1

6

4

49

6
9

20
6

12
15

22
30

Only at baseline

Only at midline

7

Across the entire sample, there were only slight improvements in the average number of rooms
available within schools, from 2.7 rooms at baseline to 2.8 at midline, both with a median of two
rooms. This includes classrooms, office structures, or any other rooms that could be used for
classes. The number of classrooms in use remains at an average of two classrooms per IQS, as at
baseline. Figure 136 presents the distribution of the number of rooms within schools. While at
baseline the majority of IQSs had one or two rooms, at midline the majority had two or three
rooms. However, changes seem to go in both directions: while one-third of all IQSs have more
rooms at midline than baseline, another one-third (31.67%) have less rooms at midline.
Furthermore, while a majority of schools have some sort of construction, six schools at midline (or
10% of the sample) appear to have no rooms. Together with the discussion above, this suggest
that six IQSs have deteriorated in terms of physical infrastructure. Five of these IQSs are in Bauchi
while one is in Niger. Five of these IQSs had only one room at baseline, which seems to have
become unusable since the baseline survey. The sixth IQS had three rooms at baseline, but this IQS
is mobile so it is likely that the school has changed locations, due to which the number of rooms
has decreased.
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Figure 136:

Number of rooms in schools
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A large share of schools reported using the GEP3 SIG on infrastructure improvement activities,
such as building or renovating classrooms and girls' toilets. When disaggregating changes in school
infrastructure by whether the CBMC reported spending SIG on school construction or toilet
facilities for girls, some interesting trends appear.
Figure 137 indicates that among the 20 schools that reported investing the SIG for school-based
construction, there was not a greater representation of these schools within the ‘more rooms at
midline’ category compared to schools that did not invest in school-based construction.
Surprisingly, in five of these schools, there were fewer rooms at midline than at baseline. It is
unclear what is driving this trend since only one of these five IQSs is mobile. In addition, although
35% of the schools saw an increase in the number of rooms between baseline and midline, this is
not markedly different from the increase in the number of rooms for schools that did not report
using the SIG for construction activities. Among the four schools that reported investing in girls'
toilets, none of them had a separate toilet for girls at baseline, while three out of four had a
separate toilet for girls at midline, suggesting that the SIG had been helpful in improving the
provision of toilet facilities for girls.
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Figure 137: Changes in the number of rooms among schools that reported investing SIG in
school construction activities
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The infrastructure in need of repair varied between baseline and midline. Overall, the state of
classrooms was significantly better at midline than at baseline, as indicated by a reduction in the
share of schools needing repairs to the classroom roof or ceiling, walls, floor, or windows. Figure
138 below shows the infrastructure repair needs of schools at midline, and shows that the largest
repair needs are around toilets, furniture, water source, and playgrounds.
Figure 138:

School infrastructure repair needs at midline
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Investment activities
At midline, CBMCs had significantly more funds available compared to baseline. This includes
funds received by the CBMC, GEP SIG funds, as well as funds that were actively mobilised. Figure
139 indicates that at midline, a significantly larger share of all funds was invested on school
improvement activities during the last year.
Figure 139:

Total funding available to CBMC and share of funds invested
100
90

200000

80
70

150000

60

50
100000

40
30

50000

Share of funds invested

Total funds available to CBMC (Naira)

250000

20
10

0

0
BL

Total funding available to CBMC

ML

Share of total funds invested

Since the use of SIG has already been discussed, this section focuses only on the use of non-GEP
funds. As at baseline, the majority of the investment activities at midline were for building or
renovating infrastructure. At baseline, the state of physical infrastructure was relatively worse in
Bauchi compared to Niger (as indicated by more classrooms and toilets noted as being in need of
major repairs). Given this, it makes sense that Bauchi CBMCs have been investing more in
repairing existing infrastructure, while CBMCs in Niger have been investing more in building new
infrastructure.
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Figure 140:

Use of cash and non-cash resources by CBMCs at midline (excluding SIG)
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Girl-friendliness
The discussion of the school environment so far indicates that there has been some improvement
since baseline in making IQSs more girl-friendly, as indicated by a small improvement in the share
of schools having toilets, particularly separate toilets for girls (16% of IQSs at midline have
separate toilets for girls in both Niger and Bauchi, compared to 9% at baseline, with a greater
increase since baseline in Niger (from 6%) compared to Bauchi (14%)). In addition, there has been
an improvement in the representation of pupils within CBMCs, and a slight, but statistically nonsignificant, improvement in the share of IQSs with at least one girl child member in the CBMC (see
Section 6.2.1). The attendance and enrolment rates of girls at midline have stayed constant or
improved since baseline, suggesting that girls are no less likely than boys to be enrolled in or
attending IQSs at midline.
The presence of female facilitators has remained low and largely unchanged since baseline. As
discussed in Section 6.1.1, the share of IQSs without a female facilitator has decreased but this
change was not statistically significant. The female teacher turnover ratio and ratio of females to
total integrated subject teachers has more or less remained the same since baseline. Female
facilitators form 3.5% of the teaching staff in Bauchi and approximately 22% of the teaching staff
in Niger. While the GEP3 Gender Strategy (UNICEF, 2017x) promotes the prioritisation of female
facilitators in teacher training, the implementation review indicates that few IQSs sent a female
facilitator to the adapted facilitator training.
Female role models can also be found in the CBMC membership. Female CBMC membership has
slightly improved (not statistically significant). Almost all CBMCs had at least one female member
at midline. The female member attendance rate at the last meeting (50%) was still below the
overall average attendance rate (63%), although it had improved from 37% at baseline.
The extent to which teachers engage with boys and girls within the classrooms suggest that girls
within Bauchi may be less engaged than girls in Niger. This state-level difference also appears in
other indicators, such as the female attendance rate at CBMC meetings, and the number of female
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pupils that are part of the CBMC. This hints toward regional variations in attitudes toward girls’
education which are slow to change, and which require continued community-level engagement,
particularly within Bauchi.
Teachers were asked whether they agree that ‘a woman should acquire her knowledge from a
man and a man must have more knowledge than a woman.’ A majority, 65.6%, of all sampled
facilitators agreed with this statement, while only 34% disagreed. These views were more
common among facilitators in Niger than in Bauchi, as shown already in Figure 93, although the
differences are not statistically significant.
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7

Assessment of teaching and learning materials

7.1

Evaluation of RANA Hausa teaching and learning materials for use in public
schools

7.1.1

Introduction

As part of its midline evaluation of GEP3 in Nigeria, EDOREN seeks to analyse the underlying
assumptions behind the creation, production, and distribution of RANA Hausa teaching and
learning materials, as well as their curricula and their cultural and linguistic appropriateness for
P1–P3 pupils in selected schools in Katsina and Zamfara states.
In this study, we will evaluate the materials using a set of criteria relating to pupils, teachers,
cultural appropriateness, fit with curriculum, and language policy:
a.

The materials are pitched at the right level:
 Pupils – will pupils be able to interact at the level of the materials?
 Teachers – are teachers well placed to teach using these materials in terms of prior Hausa
language knowledge, pedagogical skills required, and training provided by RANA?

b.

Cultural appropriateness:
 How were these considerations taken into account during production of the materials?
 Will the resources resonate with the pupils/teachers who use them?

c.

Fit with curriculum and language policy
 What is the alignment with the minimal guidance on language of instruction?

The evaluation questions are to be assessed in line with RANA’s own stated assumptions and
methodology, as stated in programme documentation, as well as existing policies, guidelines, and
practices contained in the National Curriculum for Schools, the National Policy on Education, the
National Cultural Policy, the National Language Policy, and the principles and organisation of
Hausa language and its teaching in schools. The following RANA teaching and learning materials
are to be evaluated, bearing in mind the set of questions set out above:


teacher guides for P1, P2, and P3;



pupil workbooks for P1, P2, and P3;




NRAS for each term (Term 1, Term 2, and Term 3) of P1, P2, and P3;
Story Read Aloud Books for P1, P2, and P3;



various posters and song charts (as appropriate and depending on availability);




World Largest Lessons; and
pupil and teacher background materials, including for IQSs.

7.1.2

General description and evaluation

The RLP consists of pupil books (P1, P2, and P3), teacher guides (P1, P2, and P3) and posters
(songs, gender equity, United Nations' Sustainable Development Goals). Pupil books have
colourful designs, depicting the story world of the characters in the books. So, for example, Pupil
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Book 1 shows a modern Hausa family comprising a father and mother and their two children in an
urban setting. They own a car, and the parents arrive at the children’s school to drop them off for
the day. In the school compound, boys and girls in their traditional dress are seen running around
and playing with their friends. The development partners (DFID, UNICEF, and FHI360) that support
the RANA project are also acknowledged on the front cover. Inside all the pupil books, a
combination of pictures of the family in action, font size, symbols, and words add to the general
appeal of the pupil books as learning materials both for pupils and their teachers. There is also
explanatory content, providing background information on Nana and Ibrahim, the main characters
in the book, including their features, their likes and dislikes, their parents and grandparents, as
well as their friends. Additional content description relates to an adapted Hausa alphabetic
inventory and the rationale behind the production of the literacy package.
Similarly, the teacher’s guide contains underlying assumptions about teaching and learning and
the methodological principles informing both the content and delivery of RANA pupil books. Thus,
the comprehension cycle is stressed for the teacher, as is the methodology of cooperative learning
in which the teacher serves as a model. The comprehension cycle has four revolving and interconnected elements, beginning with teacher’s assessment of prior knowledge, followed by
delivery of the lesson, then assessing pupil’s understanding of that lesson, then teaching the next
segment or repeating the previous segment, before moving on to the next lesson. This lesson is
also repeated if assessment by the teacher reveals a gap in comprehension, and so on.
Cooperative learning, on the other hand, is based on the principle that it gives learners the
opportunity to work together in class. It is a part of the broader teaching technique, whereby
learning elements are first read by the teacher alone (‘I do’), then together with the pupils (‘You
do’), and, finally, by the students in groups and teams (‘We do’). Additional preliminary
information provided for the teacher includes key elements of reading and writing and the
importance of understanding how phonemes (letter sounds) are used to form words that are
considered to be the meaningful units of a language. In this description, the phonics approach to
reading is stressed for the teacher. The rest of the guide then tabulates in five columns the
repetitive teaching procedure, indicating activity, timeframe ('I do', 'You do', 'We do') that
teachers should follow, as pupils begin to develop facility in Hausa reading and writing.
Taking all the materials together, both teachers and pupils are provided with a clearly defined and
organised teaching and learning resource, which presents reading and numeracy in a fun and
holistic manner. Materials are graded from learning to sound and write individual Hausa letters in
Pupil Book 1, to reading a simple connected Hausa story and answering comprehension question
at the end in Pupil Book 3. This reflect pupil’s presumed level of Hausa literacy, based on an
integrative approach to reading, in which phonics is followed by increasing textual content as the
complexity of the materials progresses in line with the P1–P3 localised curriculum. Letter sounding
is especially built into the words contained in the stories accompanying the Hausa alphabetic
inventory. At the end of each lesson, exercises are prepared for collaborative learning and
interactions between teacher and pupils, and between the pupils, in a learning atmosphere
ranging from peer work to using body parts, to understanding the Hausa writing system.
The development of these materials, collectively called the RLP, is meant to take into account the
Hausa literacy curricula, as well as existing materials developed by the USAID-supported Reading
and Research Activity (RARA). These materials have undergone various ‘adaptation’ initiatives,
including English-Hausa translation, conceptual elaboration, contextual (cultural) alignment, and
curricula and pedagogic reviews and expansion. Existing Hausa tales were also collected and
revised to fit in with RANA's goals of appropriateness of length, language proficiency level, gender
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sensitivity and local sensitivity. These processes are considered necessary in order to provide
teachers and pupils with a modern methodology for teaching and learning. As a consequence, a
wide variety of material development specialists from academic, educational and technical
backgrounds were involved in the activities and workshops that produced the materials.
The RLP is therefore refreshing as a teaching and learning resource, given the paucity of Hausa
materials in public primary schools in general. Even where such materials exist, such as Ingawa et
al.’s (1972) Ka Kara Karatu series, they are teacher-centred, storytelling materials, that aim to
entertain the pupils, rather than explicitly developing their reading (and writing) skills. Similar
observations can be made of the more recent Mu Fara Karatu series from Liman (2004), although
pictures of animals and local Hausa items are used to accompany the listing of keywords contained
in the stories. Moreover, none of these books will be available in sufficient numbers for schools to
distribute to teachers, let alone to the hundreds of (P–-P3) pupils in the typical public primary
school in Katsina or Zamfara states.
However, with regards to teachers and their capacity to use the RLP as teaching materials, there
are at least three major impediments that confront even the most able among them. These are:
(a) basic punctuation errors relating to Hausa spelling and word division rules, (b) systemic errors
relating to the opacity of Hausa orthography, with its lack of tone and vowel length marking, and
(c) a complex pedagogical approach (both the comprehension cycle, with its stress on formative
assessment, and the primacy of group work implicit in cooperative learning) that assumes prior
subject and pedagogical knowledge, which the teachers are unlikely to possess in early-grade
teaching in the relevant states’ public schools.
First, there is the preponderance of basic errors in recognising Hausa word boundaries. These are
routinely and systematic throughout the materials, making the text far more difficult to read with
ease and understanding. Within this broad category of errors, the most pervasive are those
relating to grammatical functions, such as the extremely central syntax of the Hausa pronoun
system. In Hausa, this system is essential to comprehension, because it is the pronouns that marks
distinctions related to gender, number, agreement, and tense. Without specialist training of the
materials developers, as well as the rest of the technical team involved in the creation and
editorial review of the stories, such errors will translate into impediments to comprehension both
by teachers and pupils. This appears to be the case, based on the pupil books that have been
examined. It will be a herculean task for most Hausa teachers to read Story Read Aloud, for
example, with speed, accuracy, and appropriate contextualisation.
Second, and following from this basic error description, a general limitation appears to be an
under-estimation of the importance of understanding the specific peculiarity of the Hausa
language in the selection, presentation, and reinforcement of the materials developed. It is as
though the educational goal of teaching literacy through the phonics approach has overshadowed
the need to fully comprehend the specific linguistic realities of Hausa, and the teachers and pupils
for whom the materials are developed. These peculiar characteristics of Hausa, e.g. tone and
vowel length, appear to have been overlooked in the organisation and delivery of the reading and
numeracy content, and it is doubtful whether a fair assessment of reading can be attained without
taking these characteristics into account.
Third, underlying the RLP content and exercises is a pedagogical approach described as the
learning/comprehension cycle, within which the teacher first seeks to find out what the pupils
know, and then builds the lesson on this prior knowledge, after which pupils’ learning is evaluated
through comprehension exercises. The next learning point is then taught (or previous point is
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repeated), followed by another comprehension exercise (or repetition of preceding learning
point), and back to what the pupils know as the learning cycle is repeated. This is clearly a new
approach to teaching how to read in the selected public schools, and its success will depend
heavily on the intensity and length of period of the training to be provided to the teachers as a
continuing professional development module within the school/classroom context.
7.1.3

Teaching and learning materials and the pupils

The starting point for the materials is that pupils come from a distinctively Hausa background,
where Hausa is spoken across all domains of language use, including the home, the playground,
and throughout the neighbourhood. Although no previous literacy in Hausa is assumed (‘the first
lesson … begins … with phonemic awareness’ [RANA Q4, 2015:1]), the problem is that the editorial
processes of standardisation and transcription assume familiarity with the written variety of Hausa
and its orthographic nuances. Standard (written) Hausa is based on Kano (Eastern Hausa) dialect,
which is in fact the only written variety of Hausa. All the other dialect varieties based on the
Sokoto (Western Hausa) dialect are largely colloquial.
Yet this distinction is sufficient to serve as a learning barrier at the initial entry into literacy, given
the disjuncture between the familiar local variety spoken throughout the speech community and
the newly introduced variety, with its standardised orthography and, at times, unfamiliar
vocabulary. For example, the emphatic ne/ce in Standard (written) Hausa is consistently rendered
as na/ta in Western Hausa, cf. motata ce vs motata ta ‘it is my car’. Similarly, reduplication and
gemination of consonants are common features of Western Hausa that have no place in Standard
(written) Hausa, e.g. kwaz zo, ki hwaɗa mai na hita vs. kowa ya zo, ki faɗa masa na fita ‘whoever
comes, you tell him, I’m out’.
In addition to this dialectal challenge for pupils from Katsina and Zamfara states, Standard Hausa
orthography is relatively opaque, meaning that there is no phonetic and phonemic
correspondence between letter name and letter sound, which is often collapsed in Hausa literacy
activities. In practice, therefore, a phonics literacy programme will have to contend with the
absence of the intrinsic syllabic (consonant + vowel) nature of Hausa, as well as its tonal and vowel
length contrasts, none of which is represented in the Hausa alphabetic inventory. Since Hausa
letter sounds must be syllabically and tonally realised, it is difficult to see how the phonics
approach, with its isolated phonemic sounds, ‘blends’ and builds on the pupil’s existing speaking
and listening skills.
Undoubtedly, pupils can be taught to learn letter sounds in isolation and blend them to form
meaningful units of words and phrases, but the process must allow for a very long and arduous
second language approach to language learning. There is no indication from the time and number
of lessons for literacy and numeracy that this is the case. Moreover, literacy surveys in similar
environments, such as the Early Grade Reading Assessment (EGRA) scores for Bauchi and Sokoto
states reported in NEI Plus Policy Brief (2017), have showed that 70% of the pupils had zero scores
for correct words per minute on oral reading fluency. This appears to be the baseline from which
to understand the challenges of teaching literacy and numeracy through the RLP.
7.1.4

Teaching and learning materials and the teachers

In addition to these inherent errors, the selected materials are fairly complex in vocabulary,
length, and cultural expectations. Ideally, early-grade materials should be graded in such a way as
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to assume limited negligible access to the written language medium, especially in our own
multilingual, semi-literate northern Nigeria context. The materials should present a single idea of
immediate relevance and reality to the pupil, and contained in no more than a few sentences, with
a beginning, middle, and end. At the end of the story, factual, comprehension, and inferential
questions are asked. Yet, the ability of the pupil to answer these questions must depend, first, on
the capacity of the teacher to read the text with fluency, and, second, on the ability of the pupils
to read the same text with relative ease and understanding. As RANA’s own Hausa Guide points
out: iya karatu shi ne karanta rubutu daidai, cikin hanzari … [‘reading is to read a writing correctly
and with speed’]. The number and nature of the errors of word boundaries, use of
obscure/abstract vocabulary, and colloquial (Kano) Hausa is likely to interfere with teachers'
capacity to read many of the Story Read Aloud stories with fluency and contextual tempo.
In addition, the teacher’s guide presents a teaching methodology that appears to expect too much
from teachers, who are unlikely to be properly equipped to deal either with the subject knowledge
or formative assessment and remediation skills. For example, the comprehension circle assumes
continuous progression and accretion in pupils’ reading and comprehension ability. However, it
builds into this assumption repetition of previous learning where there is a failure of
comprehension. This requires the same lesson to be taught in a different manner to give a more
positive outcome. Given the complexity of the text and the low skill levels of the teachers, it
remains to be seen how long it might take pupils to continually complete this progression circle of
comprehension.
In light of the combination of extremely limited entry level literacy of, especially P1, pupils and the
limited capacity of their teachers not only to negotiate the textual pitfalls of word division and
abstract/obscure vocabulary, but also the complex pedagogical expectations of the teacher’s
guide, only an intensive and sustained training in subject and pedagogical knowledge can
overcome the hurdles of using many of these texts as tools among P1–P3 pupils.
7.1.5

Cultural appropriateness

At the initial P1 phonics stage, both the illustrations and the highly structured short stories
represent good and positive portrayals of everyday local encounters. The vividness of the activities
and local materials, as well as the words used to describe them, closely resembles the cultural
landscape of the Hausa pupils. At the later P3 Story Read Aloud stage, tales, traditions, proverbs,
and local and national heroes are the anchors for subsequent comprehension exercises at the end.
So, at the beginning of many of these stories, a summarising proverb sets the comprehension
parameters for the pupils, and it serves as an organising pedagogical tool for the teacher. Welltrained teachers will use proverbs to signpost for the pupil the unfolding narrative, as it flows
smoothly toward its didactic conclusion. Similarly, Hausa folktales normally follow a predetermined structure, centred on a core character, event, or activity. This can then be embellished
with here-and-now dramatic effect in order to bring to life the characters and their behaviours.
There are also inspiring stories of well-known and highly revered heroes and heroines of northern
Nigeria, and it is even more helpful that these well-liked figures were artists, scholars, and national
leaders. Pupils can aspire to become national figures through literacy and education.
However, cultural appropriateness is a double-edged sword, as it can lead to negative
stereotyping, outmoded values, and unethical behaviour. Moreover, histories, myths, and
proverbs may no longer have the same impact they used to engender in previous generations.
Examples of these anomalies in the RLP relate to the role of women and girls in hard domestic
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chores, such as pounding grain with mortar and pestle; the absence of mixed gender interactions;
the casual violence, theft, dishonesty and deceit; and the preponderance of competition as ways
of life and livelihood. In addition, legends and myths are far removed from a modernised literacy
and numeracy initiative that hopes to see convergence and congruence between the home, the
school, and the neighbourhood. Legends and myths in the Hausa world are deeply embedded in
an oral medium, aimed at reinforcing old values of valour, courage, and fearlessness, instead of
the wisdom of learning and cooperative behaviour. Kings and royalty, lions and jackals, thieves and
fraudsters are commonplace entities in these stories, hence they refocus learning toward the
message rather than the medium of Hausa literacy. As a result, the stories are not only unusually
long, but littered with obscure words and abstract terminology, both of which could pose a
difficulty for learning, even for the most able P3 pupil. At any rate, there is nothing in the teacher
guides to the materials that indicates the interrogation of such concerns at the various levels of
production of the RLP.
7.1.6

Language policy and the national curriculum

Although the National Policy on Education contains foundational information with regards to
language in education, it provides no overarching framework that can be described as a national
language policy. Section 1 (8[g]) of the National Policy on Education document, dealing with the
philosophy and goal of education in Nigeria, notes in passing the importance of ensuring that
‘every child shall learn the mother tongue and language of the immediate community. In addition,
it is expected that every child shall learn one of these three Nigerian languages - Hausa, Igbo and
Yoruba’. In Section 2A (16[i]), which addresses the role of language in early years education,
government agreed to ‘ensure that the medium of instruction is principally the language of the
immediate community’.
However, in both sections quoted above, Hausa, for example, continues to be a subject of
instruction in public schools in Hausa-speaking states, such as Katsina and Zamfara. Even the
current RANA teaching and learning materials (TLMs) assume two Hausa lessons per week for the
teaching of literacy and numeracy in P1–P3. Nor is the 1999 Nigerian constitution explicit about a
language policy for Nigeria. The main section of the constitution explicitly mentioning Nigerian
languages, Section 55, merely points out that ‘the business of the National Assembly shall be
conducted in English, and in Hausa, Ibo and Yoruba when adequate arrangements have been
made therefor.’ Such arrangements have yet to be in place for the use of local languages as
languages of legislative proceedings in the National Assembly.
Moreover, some of the core principles of Nigeria’s language education policy, relating to mother
tongue, languages in the immediate environment and the principles of self-actualisation, have
been only partially implemented. This results in a complex situation in which the swift
development of teaching and learning materials written in a wide range of languages seems
unlikely for P1, P2, and P3 pupils.
Given these core elements of language policy and their intersection with the national curriculum,
Hausa, in practice, is not expected to play any significant role in the lives of RANA target pupils
even in the core Hausa states of Katsina and Zamfara. It follows that literacy and numeracy in
Hausa is a new approach to reading, which requires careful conception and execution. Even with
the best of teachers, therefore, materials must assume a basic ‘emergent’ stage of literacy if the
long-term goal of reading for learning is to be achieved. In respect of the RLP, initial letter
sounding accompanied by pictures and posters appear to be a welcome change and development
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from the core curriculum of education, which undervalues the importance of Hausa as a medium
of instruction in early years primary education. However, aligning this early language learning to
phonics is not necessarily the best form of teaching reading through the medium of Hausa, as
noted in an earlier section. This is further complicated by the development and adaptation of long
stories, many of which have little connection to the local environment of the pupils.
7.1.7

Concluding remarks

Undoubtedly, this literacy and numeracy initiative is a laudable programme that has the potential
to support reading and numeracy skills among its target pupils. However, Hausa pupils, who are
barely able to recognise the Hausa alphabet before their first lesson in public schools, are likely to
struggle with the RLP materials as a package. Combining phonetic and phonemic awareness in a
phonics environment, with its universal applicative assumption, even in tone language
environments, may constitute a source of frustration for the pupil. Of course, there is value in the
teacher reading to the pupils, but even here, the materials, especially P2 and P3 stories, will
require further editorial processes before the teacher is able to read the stories with fluency,
speed, and contextual effect. The materials should also be more focused on the states’
sociolinguistic situation, the pupils’ emergent literacy, as well as the connections between the
stories in the books and the daily lives of the GEP3 pupils. Equally important is the need to further
simplify and shorten the stories. Yet, even after overcoming these challenges, only an intensive
and continuous training of GEP3 teachers can overcome the high level of expectation of pedagogic
competence required by the RANA teacher’s guide. A major shift in the Hausa orthographic system
will also be required to deal with the issue of tone and vowel length, and how these may be
integrated in future literacy and numeracy activities. RANA will need to discuss these issues with
the relevant state partners to achieve a more holistic solution to a problem that could have a
significant effect on Hausa language testing.

7.2

Evaluation of Hausa teaching and learning materials for use in IQSs

7.2.1

Introduction

As part of its midline evaluation of GEP3 in Nigeria, EDOREN seeks to analyse the underlying
assumptions behind the creation, production, and distribution of Hausa teaching and learning
materials, as well as their curricula, cultural and linguistic appropriateness to Stage 1 IQS pupils in
selected schools in Bauchi and Niger states.
In this study, the materials are evaluated using a set of criteria relating to pupils, facilitators,
cultural appropriateness, fit with curriculum and language policy, and the newly introduced
UNICEF whole-language approach:
a) Materials are pitched at the right level:


Pupils – will pupils be able to interact at the level of the materials?



IQS facilitators – are facilitators well placed to teach using these materials in terms
of prior Hausa language knowledge, pedagogical skills required, and training?

b) Cultural appropriateness:
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How were these considerations taken into account during production of the
materials?



Will the resources resonate with the pupils/facilitators who use them?

c) Fit with curriculum and language policy:


How aligned were the materials with the national guidance on language of
instruction?

d) Do the materials correlate with the newly introduced, whole-language pedagogical
approach?
The evaluation questions are assessed based upon the assumption that the whole-language
approach has been adopted within IQSs, as stated in the National Sharing Workshop Report
(2016), as well as related existing policies, guidelines, and practices contained in the Islamiyya,
Qur’anic Tsangaya Education Centre Harmonised Curriculum, the National Policy on Education, the
National Cultural Policy, the National Language Policy, and the principles and organisation of
Hausa language and its teaching in schools.
The following IQS teaching and learning materials are evaluated using the criteria set out above:


Haruffan Hausa (The Hausa Alphabet);



Kidaya a Cikin Harshen Hausa (Hausa Numerals);



Koyi Rubutu Da Karatu Cikin Haruffan Hausa (Learn How to Read and Write the Hausa
Alphabet);



Alphabetic chart and word cards; and



Pupil and teacher background materials, including for IQSs.

7.2.2

General description and evaluation

The Aqua Green Hausa Language Series are adaptations from a UK-based Yoruba language
teaching initiative by the publisher. The quality of the production is excellent, integrating
graphemes, words, and associated pictures of local items, animals, and the environment. The
cover pages show elements of the language to be taught: the alphabet, numerals, or writing.
Inside, there are tables of contents, and foreword and acknowledgements pages in English and
Hausa. Translation of Hausa words into English is provided throughout the books, and an
appropriate typeface, devoid of typographical and punctuation errors, is used.
However, there are no instructions on how pupils or their facilitators should use the books.
Presumably, institutional purchasers, such as UNICEF, are expected to adapt the materials further
and utilise their instructional guides and methodologies for teaching and learning. Or the materials
are taken to be self-explanatory, given their simple vocabulary, which is accompanied by pictures
of (actual) familiar items. The Hausa series is thus clearly aimed at early years pupils in public
schools and IQSs, although there is no explicit statement from the publisher/author to support this
assumption. Still, they represent a high-potential teaching resource in the hands of competent
facilitators, using appropriate methodology and context. Pupils using these Aqua Green materials
should be able to improve their build reading and writing, especially onto the pre-existing
knowledge of the everyday items depicted in the books.
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7.2.3

Teaching and learning materials and the pupils

The Aqua Green materials follow the Hausa alphabetic inventory sequence from Aku ‘parrot’, to
Mage ‘cat’, to Zomo ‘rabbit’. At the end, exercises requiring the learner to supply a missing letter
are provided. Similarly, both the numerals and writing books are sequentially ordered, with
numbers running from daya ‘1’ to ‘100’, and letters to be traced starting from A and running to Z.
In the numerals book, each number is accompanied by equivalent figures (= 1-100) of pictured
item(s), e.g. ‘43’, Arba’in da uku, ‘43 corns’ masara guda araba’in da uku. In this way, pupils’ prior
mother-tongue vocabulary is harnessed throughout the book, hence the usefulness of the books
as an initial resource at Stage 1 of IQSs. Some form of learner autonomy is built into the books
because of the integrative use of letters, words, figures, and pictures as learning units.
7.2.4

Teaching and learning materials and the IQS facilitators

The Aqua Green series provides no guide to the teacher on how to adapt the materials for use in a
specific school context, such as IQSs. Therefore, facilitators will need to fall back on subject and
pedagogical knowledge acquired elsewhere, in order to provide structured learning activities to
effectively use these resources with their students. Their simple and straightforward presentation
should make it easy for facilitators to adapt these books to suit a particular methodology or
environment. However, for Mallams (Islamic scholars) who are only literate in Arabic and Hausa
Ajami, as is the case in state schools (Makarantun Allo), their simplicity will be of no help. Without
linking the materials to the IQE Harmonised Curriculum or suggested pedagogies, these materials
cannot be used independently for training IQS facilitators and, as such, these materials should not
be considered as specifically tailored for the IQSS.
Successful implementation of these materials will depend on the provision of differentiated and
intensive training to facilitators in the language of the immediate community (not necessarily
Hausa), as well as a flexible methodology that is sufficiently long and contextualised to harness the
pupil’s prior listening and speaking skills in their home language.
7.2.5

Cultural appropriateness

The Aqua Green materials appear to be aimed at Stage 1 of IQSs, and as such deal with basic
literacy items, including letters, words, and pictures drawn from the immediate environment of
the pupils. There is little to cause offence or concern in the depiction of the objects. However,
given the concern expressed by some IQS facilitators about the need for religious phrases, and the
diverse curriculum of IQSs, further Ajami (script) adaptation may need to occur. One way to adapt
the materials for this level is to add to or replace the English translation with Ajami transliteration
of the Hausa vocabulary. Since Arabic and the Qur’an are heavily stressed by Mallams at the
Makarantun Allo schools, the introduction of the Arabic script can only help to deepen the
acceptability of the literacy initiative in the IQS environment. It will also make the development of
Stage 2/3 materials more contextualised, using the initial vocabulary inventory in Stage 1 books.
7.2.6

Language policy and the national curriculum

The IQE Harmonised Curriculum for use in the diverse Quranic schools in Nigeria specifies that the
language of instruction must be ‘the language of the immediate community’. However, this notion
has remained under-defined at both policy and practice levels in schools in Nigeria. In many cases,
the language of the immediate community is conflated with notions of national languages, i.e.
© EDOREN

303

Midline Evaluation of the Girls’ Education Project Phase 3

Hausa, Igbo and Yoruba, thus leading to a region-based implementation decision. Hausa, for
example, is assumed as a language of immediate community even in states with a large proportion
of alternative languages: for example, the high proportion of Nupe-/Gbagyi-speaking communities
in Niger State. Note also that the theoretical basis behind the mother-tongue policy in early years
education is the realisation that the first language of the child has greater bearing on their success
in literacy, both in that language and in subsequent additional language(s). In addition, the
dominant philosophy of education in Nigeria notes the cultural value of the first language in
regard to the personal and psychological wellbeing of the child. However, the IQE Harmonised
Curriculum emphasises the use of Hausa as the language of instruction, even in the predominantly
Nupe and Gbagyi environment in Niger State or Fulfulde environments in Bauchi State. In fact, in
some cases, Arabic or Hausa Ajami may turn out to be more suitable literacy vehicles, given not
only the religious value of Arabic and the Arabic script, but also the identification of Arabic as the
other language of instruction at the Basic Literacy Stage 1 in the IQE Harmonised Curriculum. Such
a language adaptation may also be a more acceptable route to literacy for IQS proprietors, at
whose discretion the curriculum is to be implemented.
7.2.7

Whole-language approach and the IQS (Aqua Green) materials

The whole-language approach sees language as mainly a source of meaning, and sees the aim of
literacy as being to enable learners to begin to read the language with understanding. It assumes
that learners come to their initial basic literacy class with listening and speaking skills supported by
a large vocabulary of everyday objects and situations that are directly related to their local
neighbourhood and environment. To fully tap into this linguistic reservoir of the learner, short but
connected text that contains all the teaching points of the lesson is provided. This approach is said
to be especially effective in non-formal environments, where there is limited time for reading and
writing within the curriculum. On this basis, then, the whole-language approach should be
effective in an IQS environment.
The problem, however, is that the whole-language approach assumes a level of literacy that is not
available to Stage 1 IQS learners. The vast majority of these pre-school children have little or no
exposure to Romanised script, let alone extended texts in that medium. The Aqua Green materials
approach the acquisition of mother-tongue literacy through initial alphabetic, phonetic, and
phonemic correspondence, which then serves as the sounding board for syllables, words, and
beyond. They build meaningful units from letters to vocabulary, and go no further, thus going in
the opposite direction to the whole-language approach, which is a top-down (whole textsentence-words-syllable) literacy programme. There are no grammatical or functional words to
build the simplest of sentences, so an interactive approach will entail supplying these missing
elements from additional materials.
Further, given the assumption of progression from listening and speaking to reading and writing,
both pupils and facilitators are expected to come from the same first language environment,
which may not be the case in a diverse language state, such as Niger. In addition to Stage 1 being
an emergent language phase, it is also a confidence-building level for any child that has not had
the benefit of ever seeing their language in print and recognising it as meaningful for
communication. The challenge of the written word needs to be fully acknowledged in the
implementation of the whole-language approach at this stage. Facilitators are also expected to
prepare interactive and student-centred activities, while at the same time ensuring that they
provide a short story in the language of the immediate community. The Aqua Green materials
meet neither of these criteria.
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7.2.8

Concluding remarks

Aqua Green materials have positive elements to recommend them, particularly their excellent
design, an integrated leaning unit that matches letters, figures, words and pictures, as well as its
simple inventory of objects and events closely matching local resources outside the school
environment. The next step is to expand the materials, adapt them further for language use and
choice, as well as to support IQS facilitators (allowing for their diverse qualifications and
backgrounds) with a methodology that addresses how to use the materials in the classroom. This
is especially important if the materials are to fit into the whole-language literacy approach
espoused by IQSS.
In order to fulfil the goal of the IQE Harmonised Curriculum to use the language of immediate
community as the language of instruction, these materials would also have to be translated for use
in various IQS environments.
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8

Communication plan

The combination of GEP3’s mixed-methods design and focus on wide consultation has meant that
stakeholder engagement has been more or less continuous since baseline. We first undertook a
significant round of baseline dissemination meetings, both centrally in the Federal Ministry of
Education as well as across all five states. This was undertaken by Tom Pellens (Team Leader) and
Oladele Akogun (EDOREN Country Director) and included meetings with GEP3 state teams in
December 2016, and with UNICEF and RANA in January 2017. Over the course of June/July 2017,
this team also presented findings to stakeholders in Abuja, Bauchi, Niger, Katsina, and Zamfara.
In addition, consultation about the specific parameters of the midline round of evaluations has
also taken place. For example, our planning of the quantitative survey involved significant
communication with local government officials and RANA implementers. As part of the midline
evaluation, in October 2017 we conducted a review of the ToC, and in doing so interviewed a large
number of stakeholders at both national and state levels (full list included in Annex B2). This has
meant that updates to stakeholders have been regular throughout the intervening period between
baseline and midline. As such, the high level of existing knowledge of a large number of our key
stakeholders means that our dissemination plans involve feeding back the findings of the most
recent round of evaluation to stakeholders, rather than filling them in on an extended back history
of the project. In short, they are expecting further contact and will know from where our findings
and recommendation have come. Understanding that there has been a rigorous and reliable
process put in place to gather the data will mean that our findings are more likely to be trusted.

8.1

GEP3 Midline Evaluation Steering Committee

We have also formalised the stakeholder engagement process by constituting a GEP3 Midline
Evaluation Steering Committee. The inaugural meeting of this committee took place in February
2018 and was mainly concerned with planning a suitable dissemination policy. The second (and
final) meeting of the Steering Committee will be used to allow a range of stakeholder to comment
of the Synthesis Report, take into account suggestions, and make suitable revision to the final
product. The members of this Steering Committee were selected from a range of backgrounds, as
shown in the table below:
Name

Organisation

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.

Ed Smithson (chair)
Helen T Abdu
Oladele Akogun
Kasim Bako Alfa
Efi E Anam
Rasaki Arasah
Nandi Chetden
Florian Friedrich
Ibukun Ijaopo
Ahmed Kabir
Adepoju Oluwatomi

DFID Results and Evaluation Adviser
Federal Ministry of Education
EDOREN Country Director
Niger State House of Assembly
Federal Ministry of Education
Programme Manager, DFID
EDOREN
Project Manager, OPM/ EDOREN
EDOREN
Niger State House of Assembly
Girl Effect Nigeria

12.
13.

Fatima Sada
Teija Vallandingham

DFID Education Adviser
UNICEF, Senior Education Specialist
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During this first Steering Committee meeting a number of very valid considerations were brought
up to consider during the dissemination phase. These included an extended discussion about the
following subjects:


The range of stakeholders who should be involved in dissemination. This should be broad and
include the federal government (both education and gender teams), state governments,
development partners, state-level implementers, NGOs, private sector bodies, and other
community groups who are deeply involved in the promotion of girls’ education. The Federal
Ministry of Education promised to refer us to the relevant desk officer for activities by
international development programmes that relate to girls’ education in the Gender Education
Unit of the Basic Education Department of the Federal Ministry of Education.



How to engage stakeholders and the best formats for sharing results. It was universally felt
that long technical reports are not the best model: summaries, factsheets, graphical
depictions, and first-hand testimonies and stories were flagged as methods of engaging
broadly across a wide range of stakeholders.
Synergy with existing events and government priorities. It was suggested that the findings
could be presented by DFID at the Commonwealth Heads of Government Meeting in 2018,
where DFID plans to commit support to all girls through the first five years of schooling.
Alternatively, the findings could also be shared during the reference point meetings of the
Joint Consultative Committee on Education, and the National Committee on Education.



Conversations are currently taking place about where the budget for dissemination will be located
and what resources can be allocated to it from a programme and evaluation point of view. This
will obviously have a significant impact on the scope and impact of dissemination. The importance
of this final stage is being stressed so as to guarantee significant funds are set aside.

8.2

How will the dissemination strategy lead to uptake and improved
accountability?

1.
Lesson learnt from previous dissemination – As noted at our recent inaugural Steering
Committee meeting by the EDOREN Country Director, it is not sufficient to inform people and raise
awareness during dissemination activities – rather, higher-order levels of engagement are
required. It was discovered that in raising awareness, it is important to obtain feedback, which
helps the person disseminating know to what extent the audience have understood the findings. It
is also important to prepare presentations in a way that will be engaging to the implementers at
the lowest level, who will be the ones who make decisions (for example, Education Secretaries) on
a daily basis, which can be informed by new thinking. This requires careful grouping of
dissemination stakeholders as more junior programme officers will need a secure environment to
openly and honestly engage with programme findings.
2.
Making links between GEP3 inputs and outputs – Some aspects of the midline evaluation
are uniquely placed to inform future programming. As an example, the implementation review
makes it clear whether the coverage and dosage of the RANA programme has been delivered as
designed and whether this has happened according to the timelines initially set out. Therefore,
this evaluation can serve as part of a feedback loop in the Synthesis Report where we make links
between levels of implementation and programme success as experienced by end-users (while
also taking into account other contextual factors). In this example, project implementers will have
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a summary of implementation fidelity/deviance and can devise future annual workplans which
learn lessons from these.
3.
Reflection on GEP3 as part of wider girls’ education strategy – Critically, GEP3 findings
should be communicated as a small part of the wider national promotion of girls’ education. The
programme should seek synergies with other programmes by both learning from them and freely
sharing the lessons learnt. It should be seen as a contributory factor in a wider movement which
will necessarily have to also engage with addressing unhelpful social norms and gender
stereotypes, community perspectives on the girl child, parental education, and providing positive
female role models, as well as working within the formal/informal education sectors. Failure to
put the work of GEP3 into its appropriate context may lead of to over- or under-emphasis on
certain issues within the highly complex system of interacting factors and dynamics in which girls’
education finds itself.
The exact structure and breadth of our dissemination plan for this midline evaluation are still
being discussed with DFID and UNICEF.
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Annex A: GEP3 Theory of Change Diagram
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Annex B: Theory of Change assessment
A.1

Methodology – evaluation matrix

Overarching Question

Specific question for midline

Criteria for judgement (draft)

State

RELEVANCE
Theory of change
A1.1 How plausible is
GEP3’s theory of change in
the context of the GEP3
states?

Theory of action
A1.2 How appropriate are
GEP3’s interventions in
terms of implementation
strategy given the context
of the GEP3 states?

Needs and barriers
A2.1 Does GEP3 address the
needs and key barriers of

© EDOREN

1. What is the status of key
outcomes, outputs and
assumptions?

2. Is there capacity for
implementation
through
government systems?

3. Are
the
stakeholders
operational
making?

appropriate
involved in
decision-




Stakeholder interpretation of ToC
Achievement/non achievement outputs/outcomes



Evidence of budget allocation and timely fund release



Documented commitment to scale-up




Monitoring of equity
Strategic approach to capacity development at each
level



Capacity to deliver specific intervention RANA



Capacity to deliver specific intervention IQSS



Stakeholder contribution to implementation plan
(government, SBMCs, CBMCs, traditional leaders,
HILWA)



Activity of Girls Education Steering Committees

4. What is the effect of
contextual factors?



Factors specific to state affecting quality of
implementation

5. Does
GEP3
sufficiently
address the institutional
barriers to basic education
for girls?



Quality of Interagency partnerships in government



Clarity of approaches and plans to address



Success of Unicef advocacy

All

Katsina, Zamfara

Sokoto, Niger,
Bauchi

All

All

All
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basic education for girls in
the different GEP3 states?
SUSTAINABILITY
Capacity
D1.2 Do school, govt and
other stakeholders have
capacity to sustain GEP3
interventions

6. Do
stakeholders
have
capacity to sustain GEP3
interventions?



Self-assessment of state government (by intervention)

All



Unicef assessment of government capacity

All



Perceptions of SBMC/CBMC capacity

Zamfara, Katsina

D1.3 Do state governments
7. Does commitment vary  Political commitment to girls’ education
have the political and
across
the
different
financial commitment to
interventions of GEP3?
continue GEP3
 Release of funds
interventions without GEP3
support?
D1.4 How well embedded
 Government actively planning using own processes
8. How embedded are GEP3
are GEP3 interventions in
interventions?
state government
structures? How well
owned are they by
 Use of monitoring evidence in decision making
government decisionmakers? Are they resilient
to political change?
EFFECTIVENESS OF EARLY LEARNING INTERVENTION (RANA in Katsina & Zamfara)

B2.7 How and to what
extent have contextual
factors beyond the
implementers’ control
facilitated/hindered
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9. To what extent is GEP3 able
to adapt to contextual
factors?



Evidence of adaptation to context



Evidence of success or failure



Extent of government engagement with other projects



Evidence of coordination challenges

All

All
All
All
All
All
All

Katsina
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achievement of
intervention outcomes?

10. How is GEP3 affected by the
presence of other projects
with similar objectives?

B2.7 What unintended
outcomes has the
intervention produced?

11. Are there any examples of
positive
or
negative
outcomes

Scaling

12. What is the status of scaling
of RANA?

B2.8 Under what conditions
can achieved outputs and
outcomes be repeated at
scale?

13. Under what conditions can
RANA interventions be
implemented at scale?



Ability to scale



Outcomes not anticipated in the ToC



Anecdotal, unmonitored evidence



scaling happening or not, by state or LGAs



ease or difficulty of scale up of particular elements



conditions necessary to achieve same quality as pilot



issues specific to implementation in IQS



Coherence of state government policies



Governments’ political will to implement policies



Functionality of structures to support integration



Any?



Tension between increased enrolment and quality



Effect of fluid enrolment at public and IQS



Favourable/unfavourable policy



Human resources at each level



Financial resources

Niger



Lessons related to teacher capacity

Bauchi

Zamfara

EFFECTIVENESS OF IQS INTERVENTION
Contextual factors
B3.11 What contextual
factors facilitate or hinder
achievement of
intervention outcomes?

14. How are outcomes and
implementation affected by
contextual factors?

Unintended outcomes
B3.9 What unintended
outcomes has the
intervention produced?
Scaling
B3.13 What conditions
support scaling of achieved
outputs and outcomes?
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15. What unintended outcomes
has IQSS produced?

16. What conditions
scaling of IQSS?

support

Sokoto
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B3.14 What lessons of IQS
teacher capacity are useful
for scale up?

17. What lessons are being
identified?

B3.10 What are state
education staff attitudes to
improving access to girls
through IQS?

18. Are there attitudinal barriers
among state education staff
to improving access for girls
through IQS?

B3.12 Which nonintervention-related
factors may explain
changes in IQS?

19. What
non-intervention
factors explain changes in
teaching,
school
management and learning
outcomes?
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Attitude to girls participation in IQS at state level



Facilitation of transition from IQS to formal school

 Motivation of private proprietors and community
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A.2

Key informants interviewed at state and national level

National level
Personal interviews at national level in Abuja took place between September 25 and 16-20
October 2017.
Organisation
DFID

People interviewed
Education Adviser 1*/**
Evaluation/Stats Adviser*
Programme Officer*
Education Adviser 2*
Programme Officer, Educ. In Emergency**
Universal Basic Education Board
Assistant Director, Finance and Administration
(UBEC)
Deputy Director, Physical Planning
Assistant Director Social Mobilisation
UNICEF
Education Specialist 1 ***
M&E adviser ***
Education Specialist 2 ***
Education Officer ***
* DFID Initial Briefing (September 25); ** DFID Debrief (October 20); *** Others (October 16-19)

Bauchi
Personal interviews in Bauchi took place on September 27-29, 2017
Organisation
UNICEF Field Office
GEP3 State Team

State Ministry of Education

State Universal Basic Education Board
(SUBEB)

Aminu Saleh College of Education,
Azare
Bauchi State Agency for Mass
Education (BASAME)
CSO/RAHAMA Women Development
Programme
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People interviewed
Chief of Field Office
Education Officer
GEP3 State Project Coordinator
GEP3 M&E Consultant
GEP3 OUTPUT 1 Lead
UNICEF Focal Officer
UNICEF Assistant Focal Officer
D/Director, Planning (Rep by Director, PRS)
Secretary (Rep. Executive Chairman)
Gender Desk Officer
IQS Desk Officer
Director Social Mobilization
FDesk officer SbTD/HT/PT FP
Director Planning, Research and Statistics (DPRS), Rep. BASAME
Executive Director
UNICEF Focal Officer
Executive Director
Admin. Officer
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CSO/FAHIMTA Women and Youth
Development Initiative
Bauchi State Tsangaya [IQS]
Association
NEI Plus
NEI
HiLWA

Finance Officer, Rep. Executive Director
Acting Chairman
Reading Specialist
Access & Fragility Officer
Education Officer
Secreatary General

Niger
Personal interviews in Minna, Niger, took place on 03-04 October 2017 and 06 October2017 in
Kaduna. Dire
Organisation
GEP3 State team

People interviewed
GEP3 State Project Coordinator*
GEP3 M&E Consultant*
GEP3 OUTPUT 2 Consultant*
State Ministry of Education
Honourable Commissioner of Education*
Permanent Secretary*
Ag. Director of Planning, Research and Statistics*
UNICEF Focal Person*
Chief Statistician*
Senior Assistant Education Officer/ Education Management
Information System*
Assistant Director/Education Management Information System*
EMIS staff*
State Universal Basic Education Board Chairman*
(SUBEB)
DD /Focal Person* Deputy Director/Focal Person)
Niger State Agency for Mass Education Executive Director*
(NSAME)
Director Literacy*
Secretary*
Director of Planning, Research and Statistics*
Chief Accountant*
Director Community Education*
Head of Department, Women & Vocational Education*
Deputy Director Community Education*
Niger State IQE
Chairman*
Ministry of Local Government
Director Local Government Inspectorate*
Planning Commission
Assistant Chief Planning Officer*
Niger State House Assembly
Education Committee Chairman*
Education Committee Clerk*
Information Manager*
College of Education, Minna
Provost*
Librarian*
Registrar*
Deputy Provost, Administration*
College Bursar*
© EDOREN
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Deputy Provost, Academic*
Ag. CD DAPAL/UNICEF Focal Person*
Director DAPAL*
FOMWAN
Amirah*
Naiba Amirah*
Assistant Dawah*
Treasurer*
CSO/Life Rehab
Administrative Officer*
CSO/Life Rehab
Chairman Implementation Team*
UNICEF
Education Officer**
UNICEF
Education Specialist**
*03-04 October 2017; ** 06 October2017

Personal interviews in Bauchi took place on 9-13 October 2017.
Organisation
UNICEF
GEP3 State team

GEP3/Educate a Child
Ministry of Basic and Secondary
Education (MOBSE)
State Universal Basic Education Board
(SUBEB)
State Agency for Mass Education
(SAME)
Sokoto State College of Education
SBMC
CSO/Life Helpers Initiative (LHI)
CSO/Reading Association of Nigeria
CSO/CSACEFA
CSO/FOMWAN
CSO/RAN (Reading Association of
Nigeria)
NEI Plus
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People interviewed
Chief of Field office
Education Specialist
GEP3 State Project Coordinator
GEP3 M&E consultant
GEP3 OUTPUT 1 Lead
GEP3 OUTPUT 2 Lead
M&E Consultant
Honourable Commissioner of Education
Permanent Secretary
Director of Planning, Research and Statistics
Executive Chairman
UNICEF Focal Person
DDSS/UNICEF Focal Person
Executive Director/Focal Person
Desk Officer
UNICEF Focal Person
State Secretary
Executive Director
Finance Officer
Finance Officer
Accountant
Project Officer
M&E Officer
Reading Officer
Teacher Education Officer
Grants Officer
Human Resource/Office Manager
State Team Leader
Procurement Officer
Access & Fragility Officer
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EMIS Officer

Zamfara
Personal interviews in Gusau, Zamfara, took place on 12-13 October 2017.
Organisation

People interviewed

UNICEF
GEP3 State team

Education Specialist
GEP3 State Project Coordinator
GEP3 OUTPUT 2 Lead
GEP3 M&E Consultant
M&E Consultant
Director of Planning, Research and Statistics
Executive Chairman
UNICEF Focal person
Chair House Education Committee
Secretary House Education Committee
Teacher
Head Teacher
Secretary
Public Relations Officer
State Chairman

GEP3/Educate a Child
State Ministry of Education
Zamfara State Universal Basic
Education Board (ZSUBEB)
Zamfara House of Assembly
GEP3 ’ Focal School
GEP3’ Focal School
CSO/CSACEFA
CSO/CSACEFA
SBMC
Katsina

Personal interviews in Katsina took place on 17-18 October 2017.
Organisation

People interviewed

UNICEF Field Office

Education Specialist
Education Officer
GEP3 State Project Coordinator
GEP3 OUTPUT 2 Consultant
GEP3 M&E Consultant
M&E Consultant
Director of Planning, Research and Statistics, DP & ICT
Gender Desk Officer/UNICEF Focal Person
Director Schools/Nigeria Partnership for Education Project,
Project Coordinator)
Executive Chairman
Permanent Member 2
Board Secretary
ADPRS/UNICEF Focal Person
Public Relations Officer
Director, Physical Planning
Director Social Mobilisation
Assistant Director, Social Mobilisation
Director, Quality Assurance

GEP3 State team

GEP3/Educate a Child
State Ministry of Education

State Universal Basic Education Board
(SUBEB)
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State Agency for Mass Education
(SAME)
Isa Kaita College of Education
Education Secretaries
SBMC
RANA

TDP

FOMWAN

© EDOREN

Desk Officer
Agency Executive Secretary
Special Assistant
Focal Person (Director Women Education)
UNICEF FP
State Chairman
State Chairman
Literacy Coordinator
M&E Officer
State Team Leader
Consultant
Pre-Service Coordinator
STL/INSET Coordinator
Data Officer
Amirah
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Annex C: Early Learning Descriptive Statistics
School level descriptive statistics

Variable Label

Total Mean

Mean by state
Katsina

Zamfara

BL

ML

BL

ML

BL

ML

Mean

0.018

0.009

0.017

0.017

0.018

0

Standard Error

0.0124

0.0088

0.0173

0.0173

0.0178

0

115

115

57

57

58

58

Mean

41.92

42.561

38.159

41.941

45.862

43.199

Standard Error

0.9569

0.9085

1.4409

1.4024

1.2454

1.1467

114

115

57

57

57

58

Mean

6.355

6.085

3.834

4.766

8.955

7.443

Standard Error

0.691

0.6552

0.7369

0.8468

1.1681

1.004

111

115

55

57

56

58

Mean

0.991

0.922

0.983

0.928

1

0.917

Standard Error

0.0088

0.0249

0.0173

0.035

0

0.0355

115

115

57

57

58

58

18.111

10.129

21.18

18.33

0.9222

0.9152

1.2791

1.3924

1.3346

1.1843

113

105

55

52

58

53

Mean

0.444

0.48

0.435

0.504

0.454

0.456

Standard Error

0.0356

0.343

0.0598

0.0498

0.0379

0.0471

115

115

57

57

58

58

Mean

0.572

0.576

0.687

0.548

0.456

0.606

Standard Error

0.0445

0.043

0.063

0.0563

0.0624

0.0652

112

114

55

56

57

58

Mean

0.639

0.445

0.615

0.399

0.664

0.493

Standard Error

0.0463

0.0396

0.0671

0.053

0.0637

0.0592

114

115

57

57

57

58

Mean

1.713

1.472

1.421

1.477

1.996

1.467

Standard Error

0.1091

0.1355

0.1015

0.2239

0.1884

0.1642

73

51

35

23

28

28

Head Teacher Personal Characteristics
Respondent is
female

N
Age

N
Head Teacher Professional Characteristics
Number of years in
Head Teacher role
in current school

N
Ever worked as a
teacher?

Number of years of
teaching
experience

N

Mean 15.672
Standard Error
N

Does the Head
Teacher have an
NCE?
Head Teacher has
SSCE or higher
degree

N

N

17.897

Head Teacher Trainings

Head Teacher has
attended training
or workshop in the
last 2 years
Average number of
trainings and
workshops
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attended by the
Head Teacher
Number of days
trained

Mean

10.291

4.884

7.407

4.901

13.097

4.869

Standard Error

2.0198

0.5289

1.7198

0.8653

3.5962

0.6484

73

51

35

23

38

28

Mean

0.469

0.727

0.327

0.544

0.624

0.916

Standard Error

0.0461

0.038

0.062

0.0658

0.0686

0.037

108

115

55

57

53

58

Mean

0.138

0.615

0.165

0.414

0.123

0.738

Standard Error

0.0495

0.0484

0.0902

0.0823

0.0587

0.0591

51

84

18

31

33

53

Mean

0.728

0.833

0.65

0.786

0.813

0.881

Standard Error

0.038

0.035

0.054

0.056

0.0528

0.0415

N

108

115

55

57

53

58

Mean

0.98

0.93

1

0.878

0.959

0.983

0.0131

0.0237

0

0.0439

0.0275

0.0168

108

115

55

57

53

58

Mean

0.752

0.739

0.723

0.752

0.782

0.726

Standard Error

0.0301

0.0366

0.0368

0.0499

0.048

0.0536

115

115

57

57

58

58

Mean

0.653

0.632

0.614

0.642

0.693

0.622

Standard Error

0.0313

0.036

0.0389

0.0452

0.0495

0.0563

115

115

57

57

58

58

N
Head Teacher School Leadership

Has observed any
lesson for the
entire duration
Keeps written
notes of lesson
observations
Has taken action to
improve teacher
attendance
Has taken action to
improve pupil
attendance
Received any
monitoring visits
(excl. RANA visits)
Received any
monitoring visits
from government
officials

N

N

Standard Error
N

N

N

Notes: For each variable the table above includes Mean value, Standard Error and Number of
observations.
Indicators are produced for treatment schools only.
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Variable Label

Total Mean

Mean by state
Katsina

Zamfara

BL

ML

BL

ML

BL

ML

0.9

0.649

0.839

0.606

0.962

0.692

0.0288

0.0463

0.0365

0.025

0.0447

115

115

57

57

58

58

0.973

0.928

0.965

0.909

0.981

0.947

Standard Error 0.0155

0.0234

0.0245

0.0383

0.0188

0.0264

115

115

57

57

58

58

0.582

0.513

0.519

0.502

0.648

0.524

Standard Error 0.0205

0.0252

0

0.0173

0.0415

0.048

School Structure
Subjects taught in
school- English
Subjects taught in
schoolMathematics
Subject taught in
school- Social
Studies/Civic
Education
Subjects taught in
school- General
Science/Basic
Science

Mean

Standard Error 0.0265
N
Mean
N
Mean

N

115

115

57

57

58

58

Mean

0.54

0.522

0.538

0.502

0.541

0.543

0.0127

0.0312

0.0173

0.0446

0.0188

115

115

57

57

58

58

0.982

0.974

0.965

0.965

1

0.982

Standard Error 0.0126

0.0152

0.0249

0.0245

0

0.0178

Standard Error 0.0271
N
Mean

Subjects taught in
school- Hausa

Subjects taught in
school- Arabic
School teaches all
5 core integrated
subjects
Integrated
teaching per week
at P2 level (hours)

N

115

115

57

57

58

58

Mean

0.67`

0.638

0.501

0.505

0.845

0.776

0.0409

0.0365

0.0625

0.0465

0.0524

115

115

57

57

58

58

0.057

0

0

0

0.116

0

Standard Error 0.0315

0

0

0

0.0643

0

55

55

27

27

28

28

9.804

9.188

10.473

10.076

9.137

8.273

Standard Error 0.3552

0.2661

0.5594

0.337

0.4408

0.4138

104

115

51

57

53

58

6.565

5.756

4.688

4.109

8.497

7.421

Standard Error 0.6983

0.411

0.6839

0.4322

1.23

0.7036

115

114

57

56

58

58

1.239

0.986

0.848

0.653

1.641

1.324

Standard Error 0.2919

0.2174

0.2032

0.169

0.5544

0.4028

115

114

57

56

58

58

0.074

0.087

0.081

0.094

0.066

0.079

Standard Error 0.0295
N
Mean
N
Mean
N

Teacher Roster
Number of
teachers of
integrated
subjects- All levels
Number of female
teachers of
integrated
subjects – All
levels

Mean
N
Mean

N
Mean
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Ratio of females
to total integrated
subject teachers
Number of
teachers of
integrated
subjects- P1-P3
Number of female
teachers of
integrated
subjects- P1-P3
Ratio of females
to total integrated
subject teachersP1-P3
Teacher turnover
as a share of total
teachers

Standard Error 0.0125

0.014

0.019

0.021

0.0163

0.0184

115

114

57

56

58

58

4.476

4.692

3.512

3.388

5.467

6.011

Standard Error 0.4618

0.2882

0.5069

0.2293

0.7786

0.532

115

114

57

56

58

58

0.818

0.792

0.571

0.547

1.073

1.04

Standard Error 0.2085

0.1826

0.1446

0.1248

0.3961

0.345

115

114

57

56

58

58

0.086

0.094

0.085

0.106

0.086

0.081

Standard Error 0.0146

0.0155

0.0192

0.0231

0.0221

0.0206

115

114

57

56

58

58

0.162

0.323

0.174

0.48

0.15

0.164

Standard Error 0.0277

0.0609

0.0405

0.1174

0.0376

0.03

115

114

57

56

58

58

0.973

0.905

0.983

0.983

0.964

0.826

Standard Error 0.0148

0.0264

0.0173

0.0173

0.0242

0.0506

114

115

57

57

57

58

0.245

0.267

0.215

0.177

0.276

0.36

Standard Error 0.0371

0.0394

0.0473

0.0481

0.0576

0.0628

114

115

57

57

57

58

0.053

0.079

0.053

0.106

0.053

0.052

Standard Error 0.0205

0.0253

0.0288

0.0413

0.0292

0.0287

114

115

57

57

57

58

0.469

0.417

0.387

0.349

0.554

0.486

Standard Error 0.0472

0.0457

0.0668

0.0648

0.0666

0.0644

115

115

57

57

58

58

Mean

0.305

0.268

0.278

0.157

0.333

0.382

Standard Error

0.044

0.0383

0.0591

0.0478

0.0654

0.0602

N

114

115

57

57

57

58

Mean

5.94

6.071

5.9

5.772

5.983

6.379

0.4534

0.7813

0.6276

0.5169

0.6551

114

115

57

57

57

58

3.556

3.783

3.4

4.075

3.72

3.482

Standard Error 0.2575

0.3501

0.3517

0.5932

0.3767

0.3629

114

115

57

57

57

58

Mean

1.661

2.504

2.149

3.111

1.15

1.88

Standard Error

0.304

0.229

0.5632

0.3629

0.1986

0.2765

N
Mean
N
Mean
N
Mean
N
Mean
N

School Infrastructure
Mean
School Repairs

N
Mean
Electricity

N
Mean
Electricity today

N
School has a
source of drinking
water
Availability of
water from source
today

Number of rooms

Mean
N

Standard Error 0.4729
N

Number of rooms
used for classes
today
Number of
functioning toilets
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N
School has
separate
functional toilets
for girls
Fence or
boundary wall

Collection of
books

114

115

57

57

57

58

0.255

0.423

0.224

0.47

0.288

0.374

Standard Error 0.0377

0.0339

0.0511

0.0473

0.0555

0.0486

114

115

57

57

57

58

0.106

0.185

0.086

0.211

0.126

0.159

Standard Error 0.0294

0.0373

0.0368

0.0557

0.0461

0.0495

Mean
N
Mean
N

114

115

57

57

57

58

Mean

0.14

0.255

0.139

0.368

0.142

0.139

0.0379

0.0418

0.0602

0.0453

0.0458

114

115

57

57

57

58

0.543

0.554

0.556

0.571

0.529

0.536

Standard Error 0.0366

0.0368

0.0422

0.0476

0.0605

0.0563

114

115

57

57

57

58

0.756

0.779

0.896

0.85

0.632

0.704

Standard Error 0.0461

0.0362

0.0842

0.049

0.0404

0.0535

56

109

26

55

30

54

0.751

0.776

0.897

0.854

0.62

0.693

Standard Error 0.0476

0.0351

0.0856

0.0473

0.0438

0.0522

109

26

55

30

54

Mean 42.394

52.958

40.424

64.448

44.226

40.943

Standard Error 4.8719

4.2924

6.9657

7.83

6.8253

3.1454

108

27

54

30

54

Mean 42.456

63.811

45.359

75.821

39.707

51.447

Standard Error 5.3763

4.1453

10.0783

7.4709

4.2378

3.352

59

111

28

55

31

56

0.756

0.758

0.823

0.644

Standard Error 0.0358

0.0281

0.0464

0.0425

0.0547

0.0367

Standard Error 0.0308
N
Mean

Playground or
sports area

N
Enrolment

Mean
Ratio of girls to
boys in P1-P3

N
Mean
Ratio of girls to
boys in total

N
Ratio of pupils to
teachers in P1-P3

N
Ratio of pupils to
teachers in total

N

56

57

School Records

Attendance record
exists for P2 for
current year
Updated
attendance record
exists for P2 for
current year
Enrolment record
exists for P2
current year
Updated
enrolment record
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Mean

0.687

0.876

N

115

115

57

57

58

58

Mean

0.21

0.366

0.228

0.33

0.192

0.403

0.0376

0.0528

0.0539

0.0504

0.0522

115

115

57

57

58

58

0.504

0.576

0.472

0.56

0.538

0.593

Standard Error 0.0396

0.0372

0.0577

0.0578

0.0542

0.0465

115

115

57

57

58

58

0.521

0.524

0.491

0.507

0.552

0.54

Standard Error 0.0415

0.0427

0.0618

0.0623

0.0552

0.0583

Standard Error 0.0365
N
Mean
N
Mean
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for current year
available
Teacher
attendance record
exists
Updated teacher
attendance record
exists

115

115

0.609

Standard Error 0.0263

N

57

57

58

58

0.717

0.502

0.583

0.719

0.853

0.0281

0.0303

0.035

0.0432

0.0444

115

114

57

56

58

58

0.493

0.545

0.45

0.459

0.538

0.632

Standard Error 0.0309

0.0331

0.0326

0.0457

0.0529

0.048

115

114

57

56

58

58

0.802

0.776

0.826

0.663

0.777

0.893

Standard Error 0.0328

0.0293

0.0432

0.0483

0.0496

0.0326

Mean

N
Mean
N
Mean

No written
records provided
Timetable
provided for P2 or
equivalent

N

115

115

57

57

58

58

Mean

0.46

0.594

0.433

0.575

0.489

0.614

0.0303

0.036

0.0383

0.0392

0.0472

Standard Error 0.0266
N

115

115

57

57

58

58

Mean

N/A

0.76

N/A

0.728

N/A

0.745

Standard Error

N/A

0.012

N/A

0.0261

N/A

0.0274

N

N/A

240

N/A

57

N/A

58

Mean

N/A

0.77

N/A

0.737

N/A

0.756

Standard Error

N/A

0.016

N/A

0.034

N/A

0.0352

N

N/A

225

N/A

53

N/A

53

Mean

N/A

0.73

N/A

0.689

N/A

0.735

Standard Error

N/A

0.016

N/A

0.0355

N/A

0.0333

N

N/A

237

N/A

57

N/A

58

Mean

N/A

0.79

N/A

0.64

N/A

0.93

Standard Error

N/A

0.038

N/A

0.064

N/A

0.033

N

N/A

114

N/A

56

N/A

58

Mean

N/A

0.61

N/A

0.56

N/A

0.65

Standard Error

N/A

0.053

N/A

0.086

N/A

0.067

N

N/A

85

N/A

34

N/A

51

Mean

N/A

1

N/A

1

N/A

1

Standard Error

N/A

0

N/A

0

N/A

0

N

N/A

87

N/A

35

N/A

52

Mean

N/A

0.54

N/A

0.57

N/A

0.52

Standard Error

N/A

0.054

N/A

0.084

N/A

0.07

N

N/A

87

N/A

35

N/A

52

Mean

N/A

0.97

N/A

0.97

N/A

0.96

Pupil Retention

Overall retention
rate

Retention rate of
girl pupils

Retention rate of
boy pupils

School engagement with RANA

School has a Lead
Teacher
Lead Teacher
reports meeting
teachers at least
weekly
Lead Teacher has
attended at least
one RANA training
Lead Teacher has
attended all 3
RANA trainings
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Lead Teacher
attended a cluster
meeting last term

Standard Error

N/A

0.02

N/A

0.029

N/A

0.027

N

N/A

86

N/A

34

N/A

52

Head Teacher
attended a cluster
meeting last term

Mean

N/A

0.87

N/A

0.89

N/A

0.84

Standard Error

N/A

0.032

N/A

0.043

N/A

0.048

N

N/A

112

N/A

54

N/A

58

Mean

N/A

1

N/A

1

N/A

1

Standard Error

N/A

0

N/A

0

N/A

0

N

N/A

112

N/A

54

N/A

58

School received
SSV last term

Note: For each variable the table above includes Mean value, Standard Error and Number of
observations.
Indicators are produced for treatment schools only.

Teacher Level Descriptive Statistics
Variable Label

Mean by state

Total Mean
BL

Katsina

Zamfara

ML

BL

ML

BL

ML

0.112

0.146

0.15

0.139

0.079

Standard
0.0306 0.0254
Error

0.0311

0.0406

0.0467

0.0316

107

120

123

139

Mean 35.848 37.687

35.203

35.833

36.278

39.288

Standard
0.5937 0.5846
Error

0.8479

0.9117

0.8181

0.7559

Teacher Personal Characteristics
Mean 0.142
Respondent is
female

N

Age

N

Speaks Hausa

230

259

230

259

107

120

123

139

Mean

1

1

1

1

1

1

Standard
Error

0

0

0

0

0

0

172

259

70

120

102

139

0.885

0.833

0.884

0.856

N

Mean 0.884 0.0846
Speaks English

Standard
0.027
Error

0.235

0.0406

0.0385

0.0354

0.0285

N

259

70

120

102

139

0.29

0.192

0.233

0.249

0.338

0.0491

0.0407

0.0455

0.0428

259

70

120

102

139

0.104

0.06

0.117

0.079

0.094

172

Mean 0.229
Speaks Arabic

Standard
0.0346 0.0298
Error
N

Speaks Fulfulde
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Standard
0.0262 0.0213
Error

0.0486

0.0316

0.0308

0.0288

259

70

120

102

139

0.015

0.028

0.017

0.049

0.014

Standard
0.0172 0.0077
Error

0.0208

0.0117

0.0237

0.0102

N

172

Mean 0.042
Speaks Yoruba

N

172

259

70

120

102

139

Mean

1

0.967

1

0.969

1

0.965

Standard
Error

0

0.0123

0

0.171

0

0.0176

172

210

70

96

102

114

0.414

0.553

0.531

0.191

0.316

Standard
0.0443 0.0348
Error

0.0768

0.0525

0.0506

0.0469

210

70

96

102

114

0.381

0.553

0.5

0.191

0.281

Standard
0.0443 0.0341
Error

0.0768

0.0544

0.0506

0.438

70

96

102

114

Mean 10.456 11.914

8.712

10.65

11.621

12.978

Standard
0.6213 0.4418
Error

0.8077

0.7283

0.8851

0.5318

256

107

117

123

139

5.077

4.759

4.067

5.02

5.95

Standard
0.4243 0.3467
Error

0.6583

0.4853

0.5555

0.4888

259

105

120

123

139

0.985

0.796

0.975

0.938

0.993

Standard
0.0186 0.0075
Error

0.037

0.0138

0.0221

0.0072

259

107

120

123

139

0.795

0.612

0.75

0.643

0.835

Standard
0.0397 0.0277
Error

0.0552

0.041

0.055

0.0374

259

105

120

123

139

0.351

0.445

0.367

0.445

0.338

Standard
0.0397 0.033
Error

0.0477

0.0525

0.058

0.0415

259

107

120

123

139

1.297

1.284

1.25

1.397

1.34

Professional Characteristics
Teacher is currently
teaching P1-P3
equivalent

Teacher is currently
teaching P4-P6 or
equivalent level

N

Mean 0.318

N
Teacher is currently
teaching at both
lower (P1-P3) and
upper (P4-P6) levels
Total experience as a
teacher in this school
or any other school

172

Mean 0.318

N

N

172

230

Mean 4.916
Total years as a
teacher in current
school

N
Teacher has at least
2 years of teaching
experience in any
school
Teacher has at least
2 years of teaching
experience in the
current school

228

Mean 0.881

N

230

Mean 0.631

N

228

210

Teacher Trainings

Teacher attended
training other than
main RANA trainings
during last 2 years

Mean 0.445

N

230

Mean 1.352
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Total number of
trainings attended by
the teacher

Standard
0.0697 0.0615
Error

0.0832

0.0627

0.1035

0.1046

91

51

44

60

47

6.165

8.232

5.591

9.309

6.702

Standard
1.4437 0.7454
Error

1.2417

0.7887

2.2549

1.2339

91

51

44

60

47

0.264

0.436

0.136

0.55

0.383

Standard
0.0667 0.264
Error

0.081

0.0493

0.0977

0.0655

91

51

44

60

47

0.308

0.142

0.364

0.065

0.255

Standard
0.0342 0.308
Error

0.0643

0.0893

0.0373

0.0639

91

51

44

60

47

0.745

0.585

0.758

0.646

0.734

Standard
0.0394 0.0299
Error

0.0618

0.0404

0.0504

0.0435

259

105

120

116

139

4.439

6.268

4.157

7.56

4.69

Standard
0.8412 0.3027
Error

1.5595

0.4268

0.064

0.4296

189

67

89

76

100

2.999

2.851

2.974

2.2829

3.021

Standard
0.0229 0.0204
Error

0.0364

0.0321

0.0295

0.0261

256

107

118

122

138

2.477

2

2.489

1.931

2.468

0.0609

0.0663

0.0626

0.0535

259

107

120

122

139

3.643

3.644

3.655

3.567

3.633

Standard
0.0304 0.0254
Error

0.0367

0.0377

0.0436

0.0344

256

107

118

122

138

2.158

2.038

2.056

2.136

2.247

Standard
0.0469 0.0394
Error

0.0663

0.0568

0.0637

0.0541

107

120

122

139

N

111

Mean 8.878
Number of days
trained

N
Teacher received
training from
GEP/UNICEF (other
than RANA)

111

Mean 0.505

N

111

Mean 0.096
Teacher received
training from TDP

N

111

Teacher absenteeism

Mean 0.621
Teacher is absent at
least once during last
3 months

N
Number of days
teacher is absent
during the last 3
months (if absent at
least 1 day)

221

Mean 7.059

N

143

Teacher Motivation

Mean 2.838
Teacher motivation
composite index

N

229

Mean 1.959
Self-efficacy

Standard
0.0448 0.042
Error
N

229

Mean 3.598
Interest and
enjoyment

N

229

Mean 2.097
Pressure and tension

N
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Mean 3.698
Effort and
importance

3.722

3.722

3.7

3.682

3.741

Standard
0.0318 0.0242
Error

0.0457

0.0348

0.043

0.0337

259

107

120

122

139

3.35

3.449

3.356

3.521

3.345

0.0352

0.0307

0.032

0.03

N

229

Mean 3.492
Teacher-teacher
interaction

Standard
0.0233 0.0214
Error
N

229

259

107

120

122

139

Mean 0.504

0.51

0.496

0.667

0.51

0.369

0.045

0.0515

0.0347

0.0383

228

102

108

121

120

0.262

0.05

0.34

0.08

0.369

0.0132

0.0595

0.0348

0.0487

102

72

121

58

Mean 44.695 42.385

46.35

41.949

43.61

42.762

Standard
1.1656 0.5744
Error

0.9696

0.8358

1.7621

0.7894

259

120

120

120

139

0.556

0.557

0.55

0.411

0.64

Standard
0.0737 0.0527
Error

0.0536

0.0433

0.0521

0.0452

102

120

121

139

Mean 28.508 26.795

28.855

26.879

28.274

26.722

Standard
0.287 0.2728
Error

0.4307

0.3387

0.3762

0.4159

259

107

120

121

139

1.432

1.541

1.45

1.447

1.417

Standard
0.0755 0.616
Error

0.0808

0.0926

0.1141

0.0823

259

107

120

121

139

8.075

8.645

8.267

7.756

7.909

Standard
0.3596 0.2766
Error

0.6579

0.3518

0.3901

0.4157

107

120

121

139

Mean 97.691 89.597

97.933

89.533

97.528

89.652

Standard
0.3905 0.7389
Error

0.5089

0.8553

0.5558

1.1618

Teacher Knowledge

Teacher subject
knowledge
composite index

Standard
0.0276 0.0319
Error
N

223

Mean 0.068
Teacher pedagogical
knowledge
composite index

Standard
0.0217 0.0401
Error
N

Mother-Tongue
teaching (Hausa) in
early grades index

N

223

222

Mean 0.828
Teacher
Syllabus/Curriculum
knowledge index

N

223

130

259

Teacher Practice

Teacher practice
composite index

N
Teacher links lesson
to previous lesson or
learning objectives
index

228

Mean 1.485

N

228

Mean 8.114
Teachers’ use of
pupil-centred
activities index

N
Share of time pupils
were engaged in
class
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N

228

259

107

120

121

139

0.857

0.009

0.842

0.026

0.871

Standard
0.0109 0.0259
Error

0.0086

0.0412

0.0172

0.0325

259

107

120

121

139

0.243

0.069

0.25

0.018

0.237

Standard
0.0107 0.028
Error

0.0212

0.0404

0.0108

0.389

259

107

120

121

139

Mean 0.147

0.775

0.142

0.783

0.015

0.768

Standard
0.0261
Error

0.03

0.0329

0.0446

0.0375

0.0406

N

229

258

107

120

122

138

Mean

N/A

0.96

N/A

0.99

N/A

0.94

Standard
Error

N/A

N

N/A

257

N/A

118

N/A

139

Mean

N/A

0.93

N/A

0.96

N/A

0.91

Standard
Error

N/A

N

N/A

257

N/A

118

N/A

139

Mean

N/A

0.68

N/A

0.81

N/A

0.58

Standard
Error

N/A

N

N/A

257

N/A

118

N/A

139

Mean

N/A

0.92

N/A

0.9

N/A

0.94

Standard
Error

N/A

N/A

0.021

N

N/A

257

N/A

118

N/A

139

Mean

N/A

0.8

N/A

0.82

N/A

0.78

Standard
Error

N/A

N/A

0.035

N

N/A

257

N/A

118

N/A

139

Mean

N/A

0.88

N/A

0.92

N/A

0.85

Standard
Error

N/A

0.022

N/A

0.028

N/A

0.032

N

N/A

222

N/A

97

N/A

125

Mean

N/A

0.77

N/A

0.73

N/A

0.8

Standard
Error

N/A

0.028

N/A

0.045

N/A

0.036

Mean 0.019
Hausa materials used
during lesson

N
Additional Hausa
materials present
during lesson (but
not used)
Teachers perceive
they have Hausa
materials available

228

Mean 0.038

N

228

Teacher engagement with RANA

Teacher can show
Teacher Guide

Teacher can show
Pupil Workbook

Teacher can show
NRAS

Teacher reports
using Teacher Guide
more than once a
week
Teacher reports
using NRAS at least
once a week

Teacher used
Teacher Guide
during Hausa lesson
Teacher used Pupil
Workbook during
Hausa lesson
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0.011

0.016

0.029

0.017

0.025

N/A

N/A

N/A

N/A

N/A

0.008

0.019

0.037

0.028

0.035

N/A

N/A

N/A

0.02

0.024

0.042
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Teacher used NRAS
during Hausa lesson

Teacher participated
in an SSV in the last
term

Teacher meets with
Lead Teacher at least
once a week
Teacher had lesson
observed by Lead
Teacher in the last
term

N

N/A

222

N/A

97

N/A

125

Mean

N/A

0.09

N/A

0.09

N/A

0.09

Standard
Error

N/A

0.019

N/A

0.03

N/A

0.025

N

N/A

222

N/A

97

N/A

125

Mean

N/A

0.95

N/A

0.94

N/A

0.95

Standard
Error

N/A

N

N/A

222

N/A

99

N/A

123

Mean

N/A

0.58

N/A

0.62

N/A

0.55

Standard
Error

N/A

N

N/A

182

N/A

69

N/A

113

Mean

N/A

0.92

N/A

0.89

N/A

0.94

Standard
Error

N/A

N

N/A

0.024

N/A

0.015

N/A

0.037

0.058

N/A

0.02

0.038

N/A

183

70

N/A

0.019

N/A

0.047

0.023

N/A

113

N/A

Note: For each variable the table above includes Mean value, Standard Error and Number
of observations.
Indicators are produced for treatment schools only.

Pupil Level Descriptive Statistics
Variable Label

Total Mean

Mean by state
Katsina

Zamfara

BL

ML

BL

ML

BL

ML

Mean

0.496

0.496

0.502

0.502

0.489

0.489

Standard
Error

0.0211

0.0211

0.0349

0.0349

0.0233

0.0233

918

918

442

442

476

476

Mean

8.776

10.861

8.604

10.691

8.964

11.047

Standard
Error

0.1834

0.1691

0.2259

0.2003

0.2906

0.276

801

801

403

403

398

398

Mean

0.002

0

0

0

0.004

0

Standard
Error

0.0021

0

0

0

0.0042

0

900

914

431

439

469

475

Mean

0.988

0.997

0.987

0.999

0.989

0.994

Standard
Error

0.0045

0.0017

0.0067

0.0005

0.0059

0.0034

900

914

431

439

469

475

Pupil Characteristics

Female pupils

N

Age

N
Pupil speaks
English at
home

N
Pupil speaks
Hausa at home

N
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Attending
other school
besides this
one

Pupil is a
boarder

Mean

0.519

0.669

0.457

0.683

0.581

0.655

Standard
Error

0.0359

0.032

0.0529

0.0416

0.0457

0.049

918

917

442

441

476

476

Mean

0.097

0.114

0.089

0.0249

0.106

0.126

Standard
Error

0.0201

0.0215

0.0249

0.0248

0.0313

0.0349

918

917

442

441

476

476

Mean

0.037

0.017

0.049

0.019

0.024

0.014

Standard
Error

0.0095

0.0053

0.016

0.0085

0.0089

0.0059

817

796

389

382

428

414

Mean

460.389

531.106

452.9

540.177

467.872

522.044

Standard
Error

4.1929

5.5943

4.8572

6.7987

6.7404

8.7656

918

918

442

442

476

476

Mean

454.394

531.379

449.804

535.965

458.979

526.797

Standard
Error

5.5802

5.7732

5.9713

8.2632

9.4374

8.236

918

918

442

442

476

476

N

N
Faces difficulty
in getting to
school

N
Pupil Assessment Scaled Scores
Hausa literacy
scaled score

N
English literacy
scaled score

N

Note: For each variable the table above includes Mean value, Standard Error and Number of
observations.
Indicators are produced for treatment schools only.
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Annex D: IQSS Descriptive Statistics
School level descriptive statistics

Variable Label

Total Mean

Mean by state
Bauchi

BL

Niger

ML

BL

ML

BL

ML

0.05

0.05

0

0

0.088

0.088

0.0354

0.0354

0

0

0.0624

0.0624

69

60

30

30

30

30

Mean

38.576

39.736

43.139

43.776

34.8

36.573

Standard Error

1.3296

1.3943

1.5727

1.6536

2.0421

2.1208

56

58

29

29

27

29

Head Teacher Personal Characteristics
Mean
Respondent is
female

Standard Error
N

Age

N

Head Teacher Professional Characteristics
Number of
years in Head
Teacher role in
current school
Number of
years of
teaching
experience

Mean

8.883

8.714

14.402

13.293

4.762

5.047

Standard Error

1.1521

0.9699

2.2223

1.7231

1.1323

1.0752

59

59

29

30

30

29

Mean

12.596

13.224

16.932

18.263

9.225

9.2

Standard Error

1.1159

1.3291

1.5338

1.9132

1.5852

1.8099

59

55

30

28

29

27

0.216

0.284

0.234

0.278

0.203

0.288

0.0556

0.0557

0.0789

0.0888

0.0774

0.0712

60

60

30

30

30

30

0.44

0.568

0.222

0.315

0.606

0.762

0.0662

0.0633

0.0861

0.933

0.0966

0.086

60

60

30

30

30

30

N

N

Mean
Does the Head
Teacher have an Standard Error
NCE?
N
Head Teacher
has SSCE or
higher degree

Mean
Standard Error
N

Head Teacher Trainings and GEP material

HT received
training during
last 2 years

Mean

N/A

0.15

N/A

0.253

N/A

0.065

Standard Error

N/A

0.046

N/A

0.093

N/A

0.0404

N

N/A

60

N/A

30

N/A

30

Mean

N/A

1.15

N/A

1.121

N/A

1.22

Standard Error

N/A

0

N/A

0

N/A

0

N

N/A

10

N/A

7

N/A

3

Mean
Total number of
days trained
Standard Error

N/A

3.3

N/A

3.517

N/A

2.66

N/A

0

N/A

0

N/A

0

N

N/A

10

N/A

7

N/A

3

Mean

N/A

0.96

N/A

1

N/A

0.949

Total trainings
received by HT
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A
representative
of the school
management
attended the
first day of the
5-day GEP
training

Standard Error

N/A

0.03

N/A

0

N/A

0.0391

N

N/A

45

N/A

15

N/A

30

Head teacher
reports
receiving
materials from
GEP

Mean

N/A

0.9

N/A

0.978

N/A

O.84

Standard Error

N/A

0.037

N/A

0.022

N/A

0.0638

N

N/A

60

N/A

30

N/A

30

Mean

N/A

0.61

N/A

0.651

N/A

0.573

Standard Error

N/A

0.066

N/A

0.0918

N/A

0.0929

N

N/A

60

N/A

30

N/A

30

Mean

0.443

0.651

0.332

0.697

0.54

0.615

Standard Error

0.0737

0.0537

0.0929

0.0925

0.1105

0.0626

57

59

30

30

27

29

Mean

0.043

0.253

0.122

0.375

0

0.146

Standard Error

0.0422

0.0712

0.1188

0.091

0

0.1045

24

39

9

22

15

17

Mean

0.629

0.799

0.7

0.8

0.568

0.799

Standard Error

0.0681

0.051

0.0735

0.0718

0.1099

0.0715

57

59

30

30

27

29

0.93

0.961

0.949

0.934

0.913

0.981

0.0336

0.0234

0.0311

0.048

0.0568

0.0184

57

59

30

30

27

29

Mean

0.354

0.563

0.392

0.429

0.325

0.666

Standard Error

0.0661

0.0702

0.095

0.0978

0.0912

0.0988

60

60

30

30

30

30

3.599

2.924

4.268

3.399

2.98

2.69

Standard Error

0

0

0

0

0

0

N

23

31

13

12

10

19

Mean

0.269

0.563

0.273

0.429

0.266

0.666

Standard Error

0.0607

0.0702

0.0842

0.0978

0.0857

0.0988

60

60

30

30

30

30

School can
show at least
one copy of
each GEP
material

Head Teacher School Leadership

Has observed
any lesson for
the entire
duration
Keeps written
notes of lesson
observations
Has taken
action to
improve
teacher
attendance
Has taken
action to
improve pupil
attendance
Received any
monitoring
visits (excl. GEP
visits)
Number of
monitoring
visits received
(where school
receives a visit)
Received any
monitoring
visits from
government
officials
© EDOREN
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Mean
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Note: For each variable the table above includes Mean value, Standard Error and Number of
observations.
Variable Label
Mean by state
Total Mean
Bauchi
Niger
BL

ML

BL

ML

BL

ML

0.876

0.855

0.912

0.0492

0.0705

0.0541

30

30

30

0.975

0.944

0.891

1

0.0254

0.0397

0.0598

0

30

30

30

30

0.342

0.159

0.102

0.313

0.526

Standard Error 0.0594 0.0542

0.0674

0.0552

0.0913

0.0859

30

30

30

30

0.164

0.183

0.208

0.0728

0.0563

0.0526

0.0728

0.0735

30

30

30

30

0.72

0.975

0.77

0.869

0.0875

0.0254

0.0801

0.0643

30

30

30

30

0.59

0.356

0.577

0.709

0.1038

0.1004

0.0918

0.098

30

30

30

30

0.022

0.031

0.208

0.27

0.022

0.0305

0.0728

0.067

30

30

30

30

0.307

0.041

0.19

0.344

0.397

Standard Error 0.0554 0.0999

0.0407

0.1181

0.0928

0.1515

60

30

30

30

30

3.069

2.095

2.409

3.833

3.594

Standard Error 0.4244 0.2706

0.2952

0.1706

0.7333

0.468

59

30

30

28

29

0.708

0.553

0.573

0.821

0.812

Standard Error 0.0553 0.0617

0.0993

0.1009

0.0599

0.0769

School Structure
Mean 0.907 0.896
0.975
Subjects taught in
Standard Error 0.0414 0.0373 0.0254
school- English
N 60
60
30
Mean 0.927 0.976
Subjects taught in
schoolStandard Error 0.0356 0.0172
Mathematics
N 60
60
Subject taught in
school- Social
Studies/Civic
Education

Mean 0.246

N

60

60

Mean 0.189 0.257
Subjects taught in
school- General
Standard Error 0.0478 0.0475
Science/Basic
N 60
60
Science
Mean 0.749 0.915
Subjects taught in Standard Error 0.0591 0.0381
school- Hausa
N 60
60
Mean 0.582 0.556
Subjects taught in Standard Error 0.0687 0.0706
school- Arabic
N 60
60
Mean 0.127 0.166
School teaches all
5 core integrated Standard Error 0.0423 0.0402
subjects
N 60
60
Share of nonreligious teachers
that are paid
Integrated
teaching per
week at P2 level
(hours)
School has a HT
separate from
the proprietor

Mean 0.213
N

60

Mean 3.054
N

58

Mean 0.704
N

58

60

29

30

29

30

N/A

0.09

N/A

0.203

N/A

0

School mobility and closure
Mean
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IQS moved outside Standard Error
of the community
in the last 2 years
N

N/A

0.037

N/A

0.0855

N/A

0

N/A

60

N/A

30

N/A

30

IQS had irregular
closure in last 2
years

Mean

N/A

0.19

N/A

0.273

N/A

0.125

Standard Error

N/A

0.055

N/A

0.0932

N/A

0.0663

N

N/A

60

N/A

30

N/A

30

Mean

N/A

6.13

N/A

5.522

N/A

7.146

Standard Error

N/A

0

N/A

0

N/A

0

N

N/A

12

N/A

8

N/A

4

3.008

3.224

2.671

2.549

3.266

3.74

Standard Error 0.2887

0.2074

0.496

0.1574

0.3398

0.3459

60

60

30

30

30

30

0.123

0.137

0.038

0.035

0.188

0.216

Standard Error 0.0374

0.022

0.0298

0.0202

0.062

0.0356

60

60

30

30

30

2.288

2.982

2.025

2.381

2.49

3.443

Standard Error 0.1454

0.2025

0.1788

0.2011

0.2171

0.3228

60

60

30

30

30

30

0.451

0.57

0.086

0.132

0.731

0.905

0.1016

0.0637

0.0733

0.2588

0.1705

60

30

30

30

30

0.256

0.241

0.379

0.24

0.162

0.0669

0.0761

0.127

0.1167

0.067

60

30

30

30

30

1

1

1

0.84

1

0

0

0

0.0651

0

60

60

30

30

30

30

0.425

0.369

0.237

0.149

0.569

0.538

Standard Error 0.0563

0.0618

0.0612

0.0647

0.0878

0.0972

60

60

30

30

30

30

0.271

0.112

0.237

0.108

0.297

0.114

Standard Error 0.0575

0.0382

0.0612

0.0503

0.0901

0.0553

60

60

30

30

30

30

0.274

0.491

0.292

0.642

0.26

0.375

Standard Error 0.0606

0.0677

0.0947

0.0905

0.0787

0.0975

60

30

30

30

30

Number of days
IQS was closed
Teacher Roster
Number of
teachers of
integrated
subjects- All
Levels
Ratio of females
to total
integrated
subject teachers
Number of
teachers of
integrated
subjects- P1-P3
Number of
female teachers
of integrated
subjects- P1-P3

Mean

N
Mean
N
Mean
N
Mean

Standard Error 0.1491
N

60

Mean 0.24
Teacher turnover
as a share of total Standard Error 0.0738
teachers – P1-P3
60
N

30

School Infrastructure
Mean
School Repairs

Standard Error 0.0369
N
Mean

Electricity

N
Mean
Electricity today

N
School has a
source of
drinking water
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Mean
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Mean

0.252

0.378

0.266

0.439

0.242

0.331

Standard Error

0.061

0.0709

0.093

0.1026

0.0808

0.0975

60

60

30

30

30

30

2.709

2.888

2.858

3.051

2.594

2.762

Number of rooms Standard Error 0.2678

0.3185

0.4261

0.5688

0.342

0.3558

60

30

30

30

30

2.067

2.258

2.031

1.94

2.095

0.2109

0.3948

0.3349

0.3103

0.2701

60

30

30

30

30

0.416

0.629

0.386

0.493

0.439

0.734

Standard Error 0.1228

0.1861

0.155

0.1463

0.1815

0.3089

60

60

30

30

30

30

0.095

0.157

0.137

0.154

0.062

0.16

Standard Error 0.0423

0.0504

0.0749

0.0627

0.0478

0.0749

60

60

30

30

30

30

0.212

0.125

0.119

0.069

0.283

0.168

Standard Error 0.0527

0.0441

0.061

0.0371

0.0805

0.0725

60

60

30

30

30

30

0.026

0.048

0.041

0.086

0.014

0.018

Standard Error 0.0194

0.0221

0.0407

0.0452

0.0143

0.0182

60

60

30

30

30

30

Mean

0.323

0.294

0.578

0.525

0.127

0.117

Standard Error

0.052

0.051

0.0984

0.0912

0.0525

0.0568

60

60

30

30

30

30

Mean

1.216

1.242

1.572

1.289

0.871

1.208

Standard Error

0.164

0.1177

0.2873

0.1341

0.1101

0.1773

19

57

10

27

9

30

1.323

1.258

1.69

1.363

0.968

1.184

Standard Error 0.1738

0.125

0.3032

0.1593

0.1298

0.1813

57

10

27

9

30

Mean 62.193

66.552

61.275

95.634

62.904

45.967

Standard Error 16.1276

8.3421

19.743

14.2273

25.294

10.0777

57

10

27

9

30

Mean 73.901

61.691

69.279

77.802

79.044

50.289

Standard Error 26.5117

8.5871

26.9683

13.8564 46.7628

10.903

18

57

10

27

8

30

0.362

0.64

0.475

0.568

0.275

0.695

Availability of
water from
source today

N
Mean
N

59

Mean 2.078
Number of rooms
used for classes
Standard Error 0.2453
today
N
60
Number of
functioning
toilets
School has
functional toilets
for girls

Mean
N
Mean
N
Mean

Fence or
boundary wall

Collection of
books

N
Mean
N

Playground or
sports area

N
School enrolment

Ratio of girls to
boys in P1-P3

N
Mean
Ratio of girls to
boys in total

N
Ratio of pupils to
teachers in P1-P3

Ratio of pupils to
teachers in total

N

N

19

19

School Records

Mean
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Attendance
record exists for
P2 for current
year

Standard Error 0.0588

Updated
attendance
record exists for
P2 for current
year

Mean

Enrolment record
exists for P2
current year
Updated
enrolment record
for current year
available
Teacher
attendance
record exists
Updated teacher
attendance
record exists

0.0701

0.0912

0.0984

0.0767

0.0982

60

60

30

30

30

30

0.045

0.254

0.085

0.193

0.014

0.301

Standard Error 0.0227

0.0665

0.0488

0.0848

0.0143

0.979

60

60

30

30

30

30

0.367

0.711

0.415

0.686

0.33

0.73

Standard Error 0.0611

0.0632

0.0836

0.0848

0.868

0.0908

60

60

30

30

30

30

0.369

0.623

0.419

0.549

0.331

0.679

Standard Error 0.0591

0.0703

0.086

0.106

0.081

0.0939

60

60

30

30

30

30

0.12

0.207

0.088

0.144

0.144

0.256

0.0509

0.0528

0.0661

0.0701

0.742

60

60

30

30

30

30

0.084

0.051

0.063

0.041

0.1

0.058

Standard Error 0.0368

0.0317

0.0463

0.0407

0.0544

0.0464

60

60

30

30

30

30

0.418

0.953

0.063

0.041

0.1

0.058

Standard Error 0.0614

0.0295

0.0463

0.0407

0.0544

0.0464

60

60

30

30

30

30

0.266

0.394

0.312

0.286

0.231

0.477

Standard Error 0.0548

0.0651

0.0769

0.0917

0.0767

0.091

60

30

30

30

30

N

N
Mean
N
Mean

N
Mean

Standard Error 0.0458
N
Mean
N
Mean

No written
records provided

N
Timetable
provided for P2
or equivalent

Mean
N

60

Note: For each variable the table above includes Mean value, Standard Error and Number of
observations.
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Teacher Level Descriptive Statistics
Mean by state

Total Mean

Variable Label

Bauchi

Niger

BL

ML

BL

ML

BL

ML

0.124

0.06
5

0.032

0

0.187

0.13

Standard
0.0505
Error

0.02
93

0.0323

0

0.0811

0.0591

N

96

93

46

47

50

46

31.04

32.3
78

33.389

33.283

29.446

31.432

Standard
0.8204
Error

0.97
5

1.3285

1.2318

1.0029

1.5239

N

95

90

45

46

50

44

0.948

0.97
8

1

1

0.909

0.957

Standard
0.0328
Error

0.01
52

0

0

0.0546

0.0307

N

76

93

38

47

38

46

0.897

0.90
3

0.887

0.894

0.905

0.913

Standard
0.0353
Error

0.03
66

0.0561

0.0559

0.0452

0.0471

N

76

93

38

47

38

46

0.169

0.20
4

0.232

0.213

0.122

0.196

Standard
0.0486
Error

0.04
1

0.0862

0.0598

0.0552

0.0558

N

76

93

38

47

38

46

0.064

0.08
6

0.109

0.17

0.03

0

Standard
0.0257
Error

0.02
86

0.0459

0.0567

0.0297

0

N

76

93

38

47

38

46

0.025

0.01
1

0

0

0.044

0.022

Standard
0.0246
Error

0.01
08

0

0

0.0419

0.0218

N

93

38

47

38

46

Teacher Personal Characteristics
Mean
Respondent is
female

Mean
Age

Mean
Speaks Hausa?

Mean
Speaks English?

Mean
Speaks Arabic?

Mean
Speaks Fulfulde?

Mean
Speaks Yoruba?

76

Professional Characteristics
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Teacher is currently
teaching P1-P3
equivalent

Total experience as
a teacher in this
school or any other
school

Mean

1

0.95
7

1

0.947

1

0.969

Standard
Error

0

0.02
49

0

0.0377

0

0.0312

N

76

70

38

38

38

32

6.025

8.11
8

8.199

9.298

4.562

6.913

Standard
0.6581
Error

0.68
9

0.9601

1.0267

0.8397

0.9012

N

95

93

45

47

50

46

3.371

5.46
7

4.896

5.83

2.321

5.089

Standard
0.4979
Error

0.46
74

1.017

0.7362

0.384

0.5623

N

96

92

46

47

50

45

0.806

0.95
7

0.896

0.936

0.744

0.978

Standard
0.0488
Error

0.02
02

0.417

0.0338

0.077

0.0217

N

96

93

46

47

50

46

0.633

0.91
4

0.726

0.894

0.569

0.935

Standard
0.0688
Error

0.02
88

0.0675

0.0468

0.1049

0.0339

N

93

46

47

50

46

Mean

Mean
Total years as a
teacher in current
school

Teacher has at least
2 years of teaching
experience in any
school
Teacher has at least
2 years of teaching
experience in the
current school

Mean

Mean

96

Teacher Trainings
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Mean
Has the teacher
attended training
during last 2 years?

0.304

0.277

0.485

0.043

Standard
0.0501 0.0415 0.0582
Error

0.0771

0.0729

0.0261

N

93

46

47

50

46

1.309

1.067

1.298

1.077

1.313

1

Standard
Error

0

0

0

0

0

0

N

40

15

16

13

24

2

6.105

3.733

6.886

4.154

5.784

1

Standard
Error

0

0

0

0

0

0

N

40

15

16

13

24

2

Mean

N/A

0.9

N/A

0.92

N/A

0.88

Standard
Error

N/A

0.047

N/A

0.0557

N/A

0.0753

N

N/A

50

N/A

25

N/A

25

Mean

N/A

0.58

N/A

0.731

N/A

0.423

Standard
Error

N/A

0.067

N/A

0.085

N/A

0.097

N

N/A

52

N/A

26

N/A

26

Mean

N/A

1.53

N/A

1.579

N/A

1.455

Standard
Error

N/A

0.145

N/A

0.1819

N/A

0.2298

N

N/A

30

N/A

19

N/A

11

Mean

N/A

0.82

N/A

0.92

N/A

0.761

Standard
Error

N/A

0.041

N/A

0.0546

N/A

0.0551

N

N/A

71

N/A

25

N/A

46

Mean

N/A

2.07

N/A

2

N/A

2.143

Standard
Error

N/A

0.107

N/A

0.1384

N/A

0.1626

N

N/A

71

N/A

36

N/A

35

Mean

N/A

0.81

N/A

0.872

N/A

0.756

Standard
Error

N/A

0.027

N/A

0.0383

N/A

0.0381

N

N/A

52

N/A

26

N/A

26

Mean

N/A

0.3

N/A

0.362

N/A

0.239

Mean
Number of days
trained
Teacher who
attended the first
training also
attended the
second training
(only for LGAs
where 2nd training
has been held)
Sampled teacher
has attended a
cluster-based
meeting
Number of cluster
meetings sampled
teacher has
attended (Jan - July
2017)
Teacher
participated in SSV
last term

Number of SSVs
teacher
participated in last
term
Equal weighted
index of exposure
to cluster meetings
and two rounds of
GEP trainings
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Teacher received
maximum GEP
training dosage?

Standard
Error

N/A

0.042

N/A

0.0623

N/A

0.0544

N

N/A

93

N/A

47

N/A

46

Teacher absenteeism and compensation

Teacher is absent at
least once during
last 3 months
Number of days
teacher is absent
during the last 3
months
Teacher gets a
salary, stipend, or
any other form of
payment

Mean

N/A

0.7

N/A

0.851

N/A

0.543

Standard
Error

N/A

0.049

N/A

0.0565

N/A

0.081

N

N/A

93

N/A

47

N/A

46

Mean

N/A

6.98

N/A

5.5

N/A

9.458

Standard
Error

N/A

1.905

N/A

0.8181

N/A

4.8813

N

N/A

64

N/A

40

N/A

24

Mean

0.477

0.194

0.284

0.106

0.603

0.283

0.0415 0.0735 0.0425

0.0843

0.0731

44

46

Standard
0.0588
Error
N

83

93

39

47

Teacher Motivation
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Teacher motivation
composite index

Self-efficacy

Interest and
enjoyment

Pressure and
tension

Effort and
importance

Teacher-teacher
interaction

Mean

N/A

2.96

N/A

2.942

N/A

2.984

Standard
Error

N/A

0.028

N/A

0.0398

N/A

0.0382

N

N/A

93

N/A

47

N/A

46

Mean

N/A

2.23

N/A

2.234

N/A

2.221

Standard
Error

N/A

0.054

N/A

0.0754

N/A

0.077

N

N/A

93

N/A

47

N/A

46

Mean

N/A

3.68

N/A

3.674

N/A

3.681

Standard
Error

N/A

0.037

N/A

0.0445

N/A

0.0606

N

N/A

93

N/A

47

N/A

46

Mean

N/A

2.16

N/A

2.064

N/A

2.261

Standard
Error

N/A

0.069

N/A

0.0932

N/A

0.1025

N

N/A

93

N/A

47

N/A

46

Mean

N/A

3.78

N/A

3.798

N/A

26.283

Standard
Error

N/A

0.034

N/A

0.0439

N/A

1.2762

N

N/A

93

N/A

47

N/A

46

Mean

N/A

3.38

N/A

3.2889

N/A

3.478

Standard
Error

N/A

0.029

N/A

0.0439

N/A

0.0383

N

N/A

93

N/A

47

N/A

46

0.423

0.64

0.511

0.726

0.363

0.531

0.0585 0.0716 0.0901

0.0396

0.0644

Teacher Knowledge

Mean
Teacher subject
knowledge
composite index

Standard
0.0387
Error
N

Teacher
pedagogical
knowledge
composite index

Mean

73

46

41

50

32

0.048

0.208

0.07

0.333

0.033

0.048

0.0594 0.0291 0.0922

0.0318

0.0486

Standard
0.0221
Error
N
Mean

Teacher
Syllabus/Curriculu
m knowledge index

96

96

48

45

27

50

21

0.815

0.699

0.82

0.83

0.812

0.565

0.1435

0.1385

50

46

Standard
0.1056
Error
N

96

0.0981 0.1535 0.1423
93

46

47

Teacher practice
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Total duration of
lesson observed

Teacher practice
composite index

Teacher links lesson
to previous lesson
or learning
objectives index
Teachers’ use of
pupil-centred
activities index

Share of time pupils
were engaged in
class
At least one
teaching or learning
resource was
present in the class,
but not used during
CO
Teachers used at
least one teaching
or learning material
during CO
Composite index of
present of hausa
materials presence
and use
Any GEP3
resources used
during lesson

Mean

N/A

28.77

N/A

31.213

N/A

26.283

Standard
Error

N/A

0.919

N/A

1.2623

N/A

1.2762

N

N/A

93

N/A

47

N/A

46

Mean

N/A

26.73

N/A

28.708

N/A

24.719

Standard
Error

N/A

0.369

N/A

0.4009

N/A

0.6032

N

N/A

93

N/A

47

N/A

46

Mean

N/A

1.47

N/A

1.447

N/A

1.5

Standard
Error

N/A

0.11

N/A

0.1458

N/A

0.1643

N

N/A

93

N/A

47

N/A

46

Mean

N/A

6.18

N/A

8.06

N/A

4.258

Standard
Error

N/A

0.366

N/A

0.5806

N/A

0.4182

N

N/A

93

N/A

47

N/A

46

Mean

N/A

93.11

N/A

97.264

N/A

88.858

Standard
Error

N/A

1.053

N/A

0.8223

N/A

1.9158

N

N/A

93

N/A

47

N/A

46

Mean

N/A

0.17

N/A

0.17

N/A

0.174

Standard
Error

N/A

0.038

N/A

0.0511

N/A

0.0559

N

N/A

93

N/A

47

N/A

46

Mean

N/A

0.49

N/A

0.489

N/A

0.5

Standard
Error

N/A

0.049

N/A

0.0678

N/A

0.0706

N

N/A

93

N/A

47

N/A

46

Mean

N/A

0.2

N/A

0.17

N/A

0.228

Standard
Error

N/A

0.031

N/A

0.044

N/A

0.0432

N

N/A

93

N/A

47

N/A

46

Mean

N/A

0.22

N/A

0.255

N/A

0.174

Standard
Error

N/A

0.038

N/A

0.058

N/A

0.0477

N

N/A

93

N/A

47

N/A

46

Note: For each variable the table above includes Mean value, Standard Error and Number of
observations.
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CBM descriptive statistics
Variable Label

Total Mean

Mean by state

BL

ML

Bauchi

Niger

Mean

14.289

15.82

15.931

15.769

13.236

15.858

Standard
Error

0.6854

0.5571

0.612

0.3528

1.0474

0.9461

52

60

24

30

28

30

Mean

0.887

0.967

0.918

1

0.867

0.942

Standard
Error

0.042

0.0263

0.0593

0

0.0575

0.0464

52

60

24

30

28

30

Mean

0.184

0.246

0.447

0.258

0.015

0.238

Standard
Error

0.04

0.0594

0.0959

0.0892

0.0148

0.0796

52

60

24

30

28

30

Mean

0.715

0.679

0.731

0.643

0.705

0.706

Standard
Error

0.0353

0.02979

0.0271

0.0278

0.0553

0.0479

52

60

24

30

28

30

CBMC Characteristics
Number of
members in the
current CBMC

N
CBMC has at
least one female
member

N
CBMC has at
least one girl
child member

Share of
community
members in
CBMC

N

N

CBMC activity
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CBMC has had
meetings this
year

Mean

0.649

0.697

0.809

0.71

0.546

0.687

Standard
Error

0.0727

0.0693

0.0868

0.0967

0.1052

0.0975

52

60

24

30

28

30

N
Mean
Number of CBMC
Standard
meetings during
Error
last year
N

4.19

3.783

6.325

3.595

2.933

3.929

0.3438

0.2871

0.804

0.3833

0.1938

0.4143

47

58

21

29

26

29

Mean

0.407

0.627

0.361

0.608

0.446

0.638

Standard
Error

0

0

0

0

0

0

N

30

30

16

13

14

17

Mean

0.193

0.549

0.21

0.341

0.182

0.709

Standard
Error

0.0542

0.0592

0.0766

0.0967

0.0743

0.0738

52

60

24

30

28

30

0.679

0.826

0.834

0.592

0.602

0.912

0

0

0

0

0

0

21

29

9

11

12

18

Attendance rate
at last meeting

Complete WCDP
exists (for
current or last
year)

N

A written version
Mean
(draft or final) of
Standard
plan available,
Error
where the plan
N
exists
CBMC trainings
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Mean
CBMC training on
Standard
roles and
Error
responsibilities
N
Number of
Mean
members who
attended training Standard
Error
on roles and
responsibilities
N
CBMC received
training on
financial
management

N/A

0.84

N/A

0.878

N/A

0.814

N/A

0.051

N/A

0.0737

N/A

0.0699

N/A

60

N/A

30

N/A

30

N/A

3.77

N/A

4.259

N/A

3.373

N/A

0.19

N/A

0.2186

N/A

0.2966

N/A

50

N/A

27

N/A

23

Mean

N/A

0.8

N/A

0.858

N/A

0.76

Standard
Error

N/A

0.049

N/A

0.0572

N/A

0.0756

N

N/A

60

N/A

30

N/A

30

Mean
Number of
members trained Standard
on financial
Error
management
N

N/A

3.19

N/A

3.312

N/A

3.077

N/A

0.23

N/A

0.2263

N/A

0.3818

N/A

46

N/A

25

N/A

21

Equal weighted
Mean
index of whether
Standard
CBMC members
Error
attended the
training on
finances, CBMCs
roles and
N
responsibilities,
and received a
follow up
monitoring visit

N/A

0.81

N/A

0.795

N/A

0.819

N/A

0.036

N/A

0.0441

N/A

0.0534

N/A

60

N/A

30

N/A

30

Mean

N/A

0.63

N/A

0.503

N/A

0.723

Standard
Error

N/A

0.06

N/A

0.0974

N/A

0.0756

N

N/A

60

N/A

30

N/A

30

School received
maximum GEP
trainng dosage
School monitoring
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CBMC received
at least one
monitoring visit
between Jan July 2017

Mean

N/A

0.78

N/A

0.651

N/A

0.884

Standard
Error

N/A

0.046

N/A

0.0861

N/A

0.0478

N

N/A

60

N/A

30

N/A

30

Avg number of
Mean
monitoring visits
received
Standard
between Jan Error
July 2017 (for
CBMCs that have
N
received at least
one visit)

N/A

2.57

N/A

2.542

N/A

2.589

N/A

0.313

N/A

0.4299

N/A

0.4255

N/A

43

N/A

18

N/A

25

Mean

N/A

0.95

N/A

0.968

N/A

0.946

Standard
Error

N/A

0.035

N/A

0.0316

N/A

0.0544

N

N/A

44

N/A

21

N/A

23

N/A

19272.6
1

N/A

Community support

CBMC mobilised
cash from
community

Mean

Amount of funds
mobilised from
community

Share of funds
from community
in total funds
raised
CBMC received
non-cash
resources from
the community

N/A

44812.1

63918.7

Standard
Error

N/A

11213.2
5

N/A

5688.83
5

N/A

19134.5
1

N

N/A

40

N/A

20

N/A

20

Mean

N/A

92.12

N/A

96.837

N/A

88.696

Standard
Error

N/A

3.899

N/A

3.163

N/A

6.3307

N

N/A

42

N/A

21

N/A

21

Mean

N/A

0.9

N/A

0.733

N/A

1

Standard
Error

N/A

0.047

N/A

0.1226

N/A

0

N

N/A

38

N/A

17

N/A

21

CBMC Funds
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CBMC had access
Mean
to funds during
Standard
the last year
Error
(received,
mobilised, or
N
GEP grant)
CBMC
successfully
mobilised cash
resources
CBMC received
funds without
active
fundraising

Mean

N/A

0.97

N/A

0.935

N/A

1

N/A

0.018

N/A

0.0464

N/A

0

N/A

54

N/A

25

N/A

29

N/A

0.84

N/A

0.811

N/A

0.865

Standard
Error

N/A

0.058

N/A

0.0997

N/A

0.0701

N

N/A

49

N/A

24

N/A

25

Mean

N/A

0.04

N/A

0.085

N/A

0.014

Standard
Error

N/A

0.023

N/A

0.0488

N/A

0.0143

N

N/A

60

N/A

30

N/A

30

N/A

48640.3
8

N/A

20190.8
5

N/A

N/A

11734.4

N/A

5331.16
6

N/A

20444.9
2

N/A

45

N/A

23

N/A

22

N/A

192485.
5

N/A

20190.8
5

N/A

296512.
5

N/A

10497.7
25

N/A

5331.16
6

N/A

16525.4
1

N/A

52

N/A

23

N/A

29

Mean
Total funding
CBMC had access Standard
to last year
Error
(excluding SIG)
N
Mean
Total funding
CBMC had access Standard
to last year
Error
(including SIG)
N

70761.8

GEP School Improvement Grant
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CBMC received
school grant

Mean

N/A

0.53

N/A

0

N/A

0.931

Standard
Error

N/A

0.024

N/A

0

N/A

0.0431

N

N/A

60

N/A

30

N/A

30

Mean
Share of SIG that
has been utilised Standard
by the end of the
Error
last school year
N
School invested
Mean
in at least one
Standard
non-eligible SIG
Error
investment
category (such as
construction or
renovation of
N
toilet facilities
and classroom
construction or
renovation)
CBMC stores SIG
funds in a
dedicated bank
account

Mean

N/A

97.44

N/A

N/A

N/A

97.44

N/A

1.519

N/A

N/A

N/A

1.519

N/A

27

N/A

N/A

N/A

27

N/A

0.96

N/A

N/A

N/A

0.96

N/A

0.039

N/A

N/A

N/A

0.039

N/A

27

N/A

N/A

N/A

27

N/A

0.8

N/A

N/A

N/A

0.8

Standard
Error

N/A

0.079

N/A

N/A

N/A

0.079

N

N/A

27

N/A

N/A

N/A

27

CBMC financial management
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CBMC has a
cashbook

Cash book
includes balance
for the month of
last transaction

CBMC has a bank
account

CBMC uses its
bank account to
store funds

Evidence of bank
transaction
available to see

Mean

N/A

0.54

N/A

0.234

N/A

0.774

Standard
Error

N/A

0.045

N/A

0.0657

N/A

0.0614

N

N/A

60

Mean

N/A

N/A

30

N/A

30

0.71

N/A

0.547

N/A

0.739

Standard
Error

N/A

0

N/A

0

N/A

0

N

N/A

24

N/A

6

N/A

18

Mean

N/A

0.95

N/A

0.975

N/A

0.925

Standard
Error

N/A

0.03

N/A

0.0254

N/A

0.0487

N

N/A

60

Mean

N/A

N/A

30

N/A

30

0.75

N/A

0.433

N/A

1

Standard
Error

N/A

0.041

N/A

0.0911

N/A

0

N

N/A

56

N/A

29

N/A

27

Mean

N/A

0.42

N/A

0.221

N/A

0.58

Standard
Error

N/A

0.067

N/A

0.0899

N/A

0.0969

N

N/A

56

N/A

29

N/A

27

Note: For each variable the table above includes Mean value, Standard Error and Number of
observations.
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